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1 Einleitung

Als Teildisziplin der Erziehungswissenschaften nimmt die Berufs- und Wirtschaftspddagogik
traditionell einen grofen und wichtigen Bereich des Bildungssystems in den Blick. Wahrend
die Urspriinge dieser Disziplin insbesondere in der Ausbildung von Lehrkréiften fiir das
kaufménnische und gewerbliche Schulwesen zu sehen sind (z. B. Achtenhagen & Beck, 2024;
Kell, 2014; Zimpelmann, 2019) und ihr damit historisch gesehen zunichst noch ein relativ
eingegrenzter Untersuchungs- und Wirkungsbereich zugrunde lag, hat sich dieser aktuell
deutlich erweitert (z. B. Jahn et al., 2019). Ein wichtiger Meilenstein in dieser Entwicklung ist
insbesondere in der Einfithrung des Berufsbildungsgesetzes (BBiG) von 1969 sowie der damit
angestoflenen Ordnung und Umstrukturierung der beruflichen Bildung zu sehen. Die damit
einhergehende Implementierung sowie die zunehmende Relevanz der Berufsbildungsforschung
und -statistik zeigen sich besonders eindriicklich am Beispiel der Griindung -eines
,Bundesinstituts flir Berufsbildungsforschung (BBF)“, welches seit dem Jahr 1976 als
,Bundesinstitut fliir Berufsbildung (BIBB)* agiert und dessen wesentliche Aufgaben nach wie
vor im Rahmen des BBiG gesetzlich verankert sind. In diesem Zusammenhang ist ebenfalls die
Griindung der , Kommission Berufs- und Wirtschaftspddagogik® als Teil der Deutschen
Gesellschaft fiir Erziehungswissenschaft (DGfE) zu Beginn der 1970er Jahre zu benennen,
welche die Disziplin der Berufs- und Wirtschaftspddagogik als einen der ,,ausgebaute[n]
Schwerpunkte der Erziehungswissenschaft™ (DGfE, 2022, S. 5) reprisentiert. Hinsichtlich der
Aufgaben und der Zielsetzungen dieser Kommission, die spéter in die ,,Sektion Berufs- und
Wirtschaftspiddagogik®™ (Sektion BWP) umbenannt wurde, unterscheiden Biichter et al. (2024,
S. 12) zwischen einer fachlich-inhaltlichen sowie einer disziplinpolitischen Perspektive.
Demnach setzt sich die Sektion BWP aus fachlich-inhaltlicher Sicht insbesondere mit
»grundlegende[n] und aktuelle[n] berufs- und wirtschaftspiddagogische[n] Themen, Anliegen
und Positionen* (Biichter et al., 2024, S. 12) auseinander und informiert die Offentlichkeit iiber
aktuelle sowie anstehende Entwicklungen und Forschungsvorhaben. Aufgaben, die der
disziplinpolitischen Perspektive hinzuzurechnen sind, betreffen in erster Linie die Vertretung
der Sektion nach auflen (innerhalb der DGTfE, in Forschungsnetzwerken, in der
Berufsbildungspraxis sowie in der Berufsbildungspolitik), die Mitwirkung an
sektionsiibergreifenden Themen und Positionen, die Redaktion des Jahrbuches sowie die
sektionsinterne Administration und Kommunikation (Biichter et al., 2024, S. 12-13). Die
Ausbildung von Lehrkriften fiir berufsbildende Schulen, welche beispielsweise auch Reinisch
(2009, S. 6) als das ,,,Kerngeschéft® der Berufs- und Wirtschaftspidagogen* bezeichnet, stellt

sowohl disziplinpolitisch als auch fachlich-inhaltlich ein weiteres zentrales Aufgabengebiet der
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Sektion dar, welches sich u.a. in der Erarbeitung des Basiscurriculums fiir berufs- und
wirtschaftspddagogische Studiengénge duBlert (Biichter et al., 2024; siehe auch Sektion BWP
der DGTfE, 2014).

Aufgrund ihrer Einbettung in die Pddagogik und die Erziehungswissenschaften sowie der
Vielzahl an  Nachbar- und  Bezugsdisziplinen, = Forschungsparadigmen sowie
Untersuchungsgegenstinden und Handlungsfeldern (z. B. Arnold et al., 2016, S. 63—73; Gonon
et al., 2010; Kell, 2010; Lisop, 2009; Minnameier & Horlebein, 2019; Reinisch, 2009) handelt
es sich bei der Berufs- und Wirtschaftspddagogik jedoch keinesfalls um eine
Forschungsdisziplin mit einem eindeutigen Selbstverstindnis (siche auch Bank, 2009; Biichter,
2017; Biichter et al., 2009; Kell, 2014). Dies mag vor allem dann hinderlich oder herausfordernd
erscheinen, wenn sich in einem selbstkritischen Diskurs etwa um die Isolierung und
Abgrenzung zu anderen Disziplinen, die eigene disziplindre Ausrichtung sowie die Reflexion
in Bezug auf die eigene Wissenschaftlichkeit bemiiht wird (z. B. Beck & Seiftried, 2023a; Kell,
2014; zur damit verbundenen Problematik in Bezug auf die disziplindre Binnen- und
AuBenlegitimitit, siche z. B. Achtenhagen & Beck, 2024; Lange & Porcher, 2024; Reinisch,
2009). Gleichzeitig bietet diese vermeintliche Unschérfe der Disziplin nicht zuletzt im Sinne
der Multi- und Interdisziplinaritét jedoch auch erhebliche Chancen und Potenziale, da diese
eine  Vielzahl an  Untersuchungsgegenstinden, Perspektiven, Forschungsansitzen
und -methoden sowie, in einem weiteren Sinne, Gestaltungsmdglichkeiten mit sich bringt (z. B.

WeiB & Severing, 2018).!

Die hier schon angedeutete Breite der Disziplin spiegelt sich beispielsweise auch im Jahrbuch
der berufs- und wirtschaftspddagogischen Forschung wider. Diese Schriftenreihe wird seit dem
Jahr 2013 jéhrlich von der Sektion BWP herausgegeben, um dem ,,breiten thematischen und
methodologischen Spektrum der Forschung und Theoriebildung in der Berufs- und
Wirtschaftspddagogik Rechnung [zu tragen]* (FaBhauer et al., 2013, S. 10). Bereits ein Blick

in die Inhaltsverzeichnisse der verdffentlichten Jahrbiicher sowie die darin jeweils

' Im Kontext der Berufsbildungsforschung, welche keinesfalls exklusiv von der Disziplin der Berufs- und
Wirtschaftspddagogik fiir sich beansprucht wird (siche auch Kell, 2010), sind hier beispielsweise die Aktivititen
der ,,Arbeitsgemeinschaft Berufsbildungsnetzwerk™ (AG BFN) anzufiihren, welche als ,ein freiwilliger
Zusammenschluss von Einrichtungen [...] eine Plattform fiir den interdisziplindren Austausch sowie fiir den
Austausch zwischen Wissenschaft, Politik und Bildungspraxis [bildet]“ (AG BFN, 2025). Die zunchmende
Relevanz interdisziplindrer Forschung fiir die Disziplin der Berufs- und Wirtschaftspadagogik deutet sich z. B.
auch in der von Jahn et al. (2019) fiir den Zeitraum von 2000 bis 2016 erneut vorgenommenen Untersuchung zur
strukturellen und inhaltlichen Entwicklung der ,,Zeitschrift fiir Berufs- und Wirtschaftspaddagogik™ als zentrales
Kommunikationsorgan der Disziplin an. Im Vergleich zur urspriinglichen Untersuchung von Klusmeyer (2001),
welche sich auf den Zeitraum von 1960 bis 1998 bezog, hat sich dieser Trend in den letzten Jahren deutlich
verstérkt.
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ausgewiesenen thematischen Schwerpunkte? offenbart, dass sich die Berufs- und
Wirtschaftspiddagogik auf verschiedenen Ebenen des (beruflichen) Bildungssystems diversen
Facetten der ,klassischen* Berufsbildung (vorberufliche Bildung, berufliche Ausbildung und
berufliche Weiterbildung) sowie der Ausbildung von Lehrkréften fiir berufsbildende Schulen
widmet, daneben aber vielfach auch fachdidaktischen Fragestellungen innerhalb der
Hochschullehre nachgeht. Dies spiegelt sich mitunter in der Studie von Jahn et al. (2024) wider,
welche fiir den Zeitraum von 2011 bis 2020 das Publikationsverhalten der Mitglieder der
Sektion BWP untersucht und unter formalen, sozialen sowie inhaltlichen Gesichtspunkten
ausgewertet haben. Auch wenn die Autoren betonen, dass die Ergebnisse u. a. aufgrund der
gezogenen Stichprobe sowie bestehender Erfassungsprobleme in den Datenbanken mit Vorsicht
zu genieflen sind (Jahn et al., 2024, S. 269-270), so deuten die Ergebnisse darauf hin, dass sich
Forschende innerhalb der Disziplin nach wie vor einschlidgigen Themen im Kontext der
beruflichen Bildung (z. B. historische Entwicklungen im Kontext der beruflichen Bildung,
berufliches Lehren und Lernen, berufliche Orientierung) annehmen, daneben aber auch
hiufiger mit Fragestellungen innerhalb der Hochschuldidaktik sowie der Entrepreneurship
Education auseinandersetzen (Jahn et al., 2024, S. 266). Die hier angedeutete Ndhe zwischen
dem berufsbildenden und dem hochschulischen Bereich spiegelt sich beispielsweise auch in der
zunehmenden Hybridisierung beruflicher und akademischer Bildungsangebote wider, wie sie
sich etwa im Kontext dualer Studiengidnge oder auch innerhalb des aktuellen Modellversuchs
der ,,studienintegrierenden Ausbildung (siA-NRW)*} manifestiert (z.B. Euler & Naeve-StoB,
2020; Euler & Severing, 2022; Krone, 2015). Folglich zeigt sich auch hier, dass die Berufs- und
Wirtschaftspddagogik zumindest in Teilen eben auch den Hochschulsektor und damit einen
Bereich Dberiicksichtigt, welcher zugleich in den Kontext der (internationalen)

Berufsbildungsforschung integriert ist (Kell, 2010; Lauterbach, 2018). Vor dem Hintergrund

2 Beispiclhaft sind hier die Themenschwerpunkte ,,Lehr-Lernforschung in der beruflichen Bildung®,
,,Hochschuldidaktik und Lehrerbildung®, ,Berufliche Didaktik und Kompetenzentwicklung®, ,,Unterrichts-,
Hochschul- und Lehrerbildungsforschung®, ,,Organisation, Bedingungen und Strukturen der beruflichen Bildung*,
,,Hochschulische Ausbildung und Lehre* zu nennen. Dabei handelt es sich um eine exemplarische Sammlung der
Uberschriften bzw. ,, Teile* aus verschiedenen Jahrbiichern der berufs- und wirtschaftspidagogischen Forschung.
Die Reihe steht als Open—Access—Publikation auf der Website des Verlages (Barbara Budrich) zur Verfiigung:
https://shop.budrich.de/produkt/reihe-schriftenreihe-der-sektion-berufs-und-wirtschaftspaedagogik-der-
deutschen-gesellschaft-fuer-erziechungswissenschaft-dgfe/ (Zugriff: 12.06.2025).

® Bei der studienintegrierenden Ausbildung (siA) handelt es sich um ein hybrides Ausbildungsmodell, welches
berufliche und akademische Bildung miteinander kombiniert. Nicht zuletzt mithilfe eines begleitenden Coachings
(fir weitere Details zum Coaching, siche Euler & Naeve-Sto3, 2019, S. 7-16) wird es Jugendlichen mit
Hochschulzugangsberechtigung im Laufe der ersten Ausbildungsjahre ermoglicht, ,,den eigenen Ausbildungs-
und/oder Studienwunsch auf der Grundlage konkreter Erfahrungen zu iiberpriifen, ggf. zu konkretisieren und ihre
Ausbildungs- und/oder Studienentscheidung erfahrungsbasiert zu treffen” (Euler & Severing, 2022, S. 199). Der
dabei zugrunde liegende Gedanke einer Verzahnung von beruflicher und akademischer bzw. allgemeiner Bildung
findet sich bereits in Blankertz’ Kollegstufen-Konzept wieder (Blankertz, 2022; siche hierzu auch Keim, 2022).
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des 50—jdhrigen Bestehens der Sektion BWP sowie der damals eingegangenen Liaison
zwischen der ,,Berufspiddagogik™ und der ,,Wirtschaftspadagogik® stellen Buschfeld et al.
(2024, S. 72, 78-79) mit gesondertem Blick auf die jiingsten Entwicklungen innerhalb der
,» Wirtschaftspadagogik* ebenfalls fest, dass hier vermehrt der Kontakt zu anderen Bereichen
wie etwa der ,,Entrepreneurship Education® sowie der ,,Okonomischen Bildung* aufgenommen
wird, auch wenn sich hier — ausgehend vom Basiscurriculum BWP und dem damit zum
Ausdruck gebrachten disziplindren Selbstverstindnis (siehe auch Sektion BWP der DGTfE,
2014, S. 2) — zunéchst eine disziplinidre Grenze der Berufs- und Wirtschaftspddagogik andeutet.
Die Nihe zu den zuvor genannten Bereichen zeigt sich auch am Beispiel jiingerer Publikationen
von Berufs- und Wirtschaftspadagog:innen (z. B. Fiirstenau, 2023; Fiirstenau et al., 2021; Haag
& Brahm, 2025; Pilz et al., 2022; Weyland et al., 2022), welche zugleich Beziige zu den auf
internationaler Ebene diskutierten Konzepten der Economic bzw. Financial Literacy (zur
Begrifflichkeit, siehe z. B. Happ & Pilz, 2022; OECD, 2023) aufweisen. Des Weiteren stellt
auch die didaktisch motivierte Auseinandersetzung mit Business Cases bzw. der
Fallstudienmethode ein relevantes Forschungsfeld fiir Berufs- und Wirtschaftspiddagog:innen
dar (Goldenstein et al., 2014; Hofmeister & Pilz, 2024; Kaiser & Kaminski, 2012, S. 110-130;
Pilz et al., 2024), welches aufgrund seines wirtschafswissenschaftlichen Bezugs primér dem

Bereich der Wirtschaftspddagogik bzw. der Wirtschaftsdidaktik hinzugerechnet werden kann.

