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Preface

Interest inthe comparative study of adult education has been growing in many parts
of the world since the first conference on comparative adult education held at Exeter,
U.S.A. in 1966. This interest was given further impetus by meetings held at Pugwash,
Canada in 1970, Nordborg, Denmark in 1972, Nairobi, Kenya in 1975, Oxford,
England in 1987, Rome, Italy in 1988 and Ibadan, Nigeria in 1991,

A number of international organizations, among those Unesco, the Intemational
Bureau of Education, the Intemational Congress of University Adult Education, the
European Bureau of Adult Education, O.E.C.D., the (now defunct) European Centre
for Leisurc and Education, the Council of Europe, and the Interational Council for
Adult Education have contributed their share.

A growing number of universities in all five continents established courses in
comparative adult education. 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 arca has increased considerably since the early 1960s both
insupportand as aresult of this university activity. Anumber of valuable 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 afew years ago there was nocommercial publisher enticing researchers
10 submit manuscripts of monographs dealing with comparative and case studics of
aduli education in various countries, even though the need for such a publishing
venture was stressed at a number of inlemational 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 Councit for Adult Education, decided in 1977 to publish a series of
Monographs on Comparative and Arca Studics in Adult Education.

In 1984 a major English publishing house in the field of education, Croom Helm,
decided 1o cstablish a new series, the Croom Helm Series in International Adult
Education. Dr. Peter Jarvis of the University of Surrey, an internationally recognized




scholar and noted promoter of publishing in intemational adult education, was
appoinied editor of this new scries. A number of volumes have been published in this
series since 1984 and have enriched the literature in this important ficld. The series has
been taken over by Routledge and is now published as International Perspectives on
Adult and Continuing Education.

One of the major deficits in English-language publishing on adull education is the
dearth of materials translaied from other languages. 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 and practitioners inthe
English-speaking world. We have atiempied in asmall way inthis series of monographs
1o contribute towards {illing this gap in the literature of adu: =ducation.

We arc now pleased 10 bring out as the scventcenth volume in the series Adult
Educationinthe Federal Republic of Germany Scholarly Approaches and Professional
Practice, 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 HaindorfT. This volume offers the English-spcaking reader an important
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 10 the recent German unification. It supplements informs alion
contained in a previous volume in this series, Aduli 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 pablished by Peter Lang (1988).

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

Jindra Kulich
General Editor
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Introduction
Wilhelm Mader

It was in 1969 that a formal degree program in adult education was established in the
Federal Republic of Genmany, thus providing for a professional training in the ficld
of adult education practice leading to a Diplom. The necessity for the development of
a“'science of adult education” with its own profile and delincation, independent of any
other studics, 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 studics long before within the earlier depaniments of pedagogy, psychology,
or sociology. However, no independent field of adult education had sprung form them.
Indeed, in Germany the first university courses for adult education were introduced
decades after a long history of practical adult education, and prior to the development
of any true science of adult education. The developmen: towards a “science™ and the
professional training for adult education accordingly went on simultancously.

Twenly years after laborious endeavours to cstablish a science of adult education
inthe Federal Republic of Germany, scholars andexperts of the Dewssche Gesellschafi
fiir Erziehungswissenschaft (German Association for Education Science) ventured a
diagnosis of the actval situation (1988): “A first “lose look at our novel discipline
seems 1o reveal that il has incurred the virus of “alomization” or nol 1o have grown
out of fragmemation at all. Connections are barely visible. Is this drifting apart the
expression of individual self-assertion at privileged university posis including
compelition among scholar: and scientists? Or is it rather a sign of creative
pluralism? What would be the conditons and reasons for a colluborative progress in
our field?” (Gicscke et al., 1989:1).

Faced with such a diagnosis, the question which the contributors sought to answer
was whether the development of adult education as afield of social practice on the one
hand, as a field of scholurly research and theory on the other, can effectively be
describedonly by the variety of ideas and the plurality of practice. Centainly. the essays
presenied in this volume do not give unequivocal answerss and evidence once more the
fragmented developmenis in the past history of the Federid Republic of Germany, but



they do look purposefully for continuities among discontinuities, for structures among
fragments, for signposts on the educational landscape.

The idea for such a collective publication was suggested in connection with the
editor’s research stay at the University of British Columbia, Vancouver, in 1986. The
common view, based upon the experiences of many a colleague, 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 education in Germany, but
much more — and in English language — aboul developmenis in other European
countries (cf. Charters & Siddiqui, 1989). What with the close ties of education with
its application, there was, moreover, little incentive for rescarch studies to Jook beyond
the confines of one’s own educational practice. This situation, with its inherent
provincialism, mus! be changed without, of course, giving up the requisite of adult
education practice withip the discipline itself.

It scemed reasonable and helpful to consolidate and present to English-speaking
rcaders historical and sysiematic information about developments in recent decades
of adult education as a scholarly discipline in the Federal 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 fo
ponder from our perspective?

For this rcason cach essay has tricd to trace and capture both historical
developments from the vantage-point of justone specific approach and tolimit the
subject 1o the establishment of # 1 adult education science in the Germany of the
past decades.

Thoscof us in the department of adult education who initiated the discussion of this
project in 1988, could not know that — after Ociober 3, 1990 — there would be no
longer a Federal Republic of Germany in the old sense, and that conditions 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 1ake off. It
might encapsulate historical self-ascertainment, the gathering of reason in the face of
the windsof change. What direction the theory and practice of adulteducation will take
under the conditions of a unificd Germany with her split history and stnucture —
including those of aduli education — is unforeseeable yet tied 1o its West-German
hertage; this was reason enough io publish the book in German as well, without the
Appendix writien especially for non-German readers.

As regards the English edition, attention should be drawn to a completely different
book edised by Jost Reischmann in 1988, a valuable collection of case studics with
factual information 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, Jead 10 the consensus of matching historical with theoretical



aspects, of letting the authors explicitly wear their rose-coloured classes:

(1) The establishment, since 1969, of a university training for adult education
aiming at a scholarly foundation for a professional performance, created a
fundamental tension between the “science” of adult education and the practice
of it. In comparison with other countrics it is certainly true of the Federal
Republic that adult education has lost the character of a practice close o
political and societal movements. Itmust live with the intended and unintended
consequences of having become institutionalized, obliging it constantly 1o
bridge the gap between a ficld of practice under pressure to act and a“science”
requiring time for reflection. The overcoming of this tension is neither o be
expecied nor desirable. It is its inherent critical poiential,

(2) Duringthepastienyearstherchasbeena shiftwithin various ficlds of application
and the relationto training hardly anticipated in the seventies. The definite gain
inimportance of adult educationfor highly industrialized societies comespands
with an equally unmistakable shift of training activities towards industrial and
occupational further training, with the side-effect of relativizing pedagogical
and social science approaches 1o the professionalization effosts undertaken by
universitics. One outcome was that research and practice drified fusther apart
before any true linkage could take place.

Inview of this assessment it scemed reasonable 10 the Bremen staff tore-view and
re~coliect the educational gleanings of well-rodden paths. Not window dressing but
the testirig of foundations and comersiones, without which the construction of a
science of adult education cannot becarried on, was the ulterior motive, explaining the
possibly rrite and well-knowntitles of some contributions characterized by professional
self-examination and an outline of things 1o come and to be done.

The first pari, with descriptions by Erhard Schuliz, Wilfried Voigt, and Roswitha
Peters, deals with three core domains of our discipline: (a) General adul education and
its contents and cross-relations, {b) Vocational development as an apparently specific
subject within the conflicting demands of a lubour market framework and its policies,
and (¢) The competencies necessary for the achievement of true professionalism and
its postulates.*

The integration and ideal of a perhaps “professionalized” general, vocational, and
political cducation was and will continue 10 be more a programme and claim than
reality,

The second part, with its two contributions, tries 1o show the possible link-up of
political emancipation and adult education illustrated by the examples from the two
dominant emancipatory movements of the nincicenth and twentieth centuries — the
labour movement, by Wolfgang Hindrichs, and the women’s movement, by Wiltrud
Gieseke,

The third part raminates upon a classical issue without which there is no science
of adult education: How does the slowly ascending science of adult education design




and shape its relationship with other “scicnces” to which it refers? This context is
examined by Wilke Thomssen with regard to sociology, by Erhard Schiutz and
Wilfried Voigt with regard o education science, and by Wilhelm Mader with regard
10 psychology.

The fourth part explores three once again fundamental emphases on an area most
in need of integration, namely paradigmatic theory: Herbert Gerl points out the
problematic relationship of education and the person, Gilnther Holzapfel the promise
of an experiential approach, and Peter Alheit the biographical approach o adifferent
type of adult education,

Inspite of some gaps, the essayscan well scrve asan introduction to the theory and
history of adult education in the Federal Republic of Germany, although — while
discussing the manuscripts among colleagues — we realized thal the programme of
cross-disciplinary and practice-related science of adult education is easier for one
single scholar to design and put stringently down on paper than canbe sustained inthe
daily blend of for and againsi, of ignorance and misunderstandings of next-door
colleagues and their backgrounds, carcers, and political commitments.

The birth of such a real, cross-disciplinarity was harder than expecied and quite
differcnt 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 10 be a cross-discipline — here, there, everywhere — lest adult education
deteriorate into a socio-technical or hardware induction training, and this cross-
discipline needs scholurship and science for self-enlighienment.

Notes

! Mader, W.(1987).“Oricnticrungs,sobleme; Zur Emwicklung des Studiumszwischen
Berufsfeldern, Wissenschafisdis+ plinen und Forschungsansiitzen”. In E. Schiutz
and H. Siebent (cds.). Ende der Professionalisierung? Die Arbeitssiuation inder
Erwachsenenbildung als Herausforderung fur Studium, Forbildung und Forsching.
pp. 119-128. (Tagungsberichic No. 17), Bremen: Universitiit, A succincl diagnosis
and slightly gloomy perspective, with some remedies beyond the year 2000. A
valuable supplement {M.H.].
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Translator’s Note and Acknowledgments
Martin G. Haindorff

It is well known that some of the terms used in the essays — such as Ausbildung,
Forbildung, and Weiterbildung — have been a problem of very long standing 10 any
careful translator. Instead of burdening the iext with frequent and long footnotes, an
appendix with glossarial essays and a documentation has been provided 10 assist the
reader

The contributors bibliographies have been supplemenied as far as possible with
the original, usually English, references where they used the German version. Book
subtitles are provided. The bibliographics now offer full information and a cross-
scction of what a well-staffed department of adult education thinks to be most relevant
for the ficld, including some maierial difficult 10 find or inaccessible elsewhere.

Terse personal self-reflections have been obtained from the authors, for the benefit
of foreign educalors suffering from the ontological insecurity of their beliefs and
hankering perhapsafier their far-away colleagues’ educational influences, convictions,
and occasional tacit despair.

Some words and phrases have resisted repeated atlempis at “correct’” translations
because they are loaded with cultural and historical connotations. Zwieback is no crux
andcasy 1o crack: you can taste it. Tocrack, laste, and hopefully relish Bildung {Blor
Erziehung [E], most of us natives and forcigners need a fow decades. Many
bibliographical entries in the Annotated Bibliography in the Appendix have received
simple codings cxpressing the translator’s enthusiasm by the number of asterisks
awarded, five being the maximum [*****]. The Husserl volumes {except his Vienna
lecture), Kant, Heidegger's Sein und Zeit. and some others did not get any because |
cannot be enthusiastic about them, their intcllectual importance or even clarity
(Heidegger) notwithstanding.

The contributors’ original foreign language terms ormy comments are putinsquare
brackets throughout where this was found 10 be helpful. Typical cxamples are [B]
Bildung (a* general-liberal-cultural-cultivation™), and {E] Erziehung (something like
“educative-teaching-and-forming™ with its appertaining “Science” (EW] usually

I




rendered as education(al) science.

The book as &8 whole has bencfited from James A. Martin’s (Freiburg) proof-
reading, question-marks, and suggestions for stylistic improvemenis. Andrea Kastner
(Vamouver)reomnnamedfuntmclaﬁﬁcaﬁms.pmﬁcﬂarlymBreamn’s“University
Studies”, most of which have been incorporated. The contributors, finally, explained
same of their more difficult phrases and meanings, which led fo minor changes in the
English version.

17



Part 1
Professional Domains




General Adult Education
Erhard Schiutz

I went s0 the Folk High School. | wondered whai
to siudy: Walther von der Vogelweide [the
minnesinger], or chemisiry, or stone age flora.
Praciically speaking, no matier what, I wasn’t
gonna be able 1o use any of it. 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 just did it for our educaltion’s sake and
where 10 expand i8.

Beri Brecht: Refugee Talk

Isnot gencral education | Blparticularly valuablebocauseit serves your own use and your
own person, asopposed perhaps to amore specialized or professional education [ B}, one
that is supposed 10 increase yow” personal value in the job market? Kalle, the labourer,
chaning with Ziffel, the physicist, about the value of education [B] puts the contrast and
the valuation of general education [B] in perspective: Its value depends on your social
position. If someone like Ziffel is in a function of social leadership, he can even bene”t
from an intense study of a general subject and use it as his working capital. If, however,
someone like Kalle is a social and professional underdog, then general education [B]
drops in exchange value, becomes willy-nilly something egoistical, even futile
(“just...cducation’™), with a connotation of vague utility for oneself.

This literary reminiscence is meant fo remind us that we must not expect an
uneguivocal answer 10 the question what general adult education [GAE] means to
different social groups.

1. The Term Itself

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 modem adult education:

1.4
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(1) Civil enlightenment; the declaration of “inalienable™ and “inherent™ human
rights inparticular, withits demand of free developrment and sharing of culture
for all people (general adult education).

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

(3) Social, emancipatory movements of the ninetecnth century, creating a critical
social potential out of “losers” of indusirialization processes; notably the
labour movement, the women’s movement (political adult education).

Today these terms are meant 10 distinguish and possibly shape up in the first place
certain spheres of activity, progra nme contents, and functions of adult education. It
is true, though, that these terms are more suited for a first orientation that for a precise
distinction. Such a distinction is perhaps best achieved when certain specific conients
are armanged which by traditional standards, such as schoo] curricula, are assumed to
be of general educational value. But then the variety of adult education available is far
wider than this syllabus tradition, and the traditional allocation fails as soon as we
inquire into goals and functions of specific courses followed by adults.

Native language courses, such as “German for (German) Adulis™ are typically thought
10 be generally educative. Nevertheless, few of the roughly 600 participants surveyed for
the reasons of their presence (Schlutz, 1976) replied that they use their new knowledge in
private or for personal enrichment; many stressed they wanied more seif-assurance in
public life; most hoped to get on professionally or 1o pass a specific examination.

Once adistinction is made between content and functions (or arcas of experience
and the role of adults) the notion of general adult education takes shape. The drawing
below shows the content-oriented tripantition and the range of adult experiences as
adopied by the German Bildung srat (1970) (a public council for education):

CONTENTS

GENERAL ADULT
EQUCATION

LEISURE FAMILY PERSON

ERIC <y
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General adult education (GAE) would thus comprise courses which deal with
experiences during spare time, in the family, and with oneself (idensity ). But the notion
of GAE is not fully congruent with these areas; it is wider and multi-dimensional as
suggesied by my letters A-B-C, It covers the following dimensions and functions in
approximation:

(a) An educational foundation, necessary also for any political and vocational

education. This includes not only the typical elementary schoo! curriculum
(the three R's), but also other pertinent abilities and skills 1o cope with life
evenis hardly ever taught, from home economics 1o sophisticated political-
economic connections and historically new basics like the implications of a
future United States of Europe, or the impact of information technology.

(b) Keycompelence, in arcas 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 eic.).

(€) Socio-cultural education, meaning the sharing and shaping of culture in its
widest (European) sense, including civilization, from health care 10 acsthetic
education; an important arca beside politics, justice, economics, occupation,
and other common causes, although sometimes difficult to separate.

Obviously these dimensions and functions form a cluster, but we are 1oday less
optimistic than was our 19th century school sysiem — grammar schools in particular
(the German humanistic Gymnasium) — 10 attain these aims with a prescribed
syllabus, if only because of widely varying educational demands of adults,

2. A Survey Across the Field

Itis not easy to form a truthful picturc of the sum total of participants and per>~nnel,
institutions and contenis of GAE in the Federal Republic of Germany. There is a
multitude of educational providers, financed or sponsored by various sources. Federal
statistics are rare or incomplete, with the exception of Volkshochschulen (Adult
Education Centres, Folk High Schools). It is most difficult to gather data of intemal
programmes such as in-company training of in-house seminars of trade associations.
The following overvicw relies, therefore, on inco mparable data compilations, namely
On: a representative survey covering the West German population compiled by the
Ministry of Education and Scicnce (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 (Pidagogische Arbeitssielle, 1980, 1986).

Taking popular participation as a starting point, the imponance of GAE scems
rather impressive. According 10 their own statements in 1988, eleven per cent of the
adult population — about 4.1 million — has atlended GFE courses, as against twelve
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per cent vocational and two per cent political GAE courses (BMBW, 1987). It is
understood that when comparing general with vocational education we have to bear
in mind the greater number of hours laught in the latier, because they include, for
instance, comprehensive professional retraining courses (Landesan, 1987).

Asked where they had atiended courses in GAE, the respondents replicd as follows
(BMBW, 1987):

¢ 27 % Aduli Education Centres (VHS),

+ 14 % Incompany, in-scrvice,

+ 10 % External commercial ¢ srses,

» 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 mentioned, cither because people did not remember or because
various small percentages could not be consolidated. Many institutions (¢.g. Consumer
Advice Bureaus) offereducational courses as asideline, and thenthere are “altemative™
educational and/or cultural courses and events with their special target groups
("“women only™), special topics (ecology), or group activities (“live and lcam in the
countryside™). Still others offer programmes similar 10 “established” institutions.

Adult Education Centres are the most important institutions of GAE, both with
regard 10 numbers of participants and according to their own programme profile,
evidencing an average portion of three quarters GAE. AECs are communal learning
centres supporied directly or indirectly by districts or local communities, mosily ona
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 from 1919
onwards. In the past twenty years of adult education expansion, their programmes —
measured in teaching hours — have quinupled. Today there are some 800 Adult
Leaming 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 commeon since they cxchange views in regional and
federal parent organizations, take pan in staff training, and have a Pedagogical
Research Cenire as an institutionat service, located in Frankfurt am Main.

We know little about the participants in adult education, apart from some research
studies inmodel projects, According 1o AEC statistics, more than 70 per cent ane women.
Participanis are rather young: more than half of them are under 35, only about 13-14 per
cent are 50 and beyond (Pidagogische Arbeitsstelle, 1986). Regarding their social
background we can only assume from representative surveys (Schulenberg, 1978) that
course attendance (but not esteem for i) lessens with lower education. The Bremen
statistics show a decrease in recent years among course participants to about one third
with a first school leaving certificate (cxtended primary school, nine years of schooling)
or withnone atall (Landesami, 1987). Thisdecrease is attributed o reduced public funds
with subscquent riscs in fees and orientation towards *strong demand™ courses.

Who teaches GAE? Data arc available from the German Association of Adult
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Education Centres only: Half of its centres are run by full-time employees, with an
additional 2,400 full-time teachers (a third of whom involved inproject work), slightly
more in administration. The full-time personnel deals mainly with programme
preparation and distribution, recruitment and training of course leaders and with
general help and advice 1o participants. On the whole course leaders are part-timers
(there are about 130,000), though many have made it their main job: there are now no
more than 28 per cent freelance (school) teachers as against 44 per cent in 1980. Half
of them are unemployed (Pidagogische Arbeitsstelle, 1980, 1986). The situation will
be similar in other educational institutions: some 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:

* Foreignlanguages: nearly athird of all teaching hours (one third of this is English,

one fifth French);

« Musical-creative aris: about 15 per cent of teaching hours, but more according

to the number of courses and parnticipants (more than half of it: sculptural work);

» School leaving certificates: nearly 10 per cent (half of them drop-outs with no

certificates);

* Healthcare: ducation: about 10 per cent (among which some 80percentinvolves

yoga/gymnastics),

* Home economics: another 10 per cent;

« Mathematics/natural sciencefengincering (part of which belongs to vocational

education),

» Educative teaching [E], philosophy, psychology;

» An appreciation;

» Foreign and local history and geography.

Such a summary listing veils much of importance, for instance that GAE centres
have pushed back the extent of language and manual courses in favour of innpvative
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 skeich of GAE
concepts, or do courses simply reflect demand or the local availability of teaching
stafT? Since the beginning of a professionalization in adult education in the mid-sixties,
pressures have grown toorieniate programmes more jowards pedagogical and societal
goals and tocreate a demand for them. I should like 1o outline some of these concepts
much talked and writien about, which led 10 certain new programme emphases. My
outline will be chronological, but of course cannot cover the total range of GAE and
will concentrare on publicly funded institutions, disregarding somewhat in-company
and commercial traimng,
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3.1 The “Reslistic Turn’: Continuing Fducation Towards Examinations
and Certification

“Realistic tarn” is a Jabel applied in the professional literature since the late sixties
comprising increased institutionalization, programme enlargementand systematization
towards vocational and professional accreditation. Previous programmes had mostly
to do with the cultivation of Ku/ltur, and popular science courses, but also with general
contemnorary topics and democracy. “AEC-level” was a catchword tinged with
mockery and condescending estecm.

This “realistic™ counter-current happened in all industrialized countries becoming
aware of “lifelong lcaming”. But there was a specific West German impetus: First
came a certain consolidation of the new Republic and its first economic crisis,
initiating both a general criticism of the traditional three-track school system with its
slogans “cducation(free)forall” and “equal opportunitics for all” and, as aby-product,
the heightening interest in adult education. Such mood was reflected in two
recommendations of Committees for Educational Policies (Deutscher AusschuB,
1960; Deutscher Bildungsrat, 1970) concerning the expansion of adult cducation. The
Dewsche Bildungsrat (Council for Education) lumped together what had until then
becncalled"adulteducation” (Erwachsenenbildung), "reraining” (Umschuliing), and
“supplementary vocational wraining” (berufliche Foribildung) and demanded the
establishment of a fourth unified domain under the new name of “Weilerbildung”
(continuing education). It rccommended a “building block system” of continuing
education to facilitate cross-links, cnabling participants to use such modules widely.
This development comresponded well with public consciousness and educational
necds surveyed inarepresentative study {in Strzelewicz/Raapke/Schulenberg, 1966):
Adulieducation was no longer secn as ahobby for the well-educated, but as vital. Adult
EducationCentres were expected o supply 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. coss orientated, systematic and
reliable learning assistance without adopting the stit¢ school sysicm or company
training schemes (apprenticeship etc,)? One answer was the centification scheme
developed from the lale sixtics onwards by AECs and their Pedagogical Research
Centre (Schulenberg, 1968; Tielgens ¢l al., 1974). Ironically this alteropt 10 avoid
adoption of the school system led 1o later criticism of adult education’s having been
schooled.

This aitempt was belped by pedagogy developing into a *Science of Educative
Teaching” (Erziehungswissenschaft), an cmpirical science with socio-theorctical
implications. There was, for instance, the question how to concepiualize specialized
courses withoul borrowing from the traditional school syllabus, with a helpful and
very recent curricular discussion. Robinson (1966) had proposed, for curricular
innovations and revisions, not 1o tum 1o traditional curricula 2+ science, but:
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» 10 explore life situations with which people had to cope,

» then to describe the required abilities,

= and 1o facili ate their acquisition with the help of new curricula.

Thisidea with life situations as a stanting point became a style of procedure not only
forthe designofl AEC certificates, but also for many other developmental tasks of adult
cducation,

For the question of centification it was one thing 10 know how to find and design
cv..cnis, quite another how tocheck and test leaming results credibly without recourse
to siate legitimacy for cenification. If certificates should gain acceptance all by
themselves, among employers and the gencral public, standardized exams would be
required, attesting nationwide comparable performances. This development was also
helped by a behaviourally inspired science of education with its recent research into
“objective” performance tests. The Pedagogical Research Centre established a central
testing service which developed test items, checked solutions, and certified results,
This led to general acceplance and 1o preparatory courses by AECs and similar
institutes notonly in the Federal Republic of Gemmny.bmalsomnmnymghbmmng
countries. The certificates have indeed promoted international cooperation in adult
education.

Butthe prescriptionof standardized tests has adversely affected the content-related
approach to life situations by reducing it to that behavior which can be simulated and
measured in tests. This restricled the development 1o areas and leaming dimensions
which scemed “objectively” testable: the cognitive part of foreign language leamning
and of mathematics/natural sciences. In 1986 a iotal of some 13,500 participants
passedexams withcertificationcompared 109,500in 1980 (Pidagogische Arbeitsstelle,
1980, 1986). 3,500 each 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,
chemisiry).

More 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 made
possible the development of distinct requirement analyses, teaching material,
supplementary stalf training in a larger perspective, and 1o incorporaie recent
approaches in adull education didactics.

Besides this development in certification, there is a striking feature of tiis “*m "islic
tum™; the increase in courses preparing for exiernal exams in schools, trade, and
industry. This, however, required adaptation to their goals and contents. Only in a
limited way has adult education been able 1oco-determine contents and e st conditions,
North-Rhine Westphalia succecded 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 1o some subjects in secondary

§
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school leaving certificates. On the whole, testing has remair.ed with the State and
industry. The “third way of education” competes under usuallyunfavourable conditions
with the “second way of education” (e.g. evening classes and full-time preparaory
classes) administered and funded by the Siate school system. Preparation for school
or vocational tests accounts for about 10 per cent in hours or 1 per cent in numbers of
Adult Education Centres. Demand for their preparatory course hasrisen 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
systemalic, transparent, continuous and ofien more time-consuming adult education
. Itis true that adult education has not come closer 10 “schooling” inview
of an educative function, but it has partly overtaken it in view of the requirements of
acognitive, goal-oricntated lcarning. Perhaps thisi. mression wasthe reason forakind
of internal “deschooling” which went hand in glove with more institutionalization and
professionalization of adult education: adult-orientaied teaching methods and leadership
styles, people-centred experiential componenis, and group dynamics. Brocher’s book
(1967) was alandmark and the most widely read book of the adulteducation liierature,

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 1o run specialized courscs, and
isn'1it adult education’s prime question whothe participanis are and how todesign the
programme with target groups in mind?

Of course, the targe! group had its traditional place in adult education sectors and
was implicit in Robinsohn's curricular approach. But the discussions in the early
seventies, whether the special subject or the target group principle was more suitable
1o develop and 1o present adult education programmes, had more acute causes (cf.
Mader & Weymann, 1979). Quite different and sometimes mutually exclusive
reasons for target groups were given:

 Market strategies regarded them as publicily targets.

« Edugational policies tried 10 move adult education towards hitherto neglecied
groups (the educationally disadvantaged) and not just 1o enlarge it (slogan:
“Democratization of the Adult Education Centres”, cf. Degen-Zelazny, 1977).

« Sovial pedagogy: preventative care for certainmarginal groups througheducation.

« Socio-political or reform movements lobbied for the deschooling of society and
adult education and fought for self-organized autonomy of their clicnis and their
dealing with past everyduy expericnces.

It is controversial among those who advance the last argument how far own
experience carries and whether you can do without “alienaied” knowledge (cf.
Dauber, in Breloeret al., 1980; Negt, 1968). Both share a political engagement for the
emancipation of their client groups. It is with this conceptualization that the target

b
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group approach gains pottical-didactical momentum and is distincily different from
traditional concepts of adul: education.

These different causcs and reasons have blended and in the practice of education
we find special subj.~{ and 1arget group courses side by side: “English for Senior
{ltizens™ (the course is directed towarnds a well-defined group), “Preparation for
Convicts to be Released™ (educational help in certain situations in life), “Women
Learn How to Change iheir Siinations” (an explicit politically motivated project).

A wide range of pogrammes is available for women, senior citizens, foreigners,
the unemployed, the handicapped. Hardly any other institution went as far as the local
Bremen Adull Education Centre with its attempi in the mid-seventies 1o organize all
its courses according to such target groups (for women, for employees etc.). This was
later discontirued in favour of amixed programme, probably (in my personal opinion)
because a broad spectrum of middle-class groups were not reached either.

This had made us aware of one fundamental difficulty for GAE: It is unable 1o
counierbalance or change socielal inequality by education 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 socictal role of adult
education, its stronger oricntation towards the living conditions and experiences 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
expericnce is conservalion and reapprepriation is an essential educational task
(Kejez, 1979), but a one-sided glorification of an available experience evades a central
problem of education and research: how people can deal with tie scientification and
inincaieness 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 concept can
thus become (unwillingly) a henchman of social policy whick: shifts social problems
nnto indi-viduals by making them an educational iask, This has indeed been happening
since the late seventics. Uncmployment appears then hardly any Jonger as a structural
problem, but as a question of individual effort /Schlulz, 1983).

This danger can be allayed in everyday work by groups puiting it squarely on the
table. It wil! dwindle the more such education is firmly placed in a context of broad
scif-help and emencipatory movements such as women's education (Schiersmann,
1984a; Giescke, 1984).

3.3 Culture and Leisure Orientations

Is modern aGal education 10 further above all a goal-orientaled leaming and is it 10
shoulder unequivocal social policy functions? Or is it now as ever the supplier of
communication and meaningful leisure activities, concemed with the beautiful and
one’s self-image? Since the mid-seventies this cultural function of adult education has
become 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 causcs may have been at work: The “cultural revolution” brought
about by the student unrest in and after 1968; the enlargement of what is termed “ant™
(JosephBeuys: “Everymamsanamst".socmy is“asocial sculpiure”); a pushiowards
individualism following rising incomes and consumption (as suggested earlier); the
increasing leisure time (real orimagined). Quite different goals suchas “democratization
of culmrz”, care and development of “everyday « alture™, “subcultures”, leisure-time
pedagogy, and culture asmwdmmforlocalpubhc:tywuldbamﬁt.oamndegree
fromthisinterest. All this was visibly reflected innew museums, civic centres, culture
centres, culture shops, cultural initiatives, free theatre groups, and not least in the
expansion of cultural education programmes with AECs, privale and commercial
institutions, and trade unions (lagging behind a bit).

Public interest in these demands and tendencies is still widespread, but public
funding has slackened with the spending cuts of communilies and persistent
unemployment, leading to funds being allocated toretraining campaigns and forms of
“cultural social work™ (as against “social culture work™) in which social “problem-
groups” are kept busy with art-work (Fuchs, in Fuchs & Schnieders, 1982; Schinz &
Voigt, 1986).

The ideaofculture having tomake upfor something, cultural work ascompensatory,
dominated part of the discussion from the beginning. A supplementary plan for “fine-
aris/cultural education”, important for  Zacational policy, says that the fine arts
become more importani 10 countervail a successive rationalization of the modem
world (Bund-Liinder-Kommission, 1977). Some concepis 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 8 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, iv it is at all
genuinely *“free” time? Does it make sense 1o seek or promise healing in one part of
life, for wounds inflicted in another? Similar critical questions must be put to all other
catchwords, if suchbattle-cricsof Kulurpolitikarc to yield fimmly grounded programmes
and initiatives.

‘What does it mean 10 expand “culture” beyond “high culture” or “humanist
culture’? Is walking on stilts also cultural aclivity, or is it that we say “culture” 10ONE
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
concentraion (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 not a question of culture in itself,
but of group cultures, of cultural identity, the relationshipof necessary self-organization
and a helping assistance is 1o be pondered. As regards adult education, the part socio-
cultural education can play in a comprehensive culiural development (Dumazedier,
1774) is 10 be considered here. In former times adult education courses often tried to
catch up with ant connoisscurs’ views, With the enlargement (and enrichment?) of
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“cullure” the educational problem was ofien tooeasily skipped. It was overlooked that
a manifold social intercourse with art and an enriched design of daily life require
different modes of perception and expressive capabilities which are not intuitively
imprinted.

If one tries to encapsulate the commonality of most socio-cultural education, then
the task is essentially 1o break through a passive and uncritical recepion of leisure,
culture, and media industry alike, by:

* retaining and developing one’s own creative capabilities,

* by discussing and arguing with cxisting ant and culture,

» by secking a common ground and expluring new life styles and socio-cultural

identity (Schiutz, 1985).

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

Thecaseof the AECsillustrates how difficult thisis. Some ten years agoall separate
tracks of receptive analysis and active creation of language and sound, pictures and
materials, play and movement were lumped together as “cultural education™ in order
tdeal fully withsocial-cultural reality. The numberof courses wastripled, andin spite
of decreasing outside funds it still was the second larges! track. Many attempis have
since been made 0 open up these courses in content (polyaesthetic education, the
inissduction of a wide range of life “out there”, working life...) and in organization
(introductory and weekend workshops, feasts, family and public access...), geiting in
touch withresidential areas, cooperating with other course providers and*“autonomous™
initiatives. This notwithstanding, genuinely qualitative “boundary crossings” like
comprehensive cultural projects are certainly rarer than staff would wish, The core
courses comnprise acsthetic education; other programme areas (health education,
ecological education) remain unintegrated. The chance was missed to see culture not
only in acsthetic terms, but as creative design of one’s own ideas of a “good” life,
Conversely it could have attached a scemingly disoricntated scarch — in health
education — for body awarencss, sensuality, meditation, to *ant™ as a traditional
medium of contemplation and creative expression. The prevalent form is the single
course, as a rule as workshop for a specific skill (e.g. pottery). This fragmentation of
courses and its splitting off of cultural cducation from the aggregate socio-cultural
education and practice is rooted in social separations and expectations. Funding
procedures of adulteducalionpmfermcsmglc(le?ming)comc.()fcourse.panicipams’
expectations 100 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 slightly differing, but similar difficulties in living uptotheir
own standard of social cultural work. “Culiural initiatives”, for example, often have
a faithful clientele permitting comprehensive or long-term projects, but usually at the
costof strong self-selection: As soon asunusual activity or regression, self-presentation
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and deviating behavior are called for, participanls gel YOUnger and more highly
educated.

Special initiatives and projects cannot, therefare, be considered the normal cultural
adult education, particularly as they are often well described because of their model
clmwerandmemmmionﬂmygex.Pulmpsm}&smcmbelearmfmmefutm
prospects of cultural education, from examples such as:

« aplay where workers(workingmen and women) present their own conflicts and

environment (Holzapfel & Brohlke, 1987) [sociodramal;

» a theatre group of an AEC digging up, working through, and presenting the
national-socialist past of their town, which results inaTV film (WDR: “Esscn
under the Swastika™);

« when a village Jooks into its own history and presenis it using various ways of
presentation (Ahlheim, 1986).

Such activities should be cxamined for their relevance 10 2 wider practice, They

should not be deprecated before their function and meaning is clarified (Schiutz &
Voigt, 1986).

3.4 Literacy and Elementary Education

The programimes now 1o be reporied havemxyctcmmuptodwcxmmofcmphasw
outlined, but have led to wide and lively discussions in the Federal Republic of
Germany and other industrialized countries; certainly because elementary education
does not seern at first 10 be a task of adult education and then because the discovery
of illiteracy among adults grown up in their native environment and having attended
a school does jeopardize a sociely'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 some 65,000
participants at its peak — the idca of adult education was truly popularized. But the
iendencies mentioned culminate as it were in German endcavours 1o make possiblc:

» the acquisition of basic knowledge and leaving certificates (3.1).

» the care for a neglecied group (3.2), and

. a“dcmocratimd“litcrarycultum(3.3),usingmcthodsadcqualctoﬂwcxpcﬁcmcs

and nceds of illitcrates.

Work with the illiterate requires linsaistic, social, cultural, and pedagogical skills
(usually two course leaders in a small group), and is thercfore an expensive process
without participants covering overheads through high fees, hence adult centres werc
initially not very keen on this task, Once this problem was discovered — as & resull
of forcign modkls, of local expericnces with prisoners, of mindful uncmployed
weachers 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
conceptual definition: Whomdowe call a literate? Is it someone who “knows” single
fetters{the “alphabet’), whocan write three senicnces on apostcard, whocan perform
the paperwork of a job, who can share cultural activities of his social environment, of
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is it someone who can write in accordance with school-leaving standards? All these
definitions were given in international debates, According to which definition you
adopt, numbers of adult native illiterates vary between 300,000 and 3 million in the
Federal Republic (Hausmann, in Drecoll & Milller, 1981). Nothing statistically
relevant is known about causes of illiteracy, although there are wrillen-up ases
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
shouldalsobebtmeinmindﬂwreadingmldwriﬁngrequhmnmtsondmjobm
preity low or ematic for most adults which means that knowledge can fall into
oblivion.

Practical alphabetization wark gained momentum in 1982 when the BMBW
(Federal Ministry for Education and Science) began 1o fund a developmer; project
elaborated by the Pedagogical Research Centre, originally designed for pure
alphabetization and nowadays extended 10 cover “the teaching of elementary
qualifications”. This project has +emarkably com!‘ned research and development
through local networking, a series of published brochures, and the training of course-
leaders (Fuchs-Briininghoff et al., 1986). In 1987 more than 300 institutes (including
thosebeyondthecircleorAECs)Mpaninuﬁsauackmillilemcy. with a total of
8,300 participants (only 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 1o TV-spots hosted by well-known
personalities promoting courses, Audiovisual teaching material with examples from
group work is 10 follow.,

While this work is being expanded to include and offer chances tomake up for other
deficiencies inelementary education needed by adults to deal with their lives, there are
dim contours on the horizon for another basic education required by the technological
developmentnot yetavaitable atschoo’topresent-day adults: the so-called“information-
technology education™, Inthis sector adulteducation, particularly the commercial one,
has bencfited enormously from highest growth rates, and is more than compensatory
in relation to school education; it is in fact enlarging or even innovative. Occasionally
this new information-technology education is labelled the “new general education”,
Such a 1ag is an overstatement. I do not believe that both types of education compete
with each other. The level of EDP-knowledge required of most people is very low.
Evidenily, though, more peoplc than ever before necd comprehensive knowledge in
reading and writing if they want to share the achievements of an information-
technology education. Whether all people wish 1o share it could become the real issue;
or — in educational terms — whether the third industrial revolution requires a better
general education or just one for a small leadership clitc with all other people serving
as a sort of configural periphery, if they serve ai all,
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4. The Idea of a General Education

TheappmmiympicalqumammygewaledlmﬁmismiMymOa
mlevmnmskwbichemmaﬁonalscimceswmﬂdneedmdeal with in theory and
mm.mmummmwmmmmmmmmmmm
beviewedtmduumleimmifo{"ﬁcmmlﬁducaﬁm"mifedmaﬁmommmld
plmﬂnkemmalmgaaiwrnmfGawrﬂEdth(wimmlosingacmzw
directed viewpoint). But isn’t this an outdated, perhaps even typically German idea?
lsmeideaofaGemaleucaximarmmdaﬁmformedesignmdmsemhof
educational processes, and if at all, rather more appropriate for child and youth
education?
mideaofaGemralEducaﬁmisnmidemwmmanmyofmsesingmﬂ
education (in opposition 10, say, vocational education), but points 10 a comprehensive
enternrise developed during the Enlightenment and the classical German philosophy,

General Education (Aligemeinbildung) is an answer 10 the parallel experience of this
potential being stifled in an increasingly fragmented society, for instance in the wake
of thedivisionof work which penetrates ihe individual leav: afecling of disorientation
and a split between thinking, willing, and fecling.

Klafki(1985)has found threc demands as conimon clementsof all early conceptions
of a general education still due 10 the Enlightenment and Humar Rights, from
Rousseau 10 von Humboldt:

» Formative education of all powers.

« Formative education for everyone.

« Formative educalion in “sensus communis™.

There are, then, three concurvent elements: the nsychological aim of furthering all
intrinsic powers of the individual, the social ideaof all people being created equal, and
the political task of educaling 1owards society’s key problems (cveryman’s concem).
Esscntially they arc the slogans of the French Revolution: Liberty, equadity, fralemity
— converted into educational programmes.

Ttis indicative of the history of the idca of General Education that we usually link
only the first element (individual formation of powers) with the idea of a firm precept
of cultural traditions (Bildungsgiiter). Amongthe schoolingconceptsof the nincteenth
century the ideaof aGeneral Educationhas indeed otten beenreducedioit, cvidencing
two fundamental dangers in this view:

(1) Adisapproval of burgeoning modem ways of conduct, with the illusion of an
individual being able 1o master all, being able 10 comprise the muhliitude of
potential knowledge and competencies, being able, 50 10 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 German secondary schoo), that is for young people,
more specifically for the male youth in senior years. No doubt, this was
criticized already in the nineteenth century. Hegel, for instance, rejecied the
premise that general education is a matter for privileged youths and precedes
the special education of adults: General education being a composite of many
experiences made in the course 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 illusion of an
attainable whole by means of certain subject-matters, and the justification of
an educational privilege — seem to have unmasked the idea as an ideology.
Why bother any longer? Because the fundamental problem on which the idea
rests is unresolved.

The segregation and fragmeniation of modem socicties has led educationalists to
revive the idea of a general education not by reason of an overoplimistic view that such
a conception 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 10 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 participants with their needs for a compensatory experiential, holistic
leaming;

» among scientists who call for more comprehensive vocational training and
preparation, the greater inclusion of senior citizens, workers, women, and more
help in the scarch for new ways of living and a new political culture (Schiutz &
Sicbert, 1987).

The conceptionof a general education appears to be still helpful and valid, if itdoes
not imply a firm, rigid content but permits the actualization of querics and demands
—originally rootedinit— vis-a-vis amodem, developing sociely and counlercurrents
or resistance against one-sided tendencies.

The idea of a general education can help individuals not 10 sce the gaps between
their own capabilities and requisite orientations as personal failure, but as a legilimate
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

 counterva.l one-sided deformations brought about by much toil, the cultural
industry, and the psychic strains of indivisuals (formative ecucation of all
powers);

» make good for social and nationas, school-, agv- and sex-linked handicaps
(formative education for everyone);

« facilitate the tackling of urgent future problems (formative education in “sensus

3



communis”™) by re-introducing expert knowledge into everyday life (Habermas,
1981, vol.2).

Which powers, which groups, which key problems remain shut out from our
educational programmes, in spite of arich course offering: this is the question the idea
of a general education still puts us. It gives rise 10 further queries like these:

« Can we still define a vital, fundamental education?

» Can we think a gencral education for individuals facing up to identifiable

problems?

» I General Education worth attaining only in communication and cooperation
with others? (f so, how do we assure it in an increasing individualization?)

« Is it possible at all 1o re-introduce expent knowledge into everyday life or docs
the complexity of knowledge exceed the layman’s capability to appreciate and
judge?

Hislorical experiences with the conception of General Education ought tomake us
critically awarc of how ambivalent the demand for a General Education is bandled in
recent educational-political debates. On the one hand it is maintained that in the future
everybody will need a more highly formal General Education, on the job and ofl the
job, in addition 10 knowledge of information technology; furthermore, they will need
so-called key qualifications such as flexibility, sclective perception, creativity, and
communication (Kommission Weiterbildung, 1984). Onthe other hand, itis suggested
that in view of the on-going rationalization in information-lechnology few people will
reach positions with such compeiencies and that all others must look for ameaningful
life outside their jobs, perhaps pursuing education and culture (Haefner, 1982).

This forebodes the danger of propagating a ncw, only vaguely conioured General
Education [B], whose attainability remains enigmatic and which could justify the
privileges of a new (functional)elite. This split argument raises suspicionthat the *old™
General Education and culture (and also cveryday popular education) can expand so
matter-of-fact like — c.g. assisted by adult education — because they rapidly lose
socictal usability and therefore are just suitable to bring comfort and pastiine 1o the
losers of the third industrial revolution.

Summary: The difficulty in describing the field of general adult education is due
10 the multiple use of ihe concepi, be that a foundaiional education, key compeiences,
or socio-cultural education. Concepis andierms 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 imair part proper presents the
developmeni of certain content areas emphasized during the last 20 to 30 years The
conclusion raises the question whether the conterd areas presenied show up random
demand or the idea of a modern general education, and whether such an idea of a
comprehensive general education is stifl a siable concept for adult education.




A Note on the Author

Erhard Schiulz, Professor Dr. phil., bom 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 Bremen Adult
EducationCentresin 1989. Publications oncommunication theory, language didactics,
and cultural education.

During my prefessional carecr, my way of thinking and working was (and still is)
strongly influenced by Wilhelm von Humboldt’s philosophical writings on language,
and — more recently — by Jiirgen Habermas® 7heory of Communicative Acting.
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Vocational Development
Wilfried Voigt

Vocational development in the Federal Republic of Germany is a complex and litde
structuredarcaof adult education, yet inquantitative termsithasexpandedconsiderably
in the past twenty ycars and gained political momentum. Vocational development
builds on a differentiated system of:

« afirstvocational training, with aminimum of two and ahalf years apprenticeship
(dual education: includes vocational schoo! with eight hours of instruction
weekly); this ends with an examination in theory and practice leading 10 a

» Centificate of Apprenticeship (Gesellenbrief for journcymen, or
Kaufmannsgehilfenbrief for ciziical assistants). This is the basic pattem in trade
and crafl. In industry it leads from unskilled to semi-skilied, 1o skilled worker,
to charge hand, to foreman (in German: ungelernt, angelernt, Facharbeiter,
Vorarbeiter, finally Betriebsmeister).

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 cenificates and diplomas. " he outstanding
characteristic of vocational training/education is its heterogeneity.

A vast number of fraining institutes with highly different interests and inientions
offer a colonrful 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 Jcading to higher
qualifications and new vocational certificates at vanious levels.

1. An Outline of My Own Position

Scientists deal with vocational development from a variely of approaches, but in
particular from various perspectives of social and educational theory. These different
positions result in diverging descriptions and attributions of goals and aims. There is
indeed no general conscnsual “scientific” view of vocational development. The
following contribution is, therefore, no neutral analysis, but largely derived from my
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own position, I seemyself as arepresentative of a critical-constructive educational and
social-science theory approach, outlined as follows:

n

(2)

(3)

1 understand education { B) to mean a lif- *ng process of developing thinking,
feeling, and doing towards a better unwerstanding of self and world and
towards action in accordance with this mldastanding Educational work has
to see 10 it that in this process development in all three areas (cognitive,
affective, motor-skill) is enlarged and not restrained. This notion of education
holds equally for all areas of adult education. Vocational development is one
imporianl conlent area — among others but linked with them — where
educational processes happen. This conception of education aims at mature
thinking and acting. It presupposes an oplimistic image of man. Man is seen
as capable of changing himself and his societal living conditions. This
understanding forbids two restrictions of the term “education’”: the reduction
of education 10 a kind of “inward progress” and the preparation of man to an
alleged behavior determined by societal conditions. I sce the relationship of
individual and socicty as dynamic reciprocity.

I have, therefore, to look into society s fabric of ideologies, interests, power
relations, political positions, social statuses (hicrarchies), eic., which all lead
to differing aims and task setlings for vocational development, which in tum
considerably influence teaching-lcaming processes and may present serious
obstacles for educational work towards mature human beings.

From this follows a rather wide conception of didactics. I see teaching and
learning from and with adults (cither way) in vocational adult training as
didactical action firmly placed in the conlex! of a force field of a socictal and
institutional framework with cubstantive requirements, pedagogical anddidactic
theories, with expectations, needs socialization, attitudes, and valuations of
teachers and leamcrs, The guiding question towards which a theory of
(vocational) adult education has to contribute is: How can we design the field
so that it helps and not hinders the reasonableness of people during their
cducational processes?

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

2. Survey of the Field

2.1 Extent and Courses Offered

A grand total of about four million participants per year have been recorded in
vocational development courses, with the following subdivisions:
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2.1.1 Vocational Career and Adaptive Development

Vocational developmes:: comprises ali task-orientatedcourses maintaining, enlarging,
or adapting vocational or professional knowledge and capabilities to “technical™
developments, including career development. About 68 per centof all participanis fall
into this category.

Career development prepares participants forexaminations which, if passed, mean
higher qualification for the same or another job requiring a centification, 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 Vecational Retraining
Vocational retraining aims at making possible a transfer to another suitable job, Itcan
mean on-the-job training for cenain 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

In-company induction training includes courses of various lengths and quality
preparing participants for various jobs in trade and indusiry. About 25 per cent of all
participants,

Othercoursesaredifficultio classify. Panticipants cannot be measured inpercentages:
2.1.4 Vocational Rehabilitation
Vocational rehabilitation courses for the re-integration of handicapped, sick people,
or victims of accidents. About 20,000 people.

2.1.5 Vocational Reactivation

Vocational reactivation consisis of refresher courses afier a longer period of absence
from a job.

2.1.6 “Resccialization”

Measures called “resocialization™: the rehabiliuation of ex-prisoners. Vocational
qualification is part of the reatment.

2.2 Carriers, Sponsors, and Entrepreneurs

2.2.1 Schools
Vocational schools (Fachschulen) require job certificales and/or job practice as an
entry condition. They offer courses in certain techniques, commerce, agriculture,
home economics, social pedagogy, textile design and prepare for state examinations
of state-recognized examinations held by Chambers of Industry and/or Commerce
(certified technician, engineer, designer, economisl, cic.).

Colleges (Hochschulen) and universitics have only recently discovered continuing
educationastheiriask. A handful offer a few courses inscientific continuing education
covering mostly natural sciences, engincening, and economics.
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2.2.2 Unions

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

Vocational developinent is also offered by three educational institutions of the
DAG (employee union): the DAG-Bildungswerk (Network of Educational Courses
and Premises), the DAG - Technikum(Network of Engineering or Polytechnical Courses
and Prumises), and the DAG-Employces’ Academy.

2.2.3 Employers’ Associations
There is a network of various associations and institutions offering courses and
seminars. Important ones are

* Kuraiorium der Dewschen Wirischafi fiir Berufsbildung (Federal Institute of

German Industry for Vocational Development).
* Dewische Vereinigung zur Forderung der Weiterbildung von Fithrungskrifien
(German Association for the Promotion of Management Training).

* BildungsverbundWirtschafi und Technik(Joint Educational Institute of Economy

and Engincering).

* Bildungswerke der Wirtschaft (Educational Centres of Trade and Industry: 11,
onc in each federal Land until 1090).

70 Chambers of Commerce and Industry.
45 Chambers of Craft.;ocn,
Chambers of professional men: Dentists, doctors, advocates, public accountants.
RKW (Institute for Efficiency Studies).
v DI (Association of German Engincers).
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
managemen! and specialists.
2.2.5 Adult Fducation Centres (Volkshochschulen): The Traditional Folk

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

2.2.6 Churches
Among the educational services of the Evangclical-Protestant Church less than five
per cent deal with vocational fitrther training, whereas the Roman Catholic Church
does muchmore, especially inthe areas of * Economics and the Practice of Commerce™
and “Mathematics, Science, and Technigues”. Other denominational education is
unknown o me.

41
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2.2.7 Ministry of Defence

This ministry is the largest institutional provider of vocational development within a
single federal authority. 1t runs in-service courses for soldicrs and officers who have
signed up for longer periods in Bundeswehrakademien (Academics of the German
Federal Amned Forces).

2.2.8 Private Commercial Institutes
Privately ownededucational institutes trying to make a profit out of their courses offer
a wide range in the ficld of vocational development with varying lengths, aims, and
quality. Their overall number of courscs is unknown.

The following rough estimate of participants has to rcly on various sources, since
there are no reliable and comparable statistics for institutions of vocational cducation
{Der Bundesminster, 1984; Fink & Sauter, 1980; Pfliiger, 1983):

« Vocational Schools (Fachschulen) 170,00
» Colleges (Hochschulen) 25,000
« DGB (Unions) 40,000
» DAG (Employees' Union) 60,000
* Bildungswerk der Wirtschaf (Entreprencurs) 50,000
» Chambers of Commerce and Indusiry 130,000
« Chambers of Handicrafis 165,000
» Chambers of Professions 35,000
= Various Employers’ Instilutes 120,000
« Industry and Trade 2,000,000
« Aduli Education Centres 370,000
» Roman Catholic Church 100,000
« Ministry of Defence 50,000
e Private Commercia! Institutions SO0,000

23 Statutory Laws {X-ederal and Land)

Federal laws (Bundesgesetze) and regional state laws (Landesgeseize) both regulate
adull vocational education within their jurisdiction. They are neither unified nor
sufficiently coordinated, more aconglomerate of statutes and enactments with varying
degrees of effectiveness, The most important are
2.3.1 Statutory Law of 1969 Concerning Employment Promaution
(Arbeitsfirderungsgesetz |AFGY)

§1 says that “measures according to this law have 1o be taken in accordance with the
social and economic policy of the Government in order 10 obiain and mainiain a high
level of employment, to improve continually the employment siructure and thereby
promoie the growth of the economy”.

Tt will be discussed Jater how far this law and subscquent smendments have stood
up 1o this statement,
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232 Statutory Law Concerning Vocational Training (Berufsbildungsgeseiz
1969)

“Training Ordincunces and Professional Development Ordinances together describe

the sysiemof siate-acknowledgedvocational qualifications.. within federaljurisdiction.

Its regulatory power for the crafts is based upon the Handicraft Ordinance, for all

other areas 1»on the Vocational Training Law” (Tillmann, 1983:115).

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

Professional Development Ordinances regulate vocational certification building
on afirst (prior) vocational gualification. The regulatory power of these ordinances is,
however, much smaller than for the busic firsl waining. Regional examination
requirements are quite different, since in miost cases eatry qualifications only and the
framework for examination requirements have been fixed. “There are...more than 50
regulations for the prafessional training of the 'Handelsfachwirt’ [certifiedcommercial
assistant]...there can be no question of a unified, iransparent, and pervious system of
professional development”™ (Girs & Voigl, 1984:129).

2.4 The Teachers

Nomore than about § percent of teacher in adult vocational education are permanently
on staff in such institutions. All the other 95 per cent teach part-time or freelance,
having either a full-time main job withteaching as a side-line, or they teach at various
institutions. They come from all kinds of occupatio:is and professions and are drawn
intoeducational institutes onaccountof their professional competence inanarea. Only
one fifth of them are qualified in adult education. Theirown understanding is therefore
predominantly that of  subject- and skills-orientated teacher in a teacher-centred
leamning environment.

2.8 The Participanis

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 centificales,
working in the lower ranks of company hierarchies, are strongly undemrepresented.
The foremost consumers of vocational development are the educationally privileged.
This means that as yel vocational development has rather reinforced unequal
opportunities than reduced them.

3. The Educational and Labour Market Framework of
Yocational Development

Afier this first survey of the colourful field, the political framework of vocational
development will be outlined within which teaching and Jearning 1akes 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 sixtics — during a time of rapid technical and economic
development, full employment, and a lack of skilled experts — education [B] was
discovered as anessential factor in the growthof the economy. These were boom years
for the economics of education and the human capital concept, with the proposition
ofhigher qualifications inthe workforce being gencrally necessary due totechnological
progress. This wholeidea was based on s harmonious society still aroundtoday, whose
proponents stated the concord of individual, economic, and societal interests. “/t was
thus the ambitious aim of labour market policy and education policy to influence
actively the development of all other societal areas by reshaping the education sysiem,
on the premise that vocational gualifications of the gainfully employed working
population would be a decisive determinant of economic developmeni. This thinking
was reflecied in various iaws concerning vocational development [cf. 2.3]. With the
Giberal view in mind thai everyone is the architect of his own future, vocational
development was meani 1o strengthen the individual, make him more successful, and
at the same time do something fo: the general welfare” (Lenhardt, 1983:710. Onihe
authority of these aims comprehensive funding for educational activities was made
possible by law, panicularly the AFG (Arbeitsforderungsgeseiz, see 2,3.1). Even
politicianshadnot dreamt of the enthusiastic popularresponse. Vocational development
“came in from the cold” (its marginal life) in the shadows and within twoor three years
was the most important sector of adult education.

This quantitative orpansion was not, unfortunately, accompanied by any pedagogical
reformof teaching and leaming processes, nor was it possible to reach a significant portion
of socially neglected or handicapped people in view of “equal opportunitics™ (cf, 2.5).

3.2 Educational and Labour Market Pelicy: The Idea of Social Policy Progress

In the middle of the seventics the lodestar of it policy changed 10 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 technical and
technological progress proved illusive. What we could and can see is rather a
polarized workforce of a comparatively small group of highly trained people
in good working conditions and z ruch larger group handling routine work.

{2) International competition and the developments in micro-electronics ledio a
wave of rationalization previously unheard of and also 10 unexpecied
unemployment. The traditional remedy of “cconomic self-healing™ did not
take. Investment incentives o decrease unemployment did not work any
longer by themselves. The growing or stagnant numuoer of the jobless created
a considerable pressure of justification.
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The govemment coalition parties reacted to this new situation with incisive
limitations and changes in the extent of funding of vocational training and development.
A new law, AFKG (Employment Promotion Consolidation Law) as of January 1,
1982 put an end 10 an active labour market policy towards structural improvements.
Ordinances followed with regardio*efficiency” and“economization” whichinfluenced
negatively the quality of measures within the scope of ARG-funding. Nearly all BfA-
funds (from the Federal Agency for Work) are by now channeled into vocational
training of the unemployed or those threatened by unemployment, of which later. This
was six billion DM in 1986 (approximately $3 billion). It endangers voluntary career
development and adapiation training.

Conrrary to the funding aims of 1969 when a restrictive company-egoism was o
be avoided, there is now a growing number of in-company training programmes
benefiting from the new situation. They are used for an internal upgrading of that part
of the workforce which companies wish to retain and bona.

Soeducation and labour market policy has completed a serious change in aims. The
question is no more an enlargement of personal scope by better qualifications aiming
al equal opportunities and structural improvement of society, but the adzptation 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 iz best
evidence for the above-mentioned change in aims, Unlike the sixties, there are
comparatively few cascs of uncmployment today due tolacking or wrong qualificati ~ne
Unemployment isaproblem of scarce jobs. Rationalization in all areas of the economy
with the help of new techniques has led 10 a rapid elimination of jobs. It has reached
all levels of qualification and apparently has not yet peaked. In this situation on the
labour market, “*economic usability” of most workers 2nd employees can hardly be
enhanced, let alone be maintained. Vocational Jevelopmeam cannot overcome
unemployment. Anexception is the relatively small number ¢ unemployad whohave
been selected for and traincd in high-tech job qualifications giving them a real job
opportunity. This leads, however,10a “social split among the army of the unemploye..
While the atiention of education policy is focused on @ 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 1o tender such courses because they administer
all funds on behalf of the Federal Agency for Work (BfA Niirnberg). As a rule the
cheapest get the contract as long as they stick to questionable minimum requirements
of rooms and tcachers. Commercial firms with low overheads in personnel and
cquipment profit from this, for instance by hiring jobless teachers on an hourly-paid
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shori-termcontract. Educational institutes of communities or unions are faced withthe
problem of either withdrawing from such public tenders and thus lose part of their
income, or lower the quality of their own educational courses.

‘The result is crammed courses in which 35-40 participants have 1o swallow huge
amounts of new material some 36-40 hours per week, since final examinations often
require testable items and skills. The ability tothink, tocooperate, tocommunicate 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 devclopment has functions of belter socializing and
disciplining, and make individuals fecl guilty of failing tore-integrate themselves into
the work process, and 1o keep up the illusion of the Federal Republic being an open,
performance-orientated society with unequal distribution of social opportunities, but
justificd becausc of an “objective performance measurement”,

4.2 Possible Consequences

Any 11"t againstuncmployment worth its name ought tobegin withchanging societal
and economic structures. Areas to concentrate upon should be above all the creation
of new ficlds of work beyond the cstablished wage eaming. Dieter Mertens, former
head of the Research Institute for the Labour Market and Occupations has made
workable proposals as early as 1977. He recommends a shostening of working hours,
a stimulus of demand directed towards the public promotion of and investment in
suitable sectors like improved town sanitation, micro-technology, social scrvices,
protection of the cnvironment, and adult education. “/nstead of promoting wear-and-
tear production...ecological neuirality, mixed financing, priority of
labowr-(qualifications)-intensive areas, and political accepiance in view of people’ s
needs...should be borne in mind” (Mcriens, 1977:44).

Such proposals are founded upon the conviction that jobs arc indeed scarce within
the established structures of our society but not work itself. The re-oricntations
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 entreprencurial interest in profit continues
instcad of structural improvements as suggesicd, we shall have soon a socicty 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 arc asscssed quite differently
by scientists, as | have said from the start (§1). Some of my colleagucs. for instance,
will not agree with my statements snd valuations in the preceding sections, Among the
scientific disciplincs interested in vocational training and development (cducation,
sociology, psychology, natural sciences, engineering, psychology of work cic.) we
can distinguish three main strands:

)
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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 o
unless we wish to threaten our very existence, “Political norms and laws will be
replaced by inirinsic requirements of a scientific-technical civilisation which cannot
be posited as political decisions and understood as norms of conviction or of
Welianschauungen. This depletes democracy as it were of its classical subsiance:
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
1o decide on the sense or nonsense of technical-economic developments is hopelessly
outdated. Such ideas in a highly lechnicized society serve, if at all, “10 manipulate
molivesiowards something that will happen anyhow according toobjectively necessary
viewpoints” (Schelsky, 1965:453f).

From this position technical-economic developments fundamentally are not
controliable. One can only try to perceive developmental trends in time and to adapt
1o them as well as possible. Vocational development and the educational sysiem as a
whole function as an instrument. “According to the expeciation that adult education
could become functionally relevant in helping io get usable qualifications, theoretical
patierns of arguments are used inwhich recurrent education is derived as afunctional
recessity fromsocietal developments and adult education made the motor of technical
and social progress” (Mader, 1984:48).

Conservative 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
“aninstrumentiopreveniandfighiunemployment...aninstrurment iofiirther technological
change..., and insirument of personnel policy (and)...of regional policy [e.g. for new
indusirial areas, WV ]" (Der Bundesminister 1984:117, 120, 122, 125, 129).

Vocational development is thus reduced to the adaptation of the workforee to the
required qualifications demanded by the labour markel. Power relations and interest
whichled tothese very structures of the labour market, 1o these very qualifications, are
out of sight, because they are anyhow subjecied 10 uncontrollable inherent laws,

‘The theoretical educational-cconomic concept om 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 iro
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 lowards the unfolding of
learning human beings' capabilitics. “Adult education means...indeed 1o fiirnish
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personal development aid, 1o break up and set in motion the rigidified capability
struciures of working people. This requires a focus on the worker as a person and on
his situation, rather than some technical innovation or scientific progress or redesigned
Jjobs” (Brater, 1980:80).

The demand to take seriously the subjective factor in education is linked with the
demandtopay more atiention tothe leamer's Lebenswell. The individual s Lebenswelt
outlines an interactional context to which it is bound. But he who is “permanently
embedded within such a communication field perceives situations according to
criteria valid in this Lebenswell, defines situations (including learning situations)
according tothe standardsandrules of this Lebenswell forms an opinionof imporiani
and unimporieni problems and anticipates a ceriain scope for problem solutions”
(Mollenhauer, 1976:38). It stands to reason that the success or failure of educational
processes is dependent upon the consideration of participants’ various Lebenswelten
and interpretation patterns: Education, Jearning, and teaching essentially deal with
interpretations of the situation.

The intense orientation towards the self and the Lebenswell also harbours some
problems and dangers. It is templing 1o withdraw toclear-cul areas and groups (town
quarters, neighbourhood etc.), 1o get easily out of touch with the socielal framework,
possibilities and limits of influencing it through organized leamning.

There is also adanger of reganding the contents — where educational processes were
meant 10 flourish — as second-rate and to disparage institutionalized leaming which
after all aims at providing definite work-related knowledge, capabilities, and skills.

53 The Provision of Technical and Social Competence

Representatives of a critical-constructive social and educational science like myself
have as their lodestar to qualify lcarners for independent and mature thinking and
acting. They wish to teach even-handedly (1) the required special capabilities and
skills necessary 1o cope with societal demands, and (2) social competence described
in terms of the ability to communicaie, criticize, cooperate, problem-solve, and show
solidarity. Thecomplete subordination of vocational developmentioallegedinherently
compulsory requirements of the employment system is rejecied as wrong and
questionable. So is the attempt to neglect the qualification requirements of the labour
market in favour of astronger reference 10 a {subjective) self. The relation of education
system — vocational development in particular — 1o employment sysiem is seen as
rather a dynamic reciprocity with mutual influences. 1 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 arca and sces itself as
socio-critical and practical, claiming and enlightenment valid and accessible 10 all
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(Thiersch, 1978:101), bas mainly the following tasks lowards 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 toliberal-economic

maxims serves to maintain the existing social status hierarchy with its unequal

opportunities. It also makes politicians in charge withdraw from their constitutional

public responsibility for democratic equality of all citizens.

A second task is to explain that the assertion of democratically uncontrollable
inherent laws of technical progress is false and dangerous. It serves to maintain
basically irrational and unreflected power relations which have meanwhile become 8
collective danger 10 all life because they threaten our ecological balance and destroy
natural resources. A science of adult education must therefore contribute to solve the
problemof “how the force of technical disposition can be led back inio the consensus
of acting and negotiaiing citizens” (Habermas, 1968:114).

Finally and interlocked with the above-said, it has 10 be made clear that the
development and use of certain techniques, technologies, certain kinds of work
organization, and the resulting work requirements are only in part due to technical-
economic constraints. They are predominantly the outcome of political decisions, e.g.
subsidizing certain kinds of technology and energy, and of profit interests and the
industrial personnel policies and division of work tied in it. Indeed, recent high-tech
electronics offer a wide-range potential of considerable on-the-job variations between
total contro! and new independence and decision-making,

6.2 Social Science Research in the Interest of Dependent Employees

These possibilities point 1o an urgen! rescarch task in the interest of dependent
employees. Since the possibilities for actionon the job are an essential determinant for
the social situation of working people, research ought 1o begin with it. This means “a
shift in the interesi-io-know relative to economic analyses of workforce requiremenis:
from the workforce requiremeni of empleyers to the social meaning of employmens
changes for the workforce concerned” (Baethge, 1980:105). Such a research would
have 10 examine ways of altemative approaches to techniques and work organization
incooperation with educational economics, industrial sociology, psychology of work,
and production engineering. It should aim at dismantling hierarchies, enriching jobs,
expanding co-determination and elaborating necessary qualifications.

An innovative labour maiket, occupational, and qualifications research would also
have to develop activities outside the established structures of paid Iabour (cf. 4.2) and
10 claborate the qualifications necessary there, The actual vocational development as
yet entangled in traditional structures of work and iss qualifications could receive a
new impetus from such research. I could foremost seize the opportunity 1o rid itself
of its present helplessness towards the problems of goal-sciting and content of
vocational development for the unemployed.

g4



42

6.3 Didactic Guidelines

The use of job enrichment, job enlargement, co-deicrmination and the development
of new activities require corresponding capabilities among the employed, and this in
tumn requires a vocational 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 atoolkit of such identity-, reflection-, and maturity-
enhancing teaching and leaming:

» Tnenha~ice awareness that different aims of vocational development comprise
differcnt interest-bound evaluations of social situations and widely differing
views on the 1asks of education and of well-educated people.

» Tofiirther insight into widely varyingcriteria of conient-selection and -structuring
according 10 goals sel.

» Toenhance awareness of inscparably interlocked goal-setting, content selection,
and chosen teaching methods. The widest possible repertory s 1o be provided:
Leamning and 1cacning methods enhancing identity and maturity (project-
onientated, problem-centred, participant-orientated teaching and learning eic.).

» Making aware of the connection between socialization and leaming. People of
different socialization in families, schools, jobs will show different learning
behavior in vocational development courses. This has to be interpreted correctly
and considercd in course designs.

» The imponance of interaction processes for learning is to be highlighted, Since
interaction processes can help or hinder leaming and identity-finding, more
attention is required to intragroup and intergroup behavior.

» Open cumicula for different vocational course tracks must be developed;
eaching and learning aids must be prepared permitting choice of content,
methods, and media 1o the 1caching 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 suggesied: it is an individual capable of reflecting and acting, capablc and
willing 10 improve jointly with others the working and living conditions (cf. 1 and 5.3).

Two curtailments and misjudgements have 10 be avoided on the way 1o this end:
“It would not be enough, just 1o add political enlightenment onlo unchanged
technical-instrumenial handling, (and) it would be an inversion of the postulate of
imiegration if iechnical-instrumenial requir emenis would simply serve as avehicle 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 lowards 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
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brought about an integrated education with concurrent vocational, political, and social
competencies.

This should not detract from the fact that by far the most areas of economic, labour
market, and education policies — including vocational developmen? — are dominated
by technocratic-economistic thinking with its narrow teaching and leaming methods.
Onthe other hand, it is obvious thal the public discussion about ceniral and existential
questions such as protection of the environment, quality of life, unemployment, and
the future structure of the world of work, does not easily submit any longer to such
views. Whether this will lead 10 any positive change in policies and education is an
open question,

Vocational development commiited 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-capacity — can participate in the debate about the
future face of our society.

Postscript

Some more recent federal data do not change the general picture. By the end of 1990
the Bremen Senator for Work and Occupation, Department 4, Landesamu fiir
Weiterbildung, Katharinenstr, 12-14, 2800 Bremen 1, has published the amended
version of Strukturdaten 1987/88, a complete 28 pp. breakdown of all educational
institutions in Bremen on record: their teaching hours, the participanis across the three
education scctions (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 [M.H.}.

Summary: A short contribution cannot deal with all the ingricacies of the highly
differentiated and coniradictory area of vocational development. There is instead a
first owstline of the scope, courses, agencies, institutions, and fundamental laws of the
field. The development of the education and labour marke! framework an.. its policies
during the last 30 yenrs are sketcned. Unemploymerd as a problem and challenge for
vocational courses is another section.

Concluding remarks seek to clarify the relationship of scientific disciplines and
vocalional developmeni. The belicfs in technique and progress, orientation lowards
self and everyday world, participaiive action and self-asseriion are presenied as
differcnt approaches. My own view Iries 10 derive consequences from a critical-
constructive unwerstanding of “science” regarding the 1asks of theory, practice and
didactics.

A Note on the Author

Wilfried Voigt, Professor Dr. phil., bom in 1931. Teacher at the Hamburg Vocational
School for the Building Trade from 1963 10 1968. The teaching assistant in the sub-
departent of Vocational and Economics Education, University of Hamburg, 1968
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10 1971, Assistant Professor ;971 to 1975, University of Hamburg. From 197510 1978
Associate Professar in the institute for Education and Social Sciences at the Technical
University of Berlin. Pro.essor of Vocational Education and Development, University
of Bremen, since 1978.

Iwasbomintoa far.ily of traditional craftsmanship. There was not much choice after
the war. 1 left schoo! at fourteen and became a masom, later a civil engineer in industry.
1 quit eventually to 1,0 to university for a degree in vocational education. All these years
1 had been science -minded and believed in the feasibility and computability of things.
Carl Friedrich voa Weizslicker’s lectures on the philosophical problems of modem
science opened up a complelely different new world, Later, having studied Theodor
Adomo, Max Horkheimer, Herbert Marcuse, and Jiirgen Habermas, I leamed that
science and applied science are not neutral, indifferent 1o various human interests. Two
books by Habermas left a lasting imprint: Erkenntnis und Interesse (Knowledge and
Human Interest) (1968) and Technik und Wissenschaft als Ideologie (Technology and
Science as an Ideology) (1968); and so did — on a personal level — professor Friedrich
Edding (Berlin), my later mentorand friend, inhisunwavering belief in the human ability
10 learn and to develop, his dedicated efforts to make educational scicnce more
practicable and to draw in more adult and middie-aged students.
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Adult Education as a Vocation:
Lay Job or Profession?

Roswitha Peters

Adult education/continuing cducation (AE/CE), meaning organized teaching and
lkearning of and with adulrs, is socially and individually seen as generally desirable and
even necessary. Unlike organized teaching and leaming with children and youths
however, edr zation ¢f ~dulis by professional educators is not yet common.

Even within the heir ogencous area of AE/CE it is controversial whether adult
cducation should be made a specific and regular job, From the beginnings of its
instiiutionalization around the tum of the century until now adult education has been
and still is camied out by people for the most part neither trained nor prepared for it.
It is the 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 AE/CE as a profession always keep certain features of the
urcgular (PSggeler, 1968:106)? What has become of the professionalization endeavors
during the scventies? Is professionalism of AE/CE educators on their job necessary?

It is my intention to facilitatc answers 10 these and similar questions by the
following outline uf (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 AE/CE.

AE/CE in this chapter shall comprise publicly recognized institutions available to
cachandevery adult, excluding those company- and association-bound, commercially
or alicmatively organized.

The reader will benefit from also reading the thirty-two pages of Max Weber's 1919
talk 1o young students on the academic scholar as a professional (Wissenschaft als
Beruf), with his frequent comparisons 1o the different * American” situation. See his
Gesummelic Aufydize m the " Annotated Bibhography” in the Appendix.

.
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1. From the Folk Educator to the Educational Employee

According to the occupational sociologists Beck, Brater, and Daheim (1980), there are
two reasons in political and economic constitutional free-enterprise societies for the
rise of professional occupations: Either the professional satisfaction of a need or the
solution of a problem will yield an economic profit, or a matter must have stood the
test of being acknowledged — by the state, the churches, or the big associations — as
a public concen, in order 10 be dealt with by a profession so called (1980:248).

If we take Article 148 of the Weimar Constitution as an indicator of adult education
being a public concem, then indeed the roquisites for the rise of such a profession were
present in 1920; “Institwies of aduli education, including adult education cenires
(Folk-High-Schools), shall be assisted by the State [Reich] ,Lands,and communities™

In fact, there had been carlier altempts 10 professionalize the organized education
of adults, £.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-lime and in an honorary
capacity.

With regard 10 adult education, full-time management remained the characteristic
form of professionalization in the Federal Republic of Germany until the fifties and
carly sixtics — a process “which had & its core a shift from an activity withows any
pay and specific training 1o one that— from a certa’ point on—became paid 1o such
an extent thai the person on this job can live off .  (Weinberg, 1980:403).

Who was qualificd for a full-time job in adult education or — tousc abetier 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 intoa novel political-cultural and democratic community.
“Folk formation by folk education” was a catch-phrase of the day. Folk education had
“al its core the social, the community question” (Rosenstock *920.77).

The folk educator's job was understood as a political-educational one requiring —
similar 10 that of a politician’s — an outstanding personal commitment, wide
experience in various spheres of life, eloguence, and proven compelence in another
occupation. “The precondition for becoming a folk educator is the exertion (past or
present) of a skilled job with ivellectual peneiration. He must be a cobbler sticking
10 any las1.. i is part of any education to have expert knowledge anywhere. The mere
popularizer, if there is one, is not qualified ai ali for folk education” (Rosenstock,
1920:96).

Systematic vocationai training or preparation of the folk educators was rejected
more or less expressly for reasons once again presenied in detail by Schulenberg
(1972:811.). One reason was the assessment of folk education as baving a temporary,
compensatory function, irrelevant once it had fulfilled its educational and polincal
task. Another reason was the apprehension — which continues o be felt today — of
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folk education leading to a schooling with an implied childlike immaturity of adulis
should it ever become a standardized societal activity,

After the national-socialist phase (193345) and World War I (193945) these
ideas continued at first in spite of a fundamental change in the adult education
ﬁmnewukmxdastﬁftinﬂmpofe&ﬁmalviewfmapedmﬁnmulypdiﬁcal
orientation directed towards the whole 10 a cultural one implying a marked tone of
cunuralpasimimnandonecemredupmmehmividual.lnmewmdsofﬁﬁdxwmger
(1952): “Iftheremust notbe a specific professional preparation for the folk educator,
the prior knowledge of his tasks, though, (is a requisite)...He is the interpreter of the
living life for his fellow men who trust him, he is the representative of the acting world,
but also the bearer of a courser-effect against an evil and degenerate world. He is the
wransialor of the formed world of insellect iransferring it 1o his listeners’ sphere”
(1952:513).

Public consciousness had not yel caught hold of continuous organized fiirther
leaming as a consensual ensembie of adult roles. Institutionalized adult education
ranked less as a societal necessily than as a cultivated leisure activity -— for
participants, planners, and teachers alike. Then, as before, no reason was seen for an
extensive professionalization of adult education jobs done pari-time or unpaid most
of the time.

Inits 1960 inquiry Zur Situation und Aufgabe der deutschen Erwachsenenbildung
(Conceming the Situationand Task of German Adult Education)(Deutscher Ausschu8,
1960), the German Commitice for Instruction and Education at leastdirected attention
to the cducation of adulis as a profession and said that “the occupalion of popular
education can be a full-time or part-time job. It does not necessarily require the
knowledge and experience of the teachu. 1 profession. It is indeed desirable that
members of many occupations work in aduli education, leaching and educating.
Academicians among popular educators should have adegree and manifoldpraciical
cxperien-.: = neral it is desirable that popular educators have educational skills,
experi k. 2 and ability, independers judgement, far-sightedness, personal
resolier ., scoer-mindedness, and cosmopolisanism.. 1 is decisive for the success
of allendeavors concerning owr potential new colleagues that the function of popular
educaiors is puslicly acknowledged. This new occupation requiring a versatile talent,
much sirength and time, has not yet been firmly incorporated in our occupational
sysiem. The popula- educator must gain due respect by his attitude and performance
according lo his task in society. Bus society should also hold his occupation in such
esieem, paying him enough to secure his living beyond making it a transitional jobfor
capuble human beings or an outlet for faitures” (Deutscher Ausschu8, 1960:33),

The shape and development of the profession was meant 10 be due partly 1o the
professionals themselves, partly to society's support. A perceivable societal or
cducational-policy interest in the profession became a fact only when education,
learning, and qualifications were ranked higher in tenms of societal development,
particularly in international economic competitiveness, In the mid-sixtics, with the
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first economic recession in the background, a simultaneous “German educational
catastrophe™ diagnosed by scientis.., and a certain weariness of the prevailing
political-cultural restoration, education and qualification were increasingly regarded
as productive economic factors, as essential requisites of necessarily flexible and
mobile working people (“human capital”), but also as a foundation of a democratic
society (“daring democracy”).

Various measures were now introduced to make possible lifelong leamning for all,
talent suppart by opening up second and third chances of education and cross-overs.
Far the first time ideas of education and leamning needs of the adult population were
researched representatively (Strzelewiczetal., 1966) and the outcome used as a frame
of reference for the planning of adult education courses.

Eventually, in the late sixties, sysiematic, cenification-orientated medium- and
long-term leaming and qualification programmes for adults marked the so-called
“realistic turn” of German adult education. Atihcsametime professional requirements
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 the adult
population definable according to sociological, pofitical, and psychological criteria.
Coping with professional tasks apparently required educational-political and
educational-sociological research and planning competencies, psychological and
didactical knowledge and skills. The connection of rather casual knowledge and skills
with personal experience and commitment as a foundation for professional activities
was regarded as insufficicnt 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 college or university degrec who found an interesting and — in the
beginnu.g seventies — also politically relevant professional area. But soon an
arbiu*aryscienﬁﬁcuaiIﬁngwouldnolmgcrbcsuﬂ'xcicminvicwof specific professional
tasks. It was then, from about 1970 onwards, that German colleges and universities
begantotrain“Diplompddagogen” withamajor inadult education. This new possibility
of specific scientific qualifications for young professional 1alents comresponded with
a meanwhile distinct and often-voiced desire by adult 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
adulteducators (Schulenberg, 1972:18(f.), but this happened also forat leastone other
reason: stalus acquisition as a scicntific policy. It also happened largely without
cooperation and mutual con=tation expected by adult education practitioners. The
relauonship between the new science of adult education and an esscntial part of
educational practice thus becarm< prob.malic.

meerukmrplanﬁrdeihizmgmsen(PlamcdSuucmre for Education) published
in 1970 by the German Education Council (Deutscher Bildungsrat, 1970) proposed
a new conception for the whole sector of education, and filrther education — as adult
education was programmatically called from now on— got a fresh impetus because
it was drafted for the first time as anindependent cducational arcaof equal rank. Nearly
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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 provisions regulating
and granting financial aid for AE/CE to anextent previously unknown. This permitted
the instilutional expansion of AE/CE and employment of comparativoly large
numbers of full-time educational employees. Their numbers in AECs grew ten times
between 1970 and 1980 (Gerhard, 1980:2241.).

During this decade of increasing institutionalization and occupationalization, a
parallel tendency of professionalization was recorded according tostandard vocational
sociology criteria (Vath, 1975):

« Typical job descriptions for various full-time occupations were preparcd

(Weinberg, 1980:416fT.).

» Special scientific qualifications scemed absolutely necessary for professional
activities.

* More and more colleges/universities tried to teach vocational-professional
qualifications in either pre-job or job-concomitant programmes in accordance
with scientific vocational training and adult education became a subject of
scientific research.

 AE/CE statutory laws regulated minimum requirements for vocational work and
sct standards for its societal recognition,

Up 10 now, unfortunately, there are no binding regulations 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 ethical foundation,

AE/CE practitioners and the scientific community of adult education have hotly
debated from time 1o time whether professionalization and institutionalization arc
meaningful at all. Some thought free-floating inappropriate professional interest in
salience gained the upper hand of students, others regarded it as a requisite for an
educational work in favour of participants comparatively independent of agency
interests (e.g. Dieckmann, 1976:1271f., and Schulenberg, 1972:18).

Weinberg evaluated the past achievement of adult education service structures as
professionalization of adult education being already in effect, although it should be
supplemented and extended by a systematic scientific training for typical jobs
(1980:42011.). This definitional equation in my opinion was and is incorrect, but its
implicit reference todeficiencics in systemnatic adult education knowledge is pertinent
tothe professional reality. The qualitative expression of successful professionalization
— professionality — has hardly inspired dcbates, reflections, or research in spite of
all recent arguments, Tielgens’ statement thal professionality in adult education is
undeveloped and professionalization not yet achieved remained uncontradicied
(1986:44). The following reasons beyond those suggested are worth considering;

* Inthe late seventics, accompanicd by an economic crisis, an ongoing stagnation
in the funding and development of the whole education system began which has
direcly concemed AE/CE: Few posts have since been offered to full-time
educational employces.
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» The high rate of unemployment made many AE/CE institutions look for and
accept various social-pedagogical and socio-political tasks connected with
vocational retraining and qualification. This was funded by the siate rather
generously, but hardly contributed to the development of a distinct professional
interpretation of 1asks among employees. The prospect of being able tocontribute
direcily to the improvement of shoricomings 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, their abilitics, as well
as their self-assertion in private and co-determination in public life.

« The science of adult education was fully occupied with the training of its own
young talents, who had little prospects. It could not provide much scientific help
for practical problems in AE/CE, although this was expected. Unfuifilled,
mutual expectations leading to a disturbed relationship of theory and practice are
Tietgens's words for a failed professionalization process (Tietgens, 1986:44).

Atthe endof this decade the duality of full- and part-timers inteaching jobs and full-

timers inplanning and organizing is a structural characteristic. Both the predominantly
teaching and the predominantly planning and organizing employees basically are
engaged in adult educaticn jobs which few of them have ever leamed beforehand.
These“laymenasexperis” (3inting, 1987:8) bearalabel inGerman withaninappropriate
meaning (literally: peragowical co-werkers), since they do not help educate children
but adults. The term is an av/k ward expressionof concepiual endeavors — unhampered
by ideology — 1o separa.e didactical intentions from administrative work in the AE/
CE area. The whole deveiopment from*“folk educator” to“educationalemployee” still
leaves open the hankering for a professional consolidation of AE/CE work and a
suitable word for it.

2. Aspects of the Professional Situation

In recent years AE/CE courses have gained not only proclaimed but real impartance
in society, but aims and contents, forms of institutionalization and professionalization
have changed considerably compared with the seventics. 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 vocational and
job-directed over political and general education are just a few examples that fit well
into the political framework provided by the conservative-free democratic coalition
government. It sees AE/CE less as a public task than as a shopping bag in an “open
comtinuing education market.., subject o compelitive forces” where it has 10 appeal
o “the responsible adult...who has a say in form and condent of the course through his
demand” (Der Bundesminister, 1985:6, 9).

As long as the demand is satisfactory it is consistent with this view and also with
observable realit’ 21 not much attention is paid 1o the manufacture and quality of the
“product”, thus avoiding cost, unless strong interesis in society take a different view.

£
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This, at least, would be an additional explanation for the obvious disinterest in
professional development — in contrast 1o the societal importance of AE/CE —
disgnosed by Schlutz (1988). His suspicion is that “professionalizing adult and
continuing education is unwanted by society! If we understand by professionalizati
not only 1o get a job or a better routine on the job, but the education of groups and
individuals with a certain ethos, with an awareness of one' s own competence and not
least one’s limitations, then such a development looks as if it is objectively unwanted,
because it wonldrun counter io the functionalization of continuing education as it can
be observed now” (p.9).

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

2.1 The Staff

The grand total of AE/CE-people ininstitutions, company departments, organizations,
initiatives, projects etc. dealing with the plannir,g, implementation, and evaluation of
adult education courses is unknown, A good estimate is between 5,000 and 7,000 for
full-timers, and 200,000 to 400,000 for part-timers/freclancers. A 1980 Wérterbuch
der Weiterbildung (Dictionary of Adult Education) estimated the number of course
leaders and full-timers to be about 4,500, and of part-timers around 140,000 (Dahm
ctal., 1980:361). No doubt the numbers have risen; particularly the latter one,

Nobody else but the German Adult Education Association (Dewtscher VHS-Verband)
publishes regular statistics of staffing 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-timers (o part-timers (excluding centre dircctors) is therefore about
1:54 (disregarding hours spent 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 pan-time and time-limited jobs for graduates of all disciplines and is so
auractive. 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 1,313 required such a diploma (Peters-
Tatusch, 1981:100).

During a scientific conference in 1987 on *“The Situation of Work 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:

(1) In the area of full-time educational employees: In recent years various

agencies and instisutions have eliminated permanent posts for lack of funding.
At the same time there has been a larger increase in employees working on

L
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projects, particularly in large city AECs, funded by work procuremeni
measures and third-party funds.

(2) In the area of part-timers: The number of pari-time course leaders has
intemtionally been reduced inrecens years in favour of jobless graduales who,
however, are engaged on a contraci basis.

(3) Apari from these two classical siaff categories there is — in some larger
educational institutions — the adult education teacher, doing a full-time job
with tenure and fringe benefis. For some lime, moreover, full-time social
pedagogues are employed in AEICE.

(4) A new type of professional is the “new self-employed” who earn iheir money
as course directors usually at various institutions or are both course directors
and consultanis working for fees only (Frischkopf, 1988:175-76).
Such a staffing situation and structure hardly admits of any professional perspective
beyond the immediate job requirements. The resulting job attitudes, satisfaction, and
quality of working lifc would require a scparaic inquiry.

2.2 Tasks

Staff siructure and division of work in AE/CE are closely connected, as mentioned
before: Administrative work and didactical planning require steady, long-term work
by full-time employees. Anup-to-date, versatile, andflexible conversion of educational
courses into lectures and other kinds of teaching cannot be done by the small number
of full-timers. The employment of a great many half-timers and freclancers for fixed
periods of teaching is therefore a requisite. the introduction of a permanent “adult
education teacher” in some large towns, cities, and institutions has overall changed
little of the historically grown division of work. Fiirthermore, I do not think that a
solidification by a professionalization of individual, closely connecled educational
actions is desirable, because any segmentation of work would make institutional and
agency relations more untidy and favour alienation from one’s own work — for both
exclusively teaching and exclusively planning staff.

A valid job description — specifying tasks indcpendent of institutions — covering
the whole arca of AE/CE has been impossible 10 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 sizes and equipment. But we can list more or less general task emphases of
full-time AE/CE work derived from professional monographs and analyses of job
vacancies (Propper 4!, 1975; Vath, 1979; Petcrs-Tatusch, 1081) available in
detailed descriptions froia the German Adult Education Cenires Association and
covering their own organization (Tietgens, 1976; Der Bundesminister, 1973). They
are:

o managing institutions, departments, or projects;

o planning educational programmes/offcrings;

b
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e organizing courses, public relations, and educational policy activities;

* hiring, advising, professional updating of the teaching staff;

» giving advice to pacticipants.

Occasional teaching ofien is part of such and similar full-time jobs, but usually not
self-evident except at residential centres. On the whole professional work in AEACE
is done according 1o Tietgens (1981:31)

» in the coniext of a societal framework,

» within the horizon of institutional requircments,

» in more of less distinct areas of tasks and leaming,

= with regard 10 educational courses,

* in touch with teaching and leaming processes.

In 5o far as professional action is above all planning action — this is a fact — there
are tasks on various levels that need interconnections among conditions and effects on
these levels of action. The tasks summed up and related 10 job iequirements are;

» 1o analyses the conditions of the societal framework,

* 1o reflect on institutional connections,

* to find enough scope for the planning of leaming,

* 1O prepare Courscs,

* 1o put into practice teaching and learning processes (Ticlgens, 1981:31).

2.3 Qualifications

No recent information is available aboit the formal qualifications and actual
competences of staff in AEACE. 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 educution)  18.2%

» Languages/linguistics 17.2%

» Education science 15.3%

College/universily education secms to be a characteristic qualification for AE/CE.
This corresponds with the fact that 64.4% of advertisements for full-timers in AE/CE
ask foradegree as a jobentry requirement (Peters-Tatusch, 1981 :98). Implicationscan
be drawn from such analyses and caployee reports as to what abilities are thought 1o
be necessary or desirable. Three abilities stand out in general:

* tobeable toconven adiscipline or specific subjects into educational programmes

and processes for centain target groups.

* 1o contac and communicale, 10 show initiative, 1o commit oneself, 1o cooperate

(1981:114-15).
» Free agencies like unions and churches often seck political, religious, or other
altitudes similar to their own, including loyalty (1981:110).

In view of the expecied predominance of full-timers’ planning function a
supraregional University Reform Committee recommended in 1984 that students of
education (Diplompéddagogen) with a major in AF/CE should receive scientific
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training in that area and also “ability 1o teach in a least one specific discipline or an
interdisciplinary ability to work with target groups (parents, foreigners, senior
citizens, eic.). This is necessary even if the professional does not teach regularly; for
the credibility of his training and developing part-time teachers is closely linked 1o his
own competence in al least an exemplary way of adiscipline or 1arg=s y.oup. Anoiher
thorough qualification required is the ability to advise and counsel on education,
learning, crises eic. These three areas of compelence are (o be studied in equal
emphasis sothai the professional andragogue is up to preseni and future demands and
developmenis” (Sckretariat, 1984:63).

One of the important professional preconditions of such a vocation is — according
io the Reform Committee — a general inferpersonal compelence (the ability to
interact, tocommunicate, awareness of self and others, thoughtfulness). Its foundation
is the acquisition of various distinct, task-orientated educational and social science
knowledge, an ethical attitude, and proven action pailerns, such as educational
planning for AE/CE (Sekretariat, 1984:50fT.). Whether and to what extent the some
thirty German collcges/universities devoted o the training of Diplompddagogen with
amajor in AE/CE effectively provide this professional andragogical compelenoe is an
open question in various respecis:

« AE/CE is a comparatively young science. It is doubtful whether it can offer
arigina! knowledge for professional activities; for the creation of knowledge by
research has as yel taken a back seat 1o the tasks of training and developing
{Schlutz, 1988:13-14).

« Itis doubiful whether college/university scientists teaching and researching AE/
CE agree that professional activity in AE/CEistoa large degree didactical, This
makes uncertain the importance of educational science for the university training
and development of AE/CE professionals.

« There seems 1o be no sufficient mutual consideration nos cooperation between
science and practice of AE/CE necessary for the competence 10 act as a
professional.

Independentstudy andotherformsof employeedevelopmenl, job-related inductions,
and correspondencecourses have long had afimplaceinthe practicc of AE/CE. They
may be useful in developing AE/CE professionals but it is an open question how far
they contribute to a job-independent, specifically professional competence.

2.4 Professional Self-Image

Professional self-conceptions are overallimportant (a)for the percepiionof professional
requirements and how they aredcalt with, (b)for the professional sclf-confidence, and
(c) the job-image presented 1o the outside. They are litle researched, and there is also
no professional association expressing and exchanging AE/CE views. In talks and
debates it isindicative of cmployed professionals and sciem 'sts both having difficultics
10 describe the essentials of andragogy in simple terms. It1s therefore true that “aduls
education suffers sirongly from being lalked abowt on @ general political level, but
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those doing the real work do not take part, do not have a say” (Tieigens, 1988a:89).

During an exploratory inquiry by Giescke (1988: 248-250) full-time educational
employees — asked fortheir work profile —said that the major part was organizational
rather thaneducational, the lalier being properly speaking ateaching job. A closer look
reveals, says Giescke, that the so-called organizational is indeed didactical planning,
but those on the jobdo not see their work like that. If interviewees all the same interpret
their work as pedagogical, this is more an expression of an everyday ability to
communicate and assert oneself than a thoughtful understanding of education, which
as a scientific discipline or university qualification does noi enjoy a good reputation
among educational employees.

But even a more positive and ruminative relation of full-timers with education as
a scientific discipline and qualification (which would include a conception of
didactics) would leave in doubt another corollary of Gieseke's and Tieigens': AEACE
full-timers “being not fully aware of their professional competence™ (Tielgens,
1988b:30), because intervie wees labelling the majority of their work “organizational”
are perhaps closer 10 reality than an up-market term of “didactical planning”™; foras a
highly complex and professionally competent activity didactical planning can hardly
be imagined without a corresponding consciousness, The “organizational”, on the
other hand, seems to be more in line with a pre-professional activity and interpretation
of AE/CE work. More of a hindrance 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 1ask by educational institutions themsclves, which often cnough 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) .orclatecomplex, relatively abstract knowledge (theory) tosituationsrequiring
actions and 10 apply it according 1o specific patterns or rules;

(b) torecognize andponder the universal, typical inindividual cases andsituations,
and to classify it theoretically (always subject 1o revised explanations).