Ausgehend von der zuvor skizzierten Breite der Berufs- und Wirtschaftspadagogik in Bezug
auf ihre zahlreichen Untersuchungsgegenstinde wird bereits deutlich, dass sich das Interesse
dieser Forschungsdisziplin auf diverse Bereiche des (Berufs-)Bildungssystems bezieht. Nicht
zuletzt vor dem Hintergrund, dass das (Berufs-)Bildungssystem nicht vollig losgeldst von
anderen gesellschaftlichen Subsystemen (z. B. Wirtschafts- und Beschiftigungssystem) zu
betrachten ist (Bosch & Charest, 2008; Wittmann, 2020), erscheint die Disziplin der Berufs-
und Wirtschaftspddagogik insbesondere mit Blick auf gesellschaftliche, politische und
wirtschaftliche Entwicklungen und Trends von hoher Relevanz. Dies ist auch damit zu
begriinden, dass sich deren Effekte nicht nur im Rahmen des von der Berufs- und
Wirtschaftspiddagogik fokussierten Berufsbildungssystems entfalten, sondern diese in der Regel
samtliche Subsysteme betreffen. Beispielhaft ldsst sich dies an der ,,Fachkriftestrategie der
Bundesregierung® (BMAS, 2022) illustrieren, welche eine Antwort auf die groen Treiber des
Fachkriftemangels bzw. die sogenannten ,drei ,D‘‘ (Demografie, Digitalisierung und
Dekarbonisierung) geben soll. Als zentrale Handlungsfelder werden hier mitunter die Erhéhung
der Erwerbsbeteiligung oder die Verbesserung der Arbeitsqualitit, aber auch eine zeitgemélle

Ausbildung sowie eine gezielte Weiterbildung betrachtet. Ziel ist es demnach u. a., die duale
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Berufsausbildung weiterhin attraktiv zu halten und gleichzeitig dem mit dem Strukturwandel
(Stichwort  ,,Digitalisierung®)  einhergehenden = Wandel der  Kompetenz- und
Qualifikationsanforderungen gerecht zu werden. Damit liegt zugleich ein eindeutiger Bezug zu
Themenfeldern vor, derer sich auch die Berufs- und Wirtschaftspddagogik annimmt. Dass diese
Themen auch von der neu gebildeten Bundesregierung nach wie vor als politisch relevant
erachtet werden, zeigt sich bereits im Rahmen des Koalitionsvertrages von CDU, CSU und SPD
(2025, S. 14), in welchem explizit Bezug auf die zuvor genannte ,,Fachkriftestrategie des
Bundes* genommen wird, die nun sogar weiterentwickelt werden soll. Grundsitzlich stellen
Achtenhagen und Beck (2024, S. 39) jedoch auch fest, dass die Disziplin der Berufs- und
Wirtschaftspiddagogik

»in groflen berufsbildungspolitischen und ausbildungspraktischen Fragen, wie etwa gegenwirtig der

Facharbeitermangel, die Einbindung von Migranten oder das gravierende Versorgungsdefizit im Bereich
von Gesundheit und Pflege, [...] weder gefragt ist noch gefragt wird.*

An den einzelnen Bildungsinstitutionen, in der Politik, wie auch in der wissenschaftlichen
Disziplin der Berufs- und Wirtschaftspiddagogik stellt sich dennoch die Frage, wie genau man
sowohl diesen als auch weiteren Herausforderungen begegnen kann und welcher Anpassungen
bzw. Innovationen, Initiativen und Steuerung es hierzu im (Berufs-)Bildungssystem bedarf
(siche auch Autor:innengruppe Bildungsberichterstattung, 2024; BMBF, 2024). Unter
Betrachtung der verschiedenen Ebenen des Bildungssystems (Koch, 1991; Pilz, 2017) kann
sich der Fokus dabei zum einen auf die Makroebene und somit primér auf die institutionellen
Strukturen und Rahmenbedingungen, die zentralen Akteure sowie die bildungspolitischen
Gestaltungs- und Entscheidungsprozesse innerhalb eines Bildungssystems legen. Auf der
Mesoebene sind hingegen Fragestellungen zu verorten, welche die organisatorische und
didaktische Gestaltung von Lehr-Lernprozessen betreffen. Diese manifestieren sich
insbesondere im Rahmen des Curriculums und inkludieren damit auch das Bildungspersonal
sowie zu erlangende Qualifikationen und Zertifikate. Wird zuletzt die Gestaltung von konkreten
Lehr-Lernprozessen betrachtet, so riickt hierbei die Mikroebene in den Vordergrund.
Grundsitzlich sind hierbei jedoch auch die Wechselwirkungen zwischen den verschiedenen
Ebenen zu beachten, was mitunter zu einer erhohten Komplexitit von Entscheidungsprozessen
und Reformvorhaben sowie deren Akzeptanz fiihrt. Spétestens seit Einfithrung der PISA-Studie

richtet sich der Blick zudem langst nicht mehr ausschlieBlich auf das deutsche Bildungssystem,
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was sich u.a. an der Vielzahl an Forschungsarbeiten im Kontext der international

vergleichenden Berufsbildungsforschung widerspiegelt.*

Im Sinne eines ersten Zwischenfazits ldsst sich konstatieren, dass die Berufs- und
Wirtschaftspiddagogik eine duflerst komplexe und wichtige Disziplin darstellt, die auf
samtlichen Ebenen des Bildungssystems agiert und dabei verschiedenste Fragestellungen in
Bezug auf die Bildungstheorie und -wissenschaften, deren systemische bzw. institutionelle
Einbettung sowie die Gestaltung der beruflichen und der hochschulischen Bildungspraxis
inkludiert. An dieses breit gefasste Untersuchungsfeld ankniipfend und vor dem Hintergrund
der Relevanz dieser Disziplin in verschiedenen Bildungsbereichen, werden im Rahmen dieser
kumulativen Dissertation anhand von vier Studien aktuelle Herausforderungen des
Bildungssystems bzw. der Bildungspraxis® aus einer berufs- und wirtschaftspidagogischen
Perspektive untersucht. Unter Bezugnahme auf die vorigen Ausfiihrungen werden dabei mit der
Berufsbildung und der Hochschulbildung zwei Bereiche des Bildungssystems auf
verschiedenen Ebenen (siche oben) fokussiert. Damit liegt dieser Dissertation zugleich ein
breites berufs- und wirtschaftspddagogisches Verstindnis zugrunde, welches sich nicht
ausschlieBlich auf die berufliche Bildung beschrinkt, sondern gleichwohl berufs- und
wirtschaftspiddagogische Fragestellungen im Kontext der Hochschulbildung bzw.
Hochschuldidaktik verfolgt. Thematisch wird hierbei an iibergreifende Diskurse und Themen
angekniipft, welche sowohl innerhalb der Disziplin der Berufs- und Wirtschaftspiddagogik wie
auch gesellschaftlich und bildungspolitisch hochst relevant sind. Dies resultiert auch daraus,
dass das Bildungssystem nicht vollig losgelost von anderen Systemen zu betrachten ist, da es

in eine Vielzahl an Subsystemen eingebettet ist.

Bevor im Weiteren die einzelnen Artikel dieser kumulativen Dissertation vorgestellt werden,
erscheint es im Sinne einer disziplinarischen Verortung zundchst sinnvoll, das dieser Arbeit
zugrunde liegende Verstindnis der Berufs- und Wirtschaftspadagogik als Forschungsdisziplin
herauszuarbeiten und dabei gleichzeitig zentrale Forschungsinhalte und -felder dieser Disziplin
zu skizzieren (Kapitel 1.1). Die damit direkt zu Beginn vorgenommene Schirfung des

disziplindren Verstindnisses soll potenziellen Leser:innen primédr dazu verhelfen, einen

4 In diesem Zusammenhang ist z. B. die Buchreihe ,,Internationale Berufsbildungsforschung® zu benennen.
Beispielhaft sei hier auf die Bande von Pilz et al. (2019) sowie Pilz und Li (2020) verwiesen.

5 Sind im Rahmen dieser Arbeit sowohl der hochschulische als auch der berufliche Bildungsbereich gemeint, wird
sich im Folgenden allgemein auf das ,,Bildungssystem* sowie die ,,Bildungspraxis* bezogen. Geht es darum, an
die Besonderheiten des jeweiligen Bildungsbereiches anzukniipfen oder eben diese zu betonen, wird eine
entsprechende  Unterscheidung vorgenommen (z. B. berufliche Bildungspraxis vs. hochschulische
Bildungspraxis). Unter dem Begriff der (international vergleichenden) Berufsbildungsforschung werden aufgrund
von deren Ankniipfung an die Berufs- und Wirtschaftspddagogik hingegen beide Bildungsbereiche inkludiert,
womit zugleich auf eine ,,Berufsbildungsforschung im weiteren Sinne* rekurriert wird (Kell, 2010, S. 356-357).
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Uberblick iiber die Disziplin und ihre Gegenstandsbereiche zu erlangen. Zum anderen dienen
die nachfolgenden Erlduterungen dazu, die Verdffentlichungen in einen inhaltlichen Bezug zur
Disziplin zu setzen (Kapitel 1.2), bevor im Anschluss die einzelnen Vertffentlichungen
aufgefiihrt werden (Kapitel 2—5). Des Weiteren kann so im Rahmen der abschlieBenden
Betrachtung dieser Arbeit (Kapitel 6) ein Riickbezug zur Disziplin der Berufs- und
Wirtschaftspiddagogik hergestellt werden.

1.1 Verortung  innerhalb der  Disziplin der  Berufs- und

Wirtschaftspidagogik

Im Zuge der vorgenommenen Verortung dieser Arbeit innerhalb der Disziplin der Berufs- und
Wirtschaftspddagogik stellt sich zundchst eine ganz grundlegende Frage, ndmlich die, was
berufs- und wirtschaftspddagogische Forschung iiberhaupt ausmacht. Im Sinne einer ersten
Anndherung und mit Blick auf die ihr zugrunde liegende Forschung ldsst sich beispielhaft
folgende Beschreibung {iber die Sektion Berufs- und Wirtschaftspadagogik auf der Website der
DGTE (0.J.) anfiihren:

»Gegenstand berufs- und wirtschaftspadagogischer Forschung und Lehre sind traditionell Fragen der
Berufserziehung in beruflichen und vorberuflichen Bildungsgéngen sowie in der Weiterbildung, wobei
dies institutionentheoretisch, (Institutionslehre), lehr-/lerntheoretisch (Lehr-/Lernforschung), historisch
(historische Berufspddagogik), vergleichend (Vergleichende Berufs- und Wirtschaftspddagogik) usw.

akzentuiert wird.*

Bereits hier wird deutlich, dass innerhalb der Disziplin unterschiedliche thematische
Schwerpunkte und Ansétze verfolgt werden. Einig ist man sich jedoch iiber den zentralen
Untersuchungsgegenstand, nimlich die berufliche Bildung. Neben einer klassischen
Berufsausbildung im Kontext des dualen Systems fallen unter die berufliche Bildung auch
vollzeitschulische Berufsausbildungen, die Ausbildungsvorbereitung, die Berufsorientierung
sowie die berufliche Weiterbildung. Eng mit der beruflichen Bildung verkniipft ist zudem das
,Berufsprinzip® (z. B. Biichter, 2021; Deissinger, 1997), welches im internationalen Vergleich

zugleich eine Besonderheit des deutschsprachigen Raumes darstellt.

Im Fokus der wissenschaftlichen Arbeiten dieser Dissertation steht insbesondere die
Bildungspraxis, wie sie sich sowohl auf der Makro-, Meso-, als auch Mikroebene (siche oben)
konstituiert. Ausgehend von der Disziplin der Berufs- und Wirtschaftspddagogik richtet sich
der Blick dabei auf aktuelle Probleme und Herausforderungen, die ausgehend von den jeweils
ausgewdhlten theoretischen Perspektiven betrachtet und reflektiert werden. Unter Bezugnahme
auf die obige Beschreibung der Sektion BWP werden in dieser Arbeit sowohl

institutionentheoretische, (international) vergleichende wie auch lehr-lerntheoretische
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Uberlegungen bzw. Perspektiven einbezogen, die nachfolgend erliutert und in die Disziplin

eingebettet werden.

Werden in der berufs- und wirtschaftspddagogischen Forschung etwa institutionentheoretische
Ansitze aufgegriffen, so zielen diese u. a. auf Steuerungsfragen im Kontext der beruflichen
Bildung ab (z. B. Buchmann, 2017; Hauschildt & Wittig, 2018; Kuhlee, 2017). Vermehrt
werden diese — auch auf internationaler Ebene (z. B. Oliver, 2010; Parreira do Amaral, 2017) —
mit Riickgriff auf das Konzept der Educational Governance diskutiert.® Im Rahmen dieses

Konzepts richtet sich das Interesse insbesondere auf

»das Zustandekommen, die Aufrechterhaltung und die Transformation sozialer Ordnung und Leistung im
Bildungswesen unter der Perspektive der Handlungskoordination zwischen verschiedenen Akteuren in
komplexen Mehrebenensystemen‘ (Altrichter & Maag Merki, 2010, S. 22; Hervorhebung im Original).

Auch wenn dieses Konzept iiberwiegend im allgemeinbildenden sowie hochschulischen
Bereich angewandt wird, so zeigen sich dennoch eindeutige Ankniipfungspunkte zum System
der beruflichen Bildung und damit zur berufs- und wirtschaftspddagogischen Forschung
(Altrichter, 2010; Altrichter & Maag Merki, 2010; Biirgi & Gonon, 2021, 2022; Clement, 2015;
Hagemeier, 2024; Kuhlee, 2015). Dabei zugrunde liegende theoretische Bezugspunkte finden
sich mitunter im Rahmen institutionentheoretischer Arbeiten (z. B. Népfli, 2019), wie sie etwa
in der (vergleichenden) politischen Okonomie verfolgt werden (z. B. Busemeyer, 2009;
Busemeyer & Trampusch, 2012; Emmenegger et al., 2019; Pilz, 2017). Im Fokus stehen auch
hier u.a. die verschiedenen Akteure des Bildungssystems sowie deren (finanzielles)
Engagement, die zwischen ihnen erfolgte Handlungskoordination, die daraus resultierenden
Outcomes sowie die Fihigkeit eines Bildungssystems, sich trotz einer gewissen ,,path
dependency* (Mahoney & Thelen, 2010; Streeck & Thelen, 2005) an dynamisch verdndernde
Rahmenbedingungen anzupassen. In Bezug auf die sich hier andeutende Schnittstelle von
governance- und institutionentheoretischen Ansitzen konstatiert Katzenbach (2018, S. 95;
Hervorhebung im Original), dass ,,sich Institutionentheorie und Governance in ihrem Blick auf
Gesellschaft aus einer Regelungs- und Koordinationsperspektive [beriihren].“ Die Relevanz
dieser Perspektive fiir die Berufs- und Wirtschaftspadagogik wird bereits am Beispiel des
aktuellen Bildungsberichts deutlich: Unter dem Abschnitt ,, Trends und Problemlagen® sowie
unter Berlicksichtigung der Themen Inklusion, lebenslanges Lernen und Fachkriftesicherung
wird hier etwa mit explizitem Bezug auf den Bereich der beruflichen Bildung festgestellt, dass

die ,.,komplexen Steuerungslogiken in den Bereichen und Sektoren der beruflichen Bildung nur

¢ Besonders eindriicklich lisst sich dies am Beispiel der von Altrichter et al. herausgegebenen Reihe ,,Educational
Governance* illustrieren, welche erstmalig 2008 verdffentlicht wurde und bis heute bereits 60 Bande umfasst.
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begrenzt die notwendige Flexibilitdit und Agilitdit aufweisen, um auf die genannten
gesellschaftlichen  Entwicklungen  zeitnah  zu  reagieren  (Autor:innengruppe
Bildungsberichterstattung, 2024, S. 23). Mit Blick auf das Bildungssystem als Ganzes, die
bestehenden Trends und Problemlagen (z. B. die zunehmende Heterogenitit, soziale und
regionale Disparititen in Bezug auf die Teilhabe an Bildung sowie die anhaltenden
Personalengpisse im Bildungswesen) und die daraus resultierende Notwendigkeit proaktiver
Modernisierungsansitze wird zudem darauf hingewiesen, dass diese ,,auf gemeinsame
Anstrengungen der Akteur:innen auf allen Ebenen, Bund, Léinder, Kommunen, und in
unterschiedlichen Wirkungskreisen wie Politik, Wissenschaft und Fachpraxis angewiesen
[sind]“ (Autor:innengruppe Bildungsberichterstattung, 2024, S. 23), was zugleich die Relevanz
governance-gepragter Studien im Kontext berufs- und wirtschaftspddagogischer Forschung

unterstreicht.