There is as yet little of such professionality in AE/CE. It is even doub:ful whether
and to what extent it is desirable and what should be its focus (Schiersmam, 1988);
for as mentioned before AE/CE was temporarily scen as “the least instittionalized
and professionalized area of education becoming the crucial moot of deschooling,
deprofessionalization, and de-institutionalization” (Strunk, 1988:107). % .is
controversy was kindied by status-bound, constructivist ideas of professionalization,
particularly those coming from Amcrican sociology which, some feared, would
promote efforts to install an expert elite of ideologically legitimated power also in this
area.
Recent theoretical considerations rather point to another direction: a profession
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being constituted as a highly complex occupation hardly subject to democratic control
is justified only if a functionally necessary minimum of societal productivity,
rationality and sociality is not guaraniced without its professional contribution 1 a
solutionof asocietal necessity (Koring, 1987). Where tofind the master gauge for such
minimum cannoi and shail not be discussed here, but I would tackle the question
whether AE/CE as a doubtless necessary societal task does require occupational
professionality. Established professions occasionally evince dubious attitudes like an
expert cult or showing off income and prestige. I do not underestimate them as
unpleasant accessories, but they are Jess of a threat 1o the quality of AEACE 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
competence just in demand.

3.1 Reasons for an AE/CE Professionality

Whether professionality is required for an adequate handling of the socictal task called
AE/CE depends on the complexity of demands made on those who deal with the 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 betier than in the past. At
present there is one suitable answer 1o the initial query, namely that of a structural-
theoretic task definition for AE/CE and an analysis of actions stnuctures and requirements
for educational employees in teaching/lcaming situations by Schmitz (1983). As I sec
it, he describes organized AE/CE as one form of social intervention among others hike
psychotherapy and counselling, all contributing specifically 1o (re)construct the
personal integrity of adults. AE/CE having thus the function tomake available through
organized educational courses personal knowledge which is necessary for the
foundation of morally adequate and factually right decisions of adults, butcan no more
be acquired by direct perception, cveryday talks, or self-instruction.

Since apart from education, various other interests play a role in such courses —
for instance, advice oreven therapy — the professional performance and achicvement
of full-time employees would include a definition of the situation and a necessity 1o
distinguish adult education {rom advice/counselling or therapy in practicalierms, This
would render their job more difficult than that of a counsellor or psychotherapist,

As things arc, the didactical aspect of AE/CE courses is one of many dealt withby
full-timers. Otherslike didactical planning, educational policy, urganizational, stafling
guestions andtasks indeed are very demanding professional requirements, particularly
if the task of AE/CE is scen — ¢.g. by Schmitz (1983) — as not only o rectily societal
deficits, but also 10 be an innovative, creative, and critical activity refleciing work,
politics, and culiure. Inaddition, AE/CE’s L2k should be to motivate people todesign
and shape their own and also public life with imagination.

Such work requires comprehensive knowledge and skills on a high level covering
different arcas like educational science, psychology, sociology, hisiory, cconomics
and management, plus the core discipline represented. It includes the ability 10
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evaluale one's own compelence and limitations, to ponder cntically on multiple
requirements and possibly to reject some, to kecp aloof from constant excessive
demands with their negative consequences for oneself and others. This requires aclear
idea aboutone’s own professional tasks, roles, and ethical implications, an idea which
could contributc o an absolutely indispensable respect of other persons® self-
responsibility and everyday world.

Without such a professionality — it scems o me — adulis and 1ask-orientated
educational work based on science is hardly possible any longer.

3.2 Characteristics of an AE/CE Professionality

Professionality expressesitself in professional action, the “outstanding structuralplace
where theory and practice are mediated” (Dewe & Ferchhoff, 1988:06) essentially
by three characteristics (Keil et al., 1981:29{1.):

= the cognitive mastery of 1ask-specific knowledge,

» the practical mastery of lask-specific action-patierns

« arcflectedrole-behavior expressing one s mastery of atask-specific self-concept.
AE/CE employees will therefore have, for example

= knowledge about societal functional conditions, historical and intemational
connections (e.g. cconomic and social structures, income and capital distributions,
education system and the distribution of educational opportunitics, the political
and law systems),

* knowledge about addressees and participants of AE/CE (c.g. their social
situation and pattems of interpretation, effects of socialization and education,
leaming abilitics and leaming inlerests),

= knowledge of one specific subject arca relevant for AEACE (c.g. lar uages,
technigues, media, economics, the arts, politics);

= knowledge of adult- and task-orientated didactics (c.g. how 1o discover leaming
interests, how toreduce and redesign leaming contents, various teaching methods);

» knowledge about the functioning of institutions and administrations {(c.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, tcaching styles, and others. During courses this would result in an
inleracuon with participants conducive 1o learning, enlarging knowledge and
competencics and avoiding projections orfixations. Inthe planning stage of programmes
or courses this could lead to effective methods of finding relevant data. In public life
oroncommitices the ability toreason about educational policy would be a professional
action patiern,

Partof aprofessional role behavior wouldeventually be some masterful independence
based on professional compelence und the centainty 1o do a good job for continuing
cducation of others and for sociely as a whole. Authenticity and individuality would
be perceivable due 1o an intentional distinction between person and role.
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3.3 Requisites for the Development of AE/CE-Professionality

The development of professionality is feasible only when theory and practice are
combined. Neither successful professional socialization processes nor scientific
training can generate professionality on theirown. They are each a precondition of the
potential common development. The decoupling of training and employment system
may — in the case of AE/CE — ease mutual tensions (Schiiffier’s proposal in
1988:188), but if AE/CE is to become an occupation with professional standards, such
tensions must be borne, even used as a productive momentum o mutual avail. This
claim of course is the crux of past endeavors lowards professionalization:

AE/CE-scientists nole again and again practitioners’ disinterest in scientific
findings and insights or even hostility 10 theory (Siebert, 1979:10311.).

AE/CE-employees oficn raise the point verbally that science doesnot listenenough
to praciitioners’ problems, does hardly present applicable research, and that AE/CE-
graduates have qualifications of little practical relevance,

Although such reciprocal criticism has overtones of unrealistic ideas about the
relative effectiveness and function of theory and practice, there are enough genuine
reasons for a science of AE/CE 10 ask whether it has done its job properly inthe past
and will be existing ai 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 expeciable
requirements, but rather with a fictitious professional-field-orieniation of colleges
and universities. Not only factually, but also argumeniatively has the science of adult
education been founded on an expecied professionalization of the practice ground”
{Schiutz, 1988:11).

AE/CE practice has alsocvery reason for asking whether some of its shortcomings
donot originate in a lack of scientific foundation (Tictgens, 1986:45). For as ascience
of AE/CE without sufficient practical relevance has to struggle with survival and
legitimation, so AE/CE practice may become anachronistic without sufficientscientific
andqualificalory equipment. The joint development of professional:ly would therefore
be beneficial not only o the education of adulis, but also for the self-development of
both the science and practice of AE/CE.

In contrast 10 Schiffier (1988:198) I do not think it naive that the study of AE/CE
could be a suitable avenue to practice as long as university education aims at
professional knowledge. Other induction training in the course of any AE/CE studics
would require didactical competence, thoughts about the potential professional role
and its ethical implications, all supposedly connected with jonger, scicnce-guided
practical field work, uniess those concerner ore meant o carry the burden of trial-and-
error procedures in later professional life.

Whether it will be possible to develop an AE/CE professionality is ultimatcly a
~ngstion Of educational policy to that end and its funding. It is also a question of the
professionals’ will (0 organize, make public their achievements and claims, and
defend their interests in defining their own framework.
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Sur-mary: Adult education as a vocational aciivity as yet hardly shows the
chkaracieristic features of prafessionality. Apart fromthe historical development of the
profession itself, reasons and causes lie (a) inresisiance ineducational andprofessional
policies,and (b) inthe currens state andrelationship of the theory and praciice of adult
education. lf, howeve:, such a complex und demanding work of personal and societal
relevance continues 1o keep its lay stalus, negative outcomes for all involved and for
adult education as a societal area of education are unavoidable. The remedy would
be a collaborative effort of theory and praciice 1o develop a specific adult education
professionalily, requiring of all professionals for insiance cognitive and practical
compelencies lo act accordingly and 1o dispuse of a self-image adequate for all 1asks
on the job.

A Note on the Author

Roswitha Peters, Diplom-Pidagogin, born in 1947, A staffmember of the Depaniment
of Adult Education, University of Bremen, since 1979, she has published articles on
professional 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 universitics (Hamburg and Hannover) many people and
books had a lasting influence on me, but Professor Dr. Horst Siebent (Hannover), my
academic teacher, stands out as a human being whose sound advice, willingncss 1o
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 (Sroups Concept

From the perspective of adult education planning and acting, educating women is
1arget group work. Such educational courses are not open (o everyone, but limited 0
a certain population. Target group work — according to Mader (1979) — intends o
create a special reiationship beiween institutionalized adult education and a defined
group. In planning such group work primarily latent needs are anticipaled — gathered
from the social and psychic predispositions of the target groups — and prepared for
an educational course. Sociologicul and social-psychological literature is used as a
background reading.

Unemployed womien, atiending for instance Janguage courses, political or cultural
education courses, do not attract special consideration with regard 1o their social
characteristics (unemployment, sex), because in such cases unemployment and sex
are social situations stll regarded as irrelevant for planning and preparing aduit
education. Some of the arcas 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 this kind of larget group work is the needs of various population
groups, another is an inquiry inio equal (social) opportunity regarding adult education
participation. The latter is not the case for women. Their share was S8 percent in 1963,
and 72 per cent in 1987 (Pehl, 1989:63).

Target group work with women in the last 15 1o 20 years strived for supporting
socially handicapped women in self-determined activities (cf. Kaiser & Pelizer-Gall,
1982:84). The starling point was and is the analysis if women’s everyday-world and
socialization conditions and the quest for anew understanding of womanhood beyond
traditional role sicreotypes inflicted by dominant male views (cf. Jurinek-Stinner &
Weg, 1982:16ff.). In most institutions of aduit education all over Western Germany,
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comresponding courses have succeeded, but this does not mean that educational
institutions initiated it; in fact, for thc most part they reacted to it. It was women who
voicedthe requirement, whoensuredan institutionalization (cf.Jubildumsschrift,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 of Society

Initially target group work was introduced, defended, and implemented as acontribution

todemocratize society (see e.g. Degen-Zelazny, 1974). This has several implications:

(a)

Aslate as inthe early seventies adult education centres were criticized as being
oo middle-class, meaning that there were few femalc employee course
attenders. This social-statistical imbalance was the stanting point of the
approach. Equal opportunity and participation in the further education of all
people was the goal 10 be attained, and social science rescarch tried to find the
causes of certain population sirata being hindered or discouraged from adult
cducation. A stronger consideration of subjeci-matiers from theirown cultural
surrounding was thought 1o strengthen the cducational motivation of these
disadvantaged groups.

{b) Certain groups in society — women among them — have been diagnosed as

()

facking drive in implementing their interests and overcoming social
discrimination. Education is thought to enabic them 10 analyze their living
conditions, 1o voice their concemns and interests and to improve them.
Societal changes conceming the lives and working conditions — with
concurrent changes of norms and values — call for new orientations and
different interpretations of one ‘s own lifc. Target group work converis thisnew
orientation into educational content trying to stabilize and enlarge the action
componcnis of those concerned, This appeals to women who have 1o find their
own balance between the family duties expected of them and their personal
vocational requirements. Nearly always, if there is no pariner for mutual
support, the burden of the conflict is on women, on their personal and
vocational development. Education ought 1o contribuie to the realization that
the causces of thesc shoricomings, often seen as individually atinbutable, are
in faci societal. It should provide a range of possibilities for unburdening
individuals.

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

{
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comumunity politics. From these political debates in the communities with the ensuing
conflict between adult education institutions and local authorities, the matter-of-fact
praciice of women'’s subordination in socicty could be gathered. These women's
discussion and study groups were in fact held responsible for the spreading unrest in
families and an increasing divorce rate, Educational work showed results, was not
reflective only but lead on from citizen's action commitiees to the public voicing of
interests. Education gained political significance. The carly, then current sloganof the
Women’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, risking political coercive measures against adult education as
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 1o be prevented.

2.2 The Second Phase: The Pedagogical Interpretation of Target Group Work
In a second phase the aim was to maintain the political concept while still bypassing
the dangers of target group work 1o institutions. I call this procedure the pedagogical
interpretation of target group work. A boundary was drawn between emancipatory
enlightenmeni and political action. Education was allowed tobe critical enlightenment
but not a direct training for political action. Action oricniated leaming leading for
instance 1o citizen’s action committees was rejected, and internal censorship in
institutions began. Yet there was still an emancipatory, interest-orientated education
focussingonsocictal problems, the stanting point being, however, no more those social
discriminations which were to be tackled by interest-bound action but deficiencies
among certain groups in need of compensatory education. The socially deprived
became the educationally disadvantaged.

Mader and Weymann (1979) proposed a concept which might be secn as an
educational 1ol for the planncd dissemination and implementation of target group
work bascd on social science research, and preparing the involvement of participants
during the course. Democratization was meant toconcentrate on the education process
itsclf. By that time empirical research about educative work among the educationally
disadvantaged showed that the inlerpretations of educators and course participanis did
not match (BUVEP, 1979-81). The difference was explained be differing everyday
worlds and that the generalized knowledge of educators was insufTicient 1o anticipate
the actualeveryday-world of participants and thus 1o improve their Jeaming processes.
Participants drew their knowledge about their social situation from their own
biography. Their individual interpretations made it difficult to use gencralizod
knowlcdge 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 systesnatic knowledge superfluous incourses but reguires room
for some ongoing sclf-interpretation, because it is experiences only and references 10
them by participants which can be a good starting point and subject matter of a target
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group's leaming processes. Mader warns, however, that larget group work cannot be
a subslitute nexus of lives, expiessing thereby the necessity of a certain distancr from
the group in spite of all demands for a sharing participation: “The life situation, does
not invade the learning siuation straightforwardly, bul is mediated by a learning
situation thai demands and permits the selection from a comprehensive reality based
onthese very clippings andinserpretations of reality. The target group concepl issach
a mediating insiance” (Mader, 1972:87).

Feminist educational practice does not follow such an interest inkeeping a distance.
1t does not tolerate any expert. All women, including course leaders, are participants.
Learning problems within the group are rarcly dealt with, lct alone analyzed. Conflicts
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.
Educationis nolonger interpreted ina societal connection but restrictedto overcoming
individual educational shoricomings for personal action, although these are still
regarded as caused by socicty. While the first phase of target group work proceeded
under the banner of an “action-oricntated leaming” didactics, the second phase
preferred a “participani-directed” concept. This phasc of target group work has been
the subject of highly differentiated cducational designs. Since the target is the learning
of the leamers themselves, the suggestion of a substitule nexus of lives is possible —
asis the gradual shift from adult education totherapy, a fact also pointed out by Mader.

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

The third phase of utilization can be regarded primarily as one of organizational
application. A large part of standardizedopen programme planning in the arca of aduli
education meanwhile is targel group directed. Specific groups are largeted in order 1o
design courses and secure » permanent clieniele by contacts with vanous associations.
Target group work is thus absorbed by an organizationally effective planning. Target
group work in this phasc is distinguishable from other market-oricntated offers solely
in organization and method. They themselves become more homogencous by
addressing cortain snarginal 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 arca of routine planning, but lost its po'tical and
educational impact. It has become a planning instrument making possible beher
wargeling by homogenizing potential customers, aprocedurc questioned only whenthe
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 comrect
educational theory regarding educational organization.
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2.4 The Fourth Phase: Target Group Work as a Means of Social Pedagogism
and Political Instrumentalization

The fourth phase of utilization runs parallel 1o the third and seems to rephrase the actual
conient of the targel group approach. We call it the phase of social pedagogism and
mmmmmlmmmumwnmtofcdumumpohcyﬂmmmnhmmmmlkof
*“problem-groups” or “fringes™ who all create problems of socicial legitimacy because
they crowd the labour market but have little chances of employment by reason of job
scarcity. In the words of Srunk: special programimes ought 1o affirm 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, eic.) receive marginal
attention only. Educational courses have a legitimizing and instrumenial character for
staic echelons, They are downgraded to a kind of catering and appeasement work, With
regard to women’seducation l countamong themspecial programimes suchas “Start After
357, “Older Women From Sixty™, the personal help individuals get from these courses
notwithstanding. These courses with their job-preparation character intend 1o 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 society
and are unable to claim their rights. Women are seen as needing little opportunitics for
development, are induced to work in an honorary capacity for which, lo and behold, they
have to qualify. Family skills— which make them a special casc in the labour market—
are 1o be cultivaled on a higher plane and offered unsclfishly to society. This, however,
leads 10 neither esteem, self-assertion, nor 1« ability to secure one’s livelihood. The aim
is to keep women away from the labour market, although on the face of it everything is
done to redirect them there after a phase of family life. A reasonable hypothesis would
be that education is used as a sheliering isolation ward 1o dampen potential political
conflict. Now. it is one thing 1o analyze these special programmes sociologically, and
another 1o analyze and plan adult education from such and interpretative premise. The
latier calls for a stronger participant-oricniation which in tum can evidence heighiened
sclf-awareness arnong participants as an outcome of the educational effort in these special
programmes. It would be a misuse of critical sociological analyses if the criticism of such
programmes would rcsult i just a growing inicrest i institutional  organization
disregarding due concemn for the acti! participants. This can be observed — more than
Just eccasionally — in education courses for the unemployed.

To put it another way, the present phase of 1arget group work requires two debates:
one critical, inside the profession and adull education, the other about educational
policy. Bothmust be cross-related but notconfounded. For professional representatives
have lost their innocence when the subsystem “adult education” was developed in the
wake of societal rationalization processes, and they need self<critizal reflection
referring 1o adult education. Strunk — in a different context — speaks of education
being cynically functionalized (1988:87).
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If we look at thesc four different phases as a contemporary step-by-slep succession
of ideal types, we cansee a growing process of tranquillization and domestication which
in the fourth phasc had the contrary effect of what was intended by the original idea.

3, Educational Work with Women as Political Education

Theoretically speaking political education courses with women donot find their place
intarget groupconcepis alone (Loeber-Pautsch, 1988). Onthe onehand institutionalized
adult education courses for women were available prior to target group work without
following the traditional explanation of female motivations for adult education, onthe
other hand a rather classical concept of political education for women has also
continued under the target group conception in adult education.!

These approaches usc typical adulteducational didactical prinn.~ ;dominant also
in the first and sccond phase of 1arget group work, namely experientia: and participant
oricntations. Union courses for women at present base their procedures on hese
principles. Kaiser & Pelizer-Gall's (1982) conception is also typical for such a kind
of women’s cducation. 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 socicty (1982:89). Participant-orientation in this concept is not
anend initself, since the authors’ practice has shown thatone finds “in the participants’
statemens all those ideological distortions that hinder their actions or do not let them
act inthe direction of their interesis” (1982:91). As a consequence of such a diagnosis
pariicipant-oricntation means ... o respond to expeciations voiced, but net 1o centre
on them exclusively” (1982:91). Such concepis are theme- and content<centred In
practical terms the line is drawn where women suffer so much under their conditic ns
that they require help.

The present-day union courses for women usc arguments similar to Negt's when
preferring experience and content related work, but with reference rather 10 C. Wright
Mills who is fundamental for Negt's exemplary principle (cf. Holzapfel’s and
Thomssen's chaplers).

With regard 1o the unions’ educational efforts it must be added that they cannot be
separated from their work in organizations. Organizational goals arc at the same time
contents of educational courses:

» The realitics of women's lives must be taken seriously.

» I1is a preferred male premise that the situation of women at work and also union

policy is even-handed with regard to the sexes.

= women want both family und a career.

« There are specific women's issucs in many areas of politics.

o Women's problems are not additional, marginal problems.

» Family and household are not private matiers.

= Men’s solidarity with women's siluation is long overdue and a

legitimate demand.
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« Even in seminars where men are dominant the connection of life and work for

women should be discussed (cf. Brusis, 1988:144f1).

This concept states a union policy with feminist aspirations saying goodbye to the
sexual bias of the past It does away with taboos in intemnal union courses such as
misogyny and sexual harassment (Brusis, 1988:13f).

Itis true that in the fifties and sixties political education for and with women tackled
similar problems, but woman's self-image has changed. Arguments then were
strikingly modest (cf. Ziegler, 1958; Grewe-Partsch, 1962), Women's rights was not
mentioned, instead there was talk of women's civic dutics, of actively 1aking part in
public life. Female authors anticipated and rejected reproaches to be selfish and over-
ambitious. The then unquestioned expectations for women (0 work within the famil,,
and toconcentrate their vocational interestson iife withoutchildren or after them, were
geneal norms. Those few women active in education w that time tried to give women
a publ ¢ profile. Home economics, houschold management, or domestic science were
all p=at of women's education, but an occasional argument against “his relapse into
a woman's special, household-cenired existence could be heard” (Grewe-Partsch,
1962:118).2

The socio-political conclusion to be drawn can only be that modesty makes life
easier for others, but is not the way 10 justice, at least not for women'’s issues,

These texts of the fifties and sixlies are relevant 1oday because of the women's
leaming attitudes then and now. The problem of political leaming from one’s own
biography is still waiting for anempirical and detailed analysis, Zicgler, for instance,
points out that women s discussion groups suffer from the conflict of highest demands
and the danger of sliding into cosy waffle. The demands of women themselves
regarding cducation arc underestimated, and this by male colleagues i particular
(Ziegler, 1958:290). Maycr-KuhlenkampfT stresses that a groupoffers 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,
1962:125f).

Even then courses apparently had an experiential orientation, provided current
scicntific theories, used biographical approaches, and wished toattain mutual support.
But recent texts strongly emphasize women's self-entitlements and arguc less about
family commitments (Quinicn, 1987; Volker, 1987). Both authors find among women

e alack of sclf-awarencess,

» an alicnating anxicly to penetrate the male world,

= women's lack of tradition in public life,

 the absence of any encouragement by a mule inlermediary (¢f. Mayer-

Kuhlenkampif, 1962:126).

Translated into cusmrent phrases this means: The patriarchal structures of society
hamper women's participation, daily frustrations restrict their sclf-awareness, the
unwritten history of women pushes them into oblivion, as if there was no story totell.
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Rarely do women find help in their personal development, a prerequisite for their
activily.

Inpublic, vocational, and professional centres of power the token womanischerished
who, in the end, leaves power 10 the men with a whiff of scif-assertion, or she is a
competent feeder in the shadows. Woman 1s seen as second-grade. The male principle
has declared itsclf newral allowing men for centuries to live out their male interests
without experiencing them as specifically male.?

Whai can education ultimately achicve, and does it perhaps remain just a reflex of
the current Zeirgeist in spite of allits ambitious goals? Either way, as far aseducational
work with women is concemed, it faces a paradoxical situation: Those most in need
of enlightenment — in need of dealing with their prejudices — can cvade such
demands because of socielal power conditions (cf. Nuissl, 1988), whercas women
struggle 1o frec themsclves usually incompletely from imposed and in later life seif-
imposed reductions and self-deprecations of themsclves and their sex.

Current educational work with women as political education aims al sirengthening
their own sex, supporting sclf-conscious, autonomous life-plans of women. In her
summary of institutional and autonomous cducational work with women Jurinek-
Stinner (1782) speaks of a foundation of feminist education aiming at the subjectivity
of woman’s being, which would require an open concept of cducation. Adult
education approaches are not prescribed by norms, ideally they are search processes
going through the stages of concem. distance, and action, giving free rein 1o personal
development viasclf-help(1982:171f). Thisis a further reason why feminist education
rejects experts and banks instead on shared leaming. Iis explicit demands in 1987 and
1088 are:

(a) Anoper educational situation as a precondition of social learning and search

processes,

(b) A strengihening of women’s self-assertion based on their competencies
acquired in the living context of houschold-, upbringing- and relation-
management.

(¢) The removal of hicrarchies, 10 make women masiers of their situation.

(d) Partiality as a declaration of will 10 work for the removal of sex-related

discriminations and 1o engage in political debate,

This kind of educational work does not attempt 10 change consciousness and
improve the personal coping mechanisms in life-situations, but wishes to develop
action siralegies for the change of women's societal and private life-situations (vl
Quinien, 1987:238(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 educational
work that has survived longest. It is an opportunity for women to reflect on their lives
as living without male interference. The group’s task is to strengthen self-confidence
by mutual support. The Frankfurt documentation on len years of women’s forums
(Jubildumsschrifi, n.d.) shows that women's open discussion groups primarily
address housewives whose meaningful lives require more than raising their children
and doing their household chores. Women get themselves out of their isolation and in
their self-learing groups encourage one another to become active in public, stanting
with a concern abott their actual living conditions as family women, The general aim
of women's forumy, in Frankfurt and elsewhere, is o give women an impulse 1o get
going, voice interests, become more independent. The shared acquisitich of knowledge
about their own situation in socicty is intended to join with the articulation of concem
which make possib'e a self-confident formulation of action goals.

The organizaticnal set-up of women's open discussion groups varied over the
years, but the airns remained stable. Training courses in increased sclf-awareness
became standzi d practice and the biographical method was used. In 1975, for instance,
self-awarzness groups were established in the Frank{urt forums trying to overcome
passivity, dependence on authority, the anxicty to deal with one’s problemr. and
difficulties (Jubildwnsschrifi, nd.:11), The rules of self-awarcness in groups werc
appried (Kleingruppen, 1988:102(), but work went beyond that and linked self-
awareness with experience-orientated leamning. Feelings, problems, difficultics,
experenoes expressed by particinants were examined for their generality. The
fem‘zist approach to experiential leaming is different from Negt's in that

* it is pot restricied 1o a segregated part of the everyday-world (“work™),

= us subject is not only condensed experience and the interpretation of events, but

also general modes of feeling,

« it includes the group processes among the women leamers themselves.
Studying these feminist procedures fron: a viewpoint of therapeutic self-help groups
we must ask whether

o the causes of all emotional problems can be traced back 1o the sexes,

» self-awareness groups should have no professional trainer,

» the group provides sufficient stability and handles feedback properly.

On behalf of the Frunk furt women’s forums Volhard summarizes the reasons for
their procedure as follows: “in the sheltered aimosphere of their groups women
learn 10 trust their own experiences and feelings which are more telling than
scientific imerpreiations and swatisiics, and lead them io an unprejudiced
viewpoins free frommale domingaion...” (Volhard, inJubildumsschrifi, n.d..12).
The basic assumptions of this approach imply a diagnosis of social harm absorbed

b2
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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 yei insufficiently explained reason why emotional and cognitive work
with women nceds 1o be connected. Sensitivity, healing, knowledge, and action
require a specific synthesis for a self-confident, self-responsible, self-motivated
activily of women 1o happen. Whether and how such a link between cognitive and
emotive work is possible can only be assessed after the availability of action-research
studies or similar documents of such educational experiences.

It is, however, interesting for any helpful discussion of this feminist educational
work toleamn which procedures have prevailed, if the whole point of the essay istonote
commonalities and crossover from the women's cwn experiences and interpretations
10 a socio-critical analysis. Two systematic emypirical reports are available:

(1) AFreiburg women'’s group has issucd 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 expericence.

‘The Freiburg group does notmarshal self-awarcness processes “onthe background
of individual life-stories... bud in cannection with the social and political situation of
the woman...” (Kleingruppen, 1988:102). Like the Frankiurt discussion circle the
Freiburg group fullows Wagner's proposals with 14 beneficial rules iv- women's
discussion circles:

i. The group is comnised of women only.
<. The DSt size is ove L0 seven won on.
3. The group must nis be onen 1o any acweomer at rardom,

4. The group shouid meet .. home on.¢ a waeh for some two or three hours
(by tums).

5. All group members should always participrte in discussions,
6. There is no group lea lex.

7. The group agrees on & subject before each sessivg, then ¢acl: -»oman in tum
1ells of her experiences.

8. Each woman is free 1 decide what 0 wii smd what not w03k
9. She must not be interrupted during her narraiis e

10. Her namrative is now referred 1o by the other niembers who try 1o understand
better, share and give feedback.

11. Namratives must nol be criticized unless the narrator expressty asks for critical
comments,

12. No advice should be given.

F
(S
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13. Say "I" and not “one”.

14. Once all the woren have iold their tale, everybody listening attentively, the
group should take half an hour for joint discussion (Wagner, 1982:103ff),

liem 11 is the most difficult rule to follow, according 1o this report, because the
major problem women have among themselves is reciprocal competitive depreciation
or looking for “male” favours. A thus restricted view often hinders true community.
“The possibility to regard women no longer as compeltitors, to talk openly with them
abous personal maiters, io discover that it is greal fun 1o 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 order 10 act in solidarity.

In her report Luttikholt (1983) thoroughly assesses her experiences in women’s
study circles and converts them intoa sysiematic recommendation for women'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 (o her is just one method among others; sclf-awareness is not the royal road.
Everyone in the round has her um 1o voice opinions, feelings, expectations. Her
rounds do not have any leader or experts, but she offers proposals to group helpers.

How importani are leaderless and expertless women's discussion circles for the
emancipation process? The argument to go without them seems justified if all women
were targetsof the same social ascriptions and were drawn from their authority-fixated
passivity when there is no leadership. In my view the argument of women’s greater
authority-fixation holds only if men arc the leaders. Women among themselves find
it hard 1o live with suck a distinction, not only with regard to competence. A lacking
recognition of one’s own gender apparently leads to secing oneseif as pant of a
suppressed, grey mass. This makes it difficult for womentoindividualize, but easy for
men to avoid unwanted compelition from women by playing them off against one
another. Women share sorrow, but successful or so-called deviant women do not get
recognition, tolcrance seldom, isolation or avoidance rather often from their ownkind.
What womenmost cherish — their autonomy — they do not get that way (Meulenbelt,
in Becker-Schmidt & Knapp, 1987:991D. They theinselves contribute 1o being tossed
about by alicn interests. if they do not ¢ evelop a solidary support among themselves
which has 10 rely on spreading fen inine variety, which would also mean the
acceptance of female competence and suthority. Only then would the path be cleared
for them 10 compete among themscl ves more openly 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
1o the Milano women the groups were nearly always formed because of one or 1wo
women taking the mitiative “wto were acknowledged by others just because of their
activity and gained special status in the 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.




78

The argument that there are no accepted forerunners is not always inspired by
egalitarian interest. Women's disregard of their own widely varying capabilities and
performances is a new form of subtle self-disparagement and reinforces those virnes
which in the end stabilize discrimination against them: modesty and aliruism coupled
with high activity. Carcful analyses will therefore be necessary to find out which
interpretation is better. If lack of women'’s self-love should tum out to be the cause of
aseemingly progressive premisc ineducational work among women, athusorganized
education could a1 best achieve a persisting status quo of feminine sel{-interpretation.

The space available allows for a few critical remarks only on evident facts and
practices of feminist education. Feminist research into leaming 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 emancipalory
polential. Knapparguesalong the same line whenshe says: “Thedegradationof women
in society and the belittling of their work obliged the women’s movement lo advance
an offensive and posiive image of women's polentials. Warding off a patriarchal
definition of deficits leads to an idealized emphasis of the differences. The is trap”
(Libreria, 1988:9).

But it is also a trap 10 express female action always in language patiems of
“deficits™. The causes may have nothing to do with the gender issue. This is aiso true
of a large part of the empirical and theoretical feminist literature up to the mosi 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 tainied with a brush of pity or blame. The interpretation of computer
learning rescarch outcomes shows the phenomenon quite well. Women and men alike
share and deplore an imaginary deficit and need not change anything. Those
apparcnily progressive men who participate have mcanwhile leamed thatthe adoption
of a female life-nexus does not endanger male dominance in socicty, for once asocially
inflicted deficit has been mended, the next one is on the line. Girls’ cquivalent or
superior leaving cenificates arca goodexample: they donot provideequal opportunitics
in vocational or professional sectors. The argument of “perfoimance” 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 “modermized”.

4.2 The Biographical Procedure
This special approach refers 10 self-awareness and experienual Jeaming based on
assumptions how women can find their own definition of “self”” and “desire™. Training
courses for the stabilization of sclf-awareness are to channel the treatment, but the
overall goal of all didactical concepts is an enhanced female autonomy and
independence.

The Milanoscli-awarencss groups have shown that women “are another sex neither
subordinate nor adaptable o the malg. Their self-awareness had freed women from

S
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having their differences defined by others, had enabled themio speak about themselves
and on their own behalf’ . (Libreria, 1988:44). Accordin- 'y, the time had come “that
the female mind needed concepts to comprehend herself and the world, but the
concepis 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 mediation
— was the slarting point for women 10 “see themselves as origin and principle of
themselves” (1988:46), to express openly their wishes and to re-create themselves 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 theory of emancipation. The
method is rather one way of looking into each woman’s emotional concern on the
background of a factual social uniformity. Following Levy (1977) women have a so-
called “standard biography”, where stops like marriage and binth of children have a
decisive meaning for the individual development of a woman. Subjective concem,
sorrow, unreflected facts of life 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 1o
decide and the personal responsibility for the direction taken: “Women's life-courses
are sull very decisively influenced by socieiad siructures, institutionalizazions and
social norms so thai ihe phrase 'female normal biography' is jusiified... This
individually experienced and interpreted normal biography is ofien fels os deficient,
carrying with it resignation in the wake of frusirations and hope losi. On the other
hand, it lays the foundation for the meaning of one’s own existence by following and
coping... withthe requirements of daily life, of the family” (Loeber-Pautsch, 1984:24).
Locber-Pautsch tists a number of goals connected with a biographical self-reflection
(1984:24-25):

» Nottoregard the stages of a woman’s standard biography as due to biology but

10 socicty.

» Notto regard onc’s own “deficient” life-course as due {o onc's own failure, but

duc 10 “social opportunities being withheld and ossified societal siructures”.

» To find out biographical turing-points in one’s life and discuss perspectives of

an alternative lifc-plan,

* Torecognize opportunities and margins of development for theirown daughiers.

While self-awareness was meant primarily to articulate and accept women'’s own
feelings and experiences. woraing along individual biographies secks 10 lay open the
standardization of female life-cowrses insociety.” ‘e hopeisthaiby thisenlightenment
the road is freed 10 an individual development beyond societally ascribed norms.

Loeber-Pautsch showed, bowever, that participants (factorry women) did not at all
ascribe their limited vocational development 1o their own incapabiiity. Marriage is
indeed acentral event. but most women were back to work after one tofive years. Even
if the family remains the focus, women donot 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 women are indced aware of discriminations
against them, but no utopias of a different, better life for them could be developed.

However, the biographical method supplies more than jusi a knowledge of how
much one’s own biography mirrors the image of a typical female life. A graphic
account is given by a Milano woman — working for her post-school secondary school
graduation certifigaie — in her 1977 commentary to afeminist text: “My firstreaction
10 this 1ext is rejection: I reject the theory that we women have always been
instrumentalized and adminisiered by the male and his history. I am aware that my
protest serves to protect myself, but for a woman who is pasi the mid-point of her life
and who has always believed that she has done her best, it is tragic if she is told (1 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 oulcome of a sublie sirategy brought forward from
one generation 1o the nexi for ihe elernal exploitation of women' . I repeat: | canonly
be dismayed”’ (Libreria, 1988:118).

If biographical learning illustrates the irreversibility or ur.” «ty of the life-
course chosen, sorrowful leaming processes begin, and the cucome is wiserniain, Will
there be more frecdom and scope 10 act? Reading such atext as a reaction 1o working
with biographies, we have to ask ourselves al least:

» How much pain may we cause in a leaming 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 1o correct my past life-course without calling intoguestion
my life as a whole and thercby endangering my “self”"?

This is where women s education needs reflection. For, if all past life musi be called
into question and, at the same time the bounds imposed by society prevent a fresh
beginning, the road 10 a new identity is bumpy. Women discover these bounds rather
late, when they have for the most part done their socially required family jobs and when
their recognition is successively withdrawn within the family and in socicty at large.
This happens at a time when more than half of their lives are still ahcad, but the age
barricrs for a fresh stant in most occupations have already been set up. Special
education programmes like “Start After 357 fit exactly into this neuralgic life-span.

5. Compact Education Along Certain Life-Phases

In the cightics the political institutional public 1ok up the so-called “women's rights
issuc”. Comnutment {0 a stronger participation of women, also in Jeadership jobs, was
in vogue, or at least to deplore its absence. Quota resolutions were carried on a surge
of diffusc acceptance 10 let more woren have their share of power in socicty. Today's
obscrver will notice that quotas are dodged and the few quota-women are subjected
10 new subtle discriminations. The patriarchy forgets that even among men the
distribution of power, prestige, and careers has always been handled irrespective of
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performance criteria. The call for “equal performance” (women do so anyhow, when
they have the opportunity) must be regarded as a novel strategy ¢.” putting women
down and will doubtless have the occasional physical effect.

Since the eighties women have pushed their way onto the market more than in
previous decades, in spite of an increasing lack of jobs and discouragement by Labour
Offices. Women are unwilling to obey a family i.leology, 10 serve as a “reserve ammy”
as was strongly expecied of them in the mid-eighties. Adult education is integrated in
this process, bul very ambivalently. It offers publicly funded compact courses in
reaction o these activities of women. On the face of it, the courses support women'’s
new activitics because

« family women shall be helped or retrained 1o go back 1o work;

« older women shall be assisted in designing an active, sausfactory role for their

post-employment life:

 women shall be helped in veing trained for typical male occupations,

The initial concept for “Stant After 35 — motivation and orientation courses” has
been the “Freiburg Model” (Oldenburger Konzept, 1988:12). It comprises an eight-
tolen-week “orientalion” course with40to 60 instruction units, atwo-week practicum,
and a weckend seminar. Three special areas and the following subjects are available:

I Psychology, pedagogy. languages andcommunication, (and health asoptional).

Il. Rhythmics, handicraft.

III. Law, public institutions, labour market, politics (and contemporary issucs as

optional).

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

The curriculareflect the varicty of topics from rhetoric, family, socicty, arts, culture
to home economics, all meant toheighten women s interest inpublic life, tostrengthen
their abilily 10 speak up, to give them seif-confidence, 10 re-oricniate them for their
Livesafterthe family-phase. The Oldenburg concept wishes to contribute w. individual
decision making (Setje-Eilers, 1988:1140), the Gotlingen model wishes 10 lower
psychical and social thresholds which hinder women from starting afresh in social and
occupational lives (Nichuis & Hasselhorn, 1986:14).

The curricula reflect a presence of the three-phases-theory as the so-called
“standardbiography”. Personalcapabilities are stressed, self-confidence is heightened,
public behavior and verbal fluency ase trained, distancing oneself from the family is
encouraged. but nowhere is there any discussion whether household and family chores
might not be split among the sexes while the wife is working. These curriculastillkeep
the woman responsible for the housework. She “may” try something elsc on condition

hat she says goodbye 10 her role of housemaid, The concepls use an action and
expzriential approach based on the participants” everyday situation. Neither model
favours areturn-to-work aim. The Gottingen approach distances itself from a potential
suggestion that women take on honorary jobs, whereas it looks as if the Oldenburg
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approach — under the influence of the Dewssche Frauenring (German Women's
Association) — promotes the honorary aspect.®

This openness of aims makes one wonder whether the intentionof these courses —
at least on behalf of the funding agencies -— is to pacify the potential disquiet among
these women's age-group by giving them an apparent assistance in finding new jobs
and careers while, at the same lime, showing them aliematives that society expects of
family women, They are thought to be spending their efforts in public social
institutions under the same conditions as in the family. Adult education, then, is 10
provide the corresponding self-confidence training for such an altruistic commitment.
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 assistance do they need? Nothing else but
their social data are known. Their background is middle class, most of them leaving
after ten years of schooling. Having worked for some seven to nine years, they then
looked after their children and family. Their average age is forty. They are the typical
consumers 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
coursesand theirimpact. While there are researchoutcomes for the Goittingen concept,
we can report on thic experiences of the Oldenburg practicum. During their short
practica in various firms 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, elc. (Setje-Eilers, 1988:30). The Gottingen report mentions the fact that the
women in this course vame into it with a strong willingness to change (Niehuis &
Hasselhorn, 1986:117), but they also had a Jower degree of self-accepiance and social
self-image than, for example, acomparable group aimingat professional qualifications
for a job as master of home cconomics. This, according 10 Nichuis & Hassethom,
legitimizes such courses designed tosuengthen self-assertionand self confidence. The
accompanying rescarch highlights as success “the marked increase in expected self-
efficiency™ and an improvement of self-acceptance. After the course more than 40 per
cent of the participants Jooked 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). Hus this perhaps something 10 do Wik, 3 MOTC
sclf-assertive examination of women who are being discriminated against in socicly?

From a feminist point of view there is aGi'emma in cvaluating 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 consciousncss as a
staning point and can thus apparently encourage a self-confident activity.
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6. Women’s Learning Behavior in Vocational Adult Education

It is & good ten years now that activities have increased (a) 10 integrate women more
effectively into vocational adult training and (b)to get jobless womenout of the ghetto
of a segregated job market. The Federal Institute of Occupational Training has been
doing concomitant empirical studies for the past ten years (Foster, 1987). In this
context we are less interested in the statistics of course participation, ® than in research
concenirating on the leaming behavior of women.

The statistical yield is limited: the higher the qualification, the more women’s
atlitude towards adult education becomes similar to the male one (Schiersmann,
1987:160). Women prefer adaptation training 1o career advancement training
(1987:17111). It is important to realize, however, that in-company courses preparing
for middle management arc not open o people from the outside. Very ofien the
personnel departimeni decides on participation. One might call it active discrimination
against women, justified by reference tofamily obligations. But weknow from various
reports that most women drop out of training and retraining courses for financial and
not family reasons. What in general education is common knowledge ..« many years,
holds true for vocational adult training as well: Women's second-ratedness in society
can no longer be cxplained by supposedly insufficient qualifications and personal,
female factors like stronger family bonds; the deficicncy approach loses its hold here
as well (Weg, 1982:32f). Weg calls it an educationalizing-individualizing procedure
that “maintains the general stigmatization of womenas aproblemgroup” (p.32). This
judgementis premature. Indeed, research on adult learning and education couldclarify
preciscly what the argument of women's greater Jearning problems is worth,

The segregated labour market, explained by some women researchers with a
specifically female capacity to work, coniribute 10 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 1o cope with the markel situation and
have “no other choice than 1o follow the traditional sex-related tracks” (Retke &
Krijger, 1982:58). Objective, patriarchally fonmed conditions are thus converted into
a subjective deficit. Women and girls appear 10 be hopelessly flexible facing all
requirements. In my vicw it is a superficial observation, if not an outdated thesis, 10
imply that women have a split interest iu 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 occupational
requirements. The problem rests rather with men who often disregard their family
dutics under the more or less correct justification of their job commitments.

An autoromeus choice of careers and subsequent vocational training taking up
additional cnergics, girls and women have 1o face fusther negative clichés in the actual
Jearning situanion as well. Some outcomes of concomitant research concerning the
leamning process of jebiows women in retraining programs without any leaving
centificate shuw that the viewpoint of a required deficit — “of course” 10 be

)
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counterbalanced — is an apparently correct estimate of a social reality. A freshly
designed new reality from a feminist perspective can only be created, if patniarchal
thinking is recognized in scientific contexts as well. Such an androcentrism can
unfortunately be found in large parts of social science research (Kramer, 1988). This
hasnozhingtodowilhaneducaﬁmalizing.didacﬁcizm&andindivimuzmgpwedme
criticized by Weg. This would be pulting the blame on an apparently weaker
discipline.

The research available 10 me concomitant with vocational reraining offers the
following collective outcomes which 1 should like o remove from the smooth

hw of deficits:
Outcome #1: Women luck technical understanding and anabstract mind with
regard to technical flowcharts and work diagrams. There is no information
supporting the fact that women needed a longer induction training or that raining
had 10 be stopped for this reason. Why not say that given their socialization,
women'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 10 the required terminology?
Outcome #2: Women pose many questions, even on lools and processes
regardedas routine by men, and confoundhe learning process. Why noisay that
women develop a high degree of curiosity during the leaming process, that they
are not content with so-called work routines, that they wish 1o follow things
through. This may causc problems for the trainer who is not capable of any
flexible response.

- Qutcome #3: Women are more group-orientated, they dislike competition
among themselves, the weakest member then seis the pace of learning. One
could also say that women practice a democratic style of learning trying from
scratch to incorporaic the pace and understanding of everyone. They are less
prone 10 the individual antics of showing off and avoid concealing mistakes
and lack of knowledge. By and large they are less anxious and more sclf-
critical, (Markert & Zimmer, 1987; Bachmann, 1988; Weindel, 1988; Foster,
1087; Schiersmann, 1987).

There are good reasons for women having so litile self-confidence, standing inawe
of skills acquisition (in other words: showing restrained activity). Men's widespread
showmanship and dominance, their undeveloped ability 10 recognize womcen as
equals, donot fail to impress many women. Vocational education {B]iherefore cannot
a1 present do without phases of motivation and oricntalion with supportive and
emotionally stabilizing functions, not by reason of counterbalancing female deficits,
but for the acquisition of strategies tocope with frustrations and social disparagements.
The core problem is the abolishment of women’s inner censorship ceasclessly saying:
yOu cannol, you must not, you know not, you are rejecied, made the laughing-siock,
no lcnger loved by men, as soon as you veniure inio “their” fields they so highly
cherish.

Ny
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Considerable changes arc at present in the offing. A representative su vey with an
identical test andre-testin 1968 and 1975 by GieBen psychologists and psy -hoanalysts
has found that women have changed “dramatically”: “In comparison with... 1975,
womenioday seethemselves as more self-assuredandstable. Their viewis, accordingly,
that currensly they are regarded as relatively rather sirong. They acknowledge and
express iheir feelings more than in the past, though it is true that these feelings are now
raiher self-cenired” (Briihler & Richter, 1989:2 °2). According to the GieSen survey
women have as much assertiveness, ambition, and manipulative intcrests as men,

Let us wait and see whether women's greater influence in society loonis 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 1o be misused any longer. The time has come for an education 1o become

androgynous.

Summary:  Educational work with and for women in the contexi of adult education
is part of warget group work. The target g-oup concept has changed during the last
twenty years and educational work for and wi'hwomen along withit. Four phases may
be disiinguished. Yet, women’s political education is not absorbed by the target group
concept. Comparing reports from the fifiies and sixiies w..% those from the eighuies,
two similar problems of learning are eviden, but there is also @ marked difference in
women’s self-image.

The dominani and specifically feminist form of work (women’s discussion
groupicircle wirha heavy acvent on self-awareness and the biogra-hical method) are
presenied on the basis of experiential reports and action research resulis. The same
holds for the dominani reports in publications of the second half of the eighties about
special pre-occupational training programmes.

A Note on the Author

Wiltrud Giescke, Privatdozentin, Dr. pacd. habil_, born in 1947, Staff member of the
Pedagogical Rescarch Centre of the Genman Association of Adult Education Centres
from 1973 10 1980. Academic employec in the Depastment of Education, University
of Oldenburg, from 1980 10 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 resistan, * in the late
1960s. At that time 1 was rather euphoric in believing that I could change societal
conditions for the betier, and ! studicd history, education, sociology with this goal in
mind. In my study, authors such as Habermas, von Hentig, Schiciermacher were
promincnt, but most of all perhaps the socio-historical writings of Dahrendorf, Aloys
Fischer, Hans-Ulrich Wehler regarding the nincteenth and twenticth centuries, and
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Rosa Luxemburg, an independent womanresisting dominant rends and the danger of
dogmatism, who combined sensitivity with human warmth and a strong commitment.
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 processes of personal and social appropriationand
coping. How do people best leamn, develop, andchange significantly? What and where
are the core elements of resistance to change? My key concems are educational
evaluationresearch withqualitative methods and the improvement of adult educators.
My hope is to help adults overcome learning obstacles and anxieties and to strengthen
their sclf-assertion in the everyday-world.

Notes

) Loeber-Pautsch has already brought out the sociological refercnces of women'’s
education courses covering the last iwo decades. I shall concentrate inthe follov'ing
on the adult cducation premiscs.

? In suantitative terms home economics and “creative” courses still prevail today, if
we consider courses exclusively attended by women. It would be interesting 1o
examine whether the sclf-image of women in these courses has changed, in spite of
conventiona! educational approaches, and whether motives for atlending such
courses are different from those with an explicit feminist bias.

v Social science researchduring the last thirty years concemning the gainfulemployment
of mothers mirrors, according 1o Schiitze (1¢ 88), clichés of femininity in socicty.
Rescarch subjects and interpretation of rcsults adapt 1o the prevailing societal
climate. In the fifuies and carly sixtics, for example, women were regarded as being
of equal value, but with their essential characieristics rather complementary lomen
(Schiitze, 1988:115). Gainful employment was interpreted as a denaturation of
womanhood, In the late sixties and seventies working mothers were criticized for
“damaging he biological bond with the child and therefore the child himself”’
(1988:125). Although the methods of these studics were criticized by Lehr and
others, this intra-science critique was — according to Schiitze -~ less effective than
that of the later women's movement (1988:126). In the eightics rescarch paradigms
emerged with roots in women's demands tocaich up on individualization and self-
responsibility. The question whether the children profit from or arc damaged by
working mothers is no more asked. Schiitze assumes that for the time being an
experimental phase predomunates in the female conduct of life (1988:1321).

s The undocumented history of female life-nexus hasrightly becn criticized; the same

holds for the contemporary history of feminist education.

Emparical research about women's participation in public life shows up differences

among various women’s groups according 10 their affiliations to parties, unions,
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associations, churches, or charitable institutions (Ballhausen et al., 1986).

¢ Cf. the detailed statistical material in Schicrsmann’s Job-Related Further Training
and the Female Life-Nexus (Berufsbezogene Weiterbiidung, 1987).
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Labour Education
Wolfgang Hindrichs

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

There are quile 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
present day adult education, but during the past few decades it has lost .is subject
matter. There is no such thing as “the” worker any longer, but only a multistructured
work force whose strata and sub-groups require a well targeted general, vocational, or
political education, possibiy linked 10 organizations. Particular goals, contents, and
methods of workers' education were useful at a time when workers were arelatively
well-defined fringe class marginal 1o the people and the nation and when they had to
develop a culture and education sysiem of their own. Once workers had established
their political equal rights andcoulduse public and democratic educational institutions,
the need for such a separale 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
10 a “workers™ education, though, necds specific reasons which hit the gist of aduli
education’s self-image.

Those whoregard workers' education as obsolete have the correct feeling thatithas
essentiallytodo withwork and the working class. The relationship of wage-labour and
capital now as cver fundamentally determines the social structure of asociety, in spite
«f all assertions that vertical social disparities have mcanwhile been replaced by
horizontal ones. Certainly most of the different theorics and categories of siratification
are necessary 1o describe aspects of social structures, but without the class movement
on which thev are based and which produces these strata, they cannot be understood.

3.4
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Evenif gainful employment becomes less imporiant to many people, because they
will either be unemployed or have their working hours reduced, or because work will
serve as a siop-gap while mechanization and automation progresses. Even if other
forms of “work”, like home-basced and family work, attract more attention, the
production of material and immaterial goods follows now and for a foreseeable future
the pattem of gainful employment, and the societies of highly industrialized countries
reproduce themselves under power conditions determined by capital movemrent,
capital use, and capital accumulation. He who speaks of workers’ education today
reminds us of the power centre of our society: the relationship of capital and wage-
labour which has been kept identical under the changing forms of industrial and
*post-industrial” work and incessantly produces new inequalities and injustices. In
passing we might add that numerous problematic relations between the “first™,
*second”, and *“third"” world establish new topics for workers’ education,

There are certainly labour educators who concentrate on marginalized groups of
wage eamers such as unskiiled and skilled workers, the unemployed, working
mothers, eic. Others will think workers” education most important for those who do
nol see themselves as workers and who are part of the “ncw™ 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 istalk thercfore of “workers’ andemployees® education”. The necessary impetus
of such workers’ education is always a group transcending reference to the totality of
society as power relationship.

We are now coming close 1o the unfulfilled historical aim of workers® education as
a formof inner reflection and communication of the labour movement: to promote the
processof working classemancipation and —throughit—of society. The emancipatory
content of workers” education, the intcntion of decreasing societal power and of
establishing arational, collective, democratic organization of social reproduction and
with it of societal work — these are still the central aims of workers® cducation in a
broad sense. Other forms of political education may share the same aims. These are
workers’ education as Jong as they sec societal freedom linked with the frecdom from
alienated work under avoidable forms of power.

Workers® education in the light of the formulated socio-critical principle does not
bow 10 ossified institutional divisions of adult education into general, cultural,
vocational, and political education. Such institutional segmentations correspond
entirely with a centain division of work in a society, bul are inadequate to the mutual
interface of general, cultural, vocational, and political contents and methods. A
workers’ education which focusses on the interconnecied lives of workers and on the
complex character of the labour movement, has all the more an interconnective
function. Workers’ education as political education is very much to the fore because
the organization and fon e work in a society must first be reflecied politically.
But are these guestions no, hose of a self-reflective vocational education? This
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shows thar adult education as a critical principle does not leave untouched the
traditional self-understanding and institutional demarcations of educational areas.

No less unwieldy is workers’ education relative to the many conceptual terms of
a science of adult education. “The” adult, whose social situation and bonding is seen
as “added 1o something”, is the mirror image of the ideology of a levelled society.
Social differentiation crops up only in the arbitrariness of target groups.

If one starts from the distribution of forces in society, workers’ education could
perhaps be grateful if as a scientific discipline it can find shelier among a science of
adult education based on a pluralist idea of society. But workers’ education cannot do
without looking intothe social character, the social interests, and the social perspectives
of adults.

2. The Historical Side

Historically speaking, workers’ education s closcly connected with the origin andrise
of the working class and labour movement. In the carly days the social question of the
fourth estaic was commonly scen as being one of education. Many bousgeois
philanthropists tried to ofTer workers compensatory general and vocational education
which the state school sysiem had denied them. This wasdone in Workers’ Educational
Associations. The more workers came (o realize that they must organize (o represent
their social interests successfully, the more education became a political problem: the
structure of society and the place of the worker in it were to be recognized and the
education of workers became also the education 10 organize so as 10 change both. At
the same time the labour movement’s cducational-political considerations always
turned to a democratic and egalitarian design of public education.

Contradictory developmenis happencd with the expansion and stabilization of
workers® organizations. On the one hand, theories and thoughts of a scientific
sociatism began 10 take hold of small segments of the labour movement, absorbing a
criticism of political cconomy, of the enlightenment, and of Hegel's philosophy. On
the other hand, the knowledge of an evolutionist natural science was tumed inio a
criticism of religion and moved workers® masses. The transfer of natural science
evolutionismiosucicty led 1o aunified Weltanschuuung supportedby 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
recognition. They had 1o be self-reliant, which led to a ramified system of culiural
institutions organizing those partly independent cultural contributions of workers
sharing, coping, and struggling solidarily for a better life, but it also led 10 some
apolitical traits of the petit bourgeois.

“The™ working class was, py the way, never a homogencous unit, but always one
in flux, with both unifying and differentiating moments in one. The labour movement
was supporied 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, pelty
officials, all with their differing interests, milicux, and behaviors were also part of the
working class.

Alihoughbrief, the German revolutionof 1918-1919, following the military defeat
and the Kaiser’ s fall, became an outstanding event. It looked for some years as if the
German labour movement was on the threshold of a fundamental reconstruction of
conditions in economy, state, and society, Many forces concentrated on educational
efforts and preparation for the socialization of material and cultural goods, for
workers' aulonomy, and for attending the process. Reviewing this today, the multitude
of ideas and conceptions of that period is amazing.

More rapidly than adherents of local revolutionary councils (“soviets™) and of the
socialistrevolution would admit, aparliamentary republic established itself conserving
a capitalist economy — the labour movement was tamed and “fit in". Important
consequences were the introduction of works ¢~ uncils — lacking however the power
1o veto economic decisions of entreprencurs - — and an ongoing split of the labour
movement. In addition 10 scparate organizations of the liberal and Christian workers
came “wings” from the split of the social democracy. The communist wing of the
socialist labour movement contrasted sharply with the new Republic and wanied to
revolutiunize 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). Afierthe revolution had collapsed, a widespread instruction for party and union
functionaries was set up 1o cover the variely of special legal matiers of industrial
represenlatives and public functions of trade unions. The instruction of functionarics
was dominani, although labour movement organizations stuck to their principal claim
of a broad education for their members. The general idea of political contents was 1o
draft gradualizedconceptions for apiccemeal transformation of sociely into socialism.
Examples are the 1925 Social-Democrat Heidelberg Programme and the concept of
Wirtschafisdemokratie (Democracy in the Economy) developed by the unions.

After 1945 Jabour movement and workers’ education needed a long time before
recovering from the devastating results of Nawi dictatorship and World War 11, the
division of Germany, and the capitalist restoration of the Federal Republic. The
formation of an ideological, federated union and the achievement of a federation of
industries meant organizational sirength, 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 10 a people’s party, the acceptance of nco-liberal
cconomic theories, the displacement of societal analysis by abstract cthical norms, and
the Joss of perspective in designing the future.

On the other hand, new developments in workers® education have taken shape
dusing the past several decades. Not only has workers' education, as a union-based
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education and through cnacted educational leave, experienced 2 considerable
quantitative expansion; intra-organization work itsels since the late fifties has for the
first time becom- the focus of interesi-related considerations of redesign. Work-
related adult education takes up not only questions of wages, working time, industrial
safety, and other working conditions, but alsopotential andperspectives of developing
“brighter” work which tendentially transcend economic and societal structures. This
makes it possible to arrange for work development tendencies and political strategics.

3. Workers’ Education Today in Germany

Which are at present the institutions and ficlds of workers’ education in the Federal
Republic?

Workers' education inthe sensc outlined is not part of the general educational system,
but the concem of frec agencies. However, workers’ educational institutions are subject
1o the same laws concerning state supplementary funding. Widely known are the unions
andiheir affiliated institutions, ¢.g. DG B Bildungswerk (Network of Educational Courses
and Premises) and “Arbeir und Leben” (Wosk and Life), supported by unions and Adult
Education Centres with some staie funds. Workers' education fimded by political parties
is much smaller than before 1933, This is particularly true of the Social-Democrals
because of the shift from a workers panty to a people’s panty. Educational courses
provided by the study groups of the big poliucal parties may be included among
“workers' education™ Study goups concerning workforce problems (AfA, Social-
Democratic Party), Christian-Democratic Employees (CDA, Christian-Democratic
Union), educational work of the Catholic Workers Movement (KAB), of the Christian
Workers Youth, of Evangelical Industrial Clergymen's Office, and odiers. Special
educational courses for workers in Adult Education Centres depend largely on the
conceptionof their leaders and stff, and on the political biases of deir funding agencics.

The content of workers® education in these institutions is predominantly political
education. But the overwhelming part of aduli 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 arc employees, wage-
carmers, a workers’ education cannot be disinterested in such educalional processes
eventhough it has little direct influence on them. Iimust try (a) toinfluence the training
andcontinuing education of full-time and pan-time in~company trainers, (b)to instruct
in-company functionaries, who are closely tied 10 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. Amonyg these are -— somelimes in a resiricled way — union institules,
residential aduli education centres, academics like the Academy of Work in Frankfunt,
the Social Academy in Dortmund. and the Academy for Work and Politics at the
University of Bremen. These and other academics are attached cither to colleges or
college-like institutions,
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A university prepared " workers’ educator” — for instance a graduated educationalist
who majored in workers’ education — is rare, although there has been an increase of
theminrecent years. The number of part-lime team leaders (mostly during educational
leave seminars), but alsoof full-time course leaders andieachers has grownconsiderably.
Yet these posts are usually occupied by those coming 10 adult education from
vocational practice or industrial representation, some after training in other scientific
fields. These are the reasons why workers’ education is largely *professionalized” in
courses funded by workers' education institutions and other sponsors. Thereis alsoa
growing co-operation with colleges and related institutions.

A recommended course of study for college and university students wishing to
major in workers® education as a career includes social studics, pedagogy, and those
tracks which are closely connected with workers’ problems: ergonomics, labour
legislation, industrial law, vocational education, political science, economics,
engineering cic. 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 finnly adhering to workers’ education as
an independent and socially justified educational task, one must also accept the
necessity of elaborating workers' cducation as a pedagogical and social science
discipline in teaching and rescarch,

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 abolishing alicnated work as
seen today. Afler World War II the best-known German publication on workers’
education was Negl's Soziologische Phansasie und exemplarisches Lernen. Zur
Theorie der Arbeiterbildung (Sociological imagination and exemplary leaming. On
the theory of workers’ education), (19785; first edn.:1968). It contains — correctly
undersiood — a tentative conltribution towards the redesign of the labour movement
againstthe backgroundofthe situation in the sixties. Anorientation along the historical
possibilities and failures 10 liberate, along the movement of social forces which have
always o do with the reorganization and future development of the socictal system of
work — this is the fundamental goal-selting of workers’ education still today.

Atthe ime when Negt’s book was written many said — evenmore say soloday — that
there are n0Omore causes for social movements in the area of work. Men would direct their
important interests towards spheres of life outside wage-labour. In contrast, workers'
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 andneeds on and off the job.
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“Experiences” is a key concept in workers' education. Workers’ education wishes
to tie on 1o work and life experiences of participants, not only as amethodical principle
but in the centitude that the design of one’s own and collective life is meaningful only
from expericnce worked through. All experiences brought along 1o educational
courses are always forms of coping with reality imprinted by working and living
conditions, Educational causes are the place — perhaps the most impartant one —
where these coping processes are openly discussed, where experiences are debated
and pondered in educational processes and thereby developed. In these courses of
workers’ education the panticipant meets with the collective experiences of the labour
movement contained in organizational standpoints and structures, albeit often in
reified and alicnated forms which make it difficuli for the *grassroots” to appropriate
the(trade union)organization as a living body. ltis, thercfore, extremely important that
those in labour movement organizations politically responsible for workers’ education
realize thatosganizational policies and structures tobe “*scrutinized” is the indispensable
momentumn 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 forty years ago, but stili too
little. This is not so new, but in former times there 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. Aboveall 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 wok
organization and technology designed by employers for their own aims appeais 1o be
50 “natural” and without altcmatives that there is hardly any kind of counter-public of
living, autonomous work and altemative productios..

Workers* education has always had 1o do with the workers” movement; therefore,
it cannot avoid looking at society as a whole, the design and construction of which is
vital 10 it. When we talked of orientating workers” cducation along the struggle and
movement of social forces, this does include a sober analysis — inexorable towards
workers’ organizations themsclves -— 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 socictal development and the analysis of various sociclies,

Finally: Workers” education, having lodo withthe movement 'sintentionto change
socicty, has always kept close lo social action, to praxis, as expressed in programmatic
phrases such as “workers' education is purposelul 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 praxis. The political goals of workers’ movement organizations,
the action instruments they develop, the organizational structures they form, ali
influence workers’ education. Since the different participating and organizing groups
have additional instrumental demands as well, workers’ education gets into intra-
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organizational power relations and conflicis. Participants in workers’ education can
defuse this situ~tion by raising their awarcness of this matter and discussing it openly.

5. Present and Future Tasks

Some problems requiring urgent solutions or at least treatment will be stated by way
of concluding remarks. Contradictory developments 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 more and more by the general public. Onthe other
hand, the more production is industrialized and automated, the more essential and
responsible the remaining living  ork becomes. For the foresecable future it will
remain —- in iis forms of industrial organization — the centre of the material
reproduction of socicty. 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,

Thedifferentiation in workplace facts corresponds with differcntiations amongthe
employed. Polarizations are increasing between employed and unemployed, between
stable and unstable jobs, between regular and pari-time staff, between highly skilled
and lowly skilled workers. This means for workers' education an extraordinary
differentiation of addressee groups with their expericntial backgrounds and interests,
and at the same time the necessity 10 deal with these differences in the direction of a
unification of an in iwself differentiated class situation and a class perspective of the
redistribution and reorganization of work.

The future of technology belongs 1o the future of work. Electronic data processing
andinformation networks create unew 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 sysiemic character of communication
and information 1echnology the necessity of their social adapuation is also seen
increasingly. Bul concrete implementation of general ideas presenls enormous
difficulties. Workers' education would, in order 10 be successful have to (1) decipher
technique and technology as a product of societal actions, (2) educate “appliers”
(technicians,engineers) for the designand construc tion of development and application
Processes.

Social enginecring 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 panicipation in company decisions than in the past. The meshing of learning
and action processes in implementing “co-determination on the Jjob™, which is a co-
determination of each worker/employee, is the present imperative. We venture 1o
forecast that the social design and construction of applicd engineering processes will

it
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not happen without such a massive extension of co-detcrmination at *“the grassrools
jevel”. The preparation of such processes and the participation in them would,
however, considerably change today s workers® education.

Inrecent years culiure has been widely debated with several accents, On theone hand,
there is a need for cultural cxpression and cultural activily springing from the risen
standard of living and the possibility of blazing one’s own trail. On the other, part of the
debate is marked by a compensatory or cven escapist mood: Culture is expected to be
astopgapfor working life’s frustrations. The usage of “culture” varies. Oficnit is applied
in a restricted sense to artistic applications of “subcultural” forms of living. Then again
the term is used for holistic strala or class specific forms and styles of organization,
communication, and living. “Workers culture™ is subjected 1o the same vacillationsand
calls for aclarification of its actual meaning evenmore so than workers' education. This
much is certain: a democratic culture worth its salt will include acollective social design
of work andeconomy. The individual andcollectivenexusoflivescannotbe “cultivated™
by reproduction arcas, let alone leisure-lime arcas.

1t is another matter what mobilizing impulses for changes in work emanate from
cultural activity andcultural movements off the job. Conservation of the environment
and natural resources, disanmament and securing peace, women's liberation — these
and similar goals somelimes creatc more socictal movement than deep crises in work
and economy. I1 is questionable whether these 1opics and movements are beiter suited
for effectively tackling the roots of social power than the topics and fighting methods
of the “old” workers’ movement. Anyhow, problems show up that have not been
solved by the *old" movement cither. Workers' cducation ought to reflect the moving
character as well as the “stagnation™ of the “old” workers’ movemcnt, and also the
reach of the “new social movements”,

In various places didactic consequences of content-related problems of workers’
education have already been mentioned. The general interlacing of in-company
Jeaming processes and co-determination, for instance, would confront workers’
education with as yet unknown tasks of organization and methods of lcaming. Some
particularly important problems chosen {rom 4 variety of .2quirements include:

« Differentiations, scientism, legalization of representation matters and with it the
specialization and professionalization of interest groups arc on the increase.
Workers' education. on the one hand, must “feed” this process (by tcaching and
educaling representatives) and critically “brake” 1t (by raising political
consciousness of such tendencies). On the other hand, this very broad and
hithertoneglecied workers” education beyond the training of functionaries, must
be expanded and mtensified.

» ‘The predominant organizations] arrangement of adult cducation is “short-term
pedagogy ™, in spite of all quanutative expansion. Owing 1o numerous adverse
conditions, workers® education can rarely maintain Or acCompany continuous,
long-term Jearning processes. Workers” education institutes, as well as the state,
must make efforls (0 organize continuous education.
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+ Finally, independent studies and leamning in organized educational courses must
be aimed so that continuous learning is made easier. As regards workers’
education in the Federal Republic of Germany, if must draw metbodical
consequences of its central goal: the individual and collective autonomization of
working people combined with a strength2ning of mutual solidarity, and this
much more than in the past,

Summary: ThebirthofWorkers' Education was due lothe emancipatory movement
of the labour class in the nineteenth century. As an independeni area of adult
education, workers' education is unrenounceable as long as the system of the societal
organizalion of work produces unnecessary forms of domination, inequality, and
injustice. Workers' educasion disengages itself from referring predominantly to the
traditional category of labourers. The lasting importance of development tendencies
and perspectives of socieial work norwithstanding, workers’ education has never
reduced itself to this core element of society. It has always topicalized the workers'
exisience as a whole and analysed social movement in relation 1o societal 1o1ality,

A Note on the Author

Wolfgang Hindrichs, Professor Dr. phil., born in 1933, Senior academic cmiployeeon
the stafT of the Technical University of Hannover, Department of Political Science,
form 1966 10 1972, and on the swaff of the University of Dortmund, Department of
Social Science, from 1972-1979, where he was also amember of the Regional Institute
for Social Research. Professor in the Department of Adult Education, University of
Bremen, since 1979, with labour education us his main field. Since 1986 also Director
of the College of Labour and Politics, Bremen.
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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 further 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 pursuil of further education can therefore refer to the manifold
offerings of social science knowledge and theories. This situation explains the
heterogeneity of individual topics and queries available in it, and has given rise 10 an
ongoing controversy whether further education is (a) and independent discipline or (b)
asubject arcaaccessible from various scientific disciplines only. Approaching asocial
science discipline under the aspect of what specific quesiion it wishes 1o pose 10 social
phenomena it is interested in, we must ask: What is to te undersiood by further
education? Since whencan welcgitimately speak of furthereducation as anindependent
area of university occupation with sufficiently developed guestions 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 partof its intervention area (cf. Ktirber, 1988). This happened during the later
sixties when all social science disciplines reached a higher level of importance and at
the same time influcnced policy programmes for public welfare and educational
reform, fumnishing either background knowledge or concepts for direct action, In the
course of this development political agents of further education 100k 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 when this level of societal development was achieved.

A closer look at historical forerunners of modemn further education — workers” and
folk education, for instance — shows that they relied on socio-cconomic knowledge
and humanis! traditions even in their early days. Further education has always beenan
activity underpinned by scicnce sharing the comesponding status of developments in
philosophy and individual scicnces. After 1945 the general term used was “adult
education” [EB] guided by a predominant humanistic pedagogy, apart from the unions
which regarded sociology as the foremost reference far their educational work.

One might think that replacing “adult education” by “funther education” is just a
modermization on the level of language but inreality the concept of further education
is connected with a socio-political conception taking leave of humanistic pedagogy,
which ite:If has changed due 10 recent scientific developments. Pedagogy has been
transformed into an educational science with an increasingly empirical and social
science tendency adopting knowledge notably from sociology (Mollenhauer, 1972;
Bernstein, 1977). If funther education continues 1o see jiself as part of educational
science, then this undersianding already includes a socio-scientification of pedagogy.

Whether this developmeni implies a narrowing or exiension of the conceptual
framework is controversial. On the onc hand, the philosophical and humanistic
tradition is pushed back since the sixties: and this is certainly anarrowing, Onthe other
hand, the social science turn has opened up new considerations of the 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 namowing).

With all this in mind, once again 1aking up the question of cstablishing further
education as an independent area of scientific activity, my thesis is thai:

further education in its present form— differeniiations and changes since the

later sixties notwithstanding — is to be seen as an interdisciplinary, structured

fieldof scientificactivity inanarea of educationbecoming increasingly relevant

1o sociely and politics.

In the further course of my exposition I shall proceed, therefore, in the light of its
development during the later sixtics only, and its establishment as a university study
and training course.

If funher education is understood in practical terms as zn interdisciplinary
arrangement of scientific activity availing itself of all social sciences, then sociology,
psychology. economics, political scienee, educational science, and history are part of
this new scientific construct. Further education canin principle make use of sociology
overall if further education agents do this in their scientific or practical fields. What
comes out of it for further education depends on whether sociologists deal with
phenomena of further education and whether those active in scientific or practical
ficlds adopt sociological inguiries and methods for the solution of their problems
(Eggers & Steinbacher, 1977, Weymann, 1980; Schlutz, 1988). 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 professional
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, sysiems theory, critical theory,
symbolic interactionism, constructivism, or combined constructs like feminist, peace,
or ecological research. This suggests that sociology has variable importance for further
education not only with regard 10 the general importance of sociology, but also with
regard to individual explanatory sociological approaches. Even if one assumes that
sociological knowledge and views, once received and worked through in the light of
an interdisciplinary arrangement, have become pan of further education, it must be
considered that cerntain theories, categories, questions, or approaches have their ups
and downs. In recent times further education has benefitted from a current trend in
German sociology of the growing importance of hermeneutical and communication-
theoretical approaches, particularly in microsociology, as opposed 10 structuralist,
objectivist, or causal-analytical paradigms.

Looking at sociological contributions to further education in a narrower sense, we

ca:» make three distinctions:

« Sociology has always dealt with individual phenomena of further education,
either in theory, by empirical inquiries into individual institutions of further
education, or by direct participation in the design of curricula based on social
sciences (Strzelewicz, 1966; Dybowski & Thomssen, 1976-82; Kejcz, 1979-81;
Hindrichs, 1984). “Contribution" here meansthat sociology clarifies problematic
situations in sociely relevant to further education and/or contributes individually
10 a pilot project.

« Other contributions of sociology arc the fact that single inquiries or so-called
hyphenaled sociologies — separate stocks of knowledge — have gained either
direct access 10 further education or been incorporated specifically. Examples
include industrial sociology contributing to workers’ education, women’ssiudies
contributing to women 'seducation, or sociology of deviant behavios contributing
1o 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.

« Inthecourse of its gencral uissemination, sociology offers theoretical back ground
knowledge for conceptual and didactical problem solving. There is of course no
clear-cut delimitation (B, .ker, 1982; Schmitz, 1984; Hoeming & Tietgens,
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 ficld boundaries of individual social science
disciplines become muddled in the light of their multi- or interdisciplinary
discourse which they use eclecticaily.
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2. Central Impulses

Perhaps the most important impact of the theory and practice of furthereducationcame
from the category of social inequality. Categories like power of people over people,
exploitation, social suppression and discrimination could become publicly influential
only when sociely itself was self-aware, did not regard human differences as merely
“natural” and/or “God-made”, but realized these as self-made in the course of an
increasing socialization and sesult of intrinsic structural social inequalities. Thoughts
about further education coincide with the origin of sociology in the beginning of the
nineteenth century.

When Saint-Simon, the founder of sociology, pleaded and worked for the high
value of education — not only of knowledge — io the working class, he implied the
wholesemantical contextof “éducation” and wished to pursue several aims at the same
time (Saint-Simon, 1957):; The integration of workers inlo the new society, the
enhancement of the productive and moral power of work, and workers’ share of
societal work. This semantics of equality/inegualily runs through the whole history of
further education, from workers’ to folk and on to modern further education which
derives its horizon of meaning from a welfare state policy. Social-democratic and
union guided workers’ education ticd their conceptions into a revolutionary or social
reform concept of sociely. Education and knowledge were meant 10 bring about
solidarity among workers and the ability to fight politically, and not immediately and
foremost and identification with socicty. The idea of acivil folk education, on the other
hand, equally stariing from the so-called “social question”, followed the goal of a
culturally integrated, harmony mode! of society.

In the mid-sixties the new concept of further education brought the inequality
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” originale in the sociological discussion of social incquality,
class situations, realization of democracy, or the revival of the working class
(Dahrendorf, 1965; Bourdieu & Passcron, 1971; Szell, 1972; Axmacher, 1974). This
inequality debate is followed by corresponding further education policies, according
1o specific interpretations of incquality. In the discussion and practice of further
education in the seventics we find social-integrative, productive-power-boosting,
social-reformatory, and socicty-changing preferences. All these concepts were united
in the iclea that educational reform must be part of a general societal reform, Further
education understood itsclf as a kind of societal praxis: as a medium of individual and
collective emancipation and participation, liberationfrom dependency and humiliation,
and involvement in the co-managing of public affairs.

Since the mid-sixtics the sociological category of social inequality has served asthe
common denominator for debates and relevant areas of practical further education.
Partial 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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mainienance and change. Details were queried for their system-integrating or society-
changing potential.

The sociological inequality debate — Marxists preferred to talk in terms of class
structure and class situation — noi only influenced the general discussion of further
education’s place in society, but got right into individual didactic and curricular
concepiions. The so-called target group conception will be taken as an example
(Thomssen, 1988):

(A) Xt tries to split up in groups a community or region for which educational
courses are 1o be developed. Gruups are arranged acoording to socio-structural
criteria. Their status should be marked by a certain degree of social inequality.
From this special form of social inequality a particular educational handicap
is derived which in tumn leads 10 a didactic or curricular concept. The concept
is then used for a topical treatment of the handicap.

(B) The sequence of the basic target group design is as follows:
(1) The societal situation is analysed for its incquality or class structure;

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

(3) A questis cmbarked on for common ways to get out of this situation, together

with others similarly affected.

There are other more “pedagogical” target group conceptions. In the above-
mentioned design the sociologist is given the task (a) 1o determine the social criteria
for the selection of social groups as target groups, and (b) tomake available — within
the curricular framework — socictal analyses which would link the social situation of
various largel groups 10 society as a whole. Although the contribution of sociclogy is
rather analytical, the target group conception presupposes that a comparatively direct
steplo practical action in unions or political parties can be taken. As of today, it is still
problematic whether this conception has succeeded in transforming ideas of class
theory into specific targel group and curricular levels, and most important of all:
whetherithascreateda solidary consciousness andaction beyond single target groups.
Nevertheless, the concept is regarded as a model for the reduction of social inequality.

Parily linked with the inequality debate, but topicalized separately in socio-politics
and in 50 far analyucally independent, is the conception of social change. It can be
regarded as a second, central impulse of sociology 10 further education (Offe, 1975),
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; Schmilz, 1975): for society, 1o secure the required
knowledge and skills and adaplation processes; for the individual, 10 keep pace with
the development and not to dropout 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 disparities beiween constantly changing
working and living conditions in society and the tendentially “conservative habitus™
of individuals, This applies not only for vocational or in-company requirements but
also for a general habit of accepiance and political loyalty. This conception of social
change as a category of political control is dominant in the further education debate
in recent years, particularly in vocational and in-company mining, where the
inequality debate was added rather for legitimating reasons.

Tt is obvious that the question of social inequality has lately receded into the
background. Education and further education are no more immediately regarded as
part of societal reform, and the outline given of a “1arget group training™ has lost its
importance in favour of more modest ideas. The practical relevance of sociology being
publicly indoub, it is fair to assume that in furthereducation— atleast incertain areas
— sociological thinking is handied morc carefully, that is with fewer problem solving
fantasies. No doubt a conception of social change can be concatenaied with the
reduction of social incquality to yield good political results (Homing, 1976), but
depending onwhichside is favoured in further education programmes, such
becomes cither a repair shop or a political force. However, instead of the equality
postulate we do not have in its place one of social integration and adaptation only but,
rather, one of identity. Just because of these societal rifts, disparities, and devastations
there is also in recent years arising interest insocial and personalidentity, inexpanding
cultural activities. One might say that the scmantics of inequality has shified from a
collective 10 a more personal interpretation, in the sense that as personal necds and
interests are repressed by sociely — irrespective of any class barriers — it is the task
of further education 1o help express and develop these personal needs and interests.

Some particular sociological connections with various areas of further education
such as workers” education, vocational training, and political-cultural education will
be presented forthwith and the subjects of individual and cultural inferest ~ ain
considered, but as a sont of interim summary I wish first 1o explicate the meaning and
four aspects of education in sociological ierms:

(1) Educaion [B} — 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 [B} — under the aspeet of gualifications — means to enable the
individual 10 cope with new or changing job requircments and o get on
professionally or within the company. Further education in this respect has 10
develop educational courses in line with (a) objective changes in requirements
and corresponding qualification profiles, (b) participants’ personal lcarning and
coping dispositions.

{(3) Education {B] — undcr the aspect of emancipation — means the ability 10
develop capabilitics for active participation in personally and socially relevant
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maiters both political and cultural, including those related 1o work or job.
Further education in this respect has (o promote emancipatory processes that
have become fragmented or rudimentary in the past history. It faces the
inability to anticipate sufficiently cither goal or path.

(4) Education [B] — under the aspect of individuation — means that the person
can see himself as a unique, tatking and acting personality, pear or close to
culture and society, able 1o face society as an individual. This would imply that
further education has to fulfil sucio-politically conflicting tasks, namely to
further not only socially helpfu’ qualification resources and, derived from
them, the seemingly objective interest of individuals, but at the same time to
be socially and culturally sensitive 1o each person’s individuation.

In all this sociology presupposes — 1o suggest just a few sociological meanings of
the “adult” -— that human beings are socialized members of sociely. Even their being
individuals is stamped by society. Individuation is the ontcome of sociakization, or
conversely modern society is unthinkable without individuals, The process of this
individuation is described in more detail by the sociological trms of primary,
secondary, and tertiary socialization. In it we find power and inequality structures,
cultures and traditions of everyday-world discourse. The prevailing assumption in
sociology is that all men are equipped by nature with the same potential of thinking,
talking, and acting, or — somcwhat weaker — that possible biological differences are
noi relevant for the explanation of societal and individuation phenomena. Differences
among 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 socialization 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 itsell generates
necessarily the individual s social gestalt, andonce created, the individual ismore than
asocial gestali only; it is also its antipode. Inasmuch as further education is commitied
10 such cnlightenment and admits the concept of subjectivity besides collectivity, it
refers 1o the sociological argumentation suggesied.

3. Specific Affinities

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

Workers" Education was and is most important for sociology. It always rested on
a Marxian theory of society, its developments and versions. Afier World War Il we
can find the larges! contribution of sociology to workers’ education in industrial
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sociology. From a socialist perspective it was obvious to seek contact with those
special branches of sociology which dealt with the social situation of the dependently
employed and suggested action fields for union representatives. This is the reason why
first and foremost recent research outcomes of indusirial sociology from American,
English, French, and a newly estahblished German sociology are discussed in the
unions for educational purposes and also result incurricula (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 empirical inquiries into the societal consciousness of
dependent employees prevail in the theory and practice of further education (cf. the
empirical research in Popitz, 1961; Kem & Schumann, 1970 Lempert & Thomssen,
1974; Dybowski & Thomssen, 1976-82; cf. the theoretical debates in Negt, 1968;
Deppe, 1971; Tjaden-Sicinhaucr, 1975; Thomssen, 1982). Workers® education —
according to its own understanding — does noi see in further education an instrument
of societal integration, but an active 100l 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 couigress (Germany’s biggest single
union) about the future, an industrial sociologist lectured on how to think about the
modem worker, his job, and his consciousness. This should make clear that unions fall
back on sociological knowledge in areas where they must fear to be subjected 10
unpleasant developments (Kern, 1988).

But sociology has alsoexamined the unions themselves: organizational structures,
the decision-making processes, forms and strategies of internal and external
representation (Bergmann, 1979). It is impossible to say how much these inquirics
have been accepted and heeded by the unions, although they are known among their
educational staff. Union departments of education, from where impulses are given 1o
the union's organization, are thought to be theoretically more enlightened. Nevertheless
one must not forget that educational work by the unions is a function of their
representative policy so that the accepiance of sociological knowledge in educational
work is basically subjected to this function, cven though there has always been a
theoretical-political surplus of sociological thinking (Thomssen, 1979). This is
particularly true of the area of co-determination, not least co-determinationon the job.
Sociological rescasch intothis ficldbegan asearly as the fifties. By the end of the sixiies
ceriain groups in educational work — either staff or advisory sociologists — have
developed a concepi of co-determination on the job and used sociological expent
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 1G Metall (mictal
workers union)developed aconceptionof “interpretation patierns’ (Dewtungsmusier)
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(Dybowsky & Thomssen, 1976-82). It is a differentiation of the concept of societal
consciousnessandtakesuprelevant developmentsof sociology and social psychology.
It tumed out that this conocept was not very popular among the siaff of workers'
education, on the one hand for political reasons, on the other hand because of too high
demands during practical educational work in the place of work. While this
“interpretation patiern” approach is talked about and practiced sporadically in union
educational work — pointing to the fact that sociological thinking also has its ups and
downs incertain societal contexts — the termitself has entered the debate about further
education in the Federal Republic and its debate is as yet unfinished (Nuissl, 1989).
The interpretation-pattern conception wishes to interpret subjectivity with greater
precision, namely the particularities of the individual intellectual forms of reception
and treatment, Its assumption is that the subjectivity of awareness is based on needs
and interests which are interpreted individually as well, in spite of collective
solidarities and constraints. There is doubt about this approach, bul current union
educational work acknowledges that participants will express their subjective needs
and interests, morc than usual and acceptable in the past, so that it is the task of
educational work (both the unions' and others’) 10 deal with participants’ subjectivity
differently andlet itcome out inthe educational process (Johannson, 1990). Sociological
objectivism — having moulided the debate for a fong time with its categories of class
structure, objective situation, objective interest — is on the wane in favour of a
differentiationon the level of cultural and individual variety, so that union educational
work also accepts cultural work to be an imporntant area besides 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-
world”.

Vecational Training as well can be considered under the sociological categories of
social inequality and change. It is meant to facilitale carecr progress, prepare for new
jobrequirements, and make the jobsecure; itought iokeep the unemployed it for work
ang their social *virjues” ready for an early re-employment (Brdel & Schmitz, 1982;
Schmitz, 1978). Recent vocational pedagogy is indebied to enlighicnment and strives
for a vocational education which can also be understood as 2 social emancipation. To
do this it has learnt from sociology. Since the end of the sixties one can observe that
next 1o the industrial sociology already mentioned, occupational, work, and labour
market sociology have all been admitied into the debate of vocational training, all in
the context of modem technology and rationalization processes and paraliel
developments in job qualifications (cf. the seclion 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
alsoplaysa role on a conceplual level and incentain pilot projects. In actual vocational
training practice up and down tre country sociological knowledge docs not show up
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as an individual curricular element. The so-called integration of vocational, political,
and general education has been a temporary phenomenon. It is being debated againon
the level of education policy, but as yet with no practical resull.

Curricularconi nis of vocational training areclosely connected withany company s
ideas of job knowledge and skills required. Furthermore, vocational training overall
is guided by a model of social integration (or avoidance of social disintegration). The
idea of social justice is reduced to avoiding the worst. This is why Wilfried Voigt in
his contribution talks of vocational further training rather increasing than decreasing
socz differences, Strongly aiming for those job-holders who in industrial sociology
parlance are called “rationalization winners” (Ken & Schumnann, 1984) has led tothe
effect that vocational 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 iwenly years — pantly identical
with workers’ education, but there is overlap with socio-cultural further education and
there are relations with vocational training. A number of statements regarding the
effecrof 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 Education Centres directly or indirectly funded by municipalities or districts.
They can design their programmes relatively autonomously within a framework of
general cultural and financial directives. Those cenires supported by unions, parties,
or churches also provide political education, but their political views of societal
probiems are subject to the aims and purposes of their institutions, They cannot design
programmes independently. AECs are subject to the Basic Federal Constitution only
(and the general idea of democracy) and must be open to all citizens without their
having to expect priorities regarding political or confessional priorities. There is,
however, a permanent latent iension between the political self-image of the AECs and
the interests of the 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 pant-time
staff camies inlo educational institutions a younger academic generation who had
either studied sociology or gained sociological knowledge and argumentation in other
fields, They have express recourse 10 the inequality and class-theory debate and see
political education mostly as further education for the dependently employed and
other socially underprivileged. The openness of the socictal unrest permits them 1o
give a new structure to politica! 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 commitment. Modemizing adult education 10
them spells “social scienlism”, a process rich in facets because of its internal
controversics, Their professional job in further education is — in their opinion —
enlightenment of socielal situations and structures using sociological categories.
Often they oversicp the boundaries of scientific discipline and atach themselves (o
socio-political discourses in which enlightenment— including scientific enlightenment
~— has 10 demonstrate its relevance for actions and interests of the working class.

Analysing programmes of the seventies and eighties in more detail would show
various subjects taken directly from sociology such as social structure analysis,
educational sociology, socialization theories, and political sociology, We may add
courses covering numerous social and societal problem areas like co-determination at
school, consumer protection, tenants law, village restoration, refuse disposal, and
democracy in everyday life, where ofien sociological queries prevail. Staff members
of political education do not often take scientific sociology as a guideline, but start
rather from the complexity of a socictal problem in question, selecting social science
theories and explanatory approaches suitable for that problem, including those from
psychology, economics, and history.

A complete listing of those subject arcas would go beyond the scope of this
description which is one made from a mainly sociological point of view. For
SOCi0IOgY, its societal subject matters are not a primary characieristic of identification,
and in further cducation the queries and approaches are also more important than
subject matter demarcations. 1 shall now mention five such approaches for a better
understanding;

(1) Indeveloping its programmes an Adult Education Centre of a medium-sized
town (Norden) in a Jarge rural area with much unemployment is guided by a
sociclogical interpretation of “provinces drifting away from their large cities”
and its possible consequences for people’s political behaviour. The Cenire
therefore develops aconcept of community work trying tofulfil multifunctional
community and regional tasks beyond the traditional activities of adult
education (Adena & Peiry, 1989; Thomssen et al., 1988:295-367).

(2) Alarge city AEC develops a programme from an angle of specific forms of
socialinequality andthe educationally disadvantaged among certainsociological
groups. Itdevelops a pedagogical concepttranslating sceiological descriptions
of centain underprivileged groups into a didactic, curricular concept (Bremer
Volkshochschule, 1977; cf. “Legislation” in Appendix).

(3) Educational science develops a curriculum concept that ties in curricular
decisions to the life situation of people. Life situation as a sociological
inlerpretation requires previous sociological research (Robinsohn, 1967,
Damerow, 1974). The same holds for a curriculum theory making “societal
requirements” its yardstick for cwrricular design.
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(4) Aneducationa! conc. i developed mainly for workers’ education regards the
social experienceof socieial conflicts as its central principle of design in order
to initiate learning proxs sses by means of “sociological imagination” based on
the two sociologi:2! caterories of social experience and social conflict (Negt,
1968; Brock, 1978;.

(5) Anoiherconcep is alsodeveloped in workers” education and has already been
mentioned: the inicipretaiion-pattern. It shares much with the experiential
approach, but put: an accent on the inlerpretation process for the constitution
of consciousness. It mistrusts the direct educational drive of social experiences
and social conflicis. It assumes for its didactical reasons that experiences are
always interpreted experierces, so that changes in collective or individual
inlerpretation-patterns happen only within the interpretation process of social
reality (Dybowski & Thomssen, 1976-82; Thomssen, 1980).

These different approaches are not sharply divided; nevertheless, various sociological
interpretations of societal situations and forms of consciousness are altached to them
leading 1o comesponding priorities for the design of educational processes. The
discussion of these approaches is panly controversial because of different political
implications.

4. Recent Perspectives

Quite recently some topical innovations arc available that donot totally discredit older
conicepis, but shift the emphasis. With a decrease in the importance of political
educal’on and in classical understanding of politics in general, it is cestainly comrect
to speak of a declining role of sociology in further education. On the other hand,
sociology has become sert of commonplace, bas been absorbed by other scientific and
political discourses and entered into everyday theories of educational practitioners.

The concept of society — or as we like 10 say in Germany: the concept of societal
totality which holds together all scientific or practical phenomena and requires them
10 be evaluated, including their practical consequences — has lost its relevance.
Instead a*‘rediscovery of identity” has happened (Krappmann, 1971; VoB, :984; Leu,
1983).

There has boen an obvious turm in sociology during the last ten years which seems
10 make progress inother sucial science fields as well. Shifts in the meaning of politics
are an expression of such discourse on the new subjectivity. Societal structures are no
more in the foreground, but rather aconcept of politics guided by everyday-theory and
self-orientatior. including clements of the psyche, the body, and the acsthetic culture
(Tutschner, 1988).

This interpretation of politics has been pushed forward particularly by the women's
movement andother newsocial movements, The increasing importanceof biographical
studies corresponds well with this new tumn (Alheit & Dausien, 1985). It has
occasionally beentransferredio curricular approaches. In fact, in further education the
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concept of society seems 10 be replaced more and more by everyday-world — aterm
from a philosophical and sociological tradition — although with centain seductions
inherent in such transformations. Reference has to be made here 10 Habermas® theory
of communicative action (Habermas, 1981, 1983), where the concepis of everyday-
world (Lebenswelt) and communication for the sake of coming to an understanding
are closely linked with cultural diversity and plurality. ‘While the critical concept of
society — rooted in Marxian tradition — is no longer the key point of reference for
political education, the enlightening impulse is still around in recent topics of
philosophy, psychology, and cultural sociology. Enlightenment, however, is romore
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 philosophicalhermeneutics and a“ver stehende™ sociology.

Summary: Further education as an area of university teaching and research rests
on a rich stock of social science knowledge and theories, including sociology. It is,
therefore, a cross-disciplinary field for the scholarly siudy of an educational sector
imporiant 1o society. Two main impulses of sociology to further education are
examined: A theory of social inequality and a theory of social change. The importance
of sociology for labour education, vocational development, and socio-political
education are considered in more deiail.

A Note on the Author

Wilke Thomssen, Professor Dr. phil., bom in 1933, studied sociology and philosophy
atthe University of Frank{furt and did research work at the Institute for Social Research
under Max Horkheimer and Theodor W. Adomo where he also met Herbert Marcuse
and Jiirgen Habermas (1960-1967). His doctoral thesis was on industrial conflict. He
moved 10 the Max-Planck-Institute for Reseasch in Education in Berlin in 1968 and
worked on the relationship of vocational career patterns and industrial and political
attitudes until 1979. This led 10 the idea of introducing the sociological theory of
mtcrpmtaﬂm patierns to the debate concerning aduli education. Hebecame Professor
in the Department of Adult Education, University of Bremen, in 1979, specializing in
the sociology of work and education. In recent years he carried out empirical rescarch
on the impact of sociological thinking on the professional and political self-concepts
of aduli cducators.
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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 scicnce [ES] for thoughts on adult education [AE]
seems obvious, though neither uncquivocal nor undisputed.

It is easy 1o dispe! the concem that AE has 1o do with legally and politically mature
adulis in contrast (o youth education. Adulis do not need educative teaching any more;
an education scicnce, thercfore, isout of place here. But theterm ES itself became current
inthe nineteen sixties only, replacing “pedagogy” (the traditional name in German), and
was meant 1o stress “'scicnce”, not “education”, The idea behind an educational science
was 10 concentrale on the analysis of leaming and education [B], not to promote
educalive teaching. The idea of an anti-pedagogy — the abolition and superfluity of
education — has, by the way, always been a topic of educational thinking,

There is another argument against ES being the exclusive province of AE: Other
than school instruction the education of adults 1akes 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 socictal developments. Therefore
psychology, socinlogy, economics, political science camry more weight withregard to
adult education than in other educational courses. Most universities offering formal
AE programmes include studies of sociology and psychology. The University of
Bremen's department of AE has had its courses designed cooperatively from the stant
by professors from different back grounds.