Weiter spielen innerhalb der Disziplin der Berufs- und Wirtschaftspadagogik auch international
vergleichende Studien eine wichtige Rolle, die sich gemeinhin unter der (international)
vergleichenden Berufsbildungsforschung (Georg, 2005; Lauterbach, 2003; Pilz, 2022)
subsumieren lassen. Darunterfallende Forschungsarbeiten kdnnen unterschiedliche Ansétze
bzw. Zielsetzungen verfolgen und dabei beispielsweise eine melioristische oder eine
evolutionistische Funktion einnehmen (siehe hierzu ausfiihrlich Lauterbach, 2003, S. 108—123).
Im Sinne eines Voneinander Lernens (siche auch Evans, 2020) kann der internationale Vergleich
(zumindest in Teilen) dazu verhelfen, transferfahige Forschungsergebnisse zu generieren, ,,weil
auch hier die Innenschau mit der AuBlenschau bezogen auf besondere Problemstellungen
verbunden bleibt* (Lauterbach, 2018, S. 57). Die Relevanz dieser Forschungsrichtung deutet
sich bereits durch ihre bestehenden Anknilipfungspunkte an die internationale
Berufsbildungskooperation (z. B. Wiemann et al., 2019), die bereits implementierten
europdischen Institutionen und Werkzeuge’ sowie die Vielzahl an international ausgerichteten
Vergleichsstudien (z. B. Brockmann et al., 2010; Fuchs et al., 2021; Lahiff et al., 2020; Li et
al., 2024; Pilz, 2016b; Vogelsang & Pilz, 2020; Wiemann, 2019; Zenner-Hoffkes, 2020) an —
letzteres nicht zuletzt auch im Zuge globaler Entwicklungen und Trends wie etwa der
Kompetenzorientierung (z. B. Chen et al., 2024; Weigel et al., 2007). Zentral fiir die
Durchfiihrung internationaler Studien ist dabei stets die sorgfiltige Auswahl des zu

vergleichenden Objekts sowie des Vergleichskriteriums (tertium comparationis), um die Gefahr

7 Europdische Institutionen im Kontext der beruflichen Bildung stellen beispielsweise das ,,European Centre for
the Development of Vocational Training (CEDEFOP)“ sowie die ,,European Training Foundation (ETF)“ dar.
Europdische Werkzeuge sind hingegen z. B. in den ,European Skills, Competences, Qualifications and
Occupations (ESCO)* sowie dem ,,European Qualifications Framework (EQF)“ zu sehen.
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des Ethnozentrismus sowie der Nostrifzierung — der ,,Aneignung des Anderen nach eigenem
Maf* (Matthes, 1992, S. 84) — einzuddmmen (Georg, 2005; Philipps, 2006; Pilz, 2022). Dabei
sind auch die nationalen Besonderheiten und Eigenlogiken (beruflicher) Bildungssysteme zu
berticksichtigen, wie sie beispielsweise im Zusammenhang mit Typologien (Bosch, 2016;
Greinert, 1988; Pilz, 2017) oder Transferansitzen dualer Ausbildungspraktiken (z. B. Gessler
et al.,, 2019; Li & Pilz, 2023) thematisiert werden. Mit speziellem Blick auf den
deutschsprachigen Kontext sowie das historisch gewachsene duale System, welches sowohl
national als auch international eine hohe Reputation genief3t, fallt im internationalen Vergleich
auf, dass berufliche Bildung im Ausland meist einen geringeren Stellenwert einnimmt —
stattdessen werden hier in der Regel allgemeinbildende bzw. akademische Bildungsprogramme
favorisiert (z. B. Billett, 2014; Russo et al., 2019; Schneider, 2023). Diese Tendenz zu héheren
Qualifikationen, welche international als ,,academic drift“ bezeichnet wird, ist auch in
Deutschland zu beobachten und wird hierzulande oftmals unter dem Begriff der
,2Akademisierung* diskutiert (z. B. Alesi & Teichler, 2013). Nicht zuletzt im Zuge der Bologna-
Reformen sowie der Implementierung von nationalen Qualifikationsrahmen hat die
Akademisierung deutlich an Fahrt aufgenommen, auch wenn deren Notwendigkeit durchaus
kritisch betrachtet wird (z. B. Nida-Riimelin, 2014; Rauner, 2012). Berufs- und
wirtschaftspddagogische Bezugspunkte zu dieser Entwicklung lassen sich beispielsweise im
Rahmen der nationalen Diskussion um die Gleichwertigkeit beruflicher und allgemeiner bzw.
akademischer Bildung sowie der zunehmenden Hybridisierung beruflicher und akademischer
Qualifizierungsansitze finden (z.B. Euler, 2019; Kutscha, 2022; Neu & Elsholz, 2022; Schmidt
& Kremer, 2017; Ziegler, 2015). Dariiber hinaus lassen sich innerhalb der Disziplin vereinzelt
auch Forschungsarbeiten ausmachen, die den Stellenwert der deutschen Berufsausbildung aus
einer international vergleichenden Perspektive untersuchen (Fulst-Blei, 2003; Hippach-

Schneider & Weigel, 2012).

Neben institutionentheoretisch gepragten und international vergleichenden Forschungsansitzen
weist die Disziplin der Berufs- und Wirtschaftspiddagogik auch deutliche Beziige zur Lehr-
Lernforschung auf. Ganz grundlegend kann Lehr-Lernforschung zunichst verstanden werden
als ,jener Teil der Bildungsforschung, der sich mit der empirischen Untersuchung von
Lernprozessen und der Wirkung von Lernumgebungen befasst™ (Griasel & Gniewosz, 2011,
S. 18; siehe auch Leutner, 2021). Die theoretischen Bezugspunkte dieses Forschungsansatzes
finden sich iiberwiegend im Rahmen der Padagogischen Psychologie wieder, welche u. a. die
Voraussetzungen sowie die Einflussfaktoren erfolgreichen Lehrens und Lernens untersucht

(z. B. Hasselhorn & Gold, 2022; Hattie, 2023). Im Vordergrund berufs- und
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wirtschaftspiddagogischer Lehr-Lernforschung stehen insbesondere ,,Fragen der Analyse und
Gestaltung beruflicher Lernprozesse und ihrer Bedingungen an den Lernorten der beruflichen
Bildung® (Tramm et al., 2015, S. 1). Mit Blick auf die Bildungspraxis sowie die jeweiligen
Fachdidaktiken soll Lehr-Lernforschung Lehrende zudem dabei unterstiitzen, ,,Lehr-
Lernprozesse innovativ, adaptiv, motivierend und lernwirksam zu gestalten* (Aprea, 2013, S.
1). Neben grof3 angelegten Forschungsprogrammen wie dem DFG-Schwerpunktprogramm
Lehr-Lernprozesse in der kaufmdnnischen Erstausbildung oder den BMBF-Initiativen ASCOT
(Technology-based Assessment of Skills and Competences in VET) sowie ASCOT+ (z. B.
Achtenhagen & Weber, 2020) findet sich innerhalb der berufs- und wirtschaftspidagogischen
Lehr-Lernforschung jedoch auch eine Vielzahl an ,kleineren” Forschungsarbeiten, welche
Lehr-Lernprozesse sowohl in der beruflichen als auch der hochschulischen Bildung
untersuchen (z. B. Bach, 2016; Jéhnig, 2013; Minnameier & Hermkes, 2014; Riebenbauer,
2015).

Anhand der zuvor zitierten Studien deutet sich bereits an, dass vermehrt auch die
Hochschullehre und -didaktik in den Fokus berufs- und wirtschaftspadagogischer Forschung
riickt. Dabei setzen sich Forschungsarbeiten, die lehr-lerntheoretische Anséitze im Rahmen der
Hochschuldidaktik verfolgen, u. a. mit der hochschulischen Ausbildung von Lehrkriften fiir
berufsbildende Schulen auseinander (z. B. Saas, 2023; Saas et al., 2020). Neben der konkreten
Gestaltung von Lehr-Lernprozessen in der berufs- und wirtschaftspddagogischen
Hochschulbildung spielt dabei auch die Zieldimension von hochschulischen Bildungsprozessen
eine entscheidende Rolle. Dabei ist das zu erlangende Kompetenzprofil von Studierenden der
Berufs- und Wirtschaftspddagogik insbesondere im Basiscurriculum BWP fixiert. Mit Blick auf
das hier formulierte Leitbild heif3t es u. a., dass die Studierenden im Rahmen ihres Studiums
dazu befdhigt werden sollen,
e _Erkenntnisse im Bereich der Berufs- und Wirtschaftspiddagogik theoriegeleitet und
systematisch zu erarbeiten,
e  praktische Fragen und Probleme in den genannten Tatigkeitsfeldern theoriegeleitet und kritisch
zu reflektieren sowie

e theoriegeleitet begriindete, auf individuelle und kollektive Bediirfnisse abgestimmte Losungen
zu entwickeln und umzusetzen‘® (Sektion BWP der DGTE, 2014, S. 7).

8 Als wesentliche Titigkeitsfelder werden hier mitunter das berufsbildende Schulwesen, das betriebliche Bildungs-
und Personalwesen, die berufliche Weiterbildung, die Bildungsverwaltung, das Bildungsmanagement und die
Bildungspolitik sowie die Wissenschaft benannt (Sektion BWP der DGfE, 2014, S. 5). Auch wenn die Ausbildung
von Lehrkréften deutlich im Vordergrund steht, so werden hier demnach auch andere berufliche Profile bzw.
Tatigkeiten mit Bezug zum Feld der Berufs- und Wirtschaftspadagogik inkludiert.
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Auch wenn diese nicht ausschlieBlich im Bereich der berufs- und wirtschaftspddagogischen
Forschung verortet sind, so bestehen damit durchaus Ankniipfungspunkte zu iibergreifenden
hochschuldidaktischen Konzepten wie dem des forschenden Lernens (z. B. Euler, 2005;
Fichten, 2010; Huber, 2004). Mit Blick auf die Lehrer:innenbildung und die Empfehlungen des
Wissenschaftsrates (2001, S. 41) sollen Lehrende demnach dazu befihigt werden, ,,ihr
Theoriewissen fiir die Analyse und Gestaltung des Berufsfeldes nutzbar zu machen und auf
diese Weise ihre Lehrtéitigkeit nicht wissenschaftsfern, sondern in einer forschenden
Grundhaltung auszuiiben.” Damit bestehen zugleich Beziige zum Konzept des ,,Reflective
Practicioner (Schon, 1983; kritisch hierzu: Neuweg, 2021), welches beispielsweise im
Rahmen des Projektes ,,Schnittstellen gestalten* vom Zentrum fiir Lehrerinnen-/Lehrerbildung
und Bildungsforschung an der Universitit Bremen explizit als Leitbild fiir die
Professionalisierung sowie die Forderung der Reflexivitit von angehenden Lehrkriften benannt
wird (Universitdit Bremen, 2023). Unter Riickgriff auf den oben zitierten Ausschnitt aus dem
Basiscurriculum BWP und die damit einhergehende Relevanz des forschenden Lernens fiir die
Gestaltung von berufs- und wirtschaftspiddagogischen Studiengéngen sowie die Ausbildung
von Lehrkriaften fiir berufsbildende Schulen ist es demnach kaum verwunderlich, dass das
Konzept des forschenden Lernens auch innerhalb der Disziplin der Berufs- und
Wirtschaftspiddagogik vielfach aufgegriffen wird (z. B. Klauser, 2014; Kremer et al., 2021;
Schlicht, 2013; Tramm & Naeve-Stof3, 2018).

Ausgehend von ihren Bezugsdisziplinen bzw. den beruflichen Fachrichtungen (z. B. Wirtschatft,
Gesundheit, Technik) und deren Didaktiken richtet sich das Interesse berufs- und
wirtschaftspiddagogisch akzentuierter Lehr-Lernforschung zudem auf fachdidaktische Aspekte.
Unter isolierter Betrachtung der Wirtschaftspddagogik bzw. -didaktik ist zu konstatieren, dass
sich die ihr zugehodrigen Forschungsarbeiten primdr Fragestellungen im Kontext der
kaufmdnnischen Erstausbildung annehmen (z.B. Achtenhagen & Winther, 2008; Minnameier
& Hermkes, 2014). Daneben finden sich jedoch auch Ansitze, die dem Spektrum der
o6konomischen Bildung (als Allgemeinbildung) (z.B. Birke et al., 2023; Retzmann, 2011;
Weyland & Rehm, 2012) hinzuzurechnen sind und dabei mitunter Lehr-Lernprozesse an
allgemeinbildenden Schulen und folglich auch die vorberufliche Bildung in den Blick nehmen.
Gleichzeitig werden auch nachgelagerte Bildungsprozesse im Kontext der Hochschullehre zum
Forschungsgegenstand (z.B. Hantsch, 2024). Wie bereits erwédhnt, kniipfen die hierbei zugrunde
gelegten Forschungsdesigns zunehmend auch an international diskutierte Konzepte wie die der
Economic bzw. Financial Literacy sowie der Entrepreneurship Education an, teilweise auch im

Zusammenhang mit Business Cases sowie der Fallstudiendidaktik (siche oben).
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Auch wenn die Berufs- und Wirtschaftspiddagogik traditionell primér die berufliche Bildung in
den Blick nimmt, so wird im Rahmen der vorliegenden Arbeit und vor dem Hintergrund der
vorigen Ausfithrungen fiir ein weiter gefasstes disziplindres Selbstverstindnis pladiert, welches
unter Beriicksichtigung von spezifischen Fragestellungen im Kontext der Berufs- und
Wirtschaftspiddagogik sowie der dkonomischen Bildung ebenfalls die Hochschulbildung
inkludiert. Dies ist zum einen damit zu begriinden, dass bereits die hochschulische Ausbildung
von Lehrkriften an berufsbildenden Schulen traditionell in den Aufgabenbereich der Berufs-
und Wirtschaftspiddagogik fallt (Reinisch, 2009). Zum anderen weisen beispielsweise Ansétze,
die im Kontext der Entrepreneurship Education verfolgt werden, deutliche Beziige zu
wirtschaftspddagogischen bzw. fachdidaktischen Fragestellungen im Rahmen der
,,Okonomischen Bildung* auf (siche oben) — unabhiingig davon, in welchem institutionellen
Rahmen diese umgesetzt werden. Ferner erscheint es im Zuge der Aufweichung der
institutionellen Grenzen, welche beispielsweise von Ziegler (2015) als ,,Verberuflichung des
Allgemeinen® sowie ,, Verallgemeinerung des Beruflichen® betitelt wird, angemessen, den Blick
auch tiber die institutionellen Grenzen der beruflichen Bildung hinaus zu weiten. Demzufolge
wird Berufs- und Wirtschaftspadagogik hier als eine Disziplin verstanden, welche neben der

beruflichen Bildung auch die Hochschulbildung als Untersuchungsgegenstand einbezieht.