During the last two decades ES itself has enlarged its spectrum of subjects, its
queries, and its rescarch reperiory 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 inthe
concert of disciplines. Sometimes there is no clear-cut boundary in a research project
between sociology and education. In practical terms this demarcatory problem can be
solved by calling ES cverything which is done by educationalists. Thiz indeed makes
the meaning of ES less equivocal with regard to the scientific reatment of adult
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education. In 1969 educational scientistsinitiated the graduationof Diplompddagogen.
Most of the forty 1o fifty German professors who concentrate on adult education are
educationalists. The German Association for Education Science has a Committee for
Adult Education with some 120 contributors. Of the adult education Ph.D theses
written during the last decade, sbout 140 came from education science departments,
60 from sociology, and 30 from psychology departments. Itis true, though, that alarge
portion of adult education rescarch is done outside the universities, in institutes where
social scientists dominate.

But suca 8 numerical argument is insufTicient. We cught to know the difference in
conient between ES and other disciplines. Von Hentig (in Gudjons, 1986:69) sees ES
as “the systematic endeavour lo find out and pre sent the conditions of bringing up and
education, of teaching and learning —- hence the conditions of pedagogical actions
and intentions” .

According to Menck (in Herrmann & Oelkers, 1988), ES should hark back more
10 educational practice, have an interest in the success of education (in the light of
emancipationor identity-formation, toname butiwo), and be aware of the contradiclory
nature and proclivity to ideology of any educational task. Essential criteria of an
education science scem 10 be alinkup with educational practice and a job-orientation
of pedagogues. Their value scems 1o be or become unclear if and whenacomesponding
educational professionalization is controversial or halting (Schlutz & Siebert, 1988).
For this reason an ES has lo1ake 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 extent. Then the interplay of ES and
adult education during the last iwenty years will be outlined.

2. Traditions of an Education *Science”

2.1 The Pedagogy of the Humanities (Geisteswissenschaften)

From the end of the nincteenth century to the nineteen sixties the so-called humanistic
(or geisteswissen-schafiliche) sirand has been dominant in German pedagogy. It had
won ils scientific recognition direcly from the foundation of the humanities in
Germany by Herder, Humboldt, Schlciermacher, and Dilthey. It gained practical
inileence from 1900 10 the twentics as a theory of significant educational reform
movements like the “seformative 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 I in the beginnings of the Federal
Republic. Essential aspects of humanistic pedagogy are:

(1) The Accent on Historicity and the Refusal to Make Definitive Statements

about Education:
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The reality of society, the educational praclice embedded in it, and the ideas
about humans and their development are scen as historically growing and in
flux. “What man is, and what he wants, he becomes aware of only in the
development of his essential being (Wesen) through millennia and never ever
tothe lastword, never ever inuniversally valid concepts...” (Dilthey, 1958:57).
Justastheexisting educational institutions, problems and theoretical statements
are expressions of certain historical processes and societal relationships, so
they canonly be changed against the background of historical alternatives and
designs, but not by means of abstract goal-seiting or dogmatic systems.

(2) The Practice vs. Theory Relationship:

Theory follows practice. Theory should help practitioners to deal with
pedagogical problems. Science and practice are aunity or rather acircle: theory
looks intoexisting practice, enlightens practitioners for their belterunderstanding
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 10 help leamers develop their
personality and capabilitics and 1o provide pedagogical crileria for it It
requires a pedagogical roominitially frec fromchurch, state, and otherlobbies.
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 orteachers are, of course, alsorepresentatives of socicty and culture,
but their primary task is to help others to develop their full potential. This will
not succeed through at stract knowledge or general rules; it needs personal
commitment in real situations and authentic involvement. Pedagogues are
“vesponsible for the person” (Nohl, 1933/1966:18)

Education | B} was the lodestar of humanistic pedagogy and didactics. Everything
goin~ on in a teaching-leaming process was thought 10 be measurable with the
yardstick of what it contributed to the individual’s education {B]. In the Genman
rraditiontheconcept " Bildung” conveys anideaof the self-development (“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
(Heydom, 1979). It is true that humanistic pedagogy has not always escaped the
danger of restncting its idea of education [B) 10 a purcly inward progress or a
pedagogical preserve. The German Committee for Instruction [E] and Education [B]
wenteven further in ancexpertmemorandumon adulteducation{Deutscher AusschuB,
1960), still strongly inspired by the humanist pedagogy: *Having adult education in
mind, we call well educated those whose cornstand endeavour is 10 undersiand
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themselves, society, and the world, and 1o act accordingly.” The connection of
Jearning and acting is scen correctly — educaticn [B} is a process, not a siatic aim —
but the definition is still self-centred. Society is regarded as static and unchangeable;
education [B] has a lot 1o do with enlightenment, but liule with work, sensuality, or
play. The question is whether such an ambiguous concept should not simply be
dropped orreplaced by concepts like leamningor socialization, as the subsequent strand
of EShasdone?"As... regards the future, it is at least likely that we are onthe threshold
of an age in which consciousness can be 1echnically manipulated. The implications
are evidens if a this very moment didactics Jand adult cducation, author’s note) would
abandon ihe humane maturity and personal aulonomy postulated by the normative
conception of education [B[" (Blankenz, 1980:42).

Humanistic pedagogy meant didactics tobe “educational curriculum”, the choice
of contents and its educative goals. A more comprehensive concept, such as ours,
could define didactics as follows:

A theory of didactics has o deal analytically and as a guideline (a) with the design

and consiruction of teaching-learning processes, including the occurring interac-

tion within them, and (b) with the nexus of power , inlerests, and evaluati.ms which
sirongly influence decisions concerning goals, contents, and methods.

In humanistic pedagogy “didactics” is — in conirast 10 this definition — doubly
reduced: the socictal framework is regarded as given, unchangeable, and remains
unintegrated. Th= connection between content and methodis severed, althoughitmust
be said that human pedagogy had a comprehensive view of “method”, not restricted
1o various procedures, but including the general educational “style” and “tactfulness”
in actual situations.

The critique of humanistic pedagogy suggested here can be extended 1o its four
basic characteristics and its gencral function as a science. Humanistic pedagogy lacks
above all an in-depth analysis of its subject mattei. the structural elements and
structural power of society, the role of vducational irstitutions, and the influence of
unconscious motivations and drives. The due and important acknowledgment oftte
historical became the “dunger of amere confirmation of iraditional practice” (Wulf,
1978:55). The justificd demand for pedagogical autonomy became the illusion of
pedagogy being already in its own preserve. The demand for an educational point of
reference disregarded the independent weight of subject matters, educational
frameworks and roles, which can all lead 1o educationalists being nverburdened and
self-deluded. Eventually itsclose theory-practice relationship tempted educationalist:
1o part company with other scientific developments such as the wrend towards
cmpirical rescarch: the more so since they did notexpect fact finding itself o influence
educational actions, )

This small awareness of the value of empirical research and research development
are the more amazing as humanistic pedagogy has developed its own evaluation
procedure, the hermeneutical method. Dilthey (1958)saw the distinctive featurcof the
humanitics in the “understanding” (Verstehen) of their subject matiers as th. only
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access, whereas natural scicnce matters required explanations, The natural science
separation betweeninquiring person andrescarchobject was thus intended tobe partly
abolished. Henmeneutical method would encompass more adequately the complexity
dmmmﬁlymmimdmkmandnmmmmmoﬁwbackgmmmmwmg
[V] originally was concemed with texts, was then extended to cultural matters, and
finally 1o reality in general. Admittedly practice did not correspond with this aim.
Weniger (1975) for instance, trying toexplore the complex school reality, has in a first
step reduced reality to the better researched cumriculum, i.e. a text, and thus produced
a"theory of educational content and cusriculum” from what was meanttobeaninguiry
into the teaching-leaming nexus. One must credit humanistic pedagogy, though, with
having brought forth many scholars knowledgeable beyond their own field, but with
no adequaic equipment for research (judged by today's standards). But at least one
feature of the hermencutical method does indecd 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 i1, since critiquing it is outside the
scope of this method,

2.2 Empirical-Analytical Education Science [EW)

In the mid-sixties humanistic pedagogy has been replaced by an empirical-
analytical rescarch approach. The main reason for itis certainly the beginning debate
about a comprehensive educational reform. Education policy and practice expect
science 1o give precise information about the state of the cducation system and
guidance towards its improvement, that is, diagnostic-prognostic knowledge of the
“if — then” kind. Humanistic pedagogy could not help with that, There have been
and always will be representatives of humanistic pedagogy, butempirical-analytical
research became paradigmatic, and as it were overwhelmed the former strand,
because the trend was not only towards a “realistic tum in pedagogical research™
(Roth, 1963), but also towards a fundamental change “from pedagogy to education
science [EW]” (Brezinka, 1969).

This rescarch has doubtlessly increased our knowledge of basic conditions and
designs of educationsl processes. Education science {EW] can no longer do without
empiricism. The enlightening impetus of empiricalresearch wastotake blind spotsout
of the 1caching-leaming complex, to undercut ideologies and unfounded power and
truth claims by confronting them with an empiricaily founded picture of reality. This
became problematic in so far as this type of science soon began to avoid the debate of
aneducational paradigm and its socictal implizations. There were internal andexternal
reasons for this: On the onc hand, the scientific character of sampling, surveying, and
processing evaluation methods became more important than the relevance of the
inquiry; onthe other hand, research sponsors specify their own aims. But also the other,
rather technical promise of empirical-analyticalresearch, was only pantly accornplished:
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 leamers or their own attitudinal “syndromes”, but this rarely yielded useful
overviews or laws from which 1o draw in practice. Educational events apparently are
too complex or stochastic for educators to be tightly reined by science. The holistic
ideas of humanistic pedagogy about style and 1actfulness appear in the end 1o come
closer to educational action than detailed empirical analysis.

In opposition to humanistic pedagogy, empirical-analytical education science
reverses the theory-practice relationship: Science is now ;n the lead for changes in the
educational field. Teachers are but the underlings of planned processes, as evidenced
in a technical understanding of didactics and in curriculum research being made the
key problem of educational reform. ** Education reform as a curriculum revision”
(Robinsohn, 1966) was propagaled, where curriculum — 4 term rediscovered in the
German debate — meant a fundamental connection ot decisions conceming goals,
contents, and leaming organization o be consolidated inlo one syllabus or course
design. Occasionally it looked as if all iraditional schooling and subject matiers were
dismissible. Robinsohn defined education {B) as the equipment to cope with events
in life. Cusricular research would have 1o find out life’s most decisive events, than
derive the required qualifications and transform them into lcaming goals, contents,
methods, andmedia for corresponding courses. The ideamay be fascinating and useful
as a guiding model for planning adult education, but cmpirical-analytical research,
which was thought (o profit from it, was unable to geton with it. From the angle of a
value-free science it is hard indeed 1o state what the “life situation” includes — apart
from the immediate work surroundings -— because situations do not show up by
themselves, but can only be recognized in the light of human aims and ideas. Another
aempt caused similar problems, namely 10 derive leaming goals from generally
defined situational competencics which were applicable in concrete teaching. It
appearcd that there was noclear-cut relation between learming sieps andleamning goals
with different grades of abstraction from which it could be derived, but that the same
qualifications could be antained by various matters and methods (or vice versa).
Ultimately curricular research was reduced 10 the examination of existing curricula
according 10 prescribed patiems o 10 expert surveys concerning individual steps of
courses planned.

2.3 Critical Education Science

Representatives of this third strand tumed against prescribed curricula (Mcyer, 1979),
A cumniculumn is always the product of an evaluative decision process and does not
simply follow from inherent requirements, Curriculum planners have togive thoughtiul
reasons for their decisions concerning goals, contents, and methods. These prcliminary
devisions must be subject 10 revisions accord ing totcachers’ and leamers® needs. Each
curmiculum has to remam open 1o discourse, o leamers interests in contents and
methods. With tins in nind, Robinsohn’s reference point — coping with life
(situations) — mukes sense. provided that target groups themselves can define the
situations with which they wish 1o deal.
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Critical education science in the late sixtics/early sevenlies was & counicr-
movementagainst theempirical-analytical strand andits ideaof atechnical educational
reform, but it was itself part and parcel of that reform movement because the reform
itself was ablend and overlap of tendencies striving,. 7 the further development of the
rechno-economic complex and others seeking the democraization, if not revolution,
of the whole society through education (among others). Critical education science
opposes the self-imposedrestriction of the cmpirica) approach with its possible value-
frec, objective research: “I is a constiiutive principle of educational science tha the
goal of educative 1eaching [E] ana seneral education [B] 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 turns critically against
all educational situations which continue reification— the suppression of reason—
or against those who cannol oppose il.” (Mollenhauer, 1975:10).

From this standpoint critical cducation scicnce formulates its criticism both of
humanistic pedagogy and of restrictive empirical approaches. In view of the fustil
asserts the socictal embedding of educational processes, and in view of the second
the importance of scientific criticism and interest in emancipation. This position
corresponds toadefinition of acritical social science proposcd by Habermas (1969),
the social philosopher. He has tentatively divided modern scicnces into three types,
each following a different knowledge-guided interest and opening up individual
approaches toknowledge. The empirical-analytical type of science with itsmethods
of observation, cxperiments, questionnaires, and cxplanatory argumentation would
correspond to a knowledge-guided inferestin mastering nature, for instance through
work. The historical-hermencutical type of science with its methods of interpreting
1exts, participant obscrvation, and"understanding” argumentation wouldcorrespond
{0 an interest in societal cooperaticn within the medium of language. A critical
sociology unmasking power through criticizing ideologies would correspond to an
interes! in emancipation and mature independence. Habermas equates these three
typestoalargeextent with natural sciences, the humanities, and sociology. A critical
education science has transferred this triad onto the intemal debate of the direction
- Jucational science is 10 take. and has declared itseli 1o be the critical and thereby
most Progressive one.

Critical education scicnce is in itself no unity, but distinguishes itself according 10
the toundanonof its criticism and counterproposals. They all range from arcnewal of
the traditions of Germun educational reform movements, or the final goal of a non-
autocratic discourse (Habermas, 1969). 1o outright Marxist ideas of revolutionizing
the class-society. Suchcriticism has had a lasting influcnce on ahostof educationalists
who studied during the “student’s movement” und were cmployed in large numbers.
1t 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
10 become practical pretty soon cun be as critical-radical as other social science trends
from which it hus borrowed the label. Pedagogues cannol slop acting (and hoping),
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even under circumstances which are as worth crilicizing as they are hard to change.
Pedagogics is on the homs of “a dilemma between wrong positiveness and abstract
negationwithout consequences.” (Keckeisen, 1983;130). This knowledge made some
represeniativesof acritical educational science call their direction“critical-constructive”
(Klafki, 1985). Very often criticism is all there is, but it was quite productive in
exposing handicaps, educational ideclogies, and covert claims to power. It was less
successful in dealing with the constructive, helpful 1o practice, essentially because
borrowings from socio-<critical theory helped to understand the totality of socictal
structures and development, but the individual rarcly caught a searching eye, let alone
educational tasks and situations. Fairy tales, for instance, were critically and rather
rationalistically scanned for potential ideologies, role stereotypes and unenlightened
contents, disregarding their decper meaning forthechild's development and absorptive
mode. Where something more constructive happened it was due 1o traditional
educational acquisitions and not 1o the transfer of socio-critical assumptions onto the
pedagogical ficld.

Critical education science gained its momentum from that part of the education
reform concemed with democratization, and its strength from the weakness of an
educational science 1o contribute 10 the unavoidable questions of evaluative goal
setung and the embedding of theory and practice in society. It is 10 its merit 1o have
kepi these problems alive. However, it has not pushed its criticism far enough, insofar
asitwasmainly“critical” indissociating itself fromprevious scientific strands without
muchsclf-doubt about itsown judgement. This wouldhave led, perhaps, 10 aless 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 considerations of adult education long before
the institutionalization of adult education since the end of the sixtics, but they were
closely connecled with the social movements of folk and workers’ education or with
specific tasks of adult education. Inquiring into the source of its reflective polential,
onc can sec a strong paraliel between the historical roots of adult education and
Habermas' three concepts of science (on which the educational strands outlinedearlicr
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 ecmancipatory movements of the nineteenth century — above all
workers. From them anse three strands and requirements, each having its own affinity
towards onc of the three types of science sharing a common ground: Citizens'
education with its interest in enlightenment and culture has predominantly nuriured
an educational idcalism close to humanistic pedugogy. Labour movement and
workers’ education have always referred to historical and dialectical materialism
(economics and sociology in particular), less 1o pedagogy. The interest in knowledge
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and skilis, more than ever recognized as the true motor and winner of further
educational development, has prevailed so 1o speak as an inherent technological
necessity underpinnedby the positivistic imprint of corresponding special disciplines.
Conversely we may assume that a temporary dominance of one type of science in
dealing with adult education points to a priority of a certain adult education tradition
in public debate.

Three parallel developments can be scen in the second half of the sixties, with the
demand for modernization of economy and society in the background — including the
education s stem:

» The “realistic tumn of adult education”, meaning its opening up to centification
and vocational leamning, as well as 1o an attempt of establishing it as a fourth
secior of the education system under the new, official name of Continuing
Education (Weiterbildung — for further clasification see Bremen Legislationon
Continuing Educauion fusther on).

 The “realistic tum” of pedagogy into an cducational scicnce, sometimes as a
technocratic, sometimes as acritical accompaniment of the beginning educational
reform.

« Astrong pushtowards scientismin aduli education when itbecame anindependent
scientific area within the universities, mostly attached to education sciences.

What was expecied of this science was in the first place (1) argumenis for
“lifclong learning™, for the necessity 1o expand adult education, and for rescarch of
the required skills and knowled ~: (2) research concerning the required skills and
knowledge, the educational necas of the population, and the possible shape of an
adulteducationsystem. The strands sprung from the three historical interesis in adult
education have loudly voiced their position: The interest in qualifications with
educational-cconomic 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-cconomic criticism of
capital interests and of false hopes of carcer prospects and democratization raised
by the educational reform (Schlutz, 1987).

A striking fact from a curvent and educationally scientific view is that spokesmen
of all positions -- - whether critics or apologists of an expanding adult cducation — in
the final analysis were convinced of & societal function of adult education and of the
scientific feasibility of educational and even societal reform. Educational economics
and sociology appeased 1o be temporarily in higher demand that education science. As
aconsequence education science in theory-building and research changed into a social
science, occasionally Josing sight of its own essence. The public scientific debaie of
critical approaches was passionate, whereas in practical research empirical-analytical
procedures prevailed. Humanistic pedagogy faded into the background even among
amore civic adult education: Long before the realistic tun it had tosuffer the reproach
of clinging tocultural-critical ideas of the twenties and of disregarding inits theoretical
thoughts a practical drive towards vocational further training (Dikau, 1981). It then
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became evident that its instruments and categories could neither sufficiently describe
or explain the socialization of adult education nor assist in the technical improvement
of the adult education area.

Intheory building the search was above 3!l for clear-cut arguments for and against a
further institutionalization of adult education (from making it the fourth pillar of the
education system to the demand of completely deschooling society); whereas a slowly
developing adult education research was working on subjecis like the adults’ ability and
motivation to leam, curriculum design, educational policies for adult education, and
occasionally teacher and leadership behaviour of educatoss. Here again the empirical-
analytical approach dominated — promising to be more scientific — but the boundaries
petween positions were less tight than in theory building. Anexample was the first large-
scale inguiry into teaching and leaming behaviour of adults (Siebert & Gerd, 1975),
counting on the intcractional behaviour in socio-cultural adult education courses and in
itsmethod guided by anempiricist ideal of objectivity. lisoverall intention was, however,
1o oppose ¢ritically real behaviour with proclaimed self-pretence.

The most comprehensive and important research of its time about the educational
consciousness and motives of the population (Surzelewicz, 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 scemed hardly established, and the strata dependence of actual
atiendance on the other hand. Linking sociological and educational queries was built
mto the programme, and 5o was the combination of quantitativi, and gualitative
methods, the latier preferred in group discussions which made visible — behind the
apparently adapted striving for gratifying education and employment — a personal
hope of self-actualization and social participation,

Towards the end of the six*ics and during the seventies there is also a beginning of
adult education becoming more professionalized, insofar as apart from management
many institutions employed n.dditional full-time educators, mainly todevelopandplan
wider ficlds (whercas teaching itself was mostily left to pani-timers). Since this activity
and the whole task of developing adult education was new and new employecs ought
io have been interesied in help from science, a real possibility of close cooperation
between theory and practice seemied promising. This has happencd here and there,
usually arranged by the educational commitices of the Adult Education Associations,
but less than expected. The reasons are, amongst others, as follows:

o Adult education as a science was just beginning (0 establish itself at universities
and needed ume for the reatment 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 as too school-rclated; this ran counter 10 a
professional self-understanding.

» Many new employces had studied subjects close to their work, but neither
educational nor social science.
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« Morenver, after the beginning of the education reform the sciences, including
iarge parts of educational science, began switching to global concepts of adult
educarion {or to global criticism thereof), while the concrete designranked lower
in the hierarchy of social policy or science, if it was not seen as a negligible
remainder altogether.

The common interest of science and practice was thus essentially concentrated on
the cummiculum problem which looked as fruitful for the totality of adult education
(keyword: modules) as for concrete planning. The influence of curriculum theory and
researchcan be gathered from the development of the certificalion system introduced
by the German Associationof Adult Education Centres, internationally recognizedby
now, andalso from corresponding literature guides forcourse directors. Thecurriculum
approach was decisively deepened notonly by its application tocourse design but also
tothe problems of open target group work where references inparticipants’ experiences,
self- and co-control carried more weight.

With regard 1o didasucs as a whole there was fitle scientific assistance. Practice
developed its own discourse on matters didactic step by siep, springing from different
sources; a conceplion of tasks developed against “schooling™, more or less conscious
loans from school or course 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 10 be scientifically more valuable.
Even educationalists inadult education sometimes tried to dissociate themselves from
their traditional fields, which resulted in adult education”s losing much previous work
done in teaching and leaming rescarch, for example.

Anefforttodescribe the adult leaming situation primarily as apedagogical field and
1o find out its central didactic forces remained arare exception (1 eitgens & Weinberg,
1971). Typical for the reluctance 1o work through educational stocks is the amazing
fact that the iwo contributions ©f that period still taken into account for didactics came
from non-educationalists. a*hough both refer 1o carlicr work in educational science:

(1) Brocher poses the grestion how adulis can sustain or gain their autonomy under

group pressure 1o conform, and what group leaders can do about it (Brocher,
1967). The bouk is influenced both by psychoanalytic concepis and Dewey’s
group pedagogy. It still is the book with the largest circulation amaong adult
educators and educationalists, to the effect that its basic ideas are now
commonplace: Leamers should not consume passively; leamning depends on
affective processes, on a good group, and on an anxiety-free atmosphere, Group
leaders ought 1o know the problem of transference and counter- ransference, be
aware of unconscious effects. As Brocher has but little knowledge of content-
refated tasks that educators have to deal with beside psychological functions, his
book runs the risk of demanding tov much of group leaders.

(2) Negt (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 leaming much cherished by humanistic
pedagogy, taking as examples those conflicts which are typical for the socieial
and life situation of workers. Being a sociologist, Negtis more interested inthe
grand design than in the methodical execution of this idea and was astonished
to see that union team leaders in their own educational work converted his
concept into a rather ngid step-by-step method.

4. **Reflective Turn” and the Consolidation of Education Science

It is an adequate simplification to characlerize periods like the twenty years under
consideration as “tums”, and justified only because the overview gains in clarity.
During the last decade — if not since the mid-seventies — education scicnce has
changed its topics and perspectives. Various key terms are used: Everyday-life tum,
life-world or subjective orientation, in adulleducation often a“participant-orientation”
or even a "reflective tum” {Schlutz, 1982). The previous phase had much dealt with
problems of societal and economic development, wish the educational system, the
concepiualization of larger educational projects. Now other subjects come 1o the fore:
biographical self-constitution und identity, everyday-life and life-world as approaches
and goals of educational processes, lcamer orientation and its inferests in everyday-
life interaction forms and situationa! interpretations,

This *“rm™ could be interpreted as (1) a reaction 1o the past neglect of such subjects,
also witha view to practical requirements (Thicrsch, 1978), (2) as aconsequence of critical
demands foranend toschooling, as resistance against the instrumenialization of education
[B], or conversely as aresignatory withdrawal from “large” concepts 1o situations within
your grasp, a resignation quite understandable considering the end of endeavours 1o
reform education. However, it must be said that this tum is not found in adult education
nor education scicnee alors, but is happening in the major part of social scicnoes (Zedler,
in Konig & Zedler, 1982). The tenlative change of perspectives or the revival of
interpretative paradigms (everyday-life/life-world, action/interaction) — partly as a
critical reaction against systems and functional theory — is happening in many arcas of
the social sciences. The scientific occupationwith adulies” scation has apparently attached
itself more than before 1o the intra-scientific developmenis and their nonms.,

The consolidation of a science of adult education can also be gathered from the
foundation of a Commitice for Adult Education within the German Association vl
Education Science in the mid-seventies and the creation of a scientific joumal a few
years later. A series of conferences tried 1o focus their own view of science by
repeatedly using key tenns like “participant-orientation” and *“everyday-world
orientation”. Looking back to the past serics of conferences, it is obvious, however,
that the consolidation — called “'reflective tum” in one case — embraced more than
a shift in the subjects of that science, namely

* nextioalopicaloneniationiowards the person‘'severyday-world and educational

processes,
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« areminder of the meaning of education,

« g renewed interest in hermeneutics as a research method,

» and a self-reflection on the potential of science.

One could perhaps say that it is all about a rediscovery and reformulation of
important goals, premises, and methods of humanistic pedagogy — a thesis probably
not shared by all concemed. And there is hope this time that education science, in
discourse with other social sciences, can overcome the segregation of humanistic
pedagogy — including its idealistic and exaggerated seif-esteem — from other
sciences. This is true of everyday-world concepts which in humanistic pedagogy have
rather been romanticized than clarified, and even more of hermeneutical method
which in the form given it by a further developed interpretative sociology might be
reintroduced into education science (Kade, 1983). But “education” [B] alone, as its
own special term, has been reinstalled by a pedagogy whichcame torealize that needs
of personal growth and its values cannot be characterized by social science words like
socialization and leaming, or by empirical-analytical methods (Heydom, 1979).

Regarding research in the last decade it scems as if it cannot keep up the scale and
scope of the previous phase, despite more young scientists (Siebert, 1979; Schiuwz &
Siebert, 1986). We could have expected a consolidated phase of science to yield more
fundamental research after a phasc of searching. The one and only recent large scale
fundamental inquiry into teaching/lcaming behaviour was designed as participant
observation actionrescarchstdyingcommunication processes and ieaching strategies
and using hermencutical methods in 50 educational holiday seminars (Kejcz et al.,
1979-81). One alarming finding was that all four teaching stratcgies observed in
political education did not permit any classroom reaction running counier o their
declared goals. a fact which of course thwarted their enlightening intentions. The
hermeneutical interpretations in this project were rather intuitive, but the use of minute
taking and interpretive procedures shows the respect of the researci group(sociologists,
educationalists) for their subject and participants.

The reason for the lack of similar large scale research projects is that since the
dwindling of educational reforms, funding policy puid little attention to subjects like
education and leaming. Research split up into smaller ».dversity or institutional
projects, mainly smallish participant-observer pilot studies devted I “problem-
groups” of education or the Mxbour murket (the unemployed, adolescents, vomen
re-cnicring jobs, the aged, the handicapped, eic.). Their scant design and capacity
hardly aliows public scientific discussion, although it has triggered some discussion
of methods regarding, for instance, the application of hermeneutics (Ebert ct al.,
1984ff), proposals for linking research and professional training (Tietgens, 1987),
proposals of target group and subject related diductics 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
integrated in a general adult education didactics. There are attempls at a redefinition
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of the teacher-leamner situation (Kaiser, 1985) or at making fruitful for didactics the
tension between leamer-centred pedagogues and self-contmiied adult leamers (Breloer,
1980). But these attempis all lack

» the empirical exploration of educational acts and of teachers’ self-concepts;

« the consideration of all levels of educational acts in adult education; from
educational policy and planning to the final step of concrete teacher-leame:s
evenis, for which models have long been provided (Flechsig & Haller, 1976);

» aconsideration of the varicty of highly different fields and learning situations in
adult education.

With these remarks in mind there are some decisive 1opical gaps in the so-called
“everyday-life lum”. A concentration on the personal factor, on everyday-world and
education runs the risk of becoming a retreat 10 areas and groups in one’s ken. “Hard”
conditions like work, skills, institutions, profession, expert knowledge, and politics
are oasily disregarded or perceived as nasty opponents from whom leamners should be
sheltered, while they have g since instalied themselves in the person. Contents in
which ed»rational processes are meant to blossom are often regarded as secondary,
and vocatic..al qualifications as of little educational value. At least there is a danger
that an education science with an everyday and subjective tumn lapses into mistakes of
humanistic pedagogy, namely the scparation of vocational from “true” education,
without berefiting from an advantage of this educational strand: its close theory and
practice relation.

The “everyday tum™ of education scicnce does not in itself guarantee any closeness
10 practice, conirary {0 its theoretical-lopical assumpiions. 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 conlacis
between science and practice on the occasion of participant-observer research and
numeron: seminars for adult educators, but the theory-practice relationship has never
again heen scrutinized for therequirements of a truly practical education science. This
latest phase of development has for the time being (o be seen as education science
attempiing to find its own identity in an intemal scientific dialogue and 1o consolidate
it (Schiutz & Sicbert, 1984). This is a necessary task for a new scientific area, but the
next siep towards scientific identity is lacking: a redefinition of its relationship with
practice.

Summing Up

In view of the shori 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 builGing, rescarch,
and didactics are on hand, Lacking, and a task to fulfil, 1s the following:
» An assessment and conservation of education science traditions and their
contributions 10 adult education.
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» A continuing empirical research practice pursuing educational and didactical
questions, taking up other educational research outcomes.

» Empirical contributions to didactics connected with general theory building in
adult education.

» Takingseriously the theory-practice tension as an historically and systematically
fundamental condition for education science.

» Widening the horizon beyond the ken of adult education toinclude education as
a whole (be that in life’s course, or in the educational sysiem), and as a
consequence the evolution of our science of educative teaching [EW] from a
rather childhood and school centred discipline to a true science of education.

Summary: The overriding question is that of an education science’s sialus with
regard 1o adult education. There is no easy answer because there are differing views
of an “Erziehungswissenschafi” (education science). There is also a considerable
overlap between educational and other social sciences. We begin with a basic outline
of the main sirands and traditions: humanisic pedagogy, empirical-analytical, and
critical Erziehungswissenschaft.

A concise description of paralle! and connected developments over the last
decades follows: The opening up of Erziehungswissenschafi lo certification, vocational
and professional learning. The “realistic turn” from pedagogy to an
Erziehungswissenschafi predominantly empirically-analytically orientated. The
establishment of a science of adull education usually on the shoulders of
Erziehungswissenschafi.

The final part deals with the “reflective turn” in both education and adull
education “sciences”: The guiding thread of interaction patierns and situational
interpreiations delerminedby the everyday-world, the revival of hermeneutics and she
concept of cultural education [B]; a regained confidence in the effectiveness of
science. The conclusion stales essential, unresolved tasks ahead for theory building,
research, and didactics.
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Psychology and Adult Education
Wilhelm Mader

1. Introduction

Since the lale sixties/early seventics, when adult education 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 secemed as
unthinkable as practical application of adult education without compcetency.

The dominant question was how 1o design the proportional relationship of a well-
establisheddiscipline 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
educaion,

The history of this proportional balance in the literature of the past twenty years is
informative and revealing, nol only with regard 10 the current situation of adult
education in (West) Germany, but also for psychology as a whole.

In the next section, I should like 10 describe and summarize this balan ‘ng act
between psychology ard adult education under three headlines. This outline of a
hisiory barely twenly yearsold will than be used in the thirdsection of a tentative, more
precise and sysfematic delimunation of the relative weight of psychology and aduli
education within the boundaries of an adequate concept of cducation.

From this historical and sysiematic analysisof the relation between psychology and
adult edvcation 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 ¢t &1, (1980:366I7),
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2. The Historical Relaticaship of Psychology and Adult
Education

In the beginning a scienc: of adult education had to find its place in the womb of
pedagogy or education. I's proximity to psychology was therefore a natural historical
heritage: “Herbart's cb.ssic foundation of pedagogy as a science refers to practical
philosophy and 10 psy :hology. Philosophy — ethics in particular — legitimizes the
aims of education, a ud psychology demonsirales ways and means... It is true that
psychology has reg ected e developmeni of aduls for a long time, but its influence
on a science of aduli education seems al presens 10 be greater than on school
pedagogy” (Sicbert, 1979:45).

This historical background became amuchused slogantodelincate the relationship
of psychology and adult education: Psychology asa basic reference point (cf. Sicbert,
1979:58). In scientific as well as everyday practice this meant that psychology was
regularly uscd as a “bizarre and dimly visible quarry where everyone could find
something useful" (Mader, 1981a:46; Sicbert, 1979:57). In connection with this
practice of exploiting an arca of psychology where a particular user is expert, and
logically consistent with this view, adult education was scen as a region where
psychology was 10 be applied. and this in tum helped psychology to gain the status of
an applied science in adull education.

2.1 Import-export Type

This interpretation leads to an impori-expori type of relationship between psycheiogy
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 .xF.0t
education. For the exploitation of the quarry called psychology everything seemed
colleciable for a “basic research in andragogy”(Olechowski, 1969:VH) from
psychological knowledge conceming adults, Psychology scemed to promise more
than any other area of reference a“porirayal of essential landmarks of adulthood and
inquiriesinto the educability of adulis”,as was saidina 1964 memorandumconcerning
the extensionof adult education (Sicbert, 1979:27). Learning and rnemory performance
were examined considering changes in age, The influence cf motivations, inleresis,
ways of lifc on educational and leamning behaviour became the subject matter
contributions in psychology (Olechowski, 1969; Lehr, 1972). Again and again
psychologists tried 1o conven this accumulated knowledge in psychology into direct
methodic-didactical advice for adult education (cf. Niggemann, 1975).

The quarmy of psychology was scoured from the natural perspective that the
psychology of adulthood ought to yiclda foundation for adult education, similartothe
fact that the psychology of childhood and youth had traditionally been a pillar of
teacher training and school practice. This habit of thinking and relating, therefore, runs
along along established educational path. As a sclf-evident corollary we find that the
area of psychology relevant for adult cducation has 10 be first a perpetuation of
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developmental psychology, and second a branch of pedagogical psychology. Knoll
epitomized this view in 1973: “The connection with psychology, for instance, can be
easily arranged by apedagogical psychology integrated into a science of education”
{Knoll, 1973:37).

This basic conception runs through the string of books right through and up 1o a
most recent and carefully designed handbook Psychologie fiir Erwachsenenbildung
—Weiterbildung (Psychology for Adultand Continuing Education), (1986) edited by
Sarges and Fricke, published by the renowned Hogrefe-Verlag. The editors’ guiding
principles is, according to Sarges, “that we deal here exclusively withthe academically
dominani scienlific psychology which follows the paradigm of empirical-analytical
research, and within which pedagogical psychology is a branch expected 1o give
answers mosi readilyto appropriate inquiries into adult education” (Sarges & Fricke,
1986:20; for a critical revicw sce Doerry, 1987:11).

Howmuchthis figure of thought — psychology for adult education as a perpetuation
of primarily developmental and pedagogical psychology in the light of a psychology
of the adult — is pant of an unbroken tradition, is well evidenced by the translation of
Léon's French book Psychapédagogie des Adultes (1971), whese this mode of thought
is apparent in content and quite naturally leads 1o a German version Psychologie der
Erwachsenenbildung (Psychology of Adult Education) (1977).

The institutional and legal conditions under which adults leam, the social life, the
individual life-courses, their .iographics, have not yet become the 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 1o expont willingly.

Several titles belong to this tradition of thinking just described. They all refer 10
psychology andusually canclude withachapter on “consequences foradult education™;
Olechowski's Das alternde Geddchinis (The Aging Memory) (1969), Lehr's
Psychologie des Alterns (The Psychology of Aging) (1972), Sarges and Fricke's
handbook Psychologie fii die Erwachsenenbildung — Weiterbildung (Psychology
for Adult and Continuing Education) (19875).

Skowronek s publications are part of the same traditional strand, but he heads his
contributions consistently as “researchin learning psychology concerning adult age”
and dispenses intentionally with a precise indication of how this psychological
knowledge could be incorporated in adult education (Skowronck, 1979 and 1984).

This 1s also true of Lowe's Einfihrung in dic Lernpsychologie des
Erwachsenenaliers (Introduction to the Leaming Psychology of Adult Age)(1971)
published n the former German Democratic Republic and much used also in the
Federal Republic of Germany in the carly days and beginnings of university training
for careers in adult education. Still, it trics with many a summary and corollary 1o
relaie the results of psychological research to everyday actions in the practice of
adult education. But Lwe, too, separaies expressly psychological and didactical
aspecls, 50 that didactic problems of aduli education have 1o be added post festum
psychologicum.
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We have 1o maintain, therefore, in the history of the relationship of psychology and
adult education that this type of exporting psychology and importing adult education
are not part and parcel of bygone days, but reflect an unbroken tradition still pervasive
today. Its menit is that it has assembled, systematized, and offered astock of knowledge
about specific adult behaviours and lcaming abilities under the pressure of demand in
adulteducation. Itcomes asnosurprise that authors of thisrype see themselves primarily
aspsychologists within an established academic, sciemific discipline. Adult education
is to them a field of application, but no guiding paradigm for their rescarch.

2.2 Dialogue Type

Another trend in thought is different. It is favoured by authors who regard the science
and nractice of adult education as their home-ground and try to define rather the
relations between psychology and adult education. This group belongs 10 what I call
the rypos of dialogue. In a recent publication of the standing committee for pedagogy
of the Pedagogical Research Centre of the German Association of Adult Education
Centres, edited by Dicterich under the title Psychologische Perspekiiven 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 aduli education from this different perspective: “The relationship of
adult education and ils reference disciplines has been litlle pondered. Reciprocal
misunderstandings are prevaleni. There (s short-circuii reception as well as fear of
contact. Inthe case of sociologythe relevani problems become visible, but they remain
rather covert in phenomena subject 10 psychological investigation. We better catch
up. There is lack of productive communication. Accordingly, it would be advisable to
give examples of what psychology refers 1o in the case of media influence, the debate
on aplitude tesis, the problem of *undersianding’, identifying learning problems, the
repertory of instruction methods, interventions in the teaching-learning siiuation, or
counselling. Please also eluborate how udult education sees psychology in the case
of planning anddesign, interaction, sargel group work, conceptions of adult education,
or the consequences of iechnological developmens (Dicterich, 1987:150).

This dialogue describes topics and tasks form the needs of adult education — though
additively and with little sysiem — regardless of psychology being at'e or unable 1o
answer at all. Knopf™s contribution may serve as an example for the atierpt to further
mutualqueries and“productive communication” inthe relationof educational work with
the aged and their psychology, both being sectors of adult education. The title reads
“(ber den Lemnbedarf der Altenbitdu s, der Alterspsychologie Fragen zu stellen” (On
the Leaming Requirement of Old-age Education 1oQuery Old-age Psychology) (1987).
Knopf™s thesis is that old-age education has yet 10 leam whar questions to put to old-age
~sychology. He goes on it 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 1o the psychology of old age can be seen from the fact that its
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‘phenomenological’ ,experiential insights, gained frompractical educational work, are
ot mainiained in the face of a psycho-geromology” (Knopf, 1987:171).

Intheir Worterbuchder Weiterbildung (Dictionary of Continuing Education) Dahm
and his co-authors advocate resolutely a conceplion that continuing education as a
science has a future only if it promotes a “mediating approach” towards other
disciplines (1980:367). Seeing that this mediating approar is not in the interest of
separate universily branches, it canonly thrive if linked withasubject matter of ascience
of adult education. * Subject maiters of a science of adult education are the past,
present and future socialization processes of adults including their societal pre-
conditions and economic conditions, as well as the ains, functions, and legitimacy of
adult education, public educational policy and adminisiration — and all 1his in
principle withow being resiricied to the Federal Republic of Germany or German-
speaking countries” (Dahm et al., 1980:371).

It is patently obvious that the fulfilment of such a range of subject matters can no
more be assured by adopting portions of a psychology that pursues its own isolated
path, A dialogue between psychology and adult education is a requisite for an
interactional subject mattey called adult educaiion.

2.3 “Psychology in Adult Education” Type

Athirdtype ha no expli. ‘tor theoretical interest in the quality of any relationship of
psychology and aduli ecux ation. It works instead within and around restricied areas
of adull education and develops from there relevant psychological knowledge,
psychological theorems, without feeding them back into psychology as an*‘eslablished
scicnce”. These authors, in fact, do not sec themselves as psychologists in the formal
sense, They are not after any reputation in this ficld, hence are ignored by mainstream
psychology. Possibly they are those who come closest 10 an idea of an integrated
reference field called “psychology in adull education” , an idea for many years in the
mind of scme educationalists.

An example of such a development of psychological knowledge and theorems is
Schuchardt's model of adult education as crisis inlervention and managemenl grown
out of imiensive practical experience with the education of the handicapped and an
analysis of numcrous biographics writien by and about them (Schuchardt, 1980). The
approachin itself. namely the use and undersianding of adult education as an existential
coping process (and not only for the acquisition of knowledge and behaviour), and 1o
analyse such psychic processes, exceeds by far the horizon of the first and second types.

Nowonder that the narrow-mindedness of previous approaches withits assumption
that psychology may expori something (o the field of adult education without
importing hardly anything from i, is symptomatically reflected in the compichensive
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.

Thus integrative lype comprises many studi:s from the internal practice of adult
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education, generated by the complex problem of adult education itself. They are
contributions (o the psychological make-up of adults whoembark on adult education.
They describe phenomenological procedures resulting from human experiences, and
theeducational situation where thisresearchencounter betweenteachers and participants
happens and where all are participant observers. One such enquiry, Die Familie inder
Arbeitslosigkeit, (The Family in Unemployment) (1987), sponsored by the
Angestellienkammer Bremen (the local public Chamber of Employees), deals with the
families of the unemployed where, based on interviews during educational courses,
a theory slowly takes shape according to which the husband’s looking for a job leads
10 a specific coping strategy of all family members who suffer from physical,
psychological, andsocial consequencesof unemployment. And this rather dysfunctional
and dangerous coping strategy — no! 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
deakli with right then and there.

Stwydies like these are original contribulions towards a psychology integrated into
adulteducation itsclf. As this kind of study iscither “unintcresting” or oblized toattach
itself 1o established branches of psychology or adult education, boundaries and
methodologies become blurmred if seen from the vantage point of psychology. And vel,
possibly for this very reason, they are often quite fruitful in substance.

Unfortunately as yet no studics derived from everyday educational practice have
syslemam.ally been worked through for suchimplicit psychologies™. This shortcoming
is connected with another and fundamental fact in the relir nship of psychology and
adult education: adult education, whether in practice, in iheory, or in research, is no
original source for research and theory building, not even for those psychologists who
are interested in this arca of applicat”on and who “step into this area of application new
to psychology” (Sarges & Fricke, 1986:1X). Nor have the representatives of a science
of adult education — who should be more concemed than academical psychologists —
offered a sysiematic treatment of such studics in their own scientific self-interest, apan
from thearetical, conceptual work available within a dialogue type. ®..ssibly this is
because of a tradition in pedagogy and education that adult education sees itself as
practice and actionorientated and therefore rather imports basic knowledge and theories
insiead of creating them.

This seems o be not only a German development. In his Foundations of Lifelong
Education (1976) Dave founds the whole arca of continuing education by tapping
seven different arcas of continuing education; Anthropology, ccology, economics,
history, philosophy, psychology, sociology. His core statement is that “the discipline
experts were requesied 1o provide perspectives and guidelines from the standpoins of
their respective disciplines by drawing upon relevant knowledge al their command
fror. their particular field” {Dave, 1976:31).

In anutshell: These three “rypes” —- with their key words export-import, dialog ue,
integration — cxist 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 foregoing attempt 10 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 foundations of adulteducation. I will now approach the potential relationship
of psychology and adult education, irespective of any previous development within
the traditional structure of the branches and organization of scicnce. This will also be
an exposition of my own view.

The fascination with and difficulty 1o improve the relationship of psychology and
adult education consists in the wide variations and apparently irreconcilable reference
poins. Strictly speaking only one of these relationships has been described in the
second section: Scientisis whose research centres around adult education and a future
disciplinecalled adult educationhave tolook intoneighbouring fields, the organization
of “science™ and “sciences” being what they are. There is thus the unavoidable query
of links between one discipline (its history, its theorics, is practices) and another (and
its history, its theories, its practices). This is the view narrowed down to scientific
disciplines.

Problems of a different kind come 1o one’s mind if, for instance, the phenomenon
is included that adult participants in so-called humdrum courses have hidden agenda
of aconfusing variety and scck answers from psychology (knowledge or counsel), or
eventherapy (or therapeutic substitutes). As a matter of fact, psychology courses have
their place in adult education, but not as a scientific discipline, not according 10 a
scientific psychology syllabus.

What about this pervasive presence of psvchology within and via adult education
with its implicit demand for psychological orientation by coursc members (cf.
Kallmeyer, 1973, who 1akes stock of this phenomenon)? This is no longer a
disciplinarv or ever cross-disciplinary question. Itis a“searching” question, a“quest”
forself-kmy - yy human beings, and inthe last resort aquestionof society atlarge,
the "good” .

Again there is a third, quite different focal area between psychology and adult
education, if we regard the teaching, counselling, and plamning stafT engaged in adult
education, who for tcaching or counselling purposes neced a professional competence
founded in their own psychological competence (a shared view). This psychological
compelence is not wlentical to knowledge of psychology according 10 an established
scientific syllabus. What about the context of psychological compelence, psychology as
a science with research interest, and a foreign-language teacher who runs courses with
employees? How does a staff member in adult education, who is neither a psychologist
nor wishes 1o be one and teach it, acquire a background competence in psychology?

So, adults in educational courses look for psychological oricntations in specific
biographical situations, and staff members have somehow some psychological
competence evident in their jobs.

15,
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But given thesc three heterogeneous levels of reference (for which see Mader,
1980:78), and these three only, the question i~ unavoidable: What has this to do with
the difficulties of drawing boundaries and defining relations among scientific areas?
The core question is; Do we share a focus, a “point of view”, from where these three
levels appear to be just differentiations of one centre, albeit one that is constitutive for
aduit education?