Auch wenn die hier bislang genannten Untersuchungsbereiche nicht ausschlieSlich von der
Berufs- und Wirtschaftspiddagogik beansprucht werden, so ist eine berufs- und
wirtschaftspddagogische Betrachtung insofern fruchtbar, als dass dieser Disziplin ein
umfassendes Wissen in Bezug auf (berufliche) Qualifizierungsprozesse bei gleichzeitiger
Beriicksichtigung ihrer Einbettung in das gesamtgesellschaftliche und -wirtschaftliche System
zugrunde liegt. Gleichzeitig weisen etwa auch Beck und Seifried (2023b, S. 14; Hervorhebung
im Original) im Rahmen ihrer ,,disziplindren Nabelschau* und mit besonderem Blick auf die
Etablierung sowie das Selbstverstindnis der Berufs- und Wirtschaftspiadagogik darauf hin, dass
die Berufs- und Wirtschaftspadagogik ,,nicht mehr (und freilich auch nicht weniger) ist als der
Name einer wissenschaftlichen Disziplin und nicht etwa als Terminus fiir die Bezeichnung der

Menge der von ihr untersuchten Gegenstinde oder Sachverhalte missverstanden werden darf.*

1.2 Vorstellung und disziplinidre Einordnung der einzelnen Artikel

Nachdem die Disziplin der Berufs- und Wirtschaftspiddagogik zuvor in gebotener Kiirze
beleuchtet wurde und einige ihrer zentralen Ansidtze, Bezugspunkte und
Untersuchungsgegenstinde vorgestellt wurden, folgt im Weiteren eine kurze Vorstellung der

Artikel, die dieser kumulativen Dissertation zugrunde liegen. Neben einer kurzen inhaltlichen
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und methodischen Erlduterung zu den jeweiligen Artikeln® geht es im Folgenden insbesondere
um die disziplindre Verortung der Artikel unter Bezugnahme auf die vorigen Ausfithrungen
(Kapitel 1.1) sowie deren Zuordnung zu den im Einzelnen betrachteten Ebenen des
Bildungssystems (siehe oben). Schliellich werden hier auch die Anteile des Autors an den
wissenschaftlichen Arbeiten sowie iibergeordnete Informationen zu den einzelnen

Publikationen offengelegt.

Am Beispiel des dualen Ausbildungssystems in Zeiten der Corona-Pandemie richtet sich der
Fokus in der ersten Studie primir auf die Makroebene des Berufsbildungssystems. Ausgehend
von den realisierten und geforderten MaBnahmen zur Einddmmung der pandemiebedingten
Folgen auf die Berufsbildung, liegt hierbei eine governance-analytische sowie akteurszentrierte
Perspektive zugrunde. Konkret geht diese Studie der Frage nach, inwiefern das duale System
mit seinen historisch gewachsenen und hoch komplexen Entscheidungsstrukturen dazu in der
Lage ist, auch kurzfristig auf die Folgen eines exogenen Schocks (hier: die Corona-Krise) zu
reagieren. Im Rahmen einer Dokumentenanalyse wurde hierzu eine Vielzahl an einschlégigen
Pressemitteilungen, Statistiken, Berichten, Richtlinien bzw. Verordnungen, wissenschaftlichen
Publikationen sowie Positionspapieren ausgewertet, die von den Dachorganisationen der
zentralen Akteure im Kontext des dualen Systems stammen. Neben dem Staat, den
Arbeitgebern sowie den Gewerkschaften wurden die Bildungsnachfragenden als weitere
Akteursgruppe identifiziert. Die hierbei vorgenommene Fokussierung auf die
Dachorganisationen der jeweiligen Akteure sowie weitere zentrale Organisationen im Kontext
der Berufsbildung (z. B. BIBB) ist insbesondere auf die foderalen Strukturen des
Bildungssystems zuriickzufiihren, welche auch in Zeiten der Corona-Pandemie dazu gefiihrt
haben, dass sich die realisierten MalBnahmen auf Landerebene teilweise voneinander
unterschieden und damit zu einer gewissen Uniibersichtlichkeit gefiihrt haben. Um dennoch ein
nachvollziehbares und gleichzeitig aussagekréftiges Bild einzufangen, wurde sich letztlich dazu
entschieden, den Fokus auf die nationale Ebene und damit auf die zuvor genannten
Publikationen der Dachorganisationen zu legen. Anhand dieser Artefakte, welche iiberwiegend
wiahrend des ersten Jahres der Pandemie entstanden sind, wurden schlief3lich Riickschliisse auf
die realisierte Bildungspraxis, die zwischen den Akteuren realisierte Handlungskoordination
bzw. Kooperationsform sowie die daraus resultierenden Prozesse und Outcomes auf den
entsprechenden Ebenen des Bildungssystems (Makro-, Meso- und Mikroebene) gezogen.

Damit besteht insofern ein Bezugspunkt zur berufs- und wirtschaftspddagogischen Forschung,

® Eine ausfiihrliche Darstellung der theoretischen Zugiinge sowie der gewihlten Methodik soll an dieser Stelle
nicht erfolgen. Stattdessen wird diesbeziiglich auf die jeweiligen Publikationen in den Kapiteln 2—5 verwiesen.
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als dass sich diese Studie mit Fragen der Steuerung im Kontext der beruflichen Bildung
auseinandersetzt (siche oben). Der gewihlte theoretische Zugang ist dabei primér in der
Governance-Forschung zu sehen, weist aufgrund der exemplarischen Betrachtung des dualen
Systems als ,,collective skill formation system* und dessen Anpassungsfihigkeit jedoch auch
Bezugspunkte zu institutionentheoretischen Fragestellungen bzw. Konzepten wie dem des
Linstitutional change* oder der ,,path dependency* auf (siche auch Kapitel 1.1). Ubergeordnet
und mit Blick auf den erforderlichen Wandel von einem aktuell eher reaktiven hin zu einem
proaktiven Bildungssystem (Autor:innengruppe Bildungsberichtserstattung, 2024) ldsst sich
anhand dieser Publikation zugleich zeigen, dass das Handeln der Akteure auf der Makroebene
stets auch die vorhandenen Interdependenzen zwischen den jeweiligen Ebenen des
Bildungssystems beriicksichtigen sollte. Ein Beispiel ist in diesem Zusammenhang in der
Digitalisierung des beruflichen Schulwesens zu sehen, die infolge der Corona-Pandemie sowie
der — primdr auf der Makroebene — getroffenen Infektionsschutzmafinahmen (z. B.
SchulschlieBungen) und deren Konsequenzen fiir die Mikroebene (z. B. Distanzunterricht)
gezwungenermallen forciert wurde. Auch wenn sich anhand aktueller Studien durchaus zeigt,
dass etwa der Ansto3 zur Digitalisierung der beruflichen Bildung nachhaltigen Eingang in die
Bildungspraxis gefunden hat (z.B. Jenewein et al., 2024; Schumann et al., 2022), so stellt dieser
im Endeffekt eine kurzfristige und in Teilen auch ,holprige Reaktion auf die sich
pandemiebedingt  einstellenden = Herausforderungen dar. Von einer proaktiven
Modernisierungsmafinahme, wie sie beispielsweise im Rahmen des Bildungsberichts als

erforderlich erachtet wird, kann hier wohl kaum gesprochen werden.

Wie bereits erwihnt, setzt sich die berufs- und wirtschaftspadagogische Forschung auch mit
den Folgen der sogenannten ,,Akademisierung® fiir die berufliche und hochschulische Bildung
auseinander (Stichwort: ,,Verberuflichung des Allgemeinen, Verallgemeinerung des
Beruflichen; siehe oben). Nicht zuletzt vor dem Hintergrund der Entwicklungen und
Diskussionen um die Gleichwertigkeit beruflicher und allgemeiner bzw. akademischer Bildung,
wird im Zuge der zweiten Studie unter Zugrundelegung eines international vergleichenden
Ansatzes untersucht, inwiefern sich akademische und berufliche Bildungsangebote curricular
und somit auf der Mesoebene voneinander unterscheiden. Am Beispiel des Qualifizierungsziels
,»2Augenoptiker:in“ werden hierzu im Rahmen einer Dokumentenanalyse die im deutschen und
im britischen Curriculum fixierten Kompetenzen vergleichend in Bezug auf ihre jeweiligen
Kompetenzbereiche, Kompetenzniveaus sowie ihre inhaltliche Breite analysiert. Ausgehend
von den bestehenden Gemeinsamkeiten und Unterschieden, wie sie sich am Beispiel eines

vergleichbaren und dennoch institutionell unterschiedlich eingebetteten Qualifizierungsziels
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(GroBbritannien: Higher Education; Deutschland: Duales Ausbildungssystem) zeigen, werden
die Ergebnisse und ihre Implikationen u.a. in Bezug auf den anhaltenden
Akademisierungstrend, die Aussagekraft von Qualifikationsrahmen sowie den Stellenwert
beruflicher Bildung hin diskutiert. Neben der dabei bereits aus inhaltlicher Sicht bestehenden
Néhe zur berufs- und wirtschaftspddagogischen Forschung lédsst sich diese Studie unter
methodischen Gesichtspunkten zugleich innerhalb der international vergleichenden
Berufsbildungsforschung verorten. Mit Verweis auf die von Lauterbach (2018, S. 57; siehe
oben) angesprochene ,,Innenschau® und ,,Aullenschau®, welche sich insbesondere im Rahmen
von international vergleichenden Studien konstituiert, 1dsst sich anhand dieser Studie
beispielhaft illustrieren, inwiefern der Blick iiber den eigenen nationalen und institutionellen
Kontext hinaus dazu verhelfen kann, neue Impulse in die nationale (und internationale) berufs-
und wirtschaftspddagogische Diskussion um nationale Qualifikationsrahmen im Allgemeinen
sowie den europdischen Qualifikationsrahmen im Besonderen zu generieren — nicht zuletzt mit
Blick auf die Notwendigkeit des Trends zu hoheren Qualifikationen. Auf Basis der Ergebnisse
dieser Studie lasst sich zudem diskutieren, inwiefern sich die akademische von der beruflichen
Bildung unterscheidet und inwiefern die bestehenden institutionellen Grenzen wirklich (noch)

derart gesetzt sind, wie sie im ,,Deutschen Bildungsschisma“ (Baethge, 2006) gezogen werden.

Nachdem zuvor die Makro- und die Mesoebene des Bildungssystems in den Blick genommen
wurden, zielen sowohl die dritte als auch die vierte Studie auf die Mikroebene des
Bildungssystems ab. Im Fokus stehen hierbei didaktische Innovationen innerhalb der
akademischen Bildung, die sich insbesondere mit einer praxisnahen didaktischen Gestaltung
der Hochschullehre beschéftigen. Wie bereits erwihnt, wird im Rahmen dieser Dissertation ein
weiter gefasstes disziplindres Verstidndnis der Berufs- und Wirtschaftspidagogik zugrunde
gelegt, welches sich nicht zuletzt aus der zuvor erlduterten Breite der berufs- und
wirtschaftspiddagogischen Forschung, die vermehrt auch den Hochschulbereich beriicksichtigt,
ableiten ldsst (sieche hierzu Kapitel 1.1). Unter Einsatz der Fallstudienmethode, welche ein
komplexes Lehr-Lernarrangement darstellt und grundsitzlich einen umfassenden
Kompetenzerwerb bei den Lernenden anstrebt (z.B. Heuer & Pilz, 2022), werden mit der dritten
und vierten Studie zwei verschiedene Anwendungskontexte ausgehend von einer berufs- und
wirtschaftspiddagogisch motivierten Perspektive sowie unter Beriicksichtigung lehr-

lerntheoretischer Uberlegungen in den Blick genommen.

So zeigt die dritte Studie am Beispiel der Fallstudienmethode einen hochschuldidaktischen
und praxisnahen Ansatz zum forschenden Lernen auf, in dessen Rahmen Studierende fiir das

Lehramt an berufsbildenden Schulen zunidchst an eine wissenschaftlich fundierte
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Auseinandersetzung mit komplexen Lehr-Lernarrangements und im nichsten Schritt an deren
didaktische Gestaltung bzw. Optimierung herangefiihrt werden. Dabei fungieren verschiedene
bereits unter primér wirtschaftsdidaktischen Gesichtspunkten entwickelte Fallstudien als Lern-
und Forschungsgegenstand fiir die Studierenden, wihrend das Konzept des forschenden
Lernens den hochschuldidaktischen Rahmen fiir die wissenschaftliche Auseinandersetzung mit
eben diesen bildet. Wie sich anhand der erhobenen Selbsteinschitzungen der Studierenden in
Bezug auf ihren individuellen Lernprozess und Lernzuwachs erkennen ldsst, sind die Vorteile
eines derartigen Ansatzes insbesondere darin zu sehen, dass dieser den Studierenden ein
praxisnahes, motivierendes und {iberwiegend selbstgesteuertes Lernformat bietet. Gleichzeitig
lassen sich aus den Selbsteinschétzungen der Studierenden auch Implikationen in Bezug auf
die Gelingensbedingungen von hochschuldidaktischen Ansédtzen im Kontext des forschenden
Lernens ableiten. Diese weisen zugleich Ankniipfungspunkte an grundlegende Einflussfaktoren
erfolgreichen Lehrens und Lernens auf, wie sie im Rahmen der berufs- und
wirtschaftspiddagogischen Lehr-Lernforschung aufgegriffen und untersucht werden (siehe auch
Kapitel 1.1). Zugleich kniipft diese Studie auch an das zuvor erwéhnte Konzept des ,,Reflective
Practicioner* (Schon, 1983) sowie die Entwicklung einer reflexiv gepriagten Lehrtétigkeit an,
wie sie auch innerhalb des Basiscurriculums BWP als Leitbild formuliert wird (Sektion BWP
der DGTE, 2014, S. 7). Mit ihrem eindeutigen Bezug auf die hochschulische Ausbildung von
angehenden Lehrkriften flir das berufsbildende Schulwesen nimmt sich diese Studie folglich

einem zentralen Aufgabenbereich der Berufs- und Wirtschaftspddagogik an.

Zuletzt wird im Rahmen der vierten Studie untersucht, inwiefern sich Inhalte der
Entrepreneurship Education in nicht-6konomische Studiengéinge integrieren lassen. Die
Motivation dieser Studie ist insbesondere in den verdnderten Tétigkeiten von Absolvent:innen
eines naturwissenschaftlich ausgerichteten Studiums zu sehen, da diese nach Abschluss ihres
Hochschulstudiums ldngst nicht mehr ausschlieBlich klassische bzw. studiennahe
Beschiftigungen aufnehmen, sondern vermehrt in industriell und somit 6konomisch gepriagten
Bereichen tdtig werden. Daran ankniipfend verfolgt diese Studie einen primér
wirtschaftspddagogischen bzw. wirtschaftsdidaktischen Ansatz, welcher unter Einsatz der
Fallstudienmethode als Lehr-Lernmethode eine Briicke zum problemorientierten Lernen
schafft. Die dabei verfolgte Zielsetzung ist zum einen in der Vermittlung einer 6konomischen
Grundbildung zu sehen. Zum anderen zielt diese Studie darauf ab, die Beschiftigungsfahigkeit
(,,employability*) der Studierenden zu fordern bzw. diese auf potenzielle Tétigkeiten in
okonomisch geprigten Téatigkeitsfeldern vorzubereiten. Damit wird im Rahmen dieser Studie

zugleich eine Weitung der wirtschaftspiddagogischen Forschung vorgenommen, da diese nicht
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auf deren iibliche Klientel wie etwa Auszubildende und (Vollzeit-)Schiiler:innen im
kaufménnischen Bereich oder auch Studierende im Kontext wirtschaftlicher oder berufs- und
wirtschaftspiddagogischer Studiengéinge abzielt, sondern bewusst Studierende aus nicht-
okonomischen Studiengédngen in den Blick nimmt. Wirtschaftspiddagogische Bezugspunkte
finden sich insbesondere in den angrenzenden und innerhalb der Disziplin vermehrt
aufgegriffenen Konzepten der Entrepreneurship Education, der 6konomischen Bildung sowie
der Economic bzw. Financial Literacy. Weiter kniipft diese Studie mit der ihr zugrunde
liegenden didaktischen Innovation sowie dem intendierten Kompetenzerwerb insofern an die
berufs- und wirtschaftspadagogische Lehr-Lernforschung an, als dass hier der Einfluss auf den
individuellen Lernzuwachs bzw. Kompetenzerwerb der Studierenden im Sinne der
Methodentriangulation mithilfe zweier quantitativer Instrumente (Wissenstest und
Selbsteinschidtzung) sowie eines qualitativen Instruments (,,reflective essays®) empirisch
untersucht wurde. Damit sollten zugleich die verschiedenen Dimensionen des

Kompetenzbegriffs (hier: Knowledge, Skills & Attitudes) abgedeckt werden.

Alle der zuvor skizzierten Studien wurden als wissenschaftliche Artikel in einschlégigen
Fachzeitschriften verdffentlicht und unterlagen dabei strengen Begutachtungsverfahren, wie sie
im Rahmen der wissenschaftlichen Qualitdtssicherung {iblich sind (insbesondere ,,Double Blind
Review*).!" Eine Ubersicht in Bezug auf die Verdffentlichungen in den jeweiligen
wissenschaftlichen Zeitschriften bietet Abbildung 1. Daneben werden hier auch die beteiligten
Autoren und deren prozentuale Beteiligung an den Arbeiten, die eigens erbrachten Arbeiten, die
gewdhlten Zuginge bzw. Methoden sowie die jeweils fokussierten Ebenen des Bildungssystems
aufgefiihrt. Da die Artikel in unterschiedlichen Fachzeitschriften veroffentlicht wurden,
unterlagen diese zugleich unterschiedlichen Zitations- und Formatierungsvorgaben. Fiir die
vorliegende Dissertation wurden diese Artikel mitsamt ihren bibliographischen Angaben
einheitlich formatiert, um eine stringente Darstellung zu gewdhrleisten. Gleichzeitig ist an
dieser Stelle darauf hinzuweisen, dass die vollstandigen Literaturangaben der einzelnen Artikel
nicht am Ende des jeweiligen Artikels, sondern in einem allumfassenden Literaturverzeichnis

(Kapitel 7) aufgefiihrt werden.

10 Details zu den jeweils angewandten Begutachtungsverfahren” konnen den jeweiligen Websites der
Fachzeitschriften entnommen werden:

International Journal for Research in Vocational Education and Training:  https://journals.sub.uni-
hamburg.de/hup2/ijrvet/guidelines (Zugriff: 24.08.2025)

Research in Comparative and International Education. https://journals.sagepub.com/author-instructions/RCI
(Zugriff: 24.08.2025)

Das Hochschulwesen: https://www.universitaetsverlagwebler.de/hsw (Zugriff: 24.08.2025)

The International Journal of Management Education: https://www.sciencedirect.com/journal/the-international-
journal-of-management-education/publish/guide-for-authors (Zugriff: 24.08.2025)
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The International Journal of Management Education
Jahrgang: 20; Ausgabe: 3; 100685
https://doi.org/10.1016/j.ijme.2022.100685

Manuskriptentwurf und Uberarbeitung

Ebene Titel und bibliographische Angaben Autoren Erbrachte Arbeiten Zentraler Untersuchungsgegenstand
Collective Skill Formation Regimes in Times of Covid-19: A | Uwe Fafibender (100) Konzeptionelle Entwicklung der Studie Steuerungslogiken und
‘; Governance-Focused Analysis of the German Dual Training System Handlungskoordination in einem ,,Collective
5 Datenerhebung
) Skill Formation System* im Rahmen einer
8 Verdffentlicht in: Datenauswertung governance-analytischen Perspektive
; International Journal for Research in Vocational Education and Training Manuskriptentwurf und Uberarbeitung
Jahrgang: 9; Ausgabe: 2; S. 167-194
https://doi.org/10.13152/IJRVET.9.2.2
Academic versus Vocational Education: A Comparison of Curricula for | Uwe Faibender (100) Konzeptionelle Entwicklung der Studie Curriculare Unterschiede zwischen
Dispensing Opticians in the UK and Germany akademischer und beruflicher Bildung am
= Datenerhebung
E Beispiel eines exemplarischen
% Verdffentlicht in: Datenauswertung Qualifizierungsziels unter Betrachtung der
; Research in Comparative and International Education Manuskriptentwurf und Uberarbeitung jeweiligen Kompetenzbereiche,
Jahrgang: 20; Ausgabe: 2; S. 190-216 Kompetenzniveaus sowie der inhaltlichen
https://doi.org/10.1177/17454999251327550 Breite der Qualifikation
Forschendes Lernen in der Hochschule — Ein Ansatz und dessen | Janine Togel (50) Unterstiitzung in der Projektdurchfiihrung Forschendes Lernen fiir Lehramtsstudierende
Lernauswirkungen im Kontext der Fallstudienarbeit . .. . unter Einsatz von wirtschaftlichen
Uwe Falibender (30) Manuskriptentwurf und Uberarbeitung
Fallstudien als Lehr-Lernmethode
Verdffentlicht in: Matthias Pilz (20)
Das Hochschulwesen
=
E Jahrgang: 69; Ausgabe: 1+2; S. 47-51
=
8 Teaching Entrepreneurship to Life-science Students through Problem | Uwe Falbender (50) Unterstiitzung in der Projektdurchfiihrung Entrepreneurship Education im Rahmen von
E Based Learning wirtschaftlichen Fallstudien als Ansatz des
> Jutta Papenbrock (20) Datenerhebung
problembasierten Lernens fiir Studierende
Verdffentlicht in: Matthias Pilz (30) Datenauswertung aus nicht-konomischen Studiengéingen

Abbildung 1: Zusammenfassende Ubersicht der Publikationen
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2 Artikel 1: Collective Skill Formation Regimes in Times of Covid-19: A

Governance-Focused Analysis of the German Dual Training System

Context: Covid-19 poses major challenges for vocational education and training (VET), as VET — in
contrast to general education — is closely linked to the economic system and cannot escape the impact
of current economic restrictions. Additionally, strict infection control regulations, as well as temporary
school and company closures, inhibit the teaching of practical skills at the workplace. Rapid action by
the responsible actors is essential to ensure that VET can take place even under these difficult conditions.
It can be assumed that both the complex decision-making processes and the multiplicity of actors
involved in collective training systems complicate or delay the reaction to this exogenous shock. Using
the example of the German dual training system, this explorative article aims to examine the ability of

collective training systems to deal with the challenges posed by the pandemic.

Methods: Based on a document analysis, various publications (e.g., press releases, reports) by central
actors of the German dual system were reviewed, which provided information about the provision of
training activities as well as the measures taken or required to counteract the pandemic-related
consequences for dual apprenticeships. This corpus of literature was expanded by scientific studies and
publications from national or international institutions related to VET. Following a governance-
analytical and actor-centred perspective, the documents were analysed with regard to the indications
they provide about the realised coordination of action between the actors, the realised processes and

outcomes, as well as the levels affected within the VET system.

Findings: The way of dealing with the crisis demonstrates that the German dual system is influenced
by the actions of various actors at multiple levels. Actors who are involved in the decision-making
processes share common interests, resulting in a strategically bound cooperation among them. However,
influence or power from bottom-up seems to be rather limited, as not all of the actors considered in this
study are included in essential governance processes. Despite the comprehensive reactions to the
pandemic, problems and optimisation needs are also apparent, e.g. with regard to vocational orientation

or the support of vocational schools.

Conclusion: Despite its complexity, the dual system as a collective training model is capable of acting
and adapting to face the challenges posed by the pandemic. This may also be due to the historically
entrenched corporatist structures within the dual system: even in times of crisis, the trust in this
historically evolved institutional framework leads to a high degree of accountability and cooperation

among the decisive actors.

Keywords: Collective Skill Formation Systems, Dual Training System, Germany, Educational

Governance, Covid-19, Vocational Education and Training, VET
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2.1 Introduction

As an exogenous shock, Covid-19 affects almost all areas of life. Significant income and job
losses have been recorded (International Labour Organization [ILO], 2021a; Organisation for
Economic Co-operation and Development [OECD], 2021a), resulting in severe social
consequences, especially for already disadvantaged population groups (e.g., Committee for the
Coordination of Statistical Activities, 2021). In addition, the pandemic has a significant impact
on education and training (Avis et al., 2021; Azevedo et al., 2021; German Office for
International Cooperation in Vocational Education and Training, 2022; OECD, 2021b; United
Nations, 2020) and threatens to negatively affect the educational and employment opportunities
of the younger generation (ILO, 2020a, 2020b, 2021b). Moreover, the teaching of practical
learning content and the realisation of work-based learning have been severely restricted by
both infection protection regulations as well as temporary school and company closures (ILO
& World Bank, 2021; OECD, 2021c). Already in spring 2020, in her scrutiny of dual
apprenticeships at the international level, the OECD (2020) was warning of possible influences
on training activities (for the European Union: see Cedefop, 2020b). The relationship between
knowledge capital and economic growth (Hanushek & Woessmann, 2020) means that economic

losses can be expected in the medium to long term.

Since VET is typically organised in a strongly national-specific way (Bosch, 2017; Lewis,
2007) and also closely linked to the economy (Bosch & Charest, 2008; Hall & Soskice, 2001),
the question arises of how VET systems in the respective countries deal with the challenges
posed by the pandemic. In this context, different starting points of VET systems can be
identified, which are often discussed in relation to typologies (Pilz, 2016a, 2021). Busemeyer
and Trampusch (2012) distinguish between four different skill formation systems (liberal,
segmentalist, collective and statist). It seems reasonable to assume that these skill formation
systems each have a different scope of action due to their respective underlying characteristics.
Since training activities in statist systems predominantly take place at state-run schools and
training centres, the state should be able to implement corresponding measures quickly.
Meanwhile, in the segmentalist model, training companies must implement their training
activities individually, in compliance with the hygiene and protection guidelines laid down by
law. In liberal VET systems, however, many of the individuals who usually demand VET could
increasingly opt for general education courses or not seek any (vocational) qualification at all,

due to the already low level of company and public commitment to VET.
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Finally, in collective training systems, the planning and provision of VET involves several
actors. In general, decision-making processes in collective systems are highly complex (Aerne
& Bonoli, 2021; Emmenegger & Seitzl, 2020; Oliver, 2010). This raises the question of the
extent to which such a complex system can react quickly while taking into account the interests
of all actors involved. Or, in other words: Whether the structural — and in the context of their
dual apprenticeship programmes often positively connoted — characteristics of collective
systems (Busemeyer & Trampusch, 2012; Culpepper, 1999; Hoeckel, 2012) tend to become an

obstacle in times of crisis, as they prevent flexible and quick action.

Using the German dual training system as an example of a collective training model
(Busemeyer & Trampusch, 2012), this paper attempts to examine how collective training
systems deal with the challenges posed by the pandemic from a governance-theoretical point
of view. For this purpose, central structural features of the dual system as well as the pandemic-
related developments on the German training market are presented, in order to firstly illustrate
the initial situation. Afterwards, the theoretical lens of this study is explained. Based on a
document analysis and with a particular focus on the first year of the pandemic, both the
measures taken by the actors as well as their positions and demands are described and
interpreted. Finally, this paper discusses to what extent the actors in the dual system coordinate
their actions and the extent to which the dual system as a collective training model has the
capacity to react quickly and flexibly to the challenges posed by the pandemic, despite its

structural complexity.

2.2 The German Dual Training System During the Pandemic

The following section briefly outlines the German dual system with the key features of a
collective training model (detailed in Busemeyer & Trampusch, 2012; Cedefop, 2020c;
Deissinger & Gonon, 2021; Fiirstenau et al., 2014; Pilz & Fiirstenau, 2019) as well as the

developments on the German training market.

The primary learning venues in the dual system, are the vocational school and the training
company. The theoretical content relevant to the specific occupation is mainly taught in blocks
or part-time at the vocational schools. The practical learning part of the apprenticeship takes
place in the training company and covers about two thirds of the total training period. The state
and its subordinate ministries at national and federated-state level, the Bundesinstitut fiir
Berufsbildung (Federal Institute for Vocational Education and Training [BIBB]), the

employers’ associations as well as the trade unions, are involved in the development of school

and company curricula. The underlying consensus principle leads to a high level of acceptance
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of the standards among all stakeholders involved. Admission to dual apprenticeship is linked to

a training contract with the training company.

A look at the German training market in 2020 shows that the close link between the training
and employment systems can also be quite problematic for both young people and companies
(see also Luethi & Wolter, 2020; Maier, 2020; Muehlemann et al., 2020). Oeynhausen et al.
(2020) estimate that there were pandemic-related declines in apprenticeship supply
(-41,500; -7.3 per cent), apprenticeship demand (-39,200; -6.7 per cent) and training contracts
(-47,400; -9.2 per cent) up to the reporting date (31.09.2020).!' In addition, matching
problems!? on the training market became apparent, as its indicator reached a peak in 2020
(Oeynhausen et al., 2020; for 2021, see Schull et al., 2021). Nevertheless, a European
comparison shows that Germany’s youth unemployment rate is still at a relatively low level
(Eurostat Data Browser, 2022). This could be a first indication of the ability of the actors in the
dual system to react appropriately and quickly to the pandemic-related restrictions for VET, in

spite of the complex decision-making processes.

2.3 Theoretical Lens of the Study

This paper refers to issues of educational policy steering, which are often discussed in the
context of educational governance (Altrichter, 2010; Oliver, 2010). In particular, this research
perspective includes several reference disciplines, and attempts to understand ,,how regulation
and performance of school systems is achieved, sustained and transformed under the
perspective of coordination of action between various social actors in complex multilevel
systems” (Altrichter, 2010, S. 148; emphasis in the original). Accordingly of particular interest,
is the coordination of action or cooperation between different actors, realised in a VET system,
the extent of which can range from a pure ,,information exchange” through ,,coordination” to
,collaboration” (Emmenegger et al., 2019, S. 32). As central governance processes, Oliver
(2010, S. 263) names ,,goal-setting”, ,,decision-making”, ,,resource mobilisation”, ,,instruments
& implementation” as well as ,,feedback.” ,,Coherence”, ,,inclusiveness”, ,,adaptability” and
,accountability” are the outcomes of these processes, which emerge from the specific action of

the relevant actors (Oliver, 2010, S. 262-263).

Viewing VET systems from an institutional theory perspective, a dynamic understanding of

institutions suggests that they are ,,continuously created and recreated by a great number of

' Even though there was a slight improvement compared to the previous year, the declining trend at the training
market continued in 2021 (SchuB et al., 2021).

12 Matching problems occur in particular when both the numbers of vacant apprenticeship places and unplaced
applicants are high.
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actors with divergent interests, varying normative commitments, different powers, and limited
cognition” (Streeck & Thelen, 2005, S. 16). The state, or its subordinate ministries and
institutions, the employers and business associations, as well as the trade unions are the central
actors in a VET system (Busemeyer & Trampusch, 2012; Hall & Soskice, 2001): They interact
with each other and influence the design of a VET system on the macro, meso or micro level
(Biirgi & Gonon, 2021; Pilz, 2016a). Nevertheless, the different interests of the actors involved

may also lead to conflicts in cooperation (Emmenegger et al., 2019).

In addition, VET systems are subject to a permanent process of change in the short, medium or
even long term (Cedefop, 2018). In political science, this is also known as institutional change,
whose specific design is subject to certain limitations against the background of path
dependency (Mahoney & Thelen, 2010; Streeck & Thelen, 2005). Regarding the structure of
the German dual system as the path, a link to the concept of collective skill formation
(Busemeyer & Trampusch, 2012) emerges. In the sense of path dependency, the inclusion of
diverse actors often results in a high level of coherence and inclusiveness, but the complex

processes of decision-making may limit its adaptability (Oliver, 2010; Rauner, 2008).

2.4 The Reactions of the Actors in Response to the Pandemic

Since this paper follows an actor-centred approach, the reactions to the pandemic will first be
described from the perspective of the principal actors in the dual system (see above). The focus
here is on the national level in order to draw both a holistic and coherent picture of the situation.
Afterwards, the measures taken or demanded by the actors will be discussed in terms of their
underlying coordination of action, the realised processes and outcomes, as well as the levels

affected within the dual system (see Chapter 2.5).