The “mediating approach” advanced by Dahm et al. (1980) argues for the
socialization of adults 10 become the knowledge-directed subject matter of a science
of adult education and the gravitational centre to which paradigmatic, method-related,
or cross~disciplirary questions of the discipline would be subordinated.

Wishing topursue this course of thinking, ] would makerather thatpartof the adult’s
socialization the centring subject which happens in and is the aim of adult education
itself and is called*Bildung” (cducation) — with all the historical load and vagueness
of the term. 1t is valid on each of the three focal arcas.

The “point of view”, from which a fruitful developmental, and less eclectic
relationship of adult education with psychology seems possible, could be the subject
matier education of adulis. But this recourse 10 the concept of Bildung 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 itsclf was responsible for the quasi-
eliminationof the termfrom school and educational institutions in favourof “leaming”,
There is a psychology of learning, but none of Bildung. And wha, if any, should this
be? Would not Bildung, stripped of its ideological guise, be reduced to leaming, once
the accent is laid upon an empirical-psychological clarification of this process of aduit
education? Was it not an enlighiening development worth maintaining to do away
with Bildung as a term and replace it with a concept of learmning 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,

Siebert asks: Is Bildung necessary? Inthe cighties he has tackled the differences and
contexts of Bildung and leaming, correcting some of his carlier views, His final
conclusionisthat“Bildung is unthinkable without learning and proper qualifications...
Buwi Bildung requires a certain quality of learning, namely reflective learning,
assuring itself of potentialities and limits of learning. This means that conseni of
learning is paramouni, whereas il is negligible for a psychology of learning...
Learning content becomes Bildung conters only if linked with the story of one’s own
life, one's ow = identity; they ground a.:d enrich the personality... Bildung can thus be
described as a unity of competence, reflection, - - 1will” (Sicbert, 1983:87).

Understanding Bildung (diffcrent from learning) asa unify of compeltent 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 Kiirzdtrfer
in Dewe et al., 1988:117; Schulenberg, 1980:22), the concept of leaming and a
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psychology of leaming do not become superfluous in adult education, but their
meaning will be provided by a theory of adulthood on the one hand, and its comer by
a theory of the educational situation on the other hand.

The formulaadult insuch aparadigmatic theory isnot meant to be adevelopmental,
psychological, and biographical phase somewhere between childhood, adolescence,
andold age. It is the prevailing (and, of course, critiquable) opinion in a societly of what
a human being should be or become, whal — in the human condition — a full life and
its consummation would mean, and what his emancipatory potential is. Adult
education needs such a category of humanity.

With such critical potential of implicit ideas of man, adult education is obliged to
refernotonly tosocial theories or history, but alsoto psychology, andtothe psychology
aof personaliiy in particular. Adult education cannot do without a theory of personality
and identity, that is without categories of self. This statement Jeads 10 a firs basic and
systematic delimitation of our aim in the dialogue between psychology and aduit
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 on psychology: a
psycho-analytic-psychodynamic orientation (example: Erik Erikson), an empirical-
analytical orieniation (examples: Raymond Cattell, Hans Eysenck), an
historical-dialectical orientation (examples: Lucien S2ve, 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 Bildung as being always
situational and interactive. It cannot unfold without sharing (whereas leamning might
be achieved by a single individual). This calls for a theory of the situation or the field
in whichadultsleam. Fundamentally and systematically adult education has to ask for
a dialoguc with psychological ficld theories, interaction theories, or group theorics, in
order to elucidate those specific communicative and psychodynamic processes which
couldhelporhindereducation and learning under societal and institutional conditions,
It is noticcable how often and continually during these past twenty years widcly
different publications have used the concept of situation (o find asystematic 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 categorics of adulthood and identity. Second, atheory of situation
including fully explored paradigmatic categorics of interaction and communication.

4. Perspectives for Psychology and Adult Education

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
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know that the future development of their discipline depesds on dialogue and the aims
of such socially more and more essential ficlds as adult education. In such a dialogue
psychology would be required to deal elementarily with the whole range of contenis
relevant for professional, political, or general adult education and would itself undergo
some changes. If Herrmann'scritical stockiaking Psychologie als Problem (Psychology
asa Problem) (1979) is taken as a yardstick for a scientific psychology and as a valid
practical orientation, then there are avenues. His view of scientific psychology as a
" k of research programmes”, as a “global concepiual orientation withow
marginal sharpness” is a call for cooperation with other areas not grounded in

, like adult education: “We call scientific psychology... an historically
relatively closelymeshedneiworkwithintensive exchangerelations and with individual
problem-solving processes, a netwark not insulated against the ‘ouiside’ . 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
percepiion) are no longer handled by professional psychologists with their own tools,
and on the other hand ceriain problem areas (e.g. paris of linguistic psychology)
require cooperation of psychologists and non-psychologisis right from the start”
(Hcrmmann, 1979:175).

1t is cenainly true for any future adult education that psychological reduction to
content-free leaming technigues, }zaming mechanisms or interaction-profiles are an
outmoded form of psycholog,y hardly suitable for adult education, and that the network
called psychiology and the network called adult education require cooperation in
mutual interest. There is a grovving awareness of just such a cooperation which finds
its expression in the elaboration of iadependent rescarch reports written explicity
from the angle of adult educaticn. Nt has presented one such report on aging as a
foundation for adult education with the elderly, calling for a re-thought “scicnce of
aduli education” and a programme also valid for the relationship between psychology
and adult education: “Jndeed, if a science of adult education iries to strengithen its 1igs
with its adjacent discipline and additional branches, it cannot do so withous its own
research™ (Nitiel, 1989:70).

Summary: Psychological knowledge, as onc of the foundations of competence
required for educational efforts with adults, is undisputed from the very beginnings of
adult education, but a sharper definition of its relation to “scientific” psychoiogy
became necessary only when university courses for adult education were introduced.

Three types of this relationship in recent years are described: The exporn-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 |B] with adults,

This systematic concentualization centres on two pairs of categories: Identity and
personality, and interaction and situation. Both focal points together constitute the
field of adult education which is to be analysed and researched by psychology.

»

15,



152

A Note on the Author

Wilhelm Mader, Professor Dr. phil., bom in 1939, studied philosophy and
psychology (majoring in both), was educational staff member of a residential adult
education centre from 1968 10 1972, and taught at a college for social work from 1972
t0 1973, when he became professor in the Department of Adult Education, University
of Bremen. He underwent additional training in psychoanalysis and, after seven years,
in 1980, became a psychoanalyst in private practice.

Bom into a world of undogmatic Catholicism, I was — as an adolescent and later
— intrigued by the secular trends and his:ory of continental 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
passion for single cascs. It isnot surprising, therefore, that 1 am an avid reader of novels
and short stories which provide ideas and insights all the time. Thomas Mann is an
example whose “Joseph” novels I discovered rather late, in my forties, as an
outsianding story of that powerful imprint of generations and cultures mirroring the
psyche of a unique man’s restless intellect and passions.

Freudian enlighienment, sccular seif-examination, unconscious processes and
their history in humnan beings and society thus became the centre of my interests and
aresource for my commitment to adult education and university teaching. Some of my
more imporiant publications — {rom a total of about eighty — are reflections of this
attiude: Erwachsenenbildung. Theoretische und empirische Studien zu einer
handlungsiheoretischen Didakiik (co-authored by my collcague Ansgar Weymann;
published by Klinkhardt, Bad Heilbrunn, in 1975). A commissioned, illustrated
monograph on Max Scheler (the earlier subject of my 1958 docioral thesis), published
by Rowohit, Reinbek, in 1980 (rm 290). Most recently “Aging and the Metaphor of
Narcissism”,inG. Kenyon, J.E. Birren, and J.J.F. Schroots(eds.): Metaphors of Aging
in Sciences and Humanities, published by Springer, New York, in 1991,
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Education Science and Adult Education:
Theses for a Critical Relationship
Herbert Gerl

When the adult was shown the child through the
isclalion pane he did not see a newborn but a
perfect human being.

Peter Handke, A Child’s Story

Al a first glance the connection between education science [EW] and adult education
is evident, their juxtaposition undisputed and unproblematic. Adult education as a
field of praciice could be regarded as part of asubject arca that educational science trics
10 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 arca of continuing education and adult education, for instance,
has thus b~ n executed (nearly) without any controversy in one Adult Education
Commuttee under the umbrella of the German Association for Educational Science.
Allexamination and study regulations covering aduli education at colleges/universities
are based on education science as a fundamental core science. In addition, the
Juxiaposition of certain university departments expresses the same close relationship
of education science and adult education.

There is also a broad consensus in the adult education literature that the sci2nce of
adulteducation is part of educational science ("adult pedagogy™) (cf. Siebert 1931:11;
Poggeler 1974; Tietgens 1981, Jiting et al., 1984, excepiing Axmacher, 1974 who
cannoi be dealt with here). Even where skepticism prevails regarding the “sole
representation” of adult pedagogy as the science of adult education (e.g. Dahm et at.,
1980), it is undisputed that education science is suitable for treating central problems
of adult education as a ficld of practice,

Bearing this broad consensus inmind it is surprising that the definitive fundamental
of all education science, the concept of “educative teaching™ | E] and the appertaining
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activity (“bringing up”), are scarcely compatible with the

process and matter of adult education. In the rare cases of scholarly literature where
the question is raiserl, the very idea of adult “educative teaching” is flatly rejecied (e.g.
Sicbert, 1987). There seems to be an unquestionable consensus that any kind of
“educalive™ altitude is misplaced in the case of adult education, and would rather
destroy the “coniract” on which such activity is based,

The constellation is peculiar: education science as a “parent science” (Doerry,
1984:157) builds onaconcepiion flaily rejected by a sub-department, and I wouldnow
discuss the guestion how adult and/or continuing education understand each other in
their relations to education science and how they can develop as a science and field of
praclice, with due regard to such an “understanding”. For the rejection of educative
teaching contains, sirictly speaking, basic foundation of meaning, purpose, forms, and
procedures for adult and/or continuing cducation.

This relationship will now be discussed, after an introductory review of the term
“Erziehung” (cducative teaching) and its current debate in educational science.

THESIS 1

Therelationship of education science and adull education is not just incidentally

coming 1o a head: “educative ieaching” as a paradigm — and logically its

theoretical esiablishment in an education science — has iself run inio an
indubitable and profound crisis.

To what end can or shall adults “raise™ (erziehen) children and what about
legitimation? Is there any vesied right (“entitlement™) to *raise and teach™? These
introductory questions in educational-philosophical primers have in the recent past
been asked rather rhetorically and at lcast answered in the affirmative without further
ado. Today — in the course of an “historical tum” in education science (von Hentig,
1978:7) — these guestions are of serious concern and have been responded 1o 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 inquirics into the truc source and the real outcome of
parental and other educational actions. In Germany more than anywhere else — and
it had been forgottenthere - - the question had to be politically sharpened and referred
10 a concrele example: Was the child Adolf Hitler raised, brought up, taught by his
parents? The unequivocal and undeniable answer is: yes, indecd. Thus Miller in Am
Anfang war Erzichung (In the Beginning There Was Upbringing) (1980). Iuis true: he
was brought up in a certain, then typical, well reconstructible way (cf. Miller,
1980:169(0), a way that would now suffer educationally immanent criticism from
“progressive” educationalists. But the thesis is that each educative action shows a
characieristic structure, more precisely: an inlrinsic inner contradiction identical in its
arigin andquality even withchanging educational styles: the adult’s griponthe person
“child” becoming firmer und firmer the more the child rebels, and becoming ™wore
hurtful and sickening the more itsucceeds. Or, in the words of Freud (1933) whichaalso
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reveal his own ambivalence of all pedagogics without showing the way oul of this
dilemma: “_ even the mildesi upbringing cannor but exers Jorce and introduce
consirainis, and each such intervention in his Jreedom must make the child react and
incline iowards opposition andaggression” (1933, VoLL:SS5New Introduciory lectures
on psycho-analysis. Lecture XXXI1I: Femininity).

The core of each cducative action is therefore: the exertion of force, the more
or less hurtful interference in the child’s person without his having the chance 10
resist or to see through it and adequately cope with it psychically. The way out for
the child is repression, leading 1o the later consequence of having it unconsciously
10 “enact” the repressed material in forms adapied 1o his living conditions and
action possibilities. Such enactments can later become repetitive cducative rituals
carried out with their own children by grown-ups. In the case of Hitler (including
his equally brought up and instructed helpmates and henchmen) they were
political enactmenis of unusual scope and lethal exits for millions. “Among all the
leading figures of the Third Reich there was not one without a strict and tough
upbringing” (Miller, 1980:84). For similar connections see the inquiry into
childhood 2ud youth of American volunieers (Green Berets) in Victnam (Maniell:
German eaition 1972, American original 1974),

What have these considerations 1o do with adult education and its relation 1o an
education science? What does it mean for adult education that the concept of
“education” is passing through a crisis? — 1 think a discussion of such a term
historically and systematically charged will result in and lead 10 the foundation of
abetterandclearer understandingof adult education as the paragon.of an autonomous
(that is free from pedagogics). tendentially life long learning undivided by ge
Broups and limits. This view holds that aduls as well as children continue 10 vam
that as human beings they have abilities and skills which — in favourable
circumstances — they can develop and unfold (and not have reshaped or suppressed
pedagogically). This should be the guidceline for the organization of any king of
learning. Adult education, s 3 counier-ierm against an unenlighiened conception of
education, could then become synonymous with an open, non-directive conducl of
people (not “adults only™) on un cquald footing, enjoying mutual leaming. From this
perspective, and from its very beginning, the youthful science of adult education,
hardly established at all, with igs unbroken and self-evident rejection of the idea of
educative leaching, has staked out path that the established education science trics
1o follow somewhat luboriously, constantly beating the retreat (cf, Mollenhauer,
1983:174; Flitner, 1082: Winkler, 1982). Some aspects of this thought will be
presented in the following three theses,
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THESIS 11

The “pedagogical relationship” as the core subject of an education science—

the educational conduct among children and parents, children and 1eachers,

childrenand adulis—canal present be seenasanexpressionand characteristic

of a ceriain cultural epoch coming to an end.

Aduli education as * conlinugtion or reskmpltion of organized learning afier the

compleiion of a first phase of education of variable length” (Deulscher

Bildungsrat, 1970:197) is in the light of this development itself an expression of

the end of this “pedagogical” epoch, sort of, For aduls education signifies the

end (at least the end of self-evidence) of a flat conirast between adulls and

children. Adults, 100, are nol “complete”, are obliged to go on learning, 10

develop and fulfil their own polensialities.

With this thesis, its first part being perhaps rather provocative, 1 resume my
introductory remarks.’

In spite of all d#fferences, mainly in evaluating the developments mentioned and
the conclusions drawn, authors as varying asdeMause (1977; original 1974) and Arids
(1978; origanal 1973) reach the same conclusion: the specific pedagogical atiempt al
making well-formed, controlied, moral adults out of children defined as “crude”,
swild”, “unfinished”, “immoral”, even *dangerous” by means of more and more
sophisticated cducational techniques during a phase of “childhood”, can be dated. It
beginswaccordinglochause —inthesixteenthcentury: “F rom DomenicitoLocke
there was no image more popular than that of the physical molding of children, who
were seenas soft wax, plaster,or clcy beaten into shape” (Americanedition, 1974:51-
52), and had its heyday in the eightcenth and ninetcenth century “rather than just
examine its insides withan enema, the parenis approachedevencloser andaltempted
1o conquier itsmind, inorder 10 conrol its insides, its anger, its needs, its masiurbation,
itsverywill” (American cdition, 1974:52); eventually leading inthe twentieth century
10 the efforts of “socializing” the child. Now the “adaptation” of th~ child to socictal
requiremenis by means of behaviourist conditioning is prominenl.

What is of special interest in this conlext: The whole large-scale educational
enterprise is rooted in the conviction that therc is a fundamental difference between
the “incomplcte” child and the “complete” adulttobe bridged somchow by just such
an educative instruction (nobody knowing exactly how). Only such an opposition of
adults and children could entitle adults 10 exert educative influence on children.

Adult education thus presupposcs and posils a ncw self-image of adulthood:
Adults, 100, POSsess prov isional. questionakls, expandable competences. Adults, 100,
with all their knowledge, opinions, nceds. and interests, have to facca discourse, must
justify their actions, try 10 understand others, cannot compel consent. There are no
J..ger any privileges of age or role, say the weacher’s role as againsi the leamer's1ole.
This new understanding must be reflected in the manner of groups (regardiess of age)
organizing their jearning processes (further details later).
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The pacallel development is consistent: Simultancously with the (sociological
perspective of) The Disappearance of Childhood (Postman, American edition, 1982)
the old term of “adulthood” looses its contours, and turns out to be a fiction, more
precisely an unfruitful idea slowing down leaming and development.

In fact, we may sum up today: Educative teaching, carried out by “adulls” on
“children”, tumns 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 1o preset goals, keeps them in place, “finishes™ them.,
“Continuing™ education and “continuous” lcaming are counter-ideas that break the
cycle of arrogance (on the pan of adults) and stupidity (on the part of children), imply
anidea of incompletencss, 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 progressive ideas held insuch
a conception. I will reven to this matter later in THESIS V.,

THESIS 111
The typically modern demand 10 learn which adults originally loaded excly-
sively onto children was soon interpreted pedagogically and exploited for adult
intensions to instruct. the child was regarded us a tabula rasa to be imprinted,
ablankio be mintied and defined like a coinonce andfor all. The demand io learn
was found 1o be sound, its dynamics however has caught up with the world and
adull life alike, gaining a new quality: the educational misinterpretation of
learning can 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. .+ i>d boundaries drawn. One as a basic requirement of the
haune norgan: s faci : , up to his material and social environmeny, the other as
awell or kess wo !l arn, flosed interference in a person’ s reason for action?
Now, if “lear: sy, - di dnct from educative eaching) is chosen as a fundamental
concept of a scicucs 0. w.alt education, the implications are far-reaching. It tells us
something about the relationship of advltr ‘. “lved and their relations with their subject
matiers. A de-cducationalized Jeamivg in "' s scnse is most closely commilted to the
interests of the .earners themselves; at least they will be able during their lifetime to decide
upon the value they place upon learning. It will be a leaming with visible goal setting and
methods, all aspects being transparent, criticizable, and manageable for and by leamers.
It should be emphasized that the characteristics of ade-cducationalized learning are
by no means merely ideological but 10 a Jurge exient empirically verifiable criteria of
learning situations, An education science that has become self-critical becausc of its
long speculation on pedagogical conditions (the resuli of its own internal logic), today
could assist adult cducation by making itself sware of a goal setting process guided by
the highest possible self-responsibility and sclf-determination and by implementing
such goal sctting in the verifiable practice of leaming groups of all ages.
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THESIS IV

Adult education as an expression of the end of the pedagogical epoch, therefore

of the end of the iraditional role distribution among adults and children, is the

carrier of apreference for open interaction among equals. Unforwnately inthe

course of current educational-economical qualification — and social policy
pacification sirategies — such a learning “suitable for adults” (which would
also be an unqualified learning “suitable for children” ) is difficult 10 implement

by means of adult education. This shows that in practical educational work the

idea of an “educative teuching” is on the advance despite its theory crisis.

Indeed it is on the marchio gain a foothold on previously impeneirable ground.

Where do we find such a renaissance of pedagogy spruced up? Where does it enter
adult leaming? — An cssential concept, an example that demoastrates the whole
development, is “acceplance”. Withregard to vocational education Dieckmann finds:
“Since modern technologies have the annoying feature of eliminating many jobs,
professional education— having io prepure for the accepiance of these technologies
— gels inio @& serious contradiction. It is no lo. rer allowed 1o any enlightening
performance...” (Dicckmann, 1984:121).

And Sicbert states with adult cducation in mind: “The modern term for 1his
educational concept is *accepiance’” (1987:78). He quotes in this coniext from the
speech of a (former) Minister of Culwre, Education, and Church Affairs at a
Continuing Education Convention of the German Board of Indusiry w i Commerce
who said “Unless a new accepiance develops, the future of industrial culture is
seriously endangered... Acceptunce — Max Weber would have said “obedience” —
of course rests upon the general, common acknowledgemeni of values, andwefeelday
in and day oul that in this respect many things have become problematic; and that
seachers often find it hard 1o exert iheir natural awthority of office invested inthem in
former times by this general accepiance of values, this is something not only teachers
know” (Sicbert, 1987:78).

I is no accident that as tradition laden and Joaded terms like “obedience™ and
“natural authonty of office” blend with a modern vocabulary where for the rest of it
“high tech” is the buzz-word. “Acceptance” — derived from humanistic psycholngy
and a core term well-defined and fundamental for the description of interpr. sonal
relations — is severed from its context and tumed into the contrary using its positive
connotations. The guestion is no longer the acceplance and respect of the other —
irespective of his opinions, needs, values — but the outspoken approval and
appreciation of one specific maiter: industrial culiure. The subject matter itsclf is
becoming the yardstick for acceptance (which cannot be said as casily of the people
involved).

So, it is obvious that there 1s a strong tendency 10 *school™ adult education, more
precisely: 10 reinstate school rule in organizing learning processes for adults. Such
endencies can be observed in the administration and organization of courses and
“measures”™, but also mcontentand inieraction sty le right within leaming groups. Then
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follows a distribution of roles between course directors and participants no more
guided by an inlerestin optimum information input and processing and assuring group
interaction on cqual terms. The coursc director’s information lead is used for
information policy, that is for conventing his knowledge and competence into personal
power. Behaviours are used on purpose, as a stralegy, 10 serve this end, although
admittedly, deficient didactics and methods have similar consequences, this being of
no advantage to leamers: they are held on leash and are dependent. This is alwaysthe
case when “secrets” come between course directors and participants instead of
endeavours 1o make the teaching/lcarning situation as transparent as possible. This
may and will happen

« when no reasons for certain learmung 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,

« whenthe course director adopis a stilied diction, teeming with foreign words and

a complicated grammar,

» expericnce of the participunts.

Some other facts also contribute 10 such secrecy:

« The insularity of participants, the hindrance of open interaction between them

because of monologic teaching.

e The total fade-out of the course director as a person {rom course events.

“Without secrels there van be no such thing as childhood” , says Posiman (German
cdition, 1983:95), irying torecapture and legitimate vanishing privileges of adulthood.
This statement indicates in our context a *pucrility effect” of pedagogical authority in
learning groups.

The guestion remains: What results will acceptance and motivation siralegics have
in the arca of aduli education? Let us look once more to the historical development of
educational practice so that we van belter assess the possible consequences of
pedagogical influcnces.

If one trics 10 get an overview of the means and measures used in bringing up
children from the beginning of the cighteenth century onwards, two things arc
obvious. Firstly: With growing psychological insighis educational methods became
more subtle, inward, hidden; eventothe point where the child could nomore recognize
and sec through the educator’s intentions and the psychological means applied to
implement them. Milier has found for one of her books a summary title highlighting
this developmental strand and the moral commandment toall subjected 1o education:
Du solist nichi merken (Thou shalt not be aware) (1981).

The educational influence developed from a crude and unrestricied corporal
punishment 10 a “punishing glance™, the withdrawal of love, and even 1o purcly
ignoring *“undesirable” and reinforcing “desirable™ behaviour; as documented in
Rutschky's Schwarze Padagugik (Black Pedagogy), (1977). Secondly: In line with
the development just described there was a progressing completionand systematization,
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an onset of scientism in parents’ and teachers” educational practices.

This double process of education, however, had an overall disastrous consequence
for individuals and society at large: the more educational methods became inward-
looking and “psychological”, the more they subjected those concemed 1o an external
control and other-directedness difficult to perceive and therefore hardly corigible.
This very perfection led 1o an outcome nobody had wanted (at least declarcdly): Seli-
alienation, even loss of personality (in extreme cascs).?

Exacily this isimpossible: t0“make” a human being a living, self -respecting person
interacting frecly and openly with others. The very cunning of means applied thwarts
the intended purpose.

Even a more and more sysiematized *pedagogy for adults” could not avoid such
aconsequence. It would in tum push the person towards a potential sel{-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 10 abolish rigidities and closures, explore behaviour-
conditioning mechanisms, and g e full scope 1o the human potential. My final thesis
is meant o illustraie that such i conception can also be grounded in anthropology. 1
refer to the inquiries and thoughts of Ashley Montagu, the American anthropologist
{1984).

THESIS V

“Aduls” and “children” do not belony necessarily or by “nature” 10 iwo

differeni classes of human beings. Nor is the goal of human maturation and

development necessarily or naswrally 1o swap a deficieni childhood as quickly

as possible for afinal, firm, and ciosed adulthood. On the contrary: The species

(homo) could develop psychically so much further than any other animal,

because his infant body fewiures had traits and characteristics meant for

development, growth, unfolding , learning and he alone was able to retain these
characieristics for a comparatively lony period in the course of individual
human lives.

Such characteristics are thirst for knowledge, sensitivity, experimeniation,
curiosity, playfulness, creativity, and imayination. Apart from the jact that a
range of body feaures - particularly the development of the human skull
compared with that of apes — subsiargiate the generic retention of juvenile
Jormsevenat anadvanced age, it is the “neoteny™ of the above named psycho-
menial layowt which allows for the huraan species 10 develop beyond animal
forms, and even 1o carry on with un impring of permanent development,

This detailed and substantiated statement of facts by Montagu leads on 1o another
perspective possibly fundamental for*adult education”. Allpast andpresent educational
attempts 10 convert children comparatively quickly into a (seemingly) genuine and
consummate adulthood have hindered human(e) development processes by this very
idea and aim. Pedagogy was a convention which tried in part explicitly, but anyhow
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for the vast majorily factually, 1o cut down 1o size all above mentioned characteristics
of the child’s psyche. Is there really no way of contributing 10 a personal and social
further development by inientionally helping andd-veloping just these characieristics?
He who remains a “child” the longest, will develop furthest. A society which permits
this 1o its members and makes it possible will grantitself the greatest opportunities for
development,

Justasthe discovery of childhood and its concomitant educational epoch(including
its piecemeal scientification) cxpressed a certain idea of human nature, so adult
educationtoday could demonstrate anew sclf-image of the person. We could than see
ourselves as both incomplete and yet — in our own affairs — as competent and able
to make decisions, a fact we had conceded already 1o 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 casier to make ithappen.

Summary: The paper tries 10 gain a more precise self-understanding of (a
“science” of) adult education by tracing the curremt crisis of the concep: of education
(“educative teaching” ) thoughi to be unavoidable. Five theses are offered which, one
hopes, will lead less 10 immediwe opposition than 10 careful consideration: On this
view “adult education” signais the demise of the usual dichotomy: “consummaie™
adults versus "unformed” children, both requiring “educative teaching”. It
conceniraies on learning continuously as a coniribution to the developmeni of the
person, independentofany uge. Continuing education would thus expressanew vision
of the human being in line with recent Sindings of anmthropology, a potential that can
perhaps only now become actualized,

A Note on the Author

Herbert Gerl, Professor Dr. phil., bomn in 1939, Elementary school teacher 1962-
1964. In charge of church-affiliated adult cducation seminars 1964- 1970. Staff member
ofthe Depariment of Adult Educationand Extra-curricular Youth Education, University
of Hannover 1970-1979. Professor in the Depariment 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-Giinther Grau (Hannover) whointroduced me 1o philosophical
thinking and its selfconfident use when applying it. Next came Friedrich Nicizsche
withhiscriticismof religion and his hisorical argumentation, iransforming contrasting
views into historical developments. Finally, I leamt from Carl R, Rogers — 1he
psychologist, therapist, philosopher — what an interpersonal selationship is and ought
to be, and the consequences o be drawn from it for any kind of leaming,
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Notes

! Those annoyed by this thesis should lake thei; emotional reactions — often
legitimated by quick intelicctual reasons — 10 rethink their attitudes towards their
ownupbringing and educators. Ancmotional 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 onc example from the literature of adult education will do 1o show the toial
disregard of this conceptual distinction; Zdarzil, Amhropologie des Erwachsenen
(1976:13f1).

1 D.G.M. Schreber as a person and author, one of the most widely read and influential
theorists and practitioners of cducation (1808-1861) is zn example of the double

and its dire cffccts. He dedicated his life 10 “setting up a through and
throughrighiful, generally understandable educationsystemillusirating theessential
details” (Schreber, 1858:VIIf). His son Danicl Paul could neither escape nor
understand, nor deal with his father's “psychological” and tight education system,
namely 10 recognize and reject the attack on his integrity. So he fell psychically ill.
Fortunately he wasble towriteupinevery detailhis persecutionmaniareproducing
his father's instructional (disciplinary) actions, thus permilting usioreconsiruct the
compulsory aflermath 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 regardtothe role the father played inhis son's life (Vol. X11: Case History
of Schreber: Psychoanalytic Notes on an Autobiographical Account of a Case of
Paranvia, (1911)).
{Daniel Paul Schreber (1842-1911), aneminent judge, later presidentof the Dresden
Appeals Court Senate, went mad al forty-two, recovered, and eight and a half years
ater went mad again. Danicl Gottlieb Moritz Schreber ( 1808-1861), his father, who
supervised his upbringing, was d leading physician and pedagoguc. See Freud,
Schatzman. M.H.]

s “Neoteny”. J. C. E. Kollman’s zoological term (1884, 1894) for the retention of
juvenile characteristics in an adult animal (S.0.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 methods of adult education practice and non-school youth education in
the Federal Republic of Germany, mainly in arcas of political and socio-cultural adult
education. Here are some typical programune excerpts from leaflets:
*..luking the experiences of participants and company conflicts as a starting point, we
shall ry 1o clarify the workforce interests” (a course on Employces and Their
Representatives),
“_..the individual and socsal 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 participanis”own experiences are to be included” (acourse on Marriage in Societal
Change);
“Communication of expericnces among participants™ is often regarded rs an essential
seminar portion; 1alk is also of “processing experience” or the “making us aware™ of
individual and collective history and the possibilities of doing something in political and
socictal reality. In courses announcing personality development we read of “sclf-
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 0 the
increase: Expericncing Your Body — Dance 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 ils interpretation and practice
as can be infenied from those various conteats where the word “experience’ is used
in the above programme excerpls.
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The high esteem and relevance of this principle, but also its varying and 1o some
exient controversial application in the pracice of educational work, has been and still
is a constant challenge to theory building processes in adult education. The debate
about the *‘experiential approach” therefore outlines one of the most important and
intense periods of discussion concemning theories in adult education and non-school
youth education. At the same lime, in adult education, this discussion is in various
respecis very typical of the way how theory building is attempted: The scientific
concepts and methods passing into theory building spring from sometimes very
different human-science disciplines (sociology, psychology, pedagogy and education,
history) and are united in one theory-gestalt. The central questions of the theoretical
approach are part and parcel of educational practice and partly retroact on it with all
breaks and opportunities. At the same time the whole discussion of the approach is not
one among afew professionals of the theory and practice of adult education, but linked
with societat conditions and interest structures of associations, political parties, social
movements, and educational agencies.

Reference t0 practice and a theory debate embedded in the societal surroundings
areattractive to every scientist who docs not work for science s sake, but pose aserious
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 socictal conditions of
theory building only where absolutely necessary and feasible.

Itiscommonly heldthat Negt's Sozivlogische Phanasie und exemplarisches Lernen
(Sociological Imagination und Exemplary Lezming) (1968) is the beginning of an
intense theory debate regarding the experiental approach (that is, after 1945, for the
discussion is not altogether new, similar suggestions having been made during the
Weimar Republic, ¢f, Réhrig, 1988; Tiewens, 1986:53 & 176). Let us begin with an
overview of his approach and then sketch the evolving debate. Other theories heading
forthe sameor similar queries, but using difterent concepis like “interpretation pattern
approach”, “everyday approach”, or “participent 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 acriticism of the umons ' educational work
done in the laic fifties and carly sixties: goal-dirccted 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 Repablic, a spreading ad- ptation of
workers’ consciousness o the values of a“levetled middle-class society”, the change
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of the social democrats from a labour party 1o a people’s party, and a decreasing
influence of the unionsonthe employed within theirreach (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 from which aims, contents, and
methods of an anti-capitalist conception of workers' education can be developed. He
was more interested in outlining the experimental processes of theory building, by
confronting the hitherto normative guidelines of union education — commitied (o a
rather postulatory pedagogics — with recent empirical social science, sociological,
social-psychologicalandlinguistic findings concerning the conditions of theaddressees,
and then deriving aims and methods for workers® education. If this derivation process.
however. should not be a method-fetishist and concretistic restriction ref2rring only
10 empirically diagnosable structures of workers® consciousness, . the whole
approachofa sociologicul reformulation of the e xemplary principle incducationcould
become 4 conlent based method, then Negt had to stick 10 a category of an “objective
possibility” 10 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 sce that the concepi of
experience is important in the context of other key concepts, but is made clear and
distinct in later works of Negt.

2.2 Socivlogical Thinking and Exemplary Learning

Negt tries 10 find a theoretical new foundation of cducational wiion werll By a
sociological reformulation of the exeruplary principle (¢f. Negt, 1975: Chapter I). He
does not invent the method of exemplary leaming. It has been developed in the
humanities (Wagenschein, 1956) as a means of reducing the wealth of maierial
available in schoot curricula. Essentially it holds that one single subject matter is
enough o demonsirate the general basic patierns of the whole ficld. Negt criticizes that
the whole means nothing else here than the matter of one specific scientific discipline.
He thinks that the excmplary principle joses importance unless two conditions are
fulfilled:

e A revision of the bourgeois conception of hustory restricted 10 the past, and

» the overcommgofthe traditonal division of work among the scientific disciplines.

His approach accordingly tackies the whole and the particular differently: ™ *the
whole' in this altered sense is the organized division-of-work iotality of the manu-
facturing and reproduction processes of a sociely in g historical dimension. ‘The
particular’ is the relevan sociological siate of affairs relevant to the life of the cluss
society and the individuals” (Negl, 1975:27).

With this new interpretation uf the relation between the particular and the whole
“the education for a sociologicul way of thinking” among workers is possible (Negt,
1975:15)." Negt borrows the charactenistics of sociological thinking " and * sociological
imagination” from the American sociologist C. Wright Mills who has described the

ot
~4
L.lz



172

sociological imagination as an ability 10 “cross over from one view 1o another..., from
the political 10 the psychological, from the siudy of a single family to the assessment
of state budgets, and 1o recognize siructural connections between individual life-
history, direct interest, desires, hopes, and historical evenus” (Negt, 1975:28).

Only aneducationfor this sociological ttunking will cnable the individual “tocancel
the scienuific divisicn of work productively and, with it, 1o introduce action motivating
structures into the chaotic wealthof information and subject matiers” (Negt, 1975:27).

He founds his approach of exemplary lcaming not only on a growing abundance
of scientific information contributory to the life of individuals and classes, but alsoon
the recent quality of informational flooding by further sciemifically of the societal
production processes. This requires the ability 1o translate analytical scientific facts
into various steps of intuitional and extra-scientific forms of language and thinking.
Negt stresses that his proposals for an exemplary leaimning must not be confused with
an introuucton of the case method in educational processes. The last chapter makes
suggestinons for an exemplary reorganization of the subject matier using examples
from law and engincering.

2.3 Objective and Subjective Conditions of Worker Existence as a Condition
for Exemplary Werkers' Education Processes

The main body of Negt's book deals with concretizing the objective and subjective
hiving conditions of workers which are important influencing factors of a new
conception of workers” education (Chapters I, L, 1V). In it he adopts some influential
theoretical and empirical outcomes then available from social psychology, industrial
sociology. and socio-linguistics, enabling him 10 outline the specifics of educational
conditions for exemplary leaming processes:

+ Today's worker is in an “unstructured situation™. Hi: objeclive situation in the
manufacturing process hiss not changed, however he currently lacks the guiding
pattems for an interpretation of that situation. This unstructured situation
generaies ensions and anxictics n the worker, Therefore it is important (0 Negt
that the “worker-existence as social aggregate phenomenon” (p.54) becomes
the point of contact lor 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 anxiely and motives 10 do away with this
unstructured situation. These atiempls at elimination may in principle take two
directions: Exthera greateropenness tothe putierns of bulancing and harmonizing
(ullerent mierests in society olfered by the ruling ideology, or a greater openness
for changes in consaiousness in the direction of an awareness of one's nwn
stuation. Exactly and only because this latter openness exists bas educatie .l
work aiming at consciousness-riusing any chuange at all.

* Educational work must begin where workers are conscious of conflicts
("mstitationally given contlicts™), but it must oot end there, It is essential o
examune the mandest comciousness of conflicts for its psychic and cognitive
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alienating mechanisms (¢.g. the endency 1o personalize structura) conflicts).
The alienated consciousness represses the structusal conditions of conflicts inthe
worker-existence andconcentrateson the sympiomsof suchconflicts. Educational
work therefore must above all also take into account the conditions of origin and
functions of this alienated consciousnce_s.

» The manifest wage inicrests of workers musl also be regarded as vicarious
compensation. The satisfaction of “wrue socictal nceds™ such as “a solidary
communicationof producers inmianaging working conditions and work products”
is inadmissible in the current system of society, and the worker has therefore
largely no other choice than 1o repress these needs. Striving for higher wages. a
growing consumptionof goods, arkl aretreat o privacy may— inthisconnection—
also be regarded as vicarious compensation. Educational work that concentrates
exclusively on these manifest wage and consumption interests therefore falls
short.

» Asalabel for the basic inguistic structures of workers” thinking and behaviour
Negt adopis the concept of “social topoi™ from indusirial sociology. They are
“interpretative models of social reality” (p.63). “forms of thought or lan-
guage, idioms, clichés, stock phrases, commonplaces” (p.135). These
milerpretative models 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 opinions. They are usually founded oncollective
experiences of groups and classes and have an ambivalent function for the
development of consciousness of one’s own sitwation: On the one nand they
protect against a total integration into the 1devlogy of a levelled middle class
society. but they also contain elements which fuvour a reification of thinking
and block the consciousness of ihi situation. From this analysis of topoi it is
decisive for the educational process Jdiat these 1opoi must not be dismissed as
wrational opinions or fa'se consciousness, but that its “rational core of
experience” is brought to ught and fed into further consciousness-forming
processes.

= The linguistic structures of "public linguage” prevalent among workers (Negt
adopts Basil Bemsiein's distinction of "formal™ and “public” language) do not
allow expression of the individually meant which often carries the decisive
individual expericnces of societal and individual conflicts.

Negt mnders from tus wilh regard 10 intentional education processes: "1 iy un-
necessarylobring wpio the worker the emancipator veoment of education by *pariisan
instruction’ 11 much mor amporiand io anfold {in the mediam of formal lunguage
and empirico-scwenific knowledye) the experiential contents Rot yet explicit and the
experivnces bound up e solidary commumcations” (197 5:80).
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2.4 On the Effects of the Workers’ Education Conception

Negt's book was very successful in theoretical and practical terms of workers’,
adult, and exira~curricular youth education. His thoughts furnished decisive ideas
for restruciuring educational work within various trade unions and the Federal Trade
Union Association(DGB) (for summary accounts cf. Brock, 1978; Hindrichs, 1982;
Goirs, 1982; Alheit & 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
referring, it was inevitable that it was debated controversially and exposed to many
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 unclaritics in the realization of the basic
“exemplary leaming” idea in various drcas of union education (see also section 3).
In the past iwenty years Negt's fundamental thoughts indluenced not only union or
union-related education but also — under the name of “expericntial approach™—
many other forms of adull and extra-curricular youth education, though of course
it took different material forms. Adult education laws and paid educational leave in
the early seventies — making possible the funding of political education — laid the
toundation fos practical experiments with the experiential approach. Negt's book
had a fith edition already in 1975. He himscelf saw his work initially as a theoretizal
drait for workers’ education, but his approach has doubtiess some clements fer a
general 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 maay adult education theory designs have been developed from a direct or
indirer: debate concerning the experientie! approuch and why this treatise includes
the c4periential paradigm.

3. On Further Theoretical Developments of the Experiential
Approach

The more Negt's idea was appliced in prectice, the more i became clear that a
conceptual gap had opened up between the theoretical foundation of the first outhine
for a revised workers” education and the phenomena of practical political (workers”)
cducation requiring further theoretical clarifications, Negt had not really dealt with
workers” educauon theory i his other major writings during the seventies. His crilics
have taken issue with his conception of experience and he has conceded that his
approach lacks sccuracy by contributing some important clarifications (Negt, 1978,
1980). Brammeerts et al. (1976) urgue that experiences cannot be taken as the stanting
point of educational processes because no valid knowledge could come from them
(similarly Wermner, 1975).

Negt replies and clanfies that experiences contan factors of fiving presence,
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cognitions and actions, and that experience does not equal sense-data. “Experience”
cannot directly be opposed 1o “valid knowledge”. There is knowledge in experience
and workers can and do use hypotheses, analyscs, and syntheses of perceptions 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 lcarning theory: he tumns against any step-
by-stepconcept of leaming where different steps of experiential awareness are sharply
divided.

The mosl glaring misunderstanding, in my opinion, of the theory in practising the
expericntial approach was indeed to organize political learning according to the
following three-stage model, then as now often used as a model of temporal phascs:

Phase I The expression of expeniences (what is our reality?)

Phase II:  Analysis (why is our socictal reality the way it is?)

Phasc I1I:  Actions required {(what can we do against this societal reality?)

Negt compares these stages with leaming theory premises used in management
training and belicves that workers” education — striving for a raised political
consciousness— needs more that such a staged model,

The interpretation patternapproachtries 1o develop the *social topoi” concept and
1o clarify “experience” furiher (Dyoowsky & Thomssen, 1982: short version in
Thomssen, 1980). The approach posits that interpretations go beyond eaperience.
Tuey structure, interpret. and standardize experiences. Interpretations help peuple 10
structure events, situations, action requirements, and (o put meaning into their actions,
Inmierpretations possess their own intemal logic which carnot simply be denived 1 a
contradiciy consciousness I omreal societis! contradictions. Interpretative patierns
are nersistent and donot e, onless acute acton problems cropup. Insuchapauer:
learming isundersiood asthe ditlcrentisuon and ¢t rilicatior of inierprelation patierns.

1 myself have tried in 1682 10 ¢ wucale ryore striag nthy the normative and
motivational dimensions of " serlence” usirg central concepts of “Critical
Psychology” (Holzkamp, 1973; D islekamp-Gsterkamp, 1975-76). At the same time
I demonstrate — aided by esnpirical material for learping processes in poinical
education — that even those proedures corbicar g Content and method in an
experiential approach isolale exper ential lzvels too much, so that ditficalties arise in
connecting objectively meaninglul sociocriticed knowledge with the structures of
meaning and interpretation, percepuion and assunilition of participants, Sinular
findings are stated inareporton the fergest German cmpitical 'eamuiig process project
(the scientific accompammment of the so-called Paid- Educational-Leave Trial- and
Development-Program by Kejez et al.. 1979-80). On a pedagogical-practical level 1
conclude from his thut traditional models of political cducation are too cognitivist and
that aproactive learming promoting an action-orientation, emotionality, and autonomy
can be enriched by the integration of art forms like theatre plays, video-camcra
productions, projeci-related acuon rex arch, product-related learning inlo cumrent
models of political education (Holzapfel & Rohlke, 1987).
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Other projects of the worker’s education arca also emphasize the difficulties in
connecting objective knowledge stocks about work structures and manufacturing
processes 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 sironger direction of educational work towards the lotal
life-nexus: manufacturing and reproduction areas (home life, leisure lime, family) as
starting subjects of equai importance for education, including a better consideration
of everyday coping strategics for problenss of such a life nexus (for a similar
assessment concemning union youth education see Fiedler et al., 1987).

Alheit & Wollenberg (1982) are sceptical of all endeavours toimprove the theoretical
foundations of the experiential approach especially in the direction of didactic-
methodical considerations. They reject the “episiemological diffesentiations™ of
Negt's approach and plead for a foundation of the experiential approach as aconcepi
for a political programme biased towards the “raw mutericl of proletarian experi-
ence” (Negt & Kluge, 1972): 1t is the analysis of the daily forms of workers coping
with life. “Oral history” and biographical research therefore become cssential points
of reference 1o reveal workers® “Eigensinn”? which has always enabled them to
organize their own life and to fight for their interest even under alienating conditions.
They set forth their positionina very comprehensive overview of aliother contributions
to the cxperiential approach (for other overviews, also those beyond workers’
education, cf. Gieseke-Schmelzle, 1983; Alheim, 1983).

A cautious overall evaluation of previous discussions shows adifferentiated picture
of possibilities and limits of the expericntial upproach: Theoretical considerations of
“expericnce” and empirical research in practical pilot studies have made clear the
limits of didactical implementaiions of experiential lcaming conceptions. [t would be
appropriate 10 speak of a realistic yurn of the didactics discussion in political
education. This kind of necessary concentration on those processes which realiy take
place in adult education is no withdrawal. It can sharpen the mind for educational
possibilities and free from omnipotence fantasies and the mostly ensuing frustration,
Wamings of a pedagogizationof comple x problems of the constitution of consciousness
are refevant in this context, unless they inturn endow their political programmatics of
an expericntial approach with overdrawn expectations and reject apodictically any
form of adult cducation considerations.

4. Everyday-, Participant-, Seif-Orientations

Theoretical and practical difficulties with the experiential approach in workers’
education and other fields of political adult education -— also 10 be seen on the
background of far-reaching socictul crises and a conservative tum in politics — were
reasons (o adopt various adull cducation conceptions: Everyday life and everyday
knowledge (phenomenological, cthnomethodological, marxist, and symbolic
teraction approaches). There was also the rise of new social 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 strength of these concepts that
establishedadulteducationinstitutions do not reach the majority of citizens. He pleads
for a fundamental reorientation of adult education towards learning spheres beyond
adult education institutions (¢.g. rent, housing, sanitization problems in local quarters
as incentives 10 leam for those concerned). Other authors (Knopf/Muiier/Schmids,
1978; Runkel, 1976; Holzapfel 1978) regard cveryday approaches first of all as new
opportunities for further differentiation and subdivision of educational interests,
educational needs, formsof learners ' perception and appropriation, and for asensitization
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 wamning finger 1o the
danger of “colonizing” and “pedagogizing” participants’ life-worlds by an everyday
oricntation.

Everyday theories inadulteducation interested indifferentiated leaming conditions
partly overlap strongly in conient, time-span, and persons with those expenential
approaches presented in section 3. Altogether these theoretical attempts share a
common interest in knowledge: the quest for a possibilily 10 connect alienated
individua! interests with a socictal development under a utopian perspective of
freedom from alienating manufacturing siualions.

With regard 10 the leamning and cducation of adults this inferest in knowledge
always leads 1o a social science or sociological examination of the leaming and
education requirements of potential and actual course participants whatever the
organized lcaming coniext.

This approach overlaps with other adult education theories that use social science
or sociological argumenis and cenre on the sounding of leaming and education
requirements, This refers mainly to those approaches of adult education theory and
didactics which use “everyday-knowledge” (phenomenology, ethnomethodology,
symbolic infer-actionism) to define the social determinanis of leamers and the
interaction processes of teachers and learners and which usually abstract from societal
and historical determinanis of daily lifc 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, inSchiuiz & Siebert, 1984;
Tictgens, 1980).

Looking back we can say that during the boom of the everyday-knowledge debate
these poinis of contact between various adult education theories were less prominent
that their differences. Anempirically substantiated theory of adulteducation will have
no choice but 1o integrate various everyday approaches in a synthesis that includes
adult education yueries.

Centrai aspects of the debate conceming experiential and everyday orentations
also appear of course in adult education theory under the label of participant and

151




178

addressee orientation (cf. Mader, 1981; Breloer et al, 1980). The mosi general
conceptual contemt of participant orientation comprises the principle that aduli
education has to start from where the participants are (withaZ .heir previous leaming
experiences) and not from a “subject naatter” (Tietgens, 1980:177). Since the
experiential and everyday approaches have mainly tried to clarify the leaming pre-
conditions of participants in educational processes (in the end always with regard 10
teachable stocks of knowledge),? these theory elements of adult education can aiso be
discussed under the aspect of participant directioncompeting and compared with other
theoretical approaches. I would say that participant orientation is the smallest com-
mondenominalor of most adult cducation theory elements. Thisis particularly evident
in conference papers of the German Socicty for Educational Science, Adult Education
Branch, Autumn 1980, entitled Theorien zur Erwachscnenbildung (Theories of Adult
Education) (Mader, 198 1) with widcly differing contributions from various domains
of science trying toclarify the principles of participant direction, life-world orientation,
target group orientation, and cveryday-world oriemation (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 10 be more than just a colleclive
term for most heterogencous theorics, research outcomes, and didactical-methodical
principles of adult education which intend 10 build up a theory of adult education
didactics by determining learning conditions of participants, then it could perhaps be
achieved by making participant oricntation a theory focusing on adult education with
a precise content dealing with relevant theories and research from sciences 1o which
adult education refers (cf. Sicbent, 1981:96).

The concepts of experiential ,everyday, and participant orientation hithertoreferred
10 originated in the course of a social science interpretation of adult eduvcation
activilies. This social-scientification of adult cducation has in recent years not only
beenseen as a necessily and opportunity, but also as a problem. The criticism was that
in spite of all concentration on the subjective conditions of socio-politically motivated
adulteducation, the individuals themselves foundlittle considerationinthese concepts.
In the carly cighiics this resulted increasingly in the development of theoretical
approaches enriching the concept of experience by making “the individual the sys-
temaiic 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 io the selfinthe du Late of adult educabion got various labels (biographical
orientation, reflective wum, identity leamning; ¢f Geissler & Kade, 1982 for this
discussion). ltcan be rated as a necessary swing o the pendulum in opposition (o the
danger of a socio-political instrumentalization of adult education and as an expression
of a societal erosion crisis.

A bias towards a new inwardness and the danger of a therapeuticalization of
cducational processes in the course of such a turn towards the person have been
mentioned wamingly. 1t is indisputable that this accent on individuality is an
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expression and a consequence of a crisis in political thinking (cf. articles by Siebert,
Nuissl, Heinen-Tenrich, Beer, in Siebent & Weinberg, 1987).

The occasional highestcem for"aliernative™ political education(Hegeret al,, 1983;
Rimmek, 1986) and for concepts of **ecological” learning (Michelsen & Siebert, 198S;
Beer, 1982) cannot {(and partly wishes not 10) obscure this fact. In these concepts as
well — often developed and applied in close contact with the new social and political
movements — expericntial 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 3 healthy life by a different nutrition, medicine, and everyday
practice of health exercises. These recent considerations about adult education also
show the first signs of overcoming the crisis in political education by making the
“subjectivation of the political™ a basic requirement (Heinen-Tenrich, 1987:36).

5. Three Theses from a Vantage Point

(1) Experiental andsimilar paradigmatic approaches belong (o the most important
theories of adult education in the Federal Republic of Germany. This mnst not
obscure the fact that they cover a rather small section of - ‘8lion,
namely political education and centain fields of general and socio-cultural
adulteducation. This disquieting fact should provoke e question whether and
how far adult educationexperiential-approach theories are esoieric and exotic.

(2) Compared withother theoretical considerations inadulteducationthe theoretical
approaches remain fractionary in spite of their claboration. In view of the
global problems and their generic, societal, political, economic, and individual
aspects more differentiated and comprehensive theories are necessary where
an experiential approach could be onc aspect. In my opinion we need a
comprehensive conceptof general education comprising the traditional central
contents of the experiential approach (socicty and individual), but enlarged by
other essentia dimensions (nature, cconomy, engineering, culture).

(3) Paradoxes of cxperiential approaches are a special challenge 1o such an
aggregale concepl: The more our senses have become unreliable in this world
of science andengincering, the more they will bedeprived of their perceptibility,
the more we are simultancously affected by these scientific and technical
developments in vur daily lives — (you cannot sec and feel the preservatives
in {resh {00d, not atomic rays: politicians and scientists are armchair planners
of an economy and technology no longer touchable and visible, with
immeasurable consequences {or other people both around them and far away,
elc.) — the more it becomes imperative 1o provide permanent space for
experiencing nature and socicly, so that experiences of potential individual and
collecuve developments can be felt, seen, and made from there; the 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 controliable frosn within such experiential space still
available and expandable.

Anders (1956) has tried to capture the necessity and difficulty of having our actions
guided by our senses and experiences. He calls it the “Promethcan Gradiem™: 14 The
difference and slope of various abilities, from the exient of our engineering mind 1o
the less sizable imagination and on to our feelings a.xd responsibilities unable tomaich
the possibilities of such an enginecring mind (Anders, 1956:267-268, on the Bomb,
§1; foradulteducationc{, Gronemeyer, 1989:156Y). He goes on totalk of the necessity
*“to form the ethical imagination” and of the atiempied development of a “plasticity of
feeling”. Is not adult education able and obliged 10 contribute? Is the enlargement of
a sociological imagination by ethical and infuitive dimensions ~1 stake?

Summary: During the last iwenty years experiential orientation has become one
of the central directions in the coment andmeihod related theory and practice of adult
and extra-school yowh education. Basic trends of the theory debates are traced from
Oskar Negt's Sociological Imaginaion and Exemplary Learnings in the early sixties
onwards. The connectionof the debate abous an experiential direction withother basic
approaches are shown (everyday-, pariicipani-, and self-arieniations). Relationships
{and breaks) in the theory debates within socieial developments are outlined. A
concluding section examines the curreni range of the experieniial approach for
various areas of aduli education, mentioning e.g. the puradoxes of and in such an
approach, one of the major challenges for self-orientated education.

A Note on the Author

Giinther Holzapfel, Professor Dr. rer. pol., sociologist, born in 1941, Member of the
rescarch staff, Heidelberg Study Group for System Research, 1969-1970. Staff
member (1970-1974) and Managing Director (1975-1977) of the Study Group for
Empirical Rescarch on Education. Assistant Professor at the Institute of Adult
Education and Social Pedagogy, Free University of Berlin, 1976-1979, Prof zssor in
the Departmicnt of Adult Education, University of Bremen, since 1979,

The following scholars influenced my professional work and thinking profoundly:
Firstof all Max Weber (his “basic sociological terms™, hisessays “on the methodology
of the social sciences”, and his writings on religious sociology, such as the The
Protestans Ethic and the Spirit of Capitalism. Jiirgen Habermas certainly comes next
with his earlier books on Sirukiurwandel der Offendlichkeit (1962), Zur Logik der
Soziglwissenschafien (1967 with additional material in 1970), and his contributions
1o asocialization theory based upon s hermeneutical, social theory of communication.
Then there are Karl Marx's carly writings (his understanding of the changeability of
st ‘=ty) and Freud's psychoanalysis. Last but not least 1 would mention Negt's
So..ological imagination... because of his direct impact onmy ideas conceming adult
and workers® education in particulwr. Recently, through the “critical psychology™ of
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Klaus Holzkamp and Ute Holzkamp-Osterkamp, 1 became interested in A. N.
Leontjev (1903-1979).

Notes

' Negt often talks of educative teaching |E}] in the context of workers’ education
(1975; pp. 16, 18, 19, 75, 80). It would be interesting and necessary (o clanify the
relation of this term with education {B} and leaming in this reatment. Educative
teaching usually has connotations of a “trainee’s” dependence on a “trainer”. Does
Neg! consider such connotations of his concept?

? making stubbomnly sensc on their own (behall) [M.H.]

* Onstheoretical level“sharingexperiences” versus “teaching systematic knowledge”
has always been a mock controversy. Since the discussion of “Sociological
Imagination and Exemplary Lcarning” the focal point was exactly Aow 10 connect
educational conient with personal and objective leamning requirements of the
participants, never whether sysiematic knowledge or expericntial knowledge (and
reflection)are the centre of educational processes. On apractical level of educational
work (panicularly with short-time courses) both elements (content and experience)
can become so divergent that they are hard to conacct at all.
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The Biographical Approach to Adult
Education'
Peter Alheit

Life can only be undersiood backwards.
In the meantime, it has 1o be lved forwards.

Soren Kierkegaurd

1. The “Biographical Question™ as a Challenge

Kierkegaard's ironic remark is amazingly up-to-date and points (o a dilemma when,
ontheone hand, we have scholarly interest in biographical questions, and . n the other
hand are urged 1o ransform theoretical insights into perspectives € ¢ tucational
action. Professional adult educators who, in a “biographical paradigm”,* ~onsider
learning processes 1o be meaningful, do indeed face this very problem: No swoner is
fresh socialscience knowledge about “biography™ absorbed, than practicul applic.*on
has already developed along-feltneed for didactic “recipes”. The time for understanding
life is i conflict with the necessity 1o get on with it

It is true that the subject of “biography” is not unfamiliar to professional teaching.
The genesisof humane pedagogy is interiwined with it (cf. Misch’s fourheavy double-
volures, 190411, as just one example), and its wlfinity with the classical task of adult
cducation, to accompany people on their lifelong learning journey, is 8 gnificant (cf.
Schiutz, 1985, fora fascinating sumaary ). And yet, here are indications that the recent
use of “biography ™ as a concept comprises more than these familiar associations.
Contemporary life-courses seemto have become harder, The traditional anticipations
oflife's phases and scripts are inu muddie. Atleast, certain indicators which are highly
intriguing from an educational pont of view, can hardly be overiooked -ny longer.

Noticeable are, first of all, some frantic shifts in lifetime budgets in socictics of our
own type. Notonly is the youth phase expanding by undesirable, long “moratoria™ (cf.
Fuchs, 1983; Allerbeck & Houch, 1985: Fuchs & Zinnecker, 1985; Zoll et 4l., 1989,
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to name but a few), but so does the phase of 1:te 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 wwenty-five per cent (cf. Torrey, 1982, similarly Kohli, 1987).
Evenintimate, individual time-budgets have, statistically speaking, changrd noticeably.
The period of active parenthood has markedly shrunk compared with the nincieenth
century, whereas the role of childhood 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 anexpression not at all absurd (Watkins et al., 1987), The
profile of adulthood has obviousiy shifted.

This 1endency is reinforces by parallel developments: Besides the time-budges, the
“blucprint 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. Anunproblematic sequence of phases like “learning
and preparing”, “activity™, “rest” is valid only Tor a small number of predominanily
male life-vourses in our culture and civilization. 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 phasc of working life starts
dropping and moving away from the life-course centre. Not only docs the time of
ganful employment drop, but the structure of the activit phase changes as weli,
Phases of working are interrupled by those of new prepar.tion Processes of aduls
education supplement and overlap active occupation. Adulthvad! is no more coupled
unreservedly with atypical activity of maie full-time jobs. It 10 sks as if, inthis process,
the focusing strength of the protestant work-cthic— once of the »ne st effective patterns
of modem capitalist interpretation — also declines (¢1. Wweber, {1904] 1920). Now
post-materialistic directions become visible (cf. Inglehart, 1989, 10 name but one), or
— in other words -— a certain “feminization”™ of the life-course rule. Tt is not
unthinkable in the near future that we shall interpret our lifeCowrses either as
biographies of cultural education |B] or, altematively, as biographies of sclf-
actualization, withbiographies of working or occupational carcens becoming peripheral.

In this process “life-trajectorios in social space” (Bourdicu) are nearly bound to Jose
their straight course. Class, sex, generation still have their part 1o play as “biographical
resources” (Cf. Hoermung, 1989), buttheir prognostic value for the perspectives of faciual
life-courses appearstobe lower. Collective, biograptical patierns iend tobe marginalized
by individuai risk situations (¢f. Beck, 1986). Longitudingd studiesof women's working-
hfe biogruphies evidence @ surprising richness in complexity and differentiation (cf.
Moen, 1983). Rescarch made m iraditional, homogeneous social settings reports
growingcrosionprocesses (¢f. Beck, 1983; Moser, 1984, oname butiwo). Comparative
studies within the same age cohort show an increase of helerogencous Jifecourses
particularly at an advanced age (. Dannefer, 1988; Dannefer & Sell, 198K).

It seems 10 be more problemiatic “to live one’s hife”, Traditional lifc-scripts Jose
their accuracy. Brography itsell hay becomie a leaming ground where transitions musl
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= Willour future life-planning be burdened by ahouse or would w rather manage |

. without financial ties?

- = Are we 10 join a political party or siick 1o a more private life?
-~ » Dowe insist on a relumn 1o work or spend all ows efforts on family and children?
. So, biographies comprise both: emergence and structure. The two important and
- problematic aspects of any scientific interpretation of the social world, the object and
~subject perspective, are integrated here, already at the very level of concrete actionand
not after the event, by theorctical reconstruction.* Itis here that the concept of biography

; - fuxisixsdecisive.stmegicimponanw.anditseemsmasomblclo&scn”nethisspecial

“performance” in greater detail,

- Aperson’s contingent effosts, necessary for developing an individual biography,
appear 10 require latent structures, Individuals have very concreie, biographical
experiences which, in tum, enable them 10 do and act sensibly. But what do we mean
by “experiencing”? Evidently, the process is anything else but trivial. We donot have
- any randomly imaginable experience; the experiences are our “very own”, our
concrete biography has drawn boundaries around our sedimented, c¢xperiential
knowledge in space and time — in space, because the social field as experienced is
largely determined (cf. Bourdieu, 1978), intime, because biographies!..ave a beginning
and an end,

Moreover, the statement that experiences are “our very own” is fraught with
meaning: “Experienc~ means 10 know now betier than before” (Fischer & Kohli,
1987:32). This may happen differently, by finding that our current experiences
confirm our previous, biographical knowledge, and by unproblematically integrating
biographical “novelties™ into the available pattern of interpretation. Our implicit
knowledge is strengthened, we know “better” than before (cf. in detail Alheit &
Hoctming, 1989). Or, we cannot build in new expericnces without upsetting the old
experiential resources. We are obliged 10 revise our biographical knowledge. This
process will also lead 10 knowing ““better” afierwards.”

Two aspects arc of theoretical interest; Experience is always acquired on the basis
of available, organized knowledge. There is noexperience “initself”. Our experiential
gain is— inthe words of Schutz and Luckmann—*articulated biographically™ (1979,
1:85fT). On the other hand, the structure of our biographical knowledge is dependent
on the present perspective. The emergent, actual expericnce may well change grown
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 alj random structure of implicit knowledge:
on the other hand it represcnis the emerging experience, alive and present, perhaps
shedding a diffcrem light on the biographical past, keeping tlie biographical future
open.

It looks as if we had another concept for the selalive openness of our biographical
future, bordering equally and cxclusively on the emergence dimension of the
biographical: the conceptof action, being an activity laden with personal meaning and
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intentionality. Closer cxamination reveals, however, that such action is not free of

. ambiguily either. A certain action that we choose and provide witha specific personal

meaning.afluﬂmevemmsib!ymesmldu&:mﬂy.msimaummdcmseqm

~ of the action werc unpredictable. The action outcome runs counter toour expectations.

Others may have assumeda wholly different meaning. Inother words, potentiallyeach
concrete action soospeak will exceedthe acior's intentionand meaning. The personal

 intentionof the action is just onc of many other possible meanings (cf Fischer & Kohli,

1987:37).
One cxplanation of this characieristic feature is the assumption that behind a

: personal, intended action lies a structurc also in operation, because we are nol at all

required to perform ceasclessly intentional actions with far-reaching biographical
consequences. For long periods of our lives, other decision makers (family partners
or institutional protagonists) deal with that which will influcnce the nex steps of our
biography. It is plausible 10 suppose that the decisive points where we engage in
actively managing our biographical future, also cannot be dissociated from structural
conditions and have a “logic” reaching beyond the acrual action framework. Schiitze
has usedexamples of biographical “trajectories™ or “change processes” and hasshown
convincingly in theory and practice that structure. inuced imposing certain actions,
candominaic biographics forlong periods (cf. Scb s 2, 1981, 1984). Incontrast, Kohli
has used the construct of “the most likely part, ¢, 1981) as a less dramatic variant,
but his solution as well points to an ulteries structure of everyday agents.® Here again
we can observe this biographical ambiguity between emergence and structure.

We may thercfore sne biographics as sequential orders of pre-given sociclal
“patierns” which canaol be changed at i andom. This is the structural aspect of the
biography. In view of contemporary signs of crosion, il is probably necessary {0
specify with precision the plausible construct of a life-course which has been
“institutionalized™ (Kohli, 1985, 1986) in the modernization process.” The elaboration
of biographies with shorter ranges, as proposed in Schiitze’s “ProzeBstrukturen des
Lebensablaufs” (Process-Structures of the Life-Course) (198 1), will certainly remain
a sensible desideratum. On the other hand, we cannot comprehend biographies
without the dimensionsof emiergence and self-willed individuality in the bic graphical

This double perspective, though, must not be thought of as the harmonious
reciprocity of two levels: The dimensions of eme:gence and structure, and the
perspectives of person and object do not fit direcily. Their relation is one of dialectical
tension, the foundation of any subjectivity. Biographical action is guided by socially
pre-given developmental patterns, needs them and cannol cscape their constraints, but
it is not absorbed by repetitive action. It does not mercly reproduce cerlain social-
structural conditions on an individual level, but “has always the additional character
of an open design” (Kohli, 1985:21). Expericnces and action patiemns acquircd in the
biographical journey do not simply add up. Qualitative leaps, breaks, surprising fresh
starts, moments of emer gence and autonomy happen, and this very ambiguity makes

1
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, bihgn;myasasocialplmmmonsoimcresﬁngfaamwepmal strategy. Itisnot the
theoretical effectiveness of sociology or pedagogy, various identity or socialization
‘concepts in particular, but the social reality encapsulatedsiographically which create
the productive tension between the perspective of the serson and the object, both

essential for any pedagogical inquiry.
3. The “Biographical Paradigm” in Education

It comes as a surprise 1o find this dialectic already in a classical text of pedagogy:

Schiciermacher, in his 1826 pedagogical lectures seis a twofold task to any goal of
educative teaching [E}: “namely, making fit for the community, and the development
of personal character” (1957:66), o5, in modem parlance, coping with structures and
being open 10 redesigning onc’s own life.

Atahighly absiract level this double option is certainly a triviality of cducational
theory building. However, tracing back the historical traditions of education science
with a critical eye, it becomes obvious that this dialectics has not had formative
influence on concepis. Classical cultural-cducational [B] theories ofien hypostatize
the unfolding of the individual, detached from structural conditions, paving the
way— if at all— for “the develapment of personal iraits” of the socially privileged
(cf. the pertinent criticism of Schulze’s, 1985:29). The “toughening for the good of
socicly” at the expense of personal traits has resulied in some rather frightening
examples in our century (cf. Gamm, 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 instrumentalization— with their
concepts of “emancipation”, “mature independence™, o “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 educationsl science
conlexts scems 10 have less to do with the critical reflection of educational
theoretical traditions of the last two centuries than with contemporary sympltoms:
Evidenily more than ever before, individuals themselves have to strikc 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 fields of experience und action on pain of personal
breakdown or permanent socidd handicap... They must even balance outwardly
irreconcilable demands and requirements of various insiitutionally differentiated
subsystems, learning and living areas, wiiich otherwise they could not cope with
each and every day... It is individuals, instead of the social primary group, who are
becoming the cenires of cooperation and coordination for acsions and life-plans of
different people... They actively create sociality or are threatened by socialisolation
and loneliness” (Korber, 1989:139).
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~This downright, pointed diagnosis of our time is undoubtedly pressing for:
- educational-theoretical consequences. It has also been given the eye-caiching label
- of the empirically rather controversial “individualization-thesis™ (cf. Beck,
- 1986:20511). It appears (o be plausible to connect the growing importance of the
biography thene in education with this prominent diagnosis of our time. This
coniemporary symplom does not guarantee aconvincing theory, indeed has not lead
toaconsistent concept of “*biographica pedagogy”, yel resulted inanurber of more
‘or less elaborate approaches which deserve acloser look. Six of them will be studied
and critically examined: !

3.1. The anthropological approach,
3.2, The compensatory approach,
3.3. The awobiographical approach,
3.4. The historical approach,

3.5. The intercuitural approach,

3.6. The emancipatory approach.

3.1 The Anthropological Approach

Thislabel covers the best established and elaborated “biographical theory of education™
(E] in the German-speaking linguistic area, developed by Wemner Loch and his
students (cf. Spanhcl, 1988, 10 name but one). In his masierpiece Lebenslasf und
Erziehung (Life-Course and Educative Teaching) Loch follows the humanistic
tradition, (and Dilthey inparticular) (1979:121 1), expanding the pedagogical vitalism
by phenomenological wad linguistic aspects (cf. Loch, 1981:37{1). Loch tries 1o
substantiate that “in the cowrse of time, the human individual, once born, has 10 and
usually can develop a range of abilities which may be presensed as a meaningful and
anthropologically required sequence of capability-stages” (1981:33). He calls these
abilities and capabililics— which bring to mind classical stage-thcorems of pedagogy
anddevelopmental psychology— "curricularcompetencies™. ?*“Curricular”, of course,
has little 10 do with technocratic, so-called “curriculum models”, but rather refers
explicitly to the Comenius type of curriculum vitae meant 10 cnsure a holistic
education process.

Loch posits a “staged ladder of capabilities™ all human beings have to pass through
inorder tobe able tocope withcertain*curricular situations” or life-events (1981:4 11T).
If curricular compelencies and curricular situations lack synchronization, “lcaring
impediments” occur and cducative icaching is most relevant. It tries to courier
impediments by “leaming aids”, Biographical developments may lead o a variety of
“curricular conflicts” (frictions between competencies and situations) 1o which so-
called “curricular education patterns” react. Within what Loch calls an “egological
model of educat’ *reaching”, a process unfolds which he calls the “cross of educative
teaching” (1981,
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Curricular Patiems of
Educutive Teaching
(Learning Aids)
Competencies Situations
{Learning Abilities and (Learning Tasks)
Capabilities)
Conflicts
(Leamning Impediments)

The clarity of the schemc also brings out itslimitation: The consistency of Loch's
biographical theory of education is due 1oits ahistorical reference 1o anthropological
constants. It is true that Spanhel, among others, values Loch’s conception on the
background of acute modern crises (1988:7(f), but he cannot explain away the
socictal-theoretical gap of the theory. The “pressure 10 design one’s biography”
burdening the individuals of developed capitalist socicties (cf. Fuchs, 1983:366),
cannoi be written off by ahistorical “curricular competencics™. Biographical
developments themselves change with historically modified“leaming tasks”. Inthe
contextiof concreie biographics, structure and emergence donot form a “prestabilized
harmony”, but an area of tension changing the biography. Loch’s conception is
interesting because of its convincing linkage between biography and education
theories (cf. Kalischmid 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 conscquences of modernization, both intervening in
biographies.

3.2 The Cumpensatory Approach

Concepis focusing on situations of biographical crises claim to provide exacily such
answers. It scems adequaie 1o use the descriptive, but general label “compensatory™
because educational processes deal— at least indirectly— with problematic situations
in an adult’s biogriphy, and with overcoming difficulties. A rather successful
paradigm, giving access 10 biographicas crises, is the critical life-events” concept (cf.
Filipp, 1981, 10 nume but one). It is, apparently, unproblematic to identify suchtopical
events (cf. Breloer, 1984; Sicbert, 1984; Kade, 1985). They coincide with risky
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shuations mainly in social status passages, ¢.g. in the transition from edvcation to
UCCUpRLCA, On re-eniry 1o a job, on the threshold of retirement,

On closer inspect on the apparent plausibility of this pedagogical access to a
biograpix is becoming more problematic. The phenomenon of “criticel iife-events”
usclf and .he particular way of ‘ndividual treatment are more ambiguous than the much
used lists of events suggest. From a peison's point of view, apart from relatively
standardized social status pus-ages, any number Of life-events may become “critical”:
From an awkward humiliation, or the birth of one's first child, 10 a serious accident.
The problemnis less 2 theoretical multiiude of constelutions, but the fact thateachevent
may have complewely different consequences in various bicgraphies, The birth of a
child 1o a caucer-woman may fead 10 a dramatic internal struggle wiih the revision of
her life-plan, whicreas a well-off “lutish” Father will perhaps have momients of deep and
unex; xcted joy.

Critical hile-cvents happen at opvilic forms of biographically accumulaied
experience andcurrently dominant proccss structures of life’s progress. Itis exisemely
uportani whether they hit bioeraphies at a time when the individual is, to a large
extent, free touct, or whenloss of control and trajectory-like entanglements prevail {cf.
Schifize, 198 1:8811; Alheit, 19844, 11:3711). Besides, their management is contingent
on the surmounding world of the biographical agent, on the funciioning of the social
or family setting towhichhe belongs (of. the eritical remarks of Sicbert, 1985:441). Not
the event itsclf 1s decisive, but the biography on which it impacts. A reasonable
application of the “critical life-event concept” in education wovld require either solid
empirical experiences with biographical developments of certain selected groups, or
a convincing biographical theory for g framework that could adequately handic
ambivalent, critical life-cvents.

Schuchardthas made avaluable sttempt at analysing the biographies of handicapped
people by tracing the comparatively precarious examples of all people involved
coping withcrises instaged processes during marked critical life-events (cf. her spiral
model, 1980:113). She does succeed in proposing an empirically grounded theory of
*leaming to accept” for the handicapped und the regaining of autonomy 1o act. The
leaming process {rom cognitive realization via emoiional acceplance to active
participation is on a plausible footing because it can also be interpreied as a “healing
process”. The compensatory-cducational intervention is guided by a therapeutic
paradigm. When this model s generalized for adult education, though, the dilemma
of blurringconcepts suchas “therapy ™, “rescarch”, and “education” arises, $~huchardt
pleads emphatically for these area boundaries to be abolished (1987). The fuzziness
between “learning™ and “healing™ 18 thus becoming a problematic, great area (cf.
Mader, 1983, for a critique of this Kind of merging tendency). A “biography-guided
adulteducation”is, as it were, vanishing behind the dim contours of anover-expanded
therapeutic seiting {cf. also Holzapfel, 1989).7

This tendency towards a professional blurring of bounduries is but the emphatic
expression of a general trend i West German adult education. Since Schmitz in
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particular— following Ocevermann’s professionalization concept— has attached the
Iabel of *vicarious interpretation” 1o adult education (cf. Schmitz, 1983, 1984), the
professional self-image of andragogues seems (o shift successively from educational
lotherapeatical interaction processes. There canbe nodoubt tha Schmitz” considerations
are valuable also on the background of biography-guided education processes. The
ideathat cachindividual “is principally under pressure to keep single actions compatible
with his biographically stratified action plans and its rules” (Schmitz, 1984:118) is
biographically-thcoretically 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 kepi alive by
mearingful 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 unmediated insecurity,
can clarify possible contradictions between “subjective” and “objective” reality by
offering knowledge and a mediating role in helpful discourses (1984:1200). Adult
education is “therupeutic” in a paradigmatic scnsc, but without unwittingly crossing
the professional bounds of therapeutical settings-— working on the “inner reality”™
(1984:119).

Inaddition, adult education benefits from Ocvermann’s* wide™ concepi of therapy.
Continual modemization pushes make personal sense-bestowing a fundamental
problem. Meaning is less and Jess guaranteed by the individuals’ unguestionedsharing
of culture and society; its creation is left to the people themselves who are structurally
overloaded (cf. Ocvermann, 1981). The process does not exclasively 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
going beyond curing clinical “pathologies™. Adull education as well is taking on
“therapeutic™ function (¢f. Konng, 1987, in great detail),

Behind this plausible constuct of professional, theoretical legitimation, some
serious aporias lie hidden. The radic) objection by proponents of a structuralist
discourse anidysis - professional teatment of “modern” lack of mieaning would just
increase the deterioration of tradiional, meanminglul resources (cf. Foucault, 1971,
1974; also Habermas, 1985 Weymann, 1989)— will be put aside here. For adult
education it is morc important 1o point out the real danger of a globalized lack of
integrity or identity losing touch with the concrete aims of quasi-therapeutic activitics.
A subjective lack of meaning generated by society cannot simply betreated individuaily;
“the loss of meaningfully imegrated social worlds iy hiting notonly the “client’, bul
alsothe professional whois here hecoming a ‘client” himself” (Gildemeister & Robert,
1986:13). There is indeed no reason for the gquasi-therapeutic process to be pared a
loss of meaning, and for vicarious interpretations (o be structurally less dur .ged than
“primary” interpretations of ordinary human beings,®

Itis symptomatic, by the way, that the postulated normality of an identity crisis hay
long since given upthe independence of the biographical dimension. Qut lives ure not
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just successful or unsuccessful self-interpretations, but also chains of events thut
happen and must be dealt with. Certainly, each event must be fit inio our experiential
housing. and this means also* interpreted™, but it will remain a recallable narrative that
is— together with other storics— the very gist of one’s life. This emergent potential
of any biography is underestimated, if life-courses are considered only inthe light of
lacking integrity quasi-therapeutically 1o be compensated for (cf. Alheit, 1988, for
further discussion). Compensalory approaches of biography-guided adult education
remain attached 10 an antificial construct of “normality”. They conceive of leaming
processes mainly as (guided) adaptation processes. Subjectivity, asancmergent action
polential capable of actively countering societally induced disintegration processes,
is thus getting out of sight. Biography is understood as a usually damaged outcome of
“modem”™ developments, and not as an authentic process in transition, as an always
personal “answer” (0 modernization.

3.3 The Autobiographical Approach

According 10 ils aspirations, at least, this option relics on concepts derived from
autobiographicat recollectinns. The methodically most advanced variant approach,
much used in adult education courses, especially in the United States, is undoubtedly
the “Guided Autobiography” technigue developed by Bimen (cf. Birren & Hedlund,
1987; Mader, 1987).% Its charactenistic procedure is a “topical approach”, a guided
reconstructionof the biography by themes. Helped by a limited number of * generative™
themes (family, death, body, money, une, and others) autobiographical expenences
arc remembered, exchanged, worked through individually, in small groups, and in
plenary sessions (cf. Mader, 1987:611).

Unlike the other concepts of biography-guided adult education discussed carlier,
we find here that the cultural educational pesspective is expressty made the centre;
method and didactical principles are well founded and made ransparent (cf. Mader,
1987:13-21 in extenso): Each theme is considered camestly in its own right and
constitutes a distinct Jearning unit C*thematic clement”).” Participants are encouraged
10 jot down their thoughts abomt a “theme™ succinctly and in wriling (“writien
element™) — a procedure that contributes 1o the objectivation of individual experience
and will promote another didactic principle, that of a personal commitment 10
reflectivity (singular-reflective clement”). This sctol self-cxamination is supplemented
by exchanging and sharing one another’s autobiographical details m a small group
(“social-<communicative clement™), eventually aning at shopefully vivid generalization
of personad expericnces ("metaphorical element”).

Inspite of its plausible method and, in practical erms, apparently guite successtul
approach to an “autobiography™ (¢l Mader, 1987), Birren's concept does not go
beyond those approaches criticized carher: The “topieal approach” as well— similue
10 the “eritical hife-cvent approach™ — ries 1o blaze a virtually “digital” trail into the
hiography. It posits tacitly that cach biography is constituted by existential “topoi™ of
almost anthropological diganty
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Nobody can argue that topics such as family, aging, sexuality, or death are not part
of humanlife's inventory. They donot change according to fashion. Yet this statement
is true only at the highest level of absiraction. Indeed, the dramatic crumbling of
meaningful interior resources in the course of present-day modemization processes
has long since reached the metaphorical association-horizon of such culiural
“universals”. The personul meaning of “family”, “death”, or “money” iscertainly also
dependent on the social framework of the biography, what with the plurality of life-
styles and evervday worlds. A successful discourse on topoi embraced by a Guided
Autobiography necds social and spatial closeness, and is, no doubt, presupposed by
the concept without further reflection. The “clement in writing”, for instance, as an
essential component of autobiographical, objectivaled experience, is socially highly
selective. The concept’s covert “creaming-off”* cffect is patently obvious here. The
Guided Autobiography as well is about stabilizing (typical middle-class) biographical
expectationsof nomality, and that by a leaming process, not by therapeutic intervention.

The second affinity tocompensatory approachies lies inapreference for interpretative,
biographical reconstructions, The* thematic™, the " written™, and also the “metaphorical
element” oblige and direct the biography-guided discourse towards higher predicative
meanings of an “autobiography™: namely topical evaluations, or metaphorical
condensations, The immediate relation 10 cvents and actions— so prevalent in
brograplucal experiences during a warrative recapitulation- - will necessarily recede
(cf. Schiitze, 1984; Alheit, 19844, 11,

Hercagain itisindisputable that the retrospective interpretation of the autobiography
can have avery effective impact on the adults” Jeaming processes. Such “biographical
pOrrails™ warrant continuity and consistency of one’s own life. There is also the
danger of their becoming mere llusions of 1 life, of the retrospertive interpretation
being scparated from the process-structure of fiving, of "biography™ here as well
losing its dimension of emergence (cf. Bourndien's provocative criticism, 1990,
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 Biclefeld are particularly interested
in the level of autobiographical action within an educational projeet (¢f. ¢.g. Baacke
& Schulze, 1979, 1985). They proceed expressly cross-disciplinarily (cf. Baacke &
Schulze, 1985, I), but their specific concern is undoubtedly an “educational research
in biography™. The query seenis 10 be how 1o redesign and expand valid educational
instruments through different forms of awtobiographical self-examination and self-
interpretation (cf. Buaacke & Schulze, 1985:1211; Schulze, 1985:3111). Leaming is to
happen “from stories™ (Bascke & Schulze, 1979), for stories are close 1o actions and
events and can wansform absirast insights into practical-cducational processes
(Baacke, 1985:13),

Autobiographical Teamning i this concrete sense means the discovery of the
landscape “iography”, utherto vinwaliy nutvely embedded i an unguestioned or
only temporanity problematic cpo-identay: Vanous levelsof experience. peculiaritics

iy
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of the surrounding worlds, breaks and transitions, situations and consiellations as the
starting , »ints of developments, roads and one-way streets, futuristic desigus (cf.
Schulze, 1985:42fF in detail). The independence of such an approach lies inbiography
becoming a multi-layered process and not just an outcome. The aim is primarily not
the interpretation of alife 's history, butin the first place its reconstruction. ltis true that,
with regard to method, this concept cannot approximate the level of Guided
Autobiography. Its character is rather progranumatic; 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 specitic “thematic structurization” (Thomae, 1968: 32911),
but in the recollectable life-stories.

Suchapleafor a“namative pedagogy™ has, of course, alsoa theoretical background.
The by far bargest propo. m of our actions - as far as they are biographically
meaningful-— does not dispose of an orientating framework within a biographical
range, but of akind of “layman's concept of the "world' inthe sense of the everyday-
or life-world” (Habermas, 1981, 11:206). This concept does nol require higher
predicative inte pretations, but presupposes thit we can place ourselves in specific,
social spaces, and that we acknowledge our relationship with the historical times that
we live through. Both happen when we revert o our own history with a narrative
intcrest. “Fhe narrative practice... not only serves the trivial communication of
relativeswhonust coordinate their work, it ulsohas afunctioninthe self-understanding
of persons who must objectify their own part in the everyday-world 1o which they
belong in their actual role as communicators. They can form a personal identity only
if they realize that the sequence of their own actions is building a narratively
presensable life-history,; und a social ideniity only if they realize thit they mainiain
their affiliction to social groups by interacting and by being involved in a narratable
history of collectives. Collectives can mainiain their idengity to the extent only that the
representations of the participants’ eversday-world overlay sefficiently and are
condensed inio unproblenuatic buckgrownd convictions”™ (Habermas, 1981, 11:207).

These theoretical consuderations ought 1o have definite consequences for adult
education. Apparently the development of pessonal identity 1s grounded less in
vicarious offermygs of an idenuty than m a personal, narrative recapitulation of
autobiographical expenence. The point is not a naive and emphatic enbancenment of
story-telling during brographcal learmng processes, but the structural importance of
narrativity for the clarification of brograptucal acuons: " From the grammar of siorics
we can gather how we identify and describe conditions and events as they occur in the
everyday-world, how we pull wgether it complex units and sequentiulise the
interactions of growgr members o sociad and historical context, how we explain
widividuad actions and e events that happen (o them, and how we explainthe doings
of collectives and the fate they suffer- - all from the perspective of coping with
situations. In chousing the narrative perspeciive for a description we are
‘grammatically’ obliged to we un “everyday’ conceptof owr life-world us a cogndtive
reference-system’ (Habermas, 1981, 1:207).
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This, our very knowledge— intuitive and biographical, a “grammar of story-
telling”— is a data-bunk with connectives and references to be explicated in the
educational process, pending which we begin to understand better not only ourselves,
but also the reproductive conditions of oureveryduy world. We expandour biographical
autonomy fo act It would be quite attractive to link these considerations of
autobiographical narrativity withthe methaodical experiences of Guided Autobiography.
3.4 The Historical Approaci
The grammar of story-telling “involves™ people, s Habermas rightly says, also inthe
“history of collectives™ (1981, 11:206). An autobiographical recourse necessarily
touches upon the social identity aspect. We do not simply learn from biographical
storics just for ourselves and our life -worlds: we gaininsights intoculture, society, and
history.™ It scems reasonable 10 discuss in this contexi those approaches which try to
sct feaming processes in motion with eapheit reference o orat istory™ (¢, Giinther
ctal., 19859),

Suchc¢oncepts, however. are notmade upol adirectassociation of learning and lite-
course, but of an unterestung refraction: History 15 10 become more vansparent in
life-(hidstories; abstract societa) structures i an individual constellation (cf. Alheit,
Jung & Wollenberg, 1985:21). The reason for such a view is mostly a rather didactical
argumentation: “One dues not any longer put oneself easily into God' s pupil or the
World Spirit, i1 iy harder 1o assume the position of the mighsy and to analyse socieial
problems from above as questions of order, power, or indegration. We are beginning
to be more interested in ourselves and the heritage on which our living conditions,
behaviours, interpretations, and potential actions rest: How have performance
standards been imprinted on our body? Whichworking and property conditions have
resulted in which fumily consiellaions? Which compelling change inbelaviour and
thinking has happened by the transition from cowntryside w township? Which hopes
have beendestrayed by fascism? This documentation of daidy trivialities, of what even
the external history can capture only with dygficulty and methodical imagination, 1y
inquiring into the subjectivity of those wiom we hav. learned 1o see as objects of
history, o their experiences, their wishey, their power Lo resist, their credtive
SJaculties, their sufferings” (Niethammer, 198(:9).

Among concepts of this hind, a biography s primanly not a place of leaning;
biographical experence 1s converied rather mio educational content, and an indirect
aciess 15 possible through histonical o1 hiterary trographices, although direct contact-—
eye-witness accounts, one sown " oral fusion ™ - rensunchwactenstic. Here boundaries
between political educution [B) and “evervday-(hidsiones™ (cf. Lildike, 1989, in
detal), betweenworkers” educationand “history from below” (¢f, Atheit & Wollenberg,
1982:27411) become blurred, "Pedagogical biographics” is becoming the medium of
social, pohical, and culteral wdentity. The danger of “historieal approaches™ hies not
doubt in the problematic distance from the learners” biographical expeniences,
possibly alson the uncnincal formaiion of waditions and wonography (cf. Alheit &




" Dausien, 1990), without, however, diminishing the chance of deepening an essential

aspect of autobiographical recollcction by an “historical glance™— the insight into
one’s own fate being meshed with the history of a social cultuse.

The principle of “Griv dir du siar” (dig where you stand)— presenied in a highly
popular book from the late scventies by the Swedish author Sven Lindqvist (1989)—
has led 1o one of the largest lay education movements in Europe. Sweden alone is said
10 have by now roughly 10,000 active study circles (cf. Dammeyer, 1989:293f) whose
largest share of work is research in oral history. Learners are motivated by the
convictionthat“history...has begunyesierday™ and that they can understandthemselves

~ and their lives only if they understand their own history."

There appears 1o be a valid query concerning similar concepts whether this
ure can at all and meaningfully be called a biography-guided adult education.

On the other hand, we could also radically reverse the issue: Can we trace history at
all, suchas itis usurpedor al least superimposed toa large exient by the interpretations
of powerful organizations and pressure groups (cf. Benjamin, 1965:83), if we
disregardhumanbeings who— although"nol alwayswillingly"(Marx/Luxemburg)—
have practically speaking “made” the history? 1s not a detour around concrele life-
storics unavoidable, at lcast for recent history, if we wish to understand the past? Can
we gather the Vietnam-war trauma forthe United States” socicty, or the contradictory
expericnces of the present-day, 1989-90 *turm” in Germany from official sources?
Biography-guided lcaming processes seemio stimulate not only adult education, but
historiography itsclf.
3.5 The Interculiural Approach
That :he clarification of biographical knowledge produces close-knit relationships
with socictal developments can be concretized in anpther educational concept. The
awarcness Of Migrants’ *strangeness™ us a social problem or— the other way round—
the rediscovery of “ethnicity”™ as a protection of psychical stability (cf. alrcady
Murphy, 1977: Klenumn, 1985), huve made bipgraphically -guidededucational processes
unusually popular in the so-called “intercultural pedagogy” (cf. Apitesch {critical),
1989a, 1990).

The conceplual basis of this approach s, though, as simple as it is problematic. Its
core clement 1s a “hypothesis of 4 modernism-differentia™ (¢f. Bukow & Liaryora,
1988): Migrants spend their lives supposedly in two ipcompatible “culiures”, the
culture of origin and the culiure of destination. The culture of origin is usually
identified as an idcal-type traditional paticrn of living with a tinge of folkloristic
degencration. The absorbing culture is unguestionably regarded as *“modem” and
ruled by universalist-rational values. Focus of one culture is the family, of the other,
the job. The obligation 10 oscillate between the two cultures creates problems of
identity and integration, and requircs cducational assistance. 1t is of secondary
importance whether the posiulaied aim of intercultural pedagogy is a kind of second,
as it were "modern” childhood (cf. [critical] Bukow & Llaryora, 1988:15), or a

.
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“sirengthening of fellowship with one's own minority™ (Klemm, 1985:181). The
outcome is a “modemization trap” (cf. Apitzsch, 1990:15), where construed ethnical
peculiaritics are didacticaily over-siressed for the justifiation of educational
interventions (cf. also Hamburger, 1988). What we are finding here is an interesting
parallel to the carlier, critical discussion of the “compensalory approaches”.

In construing such modemism-differentials, modernization problems into which
migranis can casily get, are indeed being ignored. As a rule, their native cultures are
not at all “pre-modem”. The decision to migrate often s the result of acritical struggle
with modemization processes in their native society itself. The migration process is
not a journey from an undestroyed, traditional world 1o a problemative, modemn
environment, bui aplanned process of *individual modernization” (Inkeles, 1984:373f1),
clearly guided by the modemizing agencies of schools and industrial plants in the host
societies (cf. Apitzsch, 1990;150). The problem with such a widespread expectation
is not only the danger of social disintegration, but the risk of 2 negative trajectory with
considerable dynamics (cf. Alheit, 1984b).®

Results of comparable, individual modemization processes arc— in positive
cases— amazingly unproblematic linkages of rather conventional (family-type) with
markedly modern{vocational-type) orientations especially among womnen: inncgative
cases they signal the breakdown of biographical planning resources, because even a
withdrawal into “cthnicity” is no real way out (cf. Apitzsch, 198%b, in detail). This
observation leads 1o the assumption that biographics of migrants ought “not 1o be
interpreted culluralisiically, in an ethnic context, bul 1o evidence ihat the difficulties
of status passages pervade the multiculiural society, that they are a problem of
modernizing this society, and that miyrant groups do not experience them later but
rather sooner und more radic !y than other groups of the host sociesy” (Apitzsch,
1690:18).

‘This example illustrates how problematic normative constructs of biographical
life-courses or identities are for an educational concepl. For the time being, adult
educators arc extremely unprepared for accompanying biography-guided, intercultural
leaming processes. The considerable risks, but also the opportunitics of modem
migranls’ biographics in some sense “ansicipate” universalized, societal options inthe
light of modern biographies as such. They are, therefore, in a posilive or negative
sense, essential resources or an adult education whose aim is “biographicity™ the
design and manufaciure of individual autonomy 1o act pending life’s progress.

3.6 The Emancipatory Approach

The structural experienceof uncertun, biographical time-schedules, of individualization
and marginalization is also basic to cducational concepts that can reasonably be
labellad “emancipatory™, because they explicitly champion a change in those basic
structures which notoriousty hinder the development of biographical possibilities for
certain social groups. This is particularly true of biographical approaches in feminist
education {cf. summary by Schmecling, 1988). The latter has discovered the female



biography as a “‘political leaming area”, because the socictally sugytested “standard
biography™hasimposed aninsightintothe structural andlife ¢, arse-typicalinequality
of the sexes: the “gender-doing effects™ of the education system (cf. Rabe-Kleberg,
1986, 1987, 1988b) and the reinforcement of such effects in the status passages (o the
gainful-employment system.

Asaruletheeducal.onsystem does not equip women— biographicallv speaking—
with the same planning resources as men. They are kept away from any sysiematic
preparation for biographical action strategies and coping performances which are—
as it were in pascing— part and parcel of the standard inventory of male socialization.
Women therefore end up more frequemly in “education traps™ and are ofiener the
losers in the modemization process of the “human capital” (cf. Rabe-Kleberg, 1988a,
1988b). The reason for such a structural gap is the basic pattemn of a “double
socialization” (Becker-Schmidt), namely women’sdouble-bond ingainful employment
and family work. This mode of socialization scems to influence— relatively independent
of socio-structural characteristics, and with an amazing historical persistency— the
“logic™ of placement 1n society, in the workplace, and in sociely’s power siructure.
Interestingly enough, this “pattern” does not produce, though, any unequivocal
results, but a biographic variely of female living conditions (¢f. Mocn, *98S; Dausien
ct al., 1990).

We have now gained an as if were “nawral” perspective of biography-guided
women's educstion, 10 which— by the way— Ruhle-Gerstel (1932), had alrcady
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-seltled, easily availuble subsiance guaranieeing the unity and
progress of knowledge. The problem is 1o be unravelled on another theoretical plan:
Differences and limuwions ought 1o be recognized, not dissolved. On the march away
fram onese'f, there are realities 1o be perceived and confronted which in fact are not
near by” (in Nordmann, 1988:121). Goal and political issue at the same time is 10
overcome the individual, biographical consicllation, i1s the "march away from
oneself”. This, of course, tackles nothing less than subjectivism. Women s education
could become a new form of interventionist leaming, a kind of social movement (cf.
Schiersmann, 1983), because resisting unwanted biographical, structural raps will
not only change individuid Ife-lragectories. but aliect the organization of work and
education in sociely as a whole.