Similar to Busemeyer (2009), since no empirical evidence is available in this regard yet, various
artefacts of the central actors were evaluated within the framework of a document analysis. In
particular, German press releases, position papers, regulations, guidelines and reports of the
respective actors were included in the document analysis. In accordance with the focus on the
national level, primarily those publications were taken into account that originate from the
national umbrella organisations of the various actors and can thus be regarded as representative
for Germany in general. This corpus of literature was expanded by relevant empirical studies,
as well as other relevant publications from national and international institutions related to VET

(e.g., BIBB, Cedefop).

Out of the document analysis it became apparent that the reactions of the individual actors often

address similar issues. This includes in particular the financing of training, the realisation of
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training activities, the promotion of digitisation and the need for support in vocational
orientation. Hence, at the end of the following subchapters, the actions of the respective actors
are also set in relation to these issues. In addition, the usual differentiation of actors into state,
trade unions and companies as well as business associations (Busemeyer & Trampusch, 2012;
Hall & Soskice, 2001) was too restrictive here. This is primarily due to the fact that the
pandemic also has a significant impact on the learning activities in schools: Since teachers are
also organised into trade unions, the teachers’ associations were identified as another group
within the trade unions. Furthermore, both student and parent associations actively participated
in the pandemic-related discourse: Even if they are typically neither involved in concrete
decision-making processes nor seriously discussed in the literature on VET governance (see
also Pilz, 2021), this group of actors was included in this study, as they also have an impact on
the dual system as potential apprenticeship applicants (e.g., Fiirstenau et al., 2014). Along with
a deeper insight into the training activities and the resultant coordination of action, the inclusion
of this actors’ perspective also provides the opportunity to produce a critical analysis of the

efficacy of the measures adopted.

2.4.1 The State’s Reactions to the Pandemic

In Germany, as educational policy is made at the level of the federated states it is not consistent
across the country. In this paper only those measures are presented that have been implemented
at the national level and thus are mandatory or at least serve as a guideline for all federated
states. For this purpose, regulations, guidelines, reports and press releases of national
institutions were primarily taken into account. These include the Kultusministerkonferenz
(Standing Conference of the Ministers of Education and Cultural Affairs [KMK]), the
Bundesministerium fiir Bildung und Forschung (Federal Ministry for Education and Research
[BMBF]), the Bundesministerium fiir Arbeit und Soziales (Federal Ministry of Labour and
Social Affairs [ BMAS)]), the Bundesagentur fiir Arbeit (Federal Employment Agency), and the
Bundesinstitut fiir Berufsbildung (Federal Institute for Vocational Education and Training

[BIBB)).

With the outbreak of the pandemic in Germany, there were nationwide temporary closures of
all schools in March 2020, accompanied by a sudden switch to digital distance learning. The
gradual resumption of face-to-face teaching took place at different times and to a varying extent
(Anders & Kuhn, 2020). In order to avoid crowded school buildings, most federated states gave
priority to graduation classes, to ensure their participation in the final examinations (Cedefop,

2020a). To reduce the risk of infection for both learners and teachers, hygiene guidelines were
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developed which, among other things, intended to enable alternating teaching of learning
groups in face-to-face and distance modes (KMK, 2020a, 2020b). Until today, the responsibility
for implementing the hygiene guidelines is still up to the schools (KMK, 2020a, 2021).
However, on the basis of federated state-specific infection protection regulations and
occupational health and safety standards (e.g., BMAS, 2021a), training companies as well as
other educational institutions (e.g., inter-company vocational training centres) are responsible

for the implementation of hygiene guidelines.

At the beginning of the new school year in summer 2020, all federated states returned to regular
classroom teaching, adapted to the infection situation. In the case of emerging Corona outbreaks
with a justified risk of infection, school closures should be avoided, and instead individual
classes or cohorts should be sent into quarantine (KMK, 2020b). Wearing mouth-nose
protection in class was initially recommended (BMBF, 2020a). Due to rising infections, the
schools were closed again at the end of 2020 and, with the use of testings, gradually reopened

in spring 2021.13

The national programme ,,Ausbildungsplétze sichern”!* (Securing training places) was initiated
to enable young people to ,,start, continue and also successfully complete vocational training in
the new training year 2020/2021” (BMBF, 2020b; translation by the author). In particular, the
programme aims to motivate small and medium-sized enterprises (SME) affected by the
pandemic to continue or even expand their training activities, with the help of financial
incentives, such as ,training bonus”, ,training bonus plus”, ,training salary subsidy” and
,takeover bonus” (BMBF, 2020b; translation by the author). In addition, the temporary takeover
of training by other training providers or training companies within the framework of
contractual or collaborative training, can be funded (BMBF, 2020d). In order to avoid a further
decline in the training market in 2021, an extension and expansion of the programme (e.g.,
higher bonus payments and an extension of eligibility to companies with up to 499 employees)
was announced in March 2021 (BMBF, 2021a). In addition, training companies also have the

option of declaring short-time work!> for their trainees.

13 At the beginning of the school year 2020/2021, the high importance of delivering face-to-face teaching was once
again emphasised (KMK, 2021). The hygiene guidelines at the schools are continuously adapted to the current
infection situation and the vaccination progress in the society (see also Kuhn, 2022).

4 For a detailed explanation of the different bonuses as well as the conditions and criteria for eligibility in all
funding guidelines, see the announcements of the Bundesministerium fiir Bildung und Forschung (BMBF, 2020b,
2020d, 2021a).

15 Short-time work is intended to reduce companies’ personnel costs in times of significant work shortages and
thus to preserve jobs and training places (Bundesagentur fiir Arbeit, 2020). The use of short-time work for
apprentices is recommended as a last resort (Cedefop, 2020a). According to the studies by Ebbinghaus (2021) as
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The expansion of the digital infrastructure in the education sector is another part of the German
government’s  strategy. In  addition to the  DigitalPakt  Schule'®,  the
»Sofortausstattungsprogramm” (Programme to facilitate the immediate equipping of schools)
was launched in July 2020 for the school-bound acquisition of digital devices via schools. In
particular, these should be made available to socially and economically disadvantaged learners,
to ensure their participation in distance learning (BMBF, 2020c). In the course of the ongoing
pandemic, further supplementary agreements were made, namely the ,,Supplementary
agreement on the financing of IT administration at the schools” as of November 2020 (BMBF,
2020e; translation by the author), and the ,,Supplementary agreement on the acquisition of
digital devices on loan for teachers” as of January 2021 (BMBF, 2021b; translation by the

author).!”

The ongoing revisions of training regulations (see also BIBB, 2014) for 2020 were continued,
despite the pandemic (BIBB, o.J.). The Bundesinstitut fiir Berufsbildung also reported that the
BIBB Board is still working on the revision of training regulations. Apart from the
predominantly digital cooperation between the involved actors, no pandemic-related influences

on decision-making at the curricular level can be identified.

Typically for collective systems, the state tries to bring the interests of the various actors
together and implements various measures, especially financial ones, to enable or support the
implementation of dual apprenticeships in both school and company contexts — whether by
promoting digitisation in schools or by setting framework conditions and hygiene guidelines,
which, as a consequence, have to be implemented at federated state or local level. The example
of the national programme Ausbildungspldtze sichern, co-developed by the Allianz fiir Aus-
und Weiterbildung (Alliance for Initial and Further Training [AAW]) (AAW, 2020, 2021),
shows that the actions of the state are not exclusively characterised by top-down processes.
Moreover, the financial support for training companies in the form of bonus payments is a
novelty, as the state has so far largely refused to finance in-company training (Busemeyer,
2009). Thus, in the course of the pandemic, there are also indications of tendencies towards a

centralised or statist VET system. In particular, these are indicated in the partial financing of

well as Biebeler and Schreiber (2020), only a small proportion of trainees were on short-time work by the end of
2020, except in those sectors that were severely affected by the pandemic (in particular: Hospitality).

16 The DigitalPakt Schule 2019-2024, which was already adopted before the pandemic, is a national funding
programme for the promotion of the digital infrastructure in schools (see also KMK, 2019).

17 The three supplementary programmes are each budgeted at 500 million Euro. According to a press release by
the Bundesministerium fiir Bildung und Forschung (BMBF, 2022), the following funds had already been called
up by the end of December 2021: 495 million Euro (Programme to facilitate the immediate equipping of schools),
11 million Euro (Supplementary agreement on the financing of IT administration at the schools) and 300 million
Euro (Supplementary agreement on the acquisition of digital devices on loan for teachers).
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both learning venues as well as the setting of framework conditions, but are probably primarily

due to the urgent need for action caused by the pandemic.

2.4.2 The Employers’ and Business Associations’ Reactions to the Pandemic

For this group of actors, the focus of the analysis was on press releases, websites and statements
that are related to the company-based element of dual apprenticeships. In addition to the
Deutscher Industrie- und Handelskammertag (German Chamber of Industry and Commerce
[DIHK]) and the Zentralverband des Deutschen Handwerks (German Confederation of Skilled
Crafts [ZDH]) as central umbrella organisations of the business associations or Chambers, the
Bundesvereinigung der Deutschen Arbeitgeberverbande (Confederation of German
Employers’ Associations [BDA]), as the umbrella organisation of employers, was also taken
into account.!® The findings of studies which provide an insight into in-company training

activities were also included.

Due to the loss of important communication channels between training companies and potential
applicants (e.g., training fairs), some of the companies surveyed in June 2020 feared problems
in recruiting new trainees (ZDH, 2020). The Bundesvereinigung der Deutschen
Arbeitgeberverbdande emphasised the need for vocational orientation to continue, for instance
through career guidance via schools and digital offerings, as well as providing insights into
company practice (BDA, o.J.-b). Furthermore, the Bundesvereinigung der Deutschen
Arbeitgeberverbinde also appealed to companies not to stop their training activities and instead
to adhere to vocational training in their ,,very own interest” (BDA, o0.J.-a; translation by the
author). Regarding vacant apprenticeship places in December 2020 as well as the coming
training year 2021, the Bundesvereinigung der Deutschen Arbeitgeberverbdnde and the
Deutscher Gewerkschaftsbund (German Trade Union Confederation [DGB])! jointly repeated
this appeal in December 2020 and also encouraged students applying for training places (BDA,
2020). While these actors are usually seen as opposition (e.g., Emmenegger & Seitzl, 2020;
Hall & Soskice, 2001), the common interest in the dual system seems to intensify their

cooperation during the pandemic.

On their websites, the Zentralverband des Deutschen Handwerks and the Deutscher Industrie-
und Handelskammertag provide companies with extensive information on how to deal with the

crisis, including how to organise training. Furthermore, the Chambers operate digital

18 The DIHK, the ZDH and the BDA are also partners in the Allianz fiir Aus- und Weiterbildung.
% The DGB is an umbrella organisation of eight individual trade unions, which are covering all branches and
economic sectors in Germany.
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apprenticeship portals to provide support in both vocational orientation and apprenticeship
placement. This also highlights the importance of the Chambers in the dual system, whose
influence can also be seen in the organisation and implementation of final examinations

(Cedefop, 2020a).

The companies surveyed in a study by Burdack (2020), were looking for flexible and
company-specific solutions to continue practical training, while complying with infection
protection regulations. For this purpose, the companies surveyed implemented training
procedures that were called ,,rolling procedure”, ,,block procedure” or ,,shift training” (Burdack,
2020, S. 2; translation by the author). These procedures have in common that trainees are
alternately trained face-to-face in fixed small groups as well as at fixed times, to meet the
requirements of infection protection by separating them in time and space. In addition, home
schooling with the help of video tools, was used to enable a close exchange between trainees
and trainers. The necessary digital devices were provided by the companies for both trainers
and trainees; however, since the digital teaching of training contents takes longer than
face-to-face training, special challenges were anticipated with regard to the quality of training
and examinations. However, even though many training companies continued their training
activities (e.g., DIHK, 2020; Jobstarter, 2020), sector-specific and firm-specific conditions
(e.g., with regard to work processes or company size) could lead to different training practices.
In the context of in-company training, this relates, for example, to the use of digital devices and
media, which have been used much less frequently in the crafts and hospitality sectors than in
the areas of industry and commerce as well as in the public service (Biebeler & Schreiber,
2020). In addition, the study by Biebeler and Schreiber (2020) shows that the pandemic-related
shift of training activities into home office has been carried out in particular by larger companies
and those training companies that concentrate on knowledge- and computer-based activities in
the fields of ,,public service” and ,,industry and commerce” (see also Ebbinghaus, 2021). For
smaller companies as well as training companies in the hospitality and craft sectors, where the
focus is on customer or service-oriented and practical activities, the use of home office in

contrast seems to be an exception.

As far as the digitisation of in-company teaching-learning processes is concerned, this does not
seem to be feasible in the same way for all companies. Despite both the resulting and the
generally existing restrictions (e.g., due to company closures), the difficult economic situation
and the developments on the training market during the crisis, many companies were

maintaining their training activities. Besides the possibility to receive bonus payments as part
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of the programme Ausbildungsplitze sichern®*®, for some companies this is probably due to the
necessity of covering their demand for skilled workers, which also in non-crisis times
encourages companies to invest in dual apprenticeships. Cooperation with other stakeholders is
particularly evident in the context of the measure Ausbildungsplitze sichern, the joint effort to
conclude training contracts with the help of broad (digital) offers in the context of vocational
orientation?! and the completion of final examinations (for more details, see also AAW, 2021).
In addition to shared interests and goals with the other partners in the Allianz flir Aus- und
Weiterbildung, this also indicates that employers and business associations are adapting their

activities to the government’s guidelines, but at the same time they are involved in shaping

them.

2.4.3 The Trade Unions’ Reactions to the Pandemic

Among this group of actors, in the main it was press releases as well as statements by the
Deutscher Gewerkschaftsbund (DGB), the Gewerkschaft Erziehung und Wissenschaft (7rade
Union Education and Science [GEW]), the Bundesverband der Lehrkrifte fiir Berufsbildung
(Federal Association of VET Teachers [BvLB]) and the Deutscher Lehrerverband (German

Teachers Association [DL]) that were utilised.??

In April 2020, the Deutscher Gewerkschaftsbund published a position paper addressed to the
German government (DGB, 2020a), which put forward various proposals for securing
apprenticeship places, some of which were also included in the programme Ausbildungsplitze
sichern. According to the Deutscher Gewerkschaftsbund, this programme sends an important
signal for the training market, and also shows that ,,social partnership in training works” (DGB,
2020b; translation by the author). In response to the continuing difficulties in the training
market, in August 2020 an appeal was made to companies to invest more in training, despite
the pandemic, particularly to ensure that young people with lower secondary school leaving
certificates were still being offered opportunities (DGB, 2020d). Furthermore, a warning was

issued that the quality of training in schools or in training companies, should not be allowed to

20 Recently published figures by the Bundesagentur fiir Arbeit (2022) show that by 23th March 2022 a total of
75.373 applications for bonus payments (training bonus: 25.556, training bonus plus: 49.453, takeover bonus: 364)
and 23.557 applications for training salary subsidy (from August 2020 to December 2021) had been positively
decided. At the same time, most of the payments were directed to companies with up to 249 employees — larger
companies tend to be the exception.

2L As an example, reference can be made to the ,,Summer of Vocational Training” in 2021, where the partners of
the Allianz fiir Aus- und Weiterbildung have initiated several promotional days to inform parents and young people
about dual apprenticeships, to offer them advice and to bring training companies and potential applicants together
(e.g., BMAS, 2021b; see also AAW, 2021).

22 The DGB and the GEW are also partners in the Allianz fiir Aus- und Weiterbildung.
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suffer because of the crisis (DGB, 2020d, 2021). Due to the decline in newly concluded training
contracts, in October 2020 it was also emphasised that besides short-term financial support for
companies, structural changes such as a training guarantee based on the Austrian model®?

needed (DGB, 2020c; see also GEW, 2020c¢).

arc

In a survey conducted before the summer holidays 2020 (Bodeker & John, 2020), the state
associations of the Bundesverband der Lehrkrifte fiir Berufsbildung stated that the transition to
digital teaching was more successful than originally expected. However, various problem areas
became apparent; manifested, among other things, in the lack of digital equipment for schools,
teachers and learners. Furthermore, the extreme variation in digital competence of teachers and
learners, reveals the necessity for further training and instruction in digital learning. In addition,
the significantly higher workload for teachers in connection with the rapid transition to digital
teaching, as well as legal issues (e.g., data protection on digital learning platforms) were
identified as problematic (see also BvVLB, 2020b; GEW, 2020a). There were oft-repeated
demands for a short-term improvement of the conditions for teachers and students at schools
(e.g., health protection, further training on digital teaching, and the management of the IT area)
as well as reliable and long-term solutions for digitally supported face-to-face, distance or
hybrid teaching in times of the pandemic (BvLB, 2020b; DL, 2020c; GEW, 2020b). These
demands were also reflected in the ,,10-point plan for teaching with (and after) Corona” (DL,
2020a; translation by the author). Among other things, as early as July 2020 this plan called for
the weekly testing of teachers and students. However, the testing was not implemented until the

cautious return to face-to-face teaching in March 2021.

The demands for ,,more autonomy” as well as a ,,reduction of bureaucracy” (BvLB, 2020a;
translation by the author) attest to structural problems that limit the (short-term) ability of
individual vocational schools to act. In this context, it should be mentioned that the schools
generally have very little freedom and scope for action, which is mainly due to their financial
dependence on the local school authorities. One example in the context of the pandemic is the
much-discussed purchase of air filter systems for schools, which usually cannot be afforded
from the schools’ own budgets, thus severely restricting the schools’ ability to act on their own
responsibility in matters of infection protection. Consequently, the rejection of a nationwide

purchase of air filter systems for schools in September 2020 by the Kultusministerkonferenz

23 Within the framework of the Austrian training guarantee, young people who have not found a training place can
instead complete their first year of practical training in a training centre. In case the trainees still do not find a
training place after one year, the practical training can in principle also be completed in the training centre (see
also Wieland, 2020).
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was also met with criticism.?* From the perspective of the teachers’ associations, this would
have been a necessary purchase to fulfil the duty of care towards employees and learners (DL,
2020b). Mindful of the upcoming final examinations, in January 2021 the Bundesverband der
Lehrkrifte fiir Berufsbildung was already warning that the restrictions on training activities
resulting from the long school closures must be taken into account in both the school-based and

the Chambers’ final examinations (BvLB, 2021).%3

In particular, this group of actors aims to ensure and optimise the (digital) provision of VET
both in school and company contexts. Their demands relate to structural aspects of the dual
system, the actual design of training activities, as well as the financing of better framework
conditions for schools, learners and teachers. At the same time, the demands made by the trade
unions also illustrate that the measures taken by the state (see above) were not sufficient (e.g.,
with regard to the demands for air filter systems) or that their implementation on the meso and

micro level had reached its limits in some cases (e.g., due to data protection regulations).

2.4.4 The Reactions to the Pandemic by Those Requiring Training

In addition to relevant studies, press releases by the umbrella organisations of potential trainees
and their parents were included. Specifically, these umbrella organisations are the
Bundesschiilerkonferenz (National Student Conference [BSK]) and the Bundeselternrat
(National Parents Council [BER]).2¢ More VET specific, the Jugendorganisation des Deutschen
Gewerkschaftsbundes (Youth Organisation of the German Trade Union Confederation [DGB-
Jugend]) can be identified as another actor within this group, as it represents the interests of
trainees.?’” Keeping in mind the implemented measures (see above), most demands referred to
political decisions or developments during the pandemic and emphasised the need for further
action. However, similar to the demands of the teachers’ associations, their implementation was

lacking.

24 This example also demonstrates the central role that state institutions at the national level (here: KMK) play in
the context of the pandemic, and which actually stands in contrast to the educational federalism that is usually
pursued.

25 This once again highlights the special position of VET, since here, unlike in general education, the Chambers as
another actor besides the state are also involved in conducting the final examinations.

26 The inclusion of parents (by proxy through the BER) is also due to the fact that apprentices are legally
represented by their parents until they reach the age of 18.

27 The DGB-Jugend is an independent youth association and represents the interests of all trade union members up
to the age of 27 (DGB, 0.J.). However, as the umbrella organisation of all youth trade unions, the DGB-Jugend is
at the same time affiliated to the DGB and its department ,,Jugend und Jugendpolitik” (Youth and Youth Policy)
(DGB, 2018). The Bundesjugendausschuss (Federal Youth Committee), whose representatives, according to the
DGB constitution, participate in the DGB-Bundeskongress (DGB-National Congress) in an advisory capacity, is
the most important body of the DGB-Jugend and decides on the operational guidelines of its affiliated youth trade
unions (DGB, 0.J., 2018).
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In the context of the gradual resumption of face-to-face teaching at schools after the initial
lockdown in spring 2020, clear and long-term concepts were requested that included teacher,
parent and student representation in the decision-making processes (BSK, 2020a). Besides a
rapid and non-bureaucratic expansion of the digital infrastructure at schools as well as the
assurance of protection against infection, further needs for action were also identified: These
included instigating flexible arrangements for dividing up learning groups, ensuring inclusion
for young people with special needs, and avoiding further school closures (BER, 2020a; BSK,
2020b, 2020d). In addition, the Bundesschiilerkonferenz called for sustainable and mandatory
,media education and media literacy” (BSK, 2020c; translation by the author) to be included in
both the curricula and the competency profile of teachers. This assessment was also shared by
the Bundeselternrat, which made additional demands, including regulations on the digital
accessibility of teachers, the implementation and expansion of digital learning environments
and forms of licensing, as well as their legal anchoring in school laws (BER, 2020b). In course
of the publication of the ,,Corona training study” by the DGB-Jugend and the identified
problems (e.g., the lack of preparation for exams or the gaps in teaching), both the DGB and
the DGB-Jugend warned that the quality of training in schools or in training companies, should
not be allowed to suffer because of the crisis (DGB, 2021; DGB-Jugend, 2021a). To this end,
the DGB-Jugend urged the chambers to regularly monitor companies’ compliance with legal
standards (e.g., the obligation to release trainees from work for attending lessons at the
vocational school) (DGB-Jugend, 2021a). Furthermore, the DGB-Jugend advocated for a
higher commitment of companies in vocational training (DGB-Jugend, 2020, 2021b) as well as
a legally fixed training guarantee, the unlimited employment of trainees after successful
completion of their apprenticeship, and a comprehensive ,,digitisation and financing offensive”

(DGB-Jugend 2021a; translation by the author).?8

In their search for an apprenticeship, young people encountered a variety of obstacles, such as
cancelled interviews or internships (Eberhard et al., 2021). The results of Barlovic et al. (2020,
2021) show that many young people are still interested in taking up an apprenticeship even in
times of crisis, but they also wished for more support, for example, with regard to vocational

orientation in schools, contact persons and job applications. In addition, more than half of the

28 Although the DGB-Jugend is an independent youth organisation, it can be assumed that its direct influence on
education policy issues and decision-making processes is rather limited. It is also unclear to what extent the
influence of the DGB-Jugend reaches within the DGB and to what extent it is perceived as an independent
association by other actors. In the context of the Allianz fiir Aus- und Weiterbildung, the DGB-Jugend appears to
be at least primarily represented by the DGB and is thus not directly involved as an independent partner in the
steering committee of the Allianz fiir Aus- und Weiterbildung (for a listing of the AAW-Partners, see for example
AAW, 2020).
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respondents thought that there were not enough training places available, which ultimately led
to a less optimistic assessment about their chances of finding a training place (Barlovic et al.,
2020, 2021). This underlines that, in addition to the quantitative provision of training places, it
is at least as important to provide young people with comprehensive information and guidance

in the context of vocational orientation (see also BSK, 2020d).

In conclusion, neither trainees and students nor their parents, were sufficiently included in
decision-making processes (see also BSK, 2020e). Even though this becomes particularly
obvious in the context of the pandemic, this represents a general phenomenon in the governance
of the dual system (e.g., Emmenegger et al., 2019; Pilz, 2021). At the same time, this could
indicate a structural weakness of collective training systems, as urgent needs for reform and
action resulting from experiences at the micro level barely find their way into educational
decision-making. Nevertheless, the active participation of students, trainees and parents in the
pandemic-related discourse as well as their demands offer important feedback and highlight
ongoing problems, especially with regard to the quality of training activities at both learning
venues, the digitisation of teaching-learning processes and its implications (e.g., data protection
issues, teacher training), the offers of vocational orientation as well as financial aspects (e.g.,
training salary, necessary investments in digitisation). Thus, in principle, there are also linkages
to the measures, positions and demands of the other actors. However, it is noticeable that the
demands voiced by those requiring training in particular share similarities with those voiced by
the teachers’ associations. Regarding the coordination with other stakeholders, the dialogue
between the Kultusministerkonferenz, the teachers’ organisations, the
Bundesschiilerkonferenz, and the Bundeselternrat in November 2020 (GEW, 2020d) also
indicates that at least there was an information exchange with further actors. However, on the
basis of the measures that were taken, their impact appears to be relatively slight, which could
also indicate existing shortages with regard to the joint representation of interests by this group

of actors.

2.5 Discussion

In the following, the reactions of the various actors, described above, will be examined from a
governance-analytical perspective, with specific regard to the coordination of actions between
the actors, the realised processes and outcomes, as well as the levels affected within the VET

system.

A localisation of the actors’ actions on a specific impact level is only possible to a limited

extent. Instead, interdependencies are indicated here insofar as many of the measures adopted
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at the macro level (e.g., Sofortaustattungsprogramm) have a direct influence on the individual
educational institutions (meso level) and thus also on the level of teaching-learning processes
(micro level). On the basis of the experience gathered at the micro level, specific demands were
also addressed to actors on the macro level. These concerned, for example, the digital equipment
of educational institutions, but also structural aspects such as a higher level of autonomy for
vocational schools. Although the measures and demands of the individual actors may differ in
their concrete design (see Chapter 2.4), they still refer to similar problem areas and areas of
action (in particular the promotion of digitisation, as well as the financing and implementation
of training activities and vocational orientation). This could also be due to the fact that these
are central issues that concern both access to dual apprenticeships and the implementation of
training activities. At the same time, they are severely affected by the pandemic and highlight
a need for optimisation that is perceived by all actors — albeit with different emphases. However,
regarding the inadequate and belated fulfilment of many of the demands expressed by teachers’,
parents’ and students’ associations in particular, influence or power from bottom-up seems to
be rather limited. Nevertheless, even in times of crisis, it became apparent that the dual system
is influenced by the actions of various actors at multiple levels. Although all of these levels are
based on specific constellations of actors and logics of action, they are strongly interlinked in

the sense of ,,cross-border coordination” (Altrichter, 2010, S. 150; emphasis in the original).

In the sense of inclusiveness and coherence (Oliver, 2010), the recognition and approval of all
actors involved in the dual system are essential conditions for the success of initiated reforms
(see also Busemeyer, 2009; Fiirstenau et al., 2014). The need for cooperation between the
various actors is particularly evident in the context of the Allianz flir Aus- und Weiterbildung
as well as the measure Ausbildungsplidtze sichern. As a ,,Corona-Taskforce” (AAW, 2020, S. 2),
the partners of the Allianz fiir Aus- und Weiterbildung, pursued the common goal of stabilising
both the training and the labour market, despite pandemic-related restrictions (see also AAW,
2021). This example clearly indicates overlaps between the individual actors’ interests, which
ultimately precipitate a strategically conditioned collaboration between them. However, the
demands of the teachers’ associations and those requiring training show that collaboration was
not always achieved, and that essential governance processes (e.g., decision-making, resource
mobilisation; see Oliver, 2010) did not include all actors. Depending on the actors’ perspective,
the form of cooperation may be primarily an information exchange or maximally a coordination
— this becomes particularly clear with regard to the demands from the teachers’ unions as well
as from the Bundesschiilerkonferenz and the Bundeselternrat, who primarily reacted to the

measures taken, as well as to the infection levels.
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Despite the far-reaching interventions of the state and although the bonus payments have
already created incentives to increase company engagement in training, the problem of
matching training place applicants to training places, together with the decline in the
apprenticeship market in 2020 and 2021 also show that the dual system cannot be fully steered
and may find itself at the mercy of its own momentum (see also Bosch & Charest, 2008;
Busemeyer, 2009). There are also indications that the restrictions in information exchange
between employers and those requiring apprenticeships create difficulties in vocational
orientation and recruitment. These also affect the apprenticeship market and testify to a limited
coherence within the dual system and this seems also to have been recognised by the Allianz
fiir Aus- und Weiterbildung, whose partners in March 2021 have agreed to expand (digital)
opportunities for vocational orientation and recruitment for the new training year 2021, for
example by expanding digital information, counselling and placement services for prospective

trainees and companies (AAW, 2021).

Despite all the existing problems and optimisation needs, the continued training activities and
final examinations under pandemic conditions, the continued revision of training regulations,
the program Ausbildungsplitze sichern and the existing (albeit declining) supply of training
places, indicate a short-term adaptability of the dual system. In this context, reference can also
be made to the funding of contractual and collaborative training, which is part of the programme
Ausbildungspliitze sichern (BMBF, 2020d) and provides temporary flexibility in continuation
of training for companies in precarious situations.? Thinking about path dependency, this short-
term adaptability may also be due to the historically entrenched corporatist structures within
the dual system and the trust that actors have in this institution (Lange, 2012). Accordingly,
even in times of crisis, the dual system as a collective training model appears to be a resilient
and historically evolved institutional framework that encourages actors to cooperate and to fulfil
their joint responsibility in the dual system, thus leading to a high degree of accountability and
responsiveness (see also Aerne & Bonoli, 2021; Fiirstenau et al., 2014; Lange, 2012). This is
interesting insofar as this path dependency usually implies that processes of reform, and thus
also adaptability, may be perceived as being difficult and time consuming to achieve (see also
Busemeyer, 2009). Furthermore, the pandemic has led to a break in the previous structures of
the dual system: Contrary to the state’s usual restraint from financing the company-based part
of apprenticeships (see also Busemeyer, 2009; Cedefop, 2020c), the state explicitly provided

monetary support for training companies as part of the programme Ausbildungsplitze sichern

2 However, a statistic published in April 2022 shows that only 42 applications for funding of contract and
collaborative training have been approved so far (Knappschaft Bahn See, 2022).
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and has even expanded this support in 2021 (BMBF, 2021a). Whereas in the past there was
discussion about the introduction of a training place levy, financed by companies that do not
provide training (Busemeyer, 2009), this time the state itself is providing financial incentives

and is thus actively trying to influence what happens on the training market.

Simultaneously, the financial subsidies to training companies decided at the national level as
well as the various supplementary agreements to finance the digital infrastructure at schools
also show that the state has a central steering function in times of the pandemic, which — at least
in times of crisis and primarily due to the urgency of action — forces its actions and indeed
shows characteristics of a statist system. Nevertheless, within the dual system, the state still
depends on the engagement of companies, as they ultimately provide the training places and
thus also make an important contribution to the integration of young people into the labour
market. Consequently, even in times of the pandemic, the state is obliged to take into account
and to combine two fundamentally different institutional logics (Labour Market Logic vs.