Incidentally, it is perhaps symptomatic that nowadays ideas from feminisi contexts
arc obvious cxamples of emancipatory educational processes and no more the
concepts from raditional social movements.” This fuct cannot at all be explained by
cager concessions 10 the zeigeist. The characteristics of emancipatory women's
education {B ] is that biographical experience is the very starting point of educational
processes where subjective peculiurities are not only taken seriously, but the “private™”
enters a politicization process.™ Collective furms of resistance are not excluded
thereby, but expressly intended (cf. Schuneling, 1988:118(1), although they are “new
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associations” (cf. Alheit et al., 1990, 11:913fY) that do not by nature” convert into
collective, social aggregates, but may become asocial movement by the consgious and
free decision of individuals. The political learning process appears 1o be changing its
face at the same time. Even collective learning must, therefore, stant from personal
biographies.

Intermediate Resume

The most interesting outcome of having critically screened various approaches to
biography-guided aduit education is not the contradictory complexity of theoretical
references. The most amazing finding is the conceptional range covered by
biographically affected educational concepts: The scope of problems extends from
individual-therapy interventions tosocio-political commitment, fromclassical subjects
of general and socio-cultural adult education 10 novel questions of vocational and
political adult cducation. Biography-guided adult education can therefore truly be
regarded as akind 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
Bourdicu has wrillen anunusually provocative essay about the "biographical illusion™
of a life-history, it being a “perfect social artefact” (1990:80). He tumns against the
complicity of biographical story-tetiers inferested in what might be catled a “nice
siory”, and rescarchers seeing themselves as in professional quest of “meaning”
(1990:76), the product being very often that “lincar” Iife-history which has nothing to
do with reality and, for the rest, s highly "unmodem”. Taking Faulkner and Proust as
examples, Bourdicu shows th:. the modermn nove! has long since taken leave of the
rhetorical conventions of narratives, clinging 10 a biographical identify “at the price
of amassive absiraction” meaning nothing but the “proper name” (1990:78). Proust s
talking of “the Swann of Buckingham Palace™ or of “the Albertine of olden times™
designaies the succession of independent states into which our life could get. Such
sequences would not justify, according 10 Bourdieu, a “life's story”, but at the most
a“trajectory” insocial space “develuping itself continuully and subjected to unending
fransformations” (1990:80).

Bourdicu’s provocation is Inply uselul fora more precise answer tothe suggested
question regarding a theoretical framework for a biographically-guided aduli
education:

(1) 1 sheds unsentimental light on the soctal phenomenon of “biography™ and

inducces us 10 be skeptical of “biography™ as a mere construct of meaning.

(2) It confronts us with a poignant sociojogical point of view and possibly
sharpens the eye for an educational-scientific approach to the biographical.




204

(3) The position takei is in a most stimulating way worth questioning, but for the
same reason gives us an opportunity o ponder over biography as a life- and
learning-history.

Ad(1): Beneath Bourdicu's farewell to a “biographical illusion™, a specific
diagnosis of modemism is hidden. It is that kind of scepsis which labels the
discontinual cxpericntialreality of the “nouveau romen” as well asacollage: Biographies
are— at the most— trajectories in social space. It is helpful to clarify the positions
taken on the march, but there is, none the less, no coherent history. This attitude has
nothing in common with post-moedern constructions, is no plea at all for *paralogical”
knowledge (cf. Lyotard, 1986:175fT). It is instead radicaily modem (cf. Licbau,
1990:85), secing the dissolution of conventions as an opportunity.

There are some other plausible, empiricil indications if we consider documents
from marginal zones of biographical knowledge: The impressive collection of life-
histories from the Picmonte Po Valley, for instance, edited by Revelli under the title
of Hmondo deivinti(The Worldof Losers) (1977), leads us tothe limits of conventional
biographical rhetoric. Doing away with the cuphemism that a “life’s story” ought to
be a document of 4 successful social integration, it reminds us of the possibility that
understanding the “conditions” people go through may in itself’ be enlighiening.
Revelli's remarkable collection renders us sensitive also for the less dramatic
consequences of modemism: The “nonnal” frictions in conlemporary women'’s
biographies (cf. Dausicn, 1990) the breaks and “traps” while we cross cultural bonds
and modemization levels (cf. Apitzsch, 19894), the shifting “positions i social space™
(Mannheim [1928-29), 1964:526.2 Biographics thus read always are also radical
documentsof “the individual’s sociality " (Apitzsch, 1990:13). They look life “construed
individualities™, like structures of placements and displacements insocial space which
can beregardedat acertain point as independent “ensembles of objective relationships”
(Bourdicu, 1990:81).

This rigorous view ironizes the educational-therapeutic idea of mendable damages
of biographical identity and puts modermn biographies relentlessly in their structural
context: “Trying 1o understand u life as aunique and self-sufficiend sequence af events
withoul any other tics thanthose io aperson, ..., is almost as absurd as irying to explain
a Paris méro-line withow waking inio aceount the network, namely the matrix of
objective connections between various stops™ (Bourdieu, 1990:80).

Such a structuralistically enlighiened, swictly sociological view overstreiches,
though, the important reaization of the biographic s "soctulity” and ignores the latent
biographicity of the social: Evenif in Bourdicu's metaphor the different méiro-stops
were defined by the network of their connections, e distance from stop 1o stop must
still be covered. Moreover, irespective of the 1ol network, the special features of a
certain sequence of stops will identify o métro-"Tine™. The spectfic sequence of stops
has a logit of its own as well.

Biographics without such a meaning of they own are nconceivable, Even those
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biographical sequences threaiened by incisive modemization processes, like Revelli’s
“Josers” are showing a certain inner consistency and are not simply kept together
merely by their proper names, as Bourdicu assumes. Nor cancoherence and continuity
of biographical self-expericnce be simply discredited as an “illusion”, because the
biography-owner cannot freely suspend his biographical knowledge in each new
“condition” of the biography; insicadhe must reactivate it loacertaindegree (cf. Alheit
& Hoeming, 1989). It is intercsting to ask, though, whether such biographies will still
be“worthielling” inthe future, whether they will reproduce a namratively reconstruable
“life-history” (cf. Apitzsch, 1990:18); for the narrative structure of experience is
dvpendent upon the meshing of the history of collectives (see above). I, however,
individuals in the process of radical modemization of traditional cveryday-worlds are
cut off from the resources of exnerience passed on or unguestionably shared, perhaps
a key biographical competency might vanish in the meshings of collective contexis.

Ad(2): Breaks and frictions in modem biographies cannot be denied; and
Bourdicu's critique sharpens the eye for this fact. But is it enough 10 describe
contemporary lives, whosc biographies undergo unplanned, but visible changes, asa
mere series of positions? Is the emergent, potential scope which, even on various
positional levels, does indeed exist for all agents meshed with other agents, with
influence- and power-structures— cven in Bourdieu's understanding— truly 1o be
filled by fading out a biographical perspective, that is without recourse 10 action
resources stemming from carlier, individual experiences of placement and without a
concepiualization of positional opportunitics which could biographically follow the
actual enfanglement?

In the preceding considerations both questions have been answered intricaiely and
rather unambiguously in the negative. Bourdicu's “structuralist voycurism” secms to
be— scen from this view— not even sociologically satisfactory. It would be
counterproductive forasolutiontothe problemof aneducational-scientific framework.
But what could an adult education answer look like if an unrefiecied return to the
“therapeutic paradigm” is burred? What chance is there to understand the owners of
conicmporary biographies not just as victims of modernization processes. but also as
leaming individuals discovering fresh potential scope?

We“learn”, in the course of modemization processes, o renounce unquestionably
accepied everyday security and conventions. This involuntary repunciation no doubt
contains the risk of banal forgetting, of arclapse 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.® Such a possibility has always
accompanied historically preceding modemization processes. It leads to the formation
of new social-morality milieux in the constitutive phase of the modem proletanat (cf.
Alhcit, 1989b), 10 a class-wide defence against social integration, as it were. Butitis
alsothe driving force of that fundamentally “moral-economic” function of the modem
welfare state which prevents the complete market-like processing of individual

Qi




206

working capacity (cf. Kohli, 1989:272f). And it could weil become the foundation for
an at present extremely vague option of cooperation (via radical individualizztion)
among endangered people in new association and leaming processes. At least three
preconditions have to prevail 1o do this:

(A) The consequences of recent modemnization processes must be biographically
integrated. The understanding of coonomic and political power structures iniervening
in the biographical “trajectories” behind people’s back, must become explicit,
biographical knowledge, including not only political education, bui foremost vocational
qualification.® The integrationof knowledge-forms allegedly *indifTerent tomeaning™
is, in the long run, possible only by refiection on their biographical value.

(B) “Biography” as an cveryday-world resource of meaning is, for its own part,
dependent upon modernization. A reminder scems appropriate here that biography as
a social institution and as an organizing principle of individual life is a product of
modemism and no traditional resource of pre-modern forms of living (cf., very ecrly,
Elias, 1980, 1:336IY), which docs not imply that biographical knowledge has never
been able to fail back upon inherited stocks of knowledge. On the contrary: Attaching
individual, biographical oricntations tointeraction forms necessary for the reproduction
of modem socicties possibly presupposes traditional solidanity structures. Capitalist
modermnism unfolds— contrary tothe culturally pessimistic diagnosis of the Frankfurt
School—notonly asa*colonializationof everyday-worlds™, but alsointhe exploitztion,
ransformation, or even revitalization of traditional ways of living.? Individual
reproduction sirategies are therefore always proportional blends of both conventional
and modem ingredicents of knowledge. If, however, grown bonds and conventions are
becoming fragile, if indubitable resources of meaning and solidarity are vanishing,
then a “modemization” 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
nincicenth century (cf. Langewiesche, 1984, Kramer, 1987). Traditions of pre-
proletarian, plebeian expericntial links are becoming dysfunctional and sink into the
ground, New traditions begin 1o form (cf. Alheit, 1989a). But similar developments
canalso be found among the modemized solidarity-cultures of recent social movements.
They “inherit” the traditions of classical social movements by specific modifications
(cf. Touraine, 1983).

(C) Therefore a competence called “biographicity” is necessary: The ability to
attach modem stocks of knowledge 1o biographical resources of meaning and, with
this knowledge, 10 associate onesclf afresh. The chunce is much better than sceptics
predict (cf. e.g. Axm -her, 1990). Let us just imagine the changing status of the most
advanced modern forms of knowledge, und we can realize their loss of legitimacy and
meaning. Science above all has lost its authority in the course of ils pervasivencss
across alllevels of life. The pluralizationof knowledge onofferhas absurdly increased
andnot decreased the users” awtonomy (el also Beck, 1986:286{T). This is true no. only
of risky areas like atomic energy or armament policies, it is also true-— al least
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‘atently—of educational andiraining courses in general. Theright of consumers tocall
for meaningful offers has informally becn implemented. It will be interesting to see
whether adult education can 1ake its chance (o utilize *modem knowledge™ in favour
of biographees' autonomy (o act,® perhaps to convert it into a kind of “countec-
knowledge™ and 10 create thereby “new associations” (meaning new communitics).

Ad (3): Certainly. this would alsocontribute tothe productionof “life-(hi)stories”,
and they would not at all be just illusionary by reason of expressing the persistence of
biographical experience in spite of modemization and social change. Only if we have
understood the nced for continuity in these discontinuities, can we appreciale the
*logic™ Jf historical breaks and discontinuitics, of wars, catastrophes, revolutions (cf.
Niethammer, 1990:92). We candevelop ancducation-science view anly if—countering
Bourdieu— we understand the tension between continuity and discontinuity as one of
“historical leaming”. And we must realize— seconding Bourdicu— that in future
“(hi)stories™ will become more demanding than the namative reconstructions of the
past. We cannot completely rule out that we shall soon have 1o modify slightly our
introductory motto of Kierkegaard's: Life canonly be lived if there is adesign—it has
10 be understood "*forwards”.

Summary:  The purpose of my considgerations is to increase the plausibility of the
basic assumption that biographical approdches in aduls education are no incidensal
fashion but a *covert syndrome” . There are good reasons for ialking of a creeping
paradigm-change. It comes as a surprise that biographical approaches refer 1o all
practice fields of adult education. It is also interesting 10 note thal the heighiened
sensitivily for biographical inquiries does not necessarily favour subjectivist and
therapy-related concepis, bul associates equatly with political and vocational adult
education.

Furthermore, the developmeni of an ambitious theoretical framework looks
promising. The programmatic concepiof “biographicity” suggyesisa bondedneswork
of everyday-world and “modern” knowledge which could become a foundation for a
stralegic reorgunization of adult education learning processes, a plaiform where the
organized confromiation of modern expert knowledge with everyday knowledge
gencrales a kind of “new counter-knowledge” .

A Note on the Author

Peter Alheit is Professor for Non-institutiona) 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. Afier several years of social science studies at
various rescarch institules he got a second Ph.D. (1977) for theoretical inquiries into
everyday knowledge and class consciousness. In addition to intense rescarch of
subjects concerning socio-biography, the sociology of knowledge, theories of culture
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and everyday life— all published in various anicles and books— he has devoted his
efforts to the practice 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 andcomparative adult educationand—inconjunction
withsix other Europeanuniversitics—setup the ERASMUS-programme of European
Studies in Adult Education which he coordinates.

His programmatic idea on which his rescarch 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 most advanced “modem”
knowledge of and within sciences and techniques of all kins, and that the outcome
is a change not only in biog-aphical knowledge but also of “cxpert knowledge”. This
will explain why he was and is most impressed by Antonio Gramsci’s Quaderni del
Carcere (Prison Notcbooks), Raymond Williams’s Culture and Society, and the idea
of the Vienna Circle Encyclopacedia (Otto Neurath's self-witled papers in particular).

Notes

" Twishtothank 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.

? “Paradigm” is used here in a wider sense of “change in perspective”, as achange in
the direction of attention within the scientific community, and not in Kuhn's more
restricted meaning.

* Itis cenainly symptomatic that Kohli’s *Institution Thesis™ originally drew almost
exclusively from social history back-up maierial 10 male working-life biographies
(cf. Kohli, 1983). The idea that “modem” female biographices are rightaway
structured in a specifically different way, that the historically speaking amazingly
recent process of “biographicization™ is perhaps reaching women much later than
malcs, has a range of empirical findings on its side (¢f. ¢.g. Dausicn et al, 1990).

¢ Inthiscontextaplausibleobjectionof Kade's (19%0) isrelevant: Recent modemization
processes donot merit cultural-pessimistic distancing only, but also the appropriation
of their hidden potential. Kade's assessment, though, of successful intervention in
adult education as a “driving force of individualization™ appears 10 be a trifle over-
optimistic (c. Kade, 1990:796IT, and the remarks in Pant 4),

* Some initial qualifications are necessary here; The following section does not
provide a poiscd comparison of the biographical concept's effectiveness with
competing constructs like “identity”, “development™ or “socialization’; it trics
instead 10 point up the theoretical and strategic peculiaritics of the biography
concept.

¢ This basic “diddectics” evidently retlects only past of the dynamics unfolding within
the social phenomenon of “biography”. The objective, structural foils vary more
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than the notion of an “object perspective” suggests. They refer to genetical,
structural conditions within a person, as well as 10 societal patiemns that structure
biographical progressions (cf. Purt 4 for more details).

7 Centainly, the revision never involves the 101al edifice of biographical knowledge.
The so-cailed “foundational elements™ of knowlcdge or the “habitual” knowledge
are more or less stable components; form of knowledge with a high degree of
“habituality” cannot simply be ecrased cither (cf. Schihe & Luckmann, 1979,
1:1781).

® We can compare comparabic structures with a kind of “grammar of biographical
actions”, Each single action may deviate, but in the medium term the biographical
agent has 1o follow such pattens within certain bounds of aliemative decisions.
Bourdicu’s conceptof the “habitus™ us an “active principle of unifying practices and
representations” seems, by the way, 10 vary this thought (1990:77).

¥ The question is, whether in this case the “institutional™ model is at all accurate
enough, or whether Elder's transition” concept would caplure present-day change
more adequately (cf. Elder, 1985).

° In the arca of macro-sociology the thesis stilf sounds extremely speculative. The
“structuredness of sovial inequality-- the effectiveness of sirata, class, ethnical
affiliation, sex, eic.—is not markedly in reireat’” (Kohli, 1989:266). The changes in
the micro-sociological area, however, are undeniable.

* This differentiation is certainly not random, and the labels chosen have a high
affinity 1o the self-predication of the different approaches, yet its intention is
systemualic, its exposition follows a certain “dramaturgy”, claiming neither
completeness nor excluding conwrasting systemitics,

17 1t is nevertheless surprising that Loch hurdly ever refers to the genetic stiuc s - <alism.

1 Reference particularly 10 Kohiberg's studies (¢f. Lempen, 1990; HofT, 1.490; and
many others) would here be highly interesting for a biography-guided adult
education.

* Amore sacial science onientated variant of the problem, interpreting adulieducation
as it were as a critical life-event, examining the biographical conseguences of the
event, can be found among the analyses of B .« hmuyer et al., and Kade, Eventhere
a constant relation between “biography™ and “adult cducation” does not come up,
sincc the theoretical, guiding paradigmis not “*biography”, but rather “identity” (cf.
Buschmeyer et al., 1985:20fT; Kade, 1989:2111). An opportunily is thus nussed of
empirically tracking “individuality” in the process of its (structured) emergence and
change. Inaddition, the specific adult education use of biographical material— after
all,onc of the study’s desiderata --is reducedio quasi participant-orientated “mock -
options™: Itisonly during a process of critical examination of oneself and others that
something like identity and subjectivity are formed. This means that the educative
conient of educational processes can only be eatracted once the participanis® *life-
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historical horizon of meanings has been unfolded” (Buschmeyer ctal., 1985:98; and
also Nuissl, 1989, sharp criticism of Kade, 1989). There could scarcely be a more
meaningful paraphrase of Kierkegaurd's motlo: “Apparently you can educate
people only if it is evident that they are ‘educated’™. It is undoubtedly not only
Kierkegaard's ironical objection, butalso methodological scruples which justify the
remark that— while meanings are being dug out and “interpreted vicariously” (cf.
the following critique)— the educational processes themselves have longcontinued
on their own (*in the meantime (lifc) has to be lived forwards™).

13 This objection cannol be iavalidated by a reference to fundamental, theoretical
sndings of “structural hermiencutics™ maintaining that the hermencutical scholar
has access 10 “latent structures of meaning” inaccessible to the ordinary agent in
society. Without offering here any elaborate critique of Ocvermann's hermencutics
(cf. already Albeit, 1984a, 11:42{0), some short remarks seem appropriate: The
vicarious interpreier cannot, in principle, run away from implicit, valid demands
or aporias of insecure social agents either, if his own interpretations are to be
plausible (cf. Habermas, 1981, 1:16710). He, ton, fails 1o interact “meta-
communicatively”. He is himself cntangled in the objectively constituted
meaningful problems of his “client™.

' Birren's concepl, from his sesearch on aging (cf. Schroots & Binren, 1988), refers
10 a new, expanding field of inquiry into adult education, the subject of aging and
jeurning which will doubtless reinforce the trend 1owards a biographical oricniation
of subjects and metbods (cf. Mader, 1987, 1990).

7 Once again it is important o note it the themes are not just random, but
“existential”. Aging, sexuality, deuth, and so on. arc unavoidable questions which
we have 1o come 1o temis with autebiographically (¢f. Mader, 1987:13(f, indetail).

18 Compare the methodological relevance of “narrativity” it has for historiography
since Danto’s remarkable Analytival Philosophy of History (cf. Rossi, 1987, .
detail).

% An educational motf that ought to be highly topical in post-Fascist and post-
Stalinist Gerninany.

® Exactly this biographical dilemmacouldbecome “1rap” formembers of the second
and third generation of migrants, because they sl higher hopes on educational and
vocational careers than the first generation. An unproblematic retumio their ethnic
fold is barred (cf. the interesting rescarch outcomes regarding the “Jearning-
biographics” of femule members of successive generations in Apitzsch, 1989b,
1900),

21 This is not 10 say that a biographical oricntation has no place, for instance, in the
unions’ educational courses. On the contrary: The {ormation of “new cuitural
models”, among the younger workforce in particular, (cf. Zoll c1 al., 1989) will
possibly spill over into educational concepls 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
Holzaplel and Thomssen: also Alheit & Wollenberg, 1982). Nobody will maintain,
however, that the impetus for an increased awareness of biographical studies as a
political topic for educational efforts has come from today’s labour and union
movement. I this case the women's movement is undeniably both the protagonist
and standard-bearor,

# The prominent feminist slogan “The privaie realm is political!™ also refers to the
acknowledgement that societal power siructures and their reproduction conditions
do not leave privacy untouched. Socially most affected are, however, women (cf.
Schmeling, 1988:7117),

* This unusually modem phrase, coined by Mannheim in his classical essay on *“The
Problem of Generations™ (1928), suitably describes the complex relationship of
individual, biographical unigueness and the changing influences of the social space
(class, sex, generation, eic.),

* The highly interesting outcomes of a longitudinal study by Holff, Lappe, and
Lempert on the cthical relevance of occupational behaviour are instructive: The
knowledge gained on the basis of Kohlberg's *morals concept” definitely point to
sucha*risk of relapsing™, dropping buck 10 pre-conventional ethical milieux via the
influence of the modemization ageney “industrial enterprise™. But it also points up
the possibility of countervailing developmental processes (cf, Lempert, 1990, as a
representative guthor), <

* Such processes can be observed empirically, for instance in the ransformation of
unidirectional (therefore heteronomous) process structures into action-scheme
(therefore antonomous) process structures of a lite's course (cf, Schiitze, 1984);
Examplesare the ending of 1 drugcarcer enabling a biographically, self-determined
freshstantafier acathanic breakdown: or thetransition froma long-term redundancy
10 & new retraining process.

% In this contextthe critical remarks of A smcher’s, concerning the function of what
he calls—- based upon Weber.--- “expertknowledge™ are quite relevant (1990:2811).
Whether his sharply contrasting expert and everyday knowledge is plausibie, is,
however, doubtful. Lempent ot al s long-term studies indicate how the knitiing of
expert and everyday knowledge components does affect the individual’s ethical
faculty of judgement (cf. once again Lempert, 1990:441),

# A performance which probably explains the strategic lead in the control of complex
econonues and administrations as opposed 10 strict and inflexible modemization
models (such as the “real socialis™ societies), but on the other hand is also
responsible for the faral modemization strategies of fuascist sysiems,

2 This observation by itscll is often stimulating enough to reproduce that attitude of
Contemporary adult education rightf ully cancatured by Axmacher in his critical
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contribution to the “life-world oricniation™. “Awthentic, encouraging, charismatic,
dynamic, emphaic, feminine, holistic, hedonistic, interactive, creative, pleasure-
seeking, communicalive, ROmalive, optimistic, participalive, rhetorical, spiritual,
team-orientaled, visionary, iruthful Jorward-looking: Feeling good, working better
(afierwards), having undersiood nothing w all* (1990:30).
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Ausbildung, Fortbildung, Weiterbildung
Martin G. Haindorff

Education is not a product: mark, diploma, job,
money — in thal order, i§ is @ process, a never-
ending one.

Bel Kaufman, TV interview, 1967

1. Ausbildung

In Germany any kind of Berufsaushilung (vocational training) — this is the full tide—
leading to a well-defined final examination entitling one (o enier thousands of specific
“certified” jobs andcareers(Lehrberufe)is Ausbildung , assured by standardized contracis
(Lehrvertrag) commonly called Lehre (apprenticship) which are recognized by the
state and registered with the local or regional Chambers of Cammerce and Industry.
They are staged (first, sccond, third, fourth year) arxd usually cover periods from a
minimum of two (salesm n in depariment store) 1o three-and-a-half years, the typical
commercial apprenticeship running for iwo-and-a-hall years and the crafi or industrial
apprenticeship for three. Stagesofiencover three tosix months inone department or area.
The apprentice is required 1o aticnd vocational school where final tests are writien. An
oral examination is held on behalf of the Chamber of Commerce and Industry. A
Cenificate of Apprenticeship (Gehilfendricf) or (Gesellenbrief) is handed out entitling
the owner 10 sct up business and train apprentices. The system is always a dual-lrack
apprepticeship. 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 1o acquire the basic competences of
» vocational core knowledge regarded as basic to all careers (commercial arith-
mietic, accountancy, commercial law, commercial correspondence);
e functional knowledge and skills regarded as indispensable for a vocation (en-
compassing various jobs like administrative procedures, or wage and salary
admunisuration and records, buying, sifing);
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« practitioner knowledge and skills (knowing how 1o do it) dictaied by immediate
job requirements (such as the assembly of components, packing, forwarding, or
consolidating consignments, e1c.).

Asregards higher education, any basic, firsi-iime university or college training—
usually eight semesters or more—concluding with a diploma, master’s degree or a
state examination (Diplom-, Magister-, or Staatspriifung) is always regarded as
Ausbildung for aprofessional career according10two famous Federal Supreme Fiscal
Cournt decisions (Bundesfinanzhof 1967, 1973), referring 1o tax-deductibility and
pensions computation, the issuc being the boundaries between Ausbildung, Foribildung,
and Weiterbildung.

The lowest level of state-recognizediraining is an Anlernberuf (semi-skilled training
for asmaller range of duties like lawyer's office assistant), usually for iwo years only,
but also quite thorough, with a final examination,

2, Fortbildung

Vocational and/or 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 10 efficiency engineer, from accountant 1o chartered accountant, or post-
academic professional training for medical specialists). The certification s job-related.
If itis a long-1erm siraicgy and commitment, the best namg for it would be vocasional
(or prefessional) development, where the accent is more ontraining than oneducation.
University departments often call it continuing professional education,

Forbildung is always purposeful, systernatic, and more extrinsically motivated.!
It is usually part of a long-term internal career patiern, for example in the fiscal
administration (IRS in the U.S.). Practitioners ofien use Fort- and Weiterbildung
interchangeably. According to the aim of such courses an administrative distinction
is madc between

» Anpassungsforibildung {adaptation training 10 keep the job) and

o Aufstiegsforibildung (carcer training 10 advance m the job).

3. Weiterbildung

Continuing education, the literal cquivalent to the German term s pny person-related
education aficr a first training, usually without examination, ihe certificate not
entitling to any career-advanceruent or different job. Weiterbildung is purposeful, but
usually less systematic than Foribildung. It is more intrinsically motivated.?
Coniinuing education is often regarded as synonymous with further 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 posi-initial siage {of educationl, i.e. after a substantial
break from initial education” (Hummelstrup, Robinson & Ficlden, 1981:6).
Continuous educationis any“systematic learning closely based oneveryday work”
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(Himmelstrup, Robinson & Fielden, 1981:6). The work itself is the basis for an
educational programme. Self-education on the job (in addition to training on the job)?

Adult education includes “all systematic learning provisions for adulis, other than
full-lime higher education” (Himmelstrup, Robinson & Fielden, 1981:6). This term
will probably survive as the general concept of all post-school, post-secondary, post-
universily education, as will the German Erwachsenenbildung.

Recurrent education is “a sirategy of provision that makes these recurrent
opportunities [of lifelong learning] possible” (Himmelstrup, Robinson & Fielden,
1981:6). The odd idca behind this label is thal—according to the OECD Paris
designers{criticized for other reasons by G. van Enckevort, in 1979)—theaimofsuch
long-term innovation programmies could be achicved “by the introduction of amore
or less compulsory period of work during one ar two years direcily afier the period
of compuisory education (at the age of 16 or 17 years}”, and, of course, “a close co-
ordinationwithsupporting social, culiural, and labour market policies” (van Enckevor,
1979:43-44). This is not far from also making co-ordination and policies compulsory.
Itis the good old idea of planning and the question of “freedom under planning” along
with it (Friedrich von Hayek versus Barbara Wootion). This game is up.

And then there are combinations. One contribution 1o the Esbjerg seminar is called:
*Continuous education as recumrent education: A new approach 10 teaching adults at
adistance” (Bock, Cohen& Tribus, 1981:76). Youmay alsocomeacross “concurrent”
education.

As Jindra Kulich has pointed out (1987:170), the interchangeability of terms, this
“babel”, is perhaps most marked in the English-language literature. I presume the
German language isa good runner-up, with Berufsbildungswerke, Berufsforibildung,
Bildungsvereine. Andthen there are Anstalien (public institutions): Bildungsansialien
or Lehranstalten (cducational institutions), Bedirfnis-anstalten (small institutions to
deal with necds: public lavattories).

Notes

' Extrinsic motivation is 4 concept corresponding 1o one group of Atkinson's
dichotomy, the “expectancy x value Bicorisis” (Tolman, Lewin, Atkinson, Rotter,
Vroom, Peak). Motivation is an unforiunate term for this view.

* Intrinsic motivation is the second basic concept corresponding 1o the other group of
“drive x habit thecrists™ (Hull, Spence, e.g.). This is the classical, philosophical
view: Motivation is causality seen from inside or “principiwm rationis sufficientis
agendi” (Schopenhauer, 1813: §43)
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Bremen'’s Legislation on Continuing
Education and its Historical Background
since 1970
Martin G. Haindor{f

Education and training is a mater for the regional states (Bundesldnder), the
Feaeral Government being constitutionally restricted to setlting 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 Governmeny,
granting
o an equal right 10 general education | B for everybody according to his talen,
This right will be ensured by public institunions (Article 27)
o All adults shall have the « pportuniy io continue their education in public
institutions (Article 35).
The legal side of continuing education was enacted differently, but in great detail
and with much consensus, in each of the then nine German Bundeslinder after
(3) the German Education Council bad submitted demands and requirements of
a general plan for supraregional structures of education and institutions
(Strukiurplan, February 13, 1970),
(b) the Federal Govermment hud published its Reporton Education{(Bildung sbericht
1970,
(¢) a Federal/Regional Inter-State Commitiee for Educatinal Planning had given
its nterim report {Zwischenbericht der Bund-Léinder-Kommission, {clober
18, 1971), and
(d) a Suanding Committee of The Conference of Mimsters of Culiure and
Education had olfered recommendations. {Second Recommendation of the
Kuluominisierkonferenz, March 4, 1971,
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The consensus was that all educational arcas (schools, colleges, polytechnics,
vocational training, continuing education)ought o be secn asmutually complementary
forms in the overall process of education. Continuing educalion was now becoming
a public task to be enacted by the Lénder-park-ments. The Strukiwrplan understood
(a) vocational fusther training, (b) retraining, and (¢) adult education to be an
interconnected unity and proposed the name of Weiterbildung (continuing education)
for it, the underlying reason being that the three areas should be concerned with the
requirement of widening the leamer s horizon beyond merely occupational skills and
knowledge.

1. The Land Bremen, with its 684,500 inhabitants in January 1991—comprising the
Frec Hanscatic City of Bremen and the maritime city of Bremerhaven—opassedashon,
four- page parliamentary act with thiricen sections on March 26, 1974:; Geseuz iiber
Weiterbildung im Lande Bremen (Law on Continuing Education in Land Bremen)
defining the scope, intentions, and tasks as follows (substantial excerpls):

(1) Continuing education as herein understood must be an integrated parn of the
education system (§1).

Its task is to fullill individual and societal educational requirements in the form of
organized leaming afler the termination of the obligatory {ull-ime schooling [ten
years in Genmany, M.H. . The faw does not cover Jurther schooling of college and
university atiendance (§1).

(2) The purpose of continuing vducation is 1o cnauble everybody
(2.1) todeal eritically with soviad and cultural experiences, knowledge, and ideas for
i comprehension and change of societal reality and his or her position mit,

(2.2) 1o evaluate, maintain, improve, or chunge occupational qualifications in their

socio-political importance,

(2.3) toparticipate moreetfectivelyandself-reliandy (widerstandsfédhiger) in public

fife owards the implementation of the Basic Constitutional Law:

(2.4) 10 learn ways of behaviour for the conwol and overcoming of sociclal

conflicts whose causes have been recognized; and

(2.5) 10 reduce inequalities which have arisen and still are anising from social

onga, from socetal developmunts, and from eductional process (8.

Institutions are iequired 0 work cooperatively wwards the integrationof political.
vocational, and generateducanion (§4:2-3), inespective of educational background, of
social, political, vocational, or ideologicsl (welianschauliche) affiliation (§ 1:3).

Continuing education institutions can benefit Jrom this law provided that they are
non-profit orgarzations in the public nterest. They must be state-recognized (§3:4-6).

Funding is available up to 100 per cent, covermg personnel overheads of full-ume
educators and administrators within the limits of the Bremen budget, according 10
guidelines for staffing, assessment, (inancial standing of instiutions, and the course
fees taken (§7).

21.
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1. According (othe Federal Industrial Relations Act(Betriebsverfassungsgeseiz, 1972:
§21, §37) members of Work Councils (all elected by the workforce as their
representatives) are entitled 10 four weeks additional paid leave (in addition to the
ordinary, paid annual vacation) for relevant “recognized™ functional training and
education during their first term of ofTice, and three weeks during subsequent terms
(a term of office being three years). This Federal Act is best known intemationaily for
its regulation of the scope and limits of co-delermination on company matiers. Many
of its provisions will be copied and integrated in the future laws of the European
Community.

1I1. A supplementary law covering paid educational leave was passed in Land Bremen
on December 18, 1974 (Bremisches Bildungswrlaubsgeseiz). I entitles every em-
ployed personto len days of paid educational leave within two consccutive years (§3).
The course must be officially recognized and comprise a minimum of five days
(exceptionally three). Course participants cun apply for individual and additional
grants in case of special need (§12),




University of Bremen: Requirements,
Courses, Examination Regulations
Martin G. Haindorff

1. Introductory Remarks Concerning the Organization of Studies
at the University of Bremen:

In Bremen, any student enrolling for any degree has 1o clect either (a) two principal
fields of study (majors) (Haupificher) or (b) one major and two minor fields of study
(Nebenfiicher). In some depantments it is possible to elect (¢) one major, one minor,
and two study clements (Studicnelemente). The workioud and number of cestificates
required is fairly equal, whatever combinaiion is chosen from a list of options handed
oul 1o the student with enrolment forms. The student is usually obliged 1o state his
second field of study when registering for the second semesier of s2udy. The second
ficld (or study clements) can be changed until the foundation study iscompleied, Later
changes require sper.ial permission. This procedure is [airly universal among Gemman
state universities {which represent about ninety-five per cent of all universities). The
German winter semester runs from mid-October 1o the beginmung of February; the
summer semester from the beginning of April to the beginning of July.

A notable ditference of university studies in Germany 1o many other countries is
the fuct that (1) with very few exceptions there is no required class attendance and no
required reading; everythung is (hughly ) "recomiended”, Students design their own
schedule and workload (Cacadenuc freedom™). (2) There are notuition fees whatsoever.
(3; Students pay a small contnbution o their weilare association (Studenienwerk) and
official representation (Studentenausschuyfs) (DM 55— S30 per semester in 1991), (4)
Full health (medical) insurunce is compulsory and very cheap (special rate). (5)
Financial assistance is guaranieed by the Federal Training Assistance Act (BAFSG)
and granted 1o all German first-time students according 1o their needs (50 per cent 10
be repaid). The only requirement is the student’s compliaice with formal regulations
{as outlined m secoon IV with regard w Broman).
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II. Department Twelve: Sciences of Education and Society

Department Twelve, under the overall title of Sciences of Education and Society
(Erziehungs- wnd Gesellschafiswissenschafien), comprises four independent sub-
deparmments with their own administration and five state-recognized siudy programmes.
The first iwo study programmes (1a. 1b) shure the same staff and are part of one sub-
department:

(1a) Diplom-Erziehungswissenschafi (Graduate Diploma in Education). (12

professors on the reguliar stalT, ten occasional faculty from other depariments
such as physical science, psychology, history, etc., and two lecturers).

(1D) Erziehungs- und Gesellschafiswissenschafi (Sciences of Education and

(2)

3
4)

Society): (teacher training). This programm is the first partof teacher training
in Bremen — with a state examination {{irst Lehramispriifung) {foliowed by a
supervised cighteen-monthstraining (Referc nduriat)inaschool andthe second
stale exasiination,

Primarstufe der Lebrerbildung (Elementary School Teacher Education): (three
professors, three occasional faculty from history, physical science, and
educational science, and four lecturers). This programme is for primary (or
clementary) school teachers only (state examination).

Sozivdpadagog ik (Sovl Pedagogyy: (11 professors).

Weiterbiddung (Department of Adull Education): (iwelve professors, two
academic lecturers). This is the (sub)depurtment now described in detail.

I11. Course Requirements and Student Esrolment

The grand total of recent student enrolment al the Universily of Bremen was 14,357
{(winter semester 199G/3991). The Departinent of Adult Education figures are given
in brackets in additon to programme and course details:

M

Full course (Diplom-Pddagoge). Admission requires the usual final leaving
Erganzungsstudivexamination after twelve or thirteen years of grammar (or
secondary) school (Reifepriitiung., commonly called “Abinr™). Female 213,
male 92. (SS 1988: 251).

Supplementary study cousse (Zusalzsiudium, also called
Lrgdnzungsstudinm at other universitics), two semesters full-time
study (A) with eight hours a week or four semesters part-time (B), four
hours a week. Course A: Female 25, male 30; Course B: Female 112,
male 67, (SS 1988 260). Admission requires # college/polytechnic
degree (Fachhochschule), or two-year full-time employment in adult
education, or two-year part-time employnent in adult education and
additional knowledge (such as obtained from “contact studies™).

oo
—
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1K)

Contact study course (Komakistudium): two semesters, evening classes
throughout. One weekly session of four hours: 25 students (S8S 1988: 39).
Admission requircs a full-time or pant-time job in any educational field, such
as teaching assistant, course Jeader, trainer, etc. The successful completion of
the Koniakistudium cnables students 1o pass on to the Zusaizsiudium.

IV. Subjects and Certificates

A substantial extract of the subjects and certificates required follows for the ten
semesler (major)course in Adult Education [ AE) and the degree of Diplom-Pidagoge
or-Pédagogin asauthorized by the Land Bremenon November 14, 1986 and published
in the Official Gazetie, No. 71 on December 4, 1986: 553-58.

H

(2)

The programme reguires a minimwm of nine semesters. It is subdivided into
a four-semester foundation study (Grundstudium) Icading lo an inlermediate
diploma {Vordiplom), and a five-semester advanced siudy. The advanced
study includes a three-semester project with one semestes of practical fraining
in the middic. An additional semester (six months) is required for writing and
delivering the thesis (§2) which may or may not be connected with the project.
Formal, marked certificates (Leistungsnachweise) are required and will be
granted for the following range ol achievements {in wriling )chosen and agreed
upon (§4):

« Scholarly paper (Referat)

Report on specific literature (Literatuwrberichi)

Documentation (with comments) (Dokwmentation)

Working paper (Arbeitsberichi)

Ficld study (Feldsiudie)

Final, consolidate:’ project report (Projeks-Abschlufiberichr)

Tramee’s report on practcal wuning (Praxisbericht)

[ ] - L - [ ) »

The student may opt for an oral exanunation (Prifungsgesprdach) m sclecied
subjects in licu of an achicvement cettificate (Leistungsnachweis) (§4.5).

(3)

Ordinary certificates (§5) for regus. |, successiul participation — no marks
{grades) required — will be granied tor

¢ session minutes (with queries saised) (Protokoll)

« short papers (outline or discussion of subject) (Kurzreferar)

» g list of statements, premisses, etc. presented (Thesenpapicr)

» aclive help in preparing a seosion (Betreuung).

A, Required Foundation Courses and Certificates (§3.1)

¢y

Adult Education:
o Introduction 10 AE as a filed of study, as adiscipline, as an educational area,
asavocational/professional activi:y (one centilicate of successful participation).

I) Y

< ot
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= Theories and the history of AE (first course) (one achievement certificate).
Educational and social science courses with an accent on AE (three
achicvemeni certificates and one certificate of successful participation,
one {or cach course):

« Education scicnce (Erzichungswissenschaft)

= Pyychology

« Socivlogy and/or political cconomy (economics)

 Empirical rescarch methods (hirst course).

A second field of studies taken from a list of recognized options, all of which
are leacher training subjects (senior years of secondary modemor gymnasium,
§3.1.3). A total of seven certificates is required up tothe final examination and
Diplom, three of which must be in foundutions (§7.6).

B.Advanced Study and Certificates (§3.2)

)

(2)

(4)

(b)

Adult Education: One achievement cenificate and swo centificales of successful
participation, one for cach course:

» Theories and history of AE (sceond course)

» Didactics of AE

« Organiration, law, cconomics, politics/policies for AE.

Educational and social scisnce courses with an uccent on AE (1I); Two
achievementcertificates, one repon, one certificate of successful participation;
empirical methods must be used:

» Education science (pedagogy)

Psychology

Social and/or political cconomy (cconomirs)

Empirical research methods (second course).

A recognized project {covering a minimum of three semeslers) with an
integrated, full-time practical training of six months, requiring the trainee’s
report (Praxisbericht) 10 be assessed a¢ the equivalent of an achievement
certificate. The practicad training on the job -nould enable the student 1o
acquire the mowlcdge and skills for essential Lasxsof an cauational occupation.
A contract is signed between the parties concemed 10 assure this aim. An
official university adviser (Praxisberaufiragier) is appoinied & assure
assistunce, supervision, and appraisal of practical training within and outside
the projct. Adequate time is 10 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
aweek, some fifteenrainees and iwoprofessors being present. Peer counsciling
(tutoring) and discussion is encouriaged.)

LJ
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(3) In the second field of siudies — already clected before the beginning of the
second semesier of the foundation courses — four certificates are required:
Either three plus onc, or two plus two (depending upon the number and kird
oblained during the foundations phase).

C. Graduation Requirements

« the submission 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 are selected beforchand and mutually agreed upon. A
minimum of onc subject is 1o be taken from (a) adult education, and (b)
educational and social science(s) (§9);

» a thesis based upon scholarly, scientific approaches, queries and questions
relerring to the study of AE. As an exception the thesis may refer to a subject
predominantly . eferring 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 {cach)

= Thesis: 4() per cent

The Diplom conferning the title of Diplom- Pédugoge ot -Pédagogin, will evidence

theoverall grade, the thesis and its evaluation, the examinations and achicverents that
went into the overall grade, and the compelency attained in the second ficld of study
(§12). The list of second fields of studies (clectives) is limited 1o
physicalsciences, biology, chemistry, mathemitics, history, geography , politics/
civics, religion, religious education, sports, English, French, German, Gennan
as a foreign lapguage, arts, music, ergonomics and various application ficlds
(texiiles, home economics, cic.), electrical engineering, metal engineering,
mdustrial cconomics, sacial sciences, social pedagogy,
50 that any combination of AE and such an elective will enjoy equal status in the
teaching profession. Students nujoring in other depastments, such as psychology,
saciology, ete., cannot ¢lect AE; nor can master’s degree students choose AE as 4
second, major or minor ficld of study (Haupifach or Nebenfach) (this possibility is in
the ofTing, with a master's degree in adult education envisioned). Education science
{Erzichungswissenschafi)is secepted as a minor, Pedugogy as anexperiential science
{Pddagogik als Erfafirungswissenschagt) and fundamentads of educational activities
(Grundlugen padagogischen Handelny) are study efements.

Y. The Teaching Staff and Research
The number of full-lime professors (chairs) across all branches within the field of

pedagogics/education scicnce i West Genmany, before unification in 1989, was
(Lenhardt, 1990:199-209):



237

« 1966: 196

« 1977. 925

» 1980: 1,100 (A cut of about ten per cent happened between 1980 and 1987).
» 1987; 1012

An equal number of full-iime academic lecturers (1,108 in 1987) has 1o be added. The
distribution among the main disciplines and special teaching ficlds was:

« Didacticians, school teacher taining 30 per cent
» General and Historical Pedagogics 25 per cent
» Special schools (e.g. for the handicapped) 13 per cent
« Social Pedagogics 8 per cent.

Adult education is an “also ran.” In fuct, within the to1al ficld of pedagogics/
education science, very few professors arc full-time educators. Most universities do
not keep this ficld apart, statistically speaking. Very often they cannot tell the number
of students and give estimates in answer to regular, approximately biannual surveys
(cf. Materialien, 1990). The total number of West German universitics and colleges
offering adult education as a major or minor was 33 (in 1989), out of some 94
universities and colleges (including polytechnics and teacher training colicges).

The University of Bremen has the largest full-time staff and the widest choice of
subjects of any depariment of adult education in the united Germany of 1991,

V1. Doctoral and Habilitation Dissertations

The table of doctoral dissertations (Dr. phil.) and second theses (Habilitationen) for
1980-1988 reflects the interests and shifis in the sub-categories or branches of
education. The table was derived fromthe general framework adopted by the Dewische
Gesellschaft fiir Erzichungswissenschafi (DGIE). Each sub-category (except item
fourtcen, the unclassifiable ones) has its own standing committee (Lenhardt, 1990:204).
Item three is the relevant one an our context.

References
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Table 1
Doctoral and Habilitation Dissertations
1980-1988

1980 [ 1981 | 1982 | 1983 | 1984 | 1085 | 1986 | 1987 | 1988
% | % | % | %] % | %] %] %] %
1. General science of 1991226 1387 273] 19.0] 21.1| 25.7| 27.11 274
education (including:
empirical educationsl
research, pure research.
educational philosophy,
pedagogy and
psychoanalysis) |
. E
2. Yocatonal wnd industrial £81 50! 46} 49 261 63 72| 82 9.8
education
3. Aduli cducation s1| s9]134] 49] a8 42| 24] 35| 28
4. Women's rescarch in 74l 09 09! ox] os] 1.7] 12| 20] 11
education
5. Leiswre odocation | 0| 0S8 14] o4] 11| 13} o8] o8] o0
T W, S —+-
6. Peace cducation 05] 09| 231 04 | o] o of os] 07
7. Hlsioryufcdm.num 971 720 sx|125] 95| 51] 52| 591 95
' Ealy childhood education | 19 27| 14] 11] os] 13] 12] 20] 11
9. Specisl edusation Sl S9] 121 38| 14] 63| 52| 47| 39
10. Physical education 190 18] 18] 23 20] 17] 32| 35| 07
e — e [N DU S
11, Sovial education 1021 136 1340 148 ‘.38 21'54 23312161 3.2
12. School education 2131276267 201 18.5] 23.6] 169 125} 14.7
{including: teacher
education, didwtics and
higher educution didactics)
b —————— e [N U SEENSUV S b NP ST S WM ¢ B S N R
13. (,unum.mugdm.mxm 93] 350 511 42 48] 34 521 55y 4.2
(ncluding: educationl
rescarch for and with the
Third World)
14. Cumulative habilitation 46 08 .«3,2 .—2._'-2 - zb Zg 2.4 _Zf; ll
{unclassifiuble)
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