Educational System Logic) (e.g., Bonoli & Emmenegger, 2020).

However, there is usually no short-term or radical change within this institution (see also
Streeck & Thelen, 2005). Against this background, a certain institutional inertia becomes
particularly clear in the context of demands for more school autonomy, the implementation of
a training guarantee, as well as greater participation of student and parent representatives in
decision-making processes. To what extent these demands will lead to a gradual transformation

of the dual system (Mahoney & Thelen, 2010; Streeck & Thelen, 2005) is still to be seen.

2.6 Conclusion and Future Research

The pandemic had a significant impact on the training market, which is reflected on both the
supply and demand sides. However, current forecasts indicate that the situation on the training
market could improve from 2027 onwards (Dohmen, 2020; Maier, 2021). Regarding the
realised coordination of action, not all actors are involved in the decision-making processes;
however, the measures taken show that those actors involved in decision-making do cooperate.
In the context of the pandemic, it is also evident that the dual system as a collective training
model is capable of acting and adapting in the short term to face emerging challenges, despite
its complexity. Regarding the adaptability (Oliver, 2010) of the dual system in the context of
the digitisation of VET and the world of work, it is to be hoped that the digitisation processes
accelerated by the pandemic (e.g., the use of digital devices and learning platforms, but also
further training and instruction in digital learning for trainees, students, teachers and trainers)

will find sustainable entry into company and school training practices. With regard to the
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temporary school and company closures, the problems with distance learning and the possible
impacts on the quality of training, the question arises, particularly in the contexts of block
teaching and final examinations, to what extent the key objective of ,,vocational action skills”
(Pilz & Fiirstenau, 2019, S. 315) can be achieved under these difficult conditions. In particular,
this affects apprentices in sectors that have been hit hard by the crisis (e.g., tourism or
gastronomy), as due to the long-lasting company closures in these sectors, the teaching of
practical learning content (e.g., customer dialogue) has been very limited or not possible at all.
At the same time, this also raises the question of whether certain practical learning contents
may be integrated into the school-based element of dual apprenticeships (e.g., OECD, 20214d).
For vocational schools in technical fields, this could be realised, for example, through the
acquisition of technical learning systems, as these enable a high degree of practical and

experience-based learning (see also Falbender & Pilz, 2020).

The aim of this paper was to provide an insight into the dual system and the way in which, as a
collective training model, it has dealt with the pandemic so far. This was achieved by evaluating
various documents. At the same time, this is to be seen as a limitation of this study, because
these artefacts primarily represent the results of negotiation processes and cannot provide
insight into the preceding decision-making processes and discussions between the actors. To
gain deeper insights in this regard, further studies could, for example, conduct expert interviews
with representatives of the respective actors. This might also help to further investigate the
influence of the DGB-Jugend, the Bundesschiilerkonferenz, and the Bundeselternrat.
Nevertheless, the approach adopted in this paper has facilitated an analysis of the governance
structures underlying the dual system, as it provides an indirect insight into the measures taken
or demanded, the implementation of training activities, as well as the coordination of action
between the central actors. The focus at the national level, which does not include individual,
sector- and regional-specifics, opens up a starting point for further research projects to examine
the coordination of activities between actors at a decentralised level (see also Emmenegger et
al., 2019). Moreover, this study exclusively referred to the German dual system. Thus, full-time
school-based VET programs as well as continuing education, as other important areas of the
German VET system (Fiirstenau et al., 2014), were not considered here. This reveals another
research gap, which is also quite relevant with regard to the German educational federalism as
well as the central role of the state in times of crisis. In addition, further international
comparative studies could also examine and compare how other collective, statist, liberal or
segmentalist training systems are dealing with the emerging challenges to VET posed by

Covid-19.
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3 Artikel 2: Academic versus Vocational Education: A Comparison of

Curricula for Dispensing Opticians in the UK and Germany

Abstract: Higher educational aspirations, the ongoing academic drift and the widely discussed shift
towards a knowledge society, are putting increasing pressure on vocational education and training. The
often higher level of academic qualifications within national qualifications frameworks also suggests
that these are to be regarded as more valuable than vocational qualifications. However, few studies to

date directly compare vocational and academic qualifications.

Using the example of the occupation ‘Dispensing Optician’, this study compares an academic with a
vocational qualification approach. Employing a document analysis of the respective intended curricula
in Germany and the UK, the areas of competence, competence levels and the scope of content in both
countries are analysed and compared. Finally, the results are discussed in terms of their possible
implications concerning the trend towards higher qualifications, the categorisation of qualifications in

qualification frameworks and the constitutive characteristics of vocational and academic education.

Keywords: Vocational Education and Training (VET), Academic Education, European Qualifications
Framework (EQF), Qualification Level, Dispensing Opticians, Germany, UK, Intended Curriculum,

Competencies

3.1 Introduction

Globalisation and increasing labour mobility have raised the question of the comparability and
recognition of qualifications and skills acquired abroad in the European Union (EU)
(Andersson, 2021; Schuster et al., 2013), as employers must adequately assess the qualifications
of their international applicants and match them with their skills requirements. However, due
to the uniqueness of national education systems and qualifications (Bosch, 2017; Pilz, 2016a),
this poses a major challenge. To create more transparency within the EU in this regard, the
development of national qualifications frameworks, and their connection to the European
Qualifications Framework (EQF), was initiated back in 2008. In addition to improving the
comparability of national qualifications, another objective was to promote international
mobility on the European labour market (Council of the European Union, 2017; Markowitsch

& Luomi-Messerer, 2007; Méhaut & Winch, 2012).

Due to the EQF focus on learning outcomes, competence-based training of skilled workers has

become a major topic in the development and recognition of educational programmes. This
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affects both the context of Vocational Education and Training (VET) and Higher Education
(Mulder & Winterton, 2017). At the same time, VET is under increasing pressure, not least
because of educational expansion, the widely discussed shift towards a knowledge society and
the ongoing academic drift (Baethge & Wolter, 2015; Ebner, 2015; Gibbons et al., 2010; Smeby,
2015; Vilimaa & Hoffman, 2008; Wolter & Kerst, 2015). In this, the healthcare sector is a good
example. Due to the increasing knowledge intensity and complexity of activities in the
healthcare professions, more and more training programmes are being driven towards the higher
education sector (Collins & Hewer, 2014; Laiho, 2010; Smeby, 2015). As a result, the number
of graduates with a bachelor’s or master’s degree is increasing in the EU (Eurostat Data
Browser, 2023). Within the German Qualifications Framework (DQR), these qualifications are
categorised at level 6 (Bachelor’s) or 7 (Master’s). This also places them at a higher
qualification level than dual apprenticeships (DQR/EQF level 4). This is interesting insofar as
dual apprenticeships are still widely accepted both in German-speaking countries (Germany,
Austria and Switzerland) and internationally, as can be seen in the context of VET transfer or

VET cooperation (Li & Pilz, 2023; Zlatkin-Troitschanskaia & Pilz, 2022).

Regarding the current state of research, there are few studies comparing academic and
vocational qualifications, or different qualification and competence levels. For the commercial
sector, only the study by Fulst-Blei (2003) may be mentioned here. As part of his international
comparative study, Fulst-Blei compared the output of learners resulting from a German and an
English-Welsh vocational training programme, focusing on the criteria theoretical knowledge
and planning and independent work. Although the German qualification was formally classified
at a lower level than its British counterpart, the findings from Fulst-Blei show that the dual-
trained industrial clerks generally performed better in the assessment test than the British
General National Vocational Qualification (GNVQ) Advanced Business graduates. Regarding
the craft or technical sector, there seems to be no evidence in this regard. This may also be due
to the fact that practical learning in the sense of hands-on learning or experiential learning, is
traditionally emphasised in these areas (e.g., Gamble, 2001). However, an extensive academic
drift cannot be observed in these areas. Nevertheless, in many cases these are highly specialised
and knowledge-intensive occupations (Hyland, 2018), which also require well-founded
problem-solving skills, and the ability to work independently and responsibly (Clarke et al.,
2013; Hyland, 2017; Thompson et al., 1995). As such competences may also be acquired in the
context of VET (Hyland, 2018), the need to expand the higher education sector appears to be

insufficiently empirically substantiated.
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To better understand this issue, it is worth focussing on the occupation (Dispensing) Optician.*°
The study of this occupation is interesting insofar as the previously mentioned areas of activity
(medical, commercial and crafts) are integrated into this occupation (European Commission,
o.J..; Thomas et al., 2011). In addition, in Germany and the UK this occupation is trained in
different institutional frameworks, which is why this study focus on these two countries.
Looking at the German context, this occupation is trained within the dual apprenticeship system
and concludes with a qualification on EQF level 4. In line with the traditionally strong emphasis
on higher education and the advanced state of academisation in the UK (Fisher & Simmons,
2012; Hyland, 2002), the British equivalent is located within the context of higher education
and leads to a diploma at EQF level 6. The basic structure of these two training programmes,
and typical fields of activity, have already been outlined in a comparative study by Thomas et
al. (2011); however, especially considering the intended learning outcomes or competences, the
reasons for their different categorisation in the EQF are still unclear. Consequently, if
qualifications should be compared with each other, this could be done by measuring
competences based on the output of teaching and learning processes. One example of such an
approach can be seen in the PISA-VET Feasibility Study (Baethge et al., 2006), which primarily
aimed to compare vocational qualifications in Europe. Alternatively, the focus can also be on
the curriculum and thus on the intended acquisition of competences. This last approach, which
can also be found in the context of recognising competences for educational programmes (e.g.,
Werquin, 2010) as well as in other comparative studies (e.g., Chen et al., 2021; Pilz et al., 2016),
will also be further focused on here. With reference to the two above-mentioned training
programmes for (Dispensing) Opticians, and their different classification in the EQF, the
research interest underlying this international comparative study can be formulated in terms of

the following research question:

How far are the competences and competence levels defined in the German and British

curricula for (Dispensing) Opticians similar or different?

In doing so, this study is innovative insofar as it compares an occupational approach in two
different institutional settings and countries. Against the background of the competences to be
acquired, the study also aims to provide a better understanding of how academic and VET
programmes are reflected and defined within the curriculum. For this purpose, the qualification

approaches of both countries will first be outlined and localised in the respective education

30 In order to differentiate between countries, a distinction is made between ‘Opticians’ in the German context and
‘Dispensing Opticians’ in the UK context. When referring to the occupation in general, the term ‘(Dispensing)
Optician’ is used.
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systems. Next, both the underlying theoretical-analytical concept and the methodological
approach are explained, before the results are presented and discussed regarding their possible

implications.
3.2 The qualifying of (Dispensing) Opticians in Germany and the UK

3.2.1 Germany

The training of Opticians generally takes place within the dual system (for a detailed description
of the dual system, see Cedefop, 2020c; Fiirstenau et al., 2014; Kuhlee, 2015; Pilz & Fiirstenau,
2019). In general, training lasts three years and takes place both at the vocational school and in
the respective training company. Trainees spend around a third of their apprenticeship at
vocational schools. The acquisition of skills should be practical and based on action-orientated
teaching and learning processes (e.g., Fabender & Pilz, 2020; Pilz & Fiirstenau, 2019).
Company training takes up around two thirds of the apprenticeship. Apart from the fulfilment
of compulsory schooling, there are no formal entry requirements for this apprenticeship. But in
the end, it is the companies that decide whether they hire trainees. Regarding previous school
education, the 2023 reporting year shows that the vast majority of 2.628 new trainees had at
least a secondary school leaving certificate or a higher education entrance qualification

(DAZUBI, 2024).

Even though education in Germany generally is the responsibility of the federal states,
occupation-specific training contents are compulsory nationwide for both learning venues and
must therefore be built into state-specific curricula. The training regulations (AO) (Bundesamt
fiir Justiz, 2011) are relevant for company-based training, while the framework curriculum
(KMK, 2011), released by the Standing Conference of the Ministers of Education and Cultural
Affairs (KMK), applies to school-based training. Further important institutions involved in the
training of this occupation are the Central Association of Opticians and Optometrists (ZVA) and
its subordinate guilds at state and regional level. According to the German Crafts Code (HwO),

the central objective of dual apprenticeships is occupational capacity,

wreferring to the ability or capacity of the individual to act within the labour process of a defined Beruf or
occupation (...) and referring to the scope of activities encompassed within an occupation and the depth
of knowledge implied” (Brockmann et al., 2009, S. 789).

According to the occupational model and the underlying ,,vocational principle” (see also
Deissinger, 2008), occupational capacity consists of a broad set of competences, including
occupational competences, social competences, procedural competences as well as learner

competences (Brockmann et al., 2009). These are assessed as part of a journeyman’s
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examination and leads to the award of the journeyman's certificate, an officially recognised

vocational qualification that is classified at DQR and EQF level 4.

3.2.2 United Kingdom

The British qualification approach for Dispensing Opticians falls within the scope of higher
education and generally takes three years. According to the Quality Code for Higher Education
(QAA, 2024, S. 14), the focus in the context of teaching and learning is thus, among other
things, that ,,(a)ll students are supported to develop and demonstrate academic and professional
skills and competences.” Interestingly, this also illustrates the increasing integration of
employability skills into the context of higher education, as is being discussed in relation to the
,marketisation of higher education” or ,,neo-liberal universities” (Kornelakis & Petrakaki,
2020) and, at the same time, represents a departure from the traditional British ideal of higher
education (e.g., Powell et al., 2012). With the focus on skills, an employer-led and work-related
perspective is also emphasised here, which differs from the broad understanding of competence
underlying occupational capacity or the vocational principle (see above). For Dispensing
Opticians, this requires the completion of a qualification in dispensing optics at an educational
institution that is recognised by the General Optical Council (GOC), the regulatory body for all
optical professions in the UK (GOC, 2023c). Practical training components are also required
and can be completed as part of a three-year ,,suitable employment” or a one-year ,,salaried
work in a practice under supervision” carried out at a GOC-registered Dispensing Optician
(GOC, 2023a, 2023b). To train as a Dispensing Optician, proof of 5 General Certificates of
Secondary Education (GCSE) (or equivalent) at grades C or above (including English, Maths
and Science) and GOC-registration is required (GOC, 2017). As of 31 March 2023, 1.267
dispensing optician students were registered by the GOC, which is about 4 % of all GOC
registrants (GOC, 20234, S. 4).

The Opticians Act contains general standards and framework conditions relating to the
occupational practice, education, and training, as well as the scope of practice of Dispensing
Opticians. The ,,Requirements for Approved Qualifications in Optometry or Dispensing Optics”
(GOC, 2023b) are also relevant.’! These define the necessary learning outcomes for Dispensing

Opticians, the respective educational institutions must follow when designing their training

31" As the German curricula were already comprehensively reformed as part of the implementation of learning
fields or learning areas (see also Ertl & Kremer, 2006), they are still up to date and therefore comparable with the
newly developed GOC outcomes. According to the Federal Institute for Vocational Education and Training
(BIBB) and the ZVA, there are currently no plans to reorganise this apprenticeship.
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programmes. Furthermore, they list the requirements that a GOC-approved educational

institution must fulfil, such as

,,The outcomes must be delivered and assessed in an environment that places study in an academic,
clinical and professional context which is informed by research, and provides opportunities for students
to develop as learners and future professionals” (GOC, 2023b, S. 26).

The Association of British Dispensing Opticians (ABDO) is another key player representing
the occupation of Dispensing Opticians and their interests as a professional body. Besides proof
of completion of supervised work, passing the ABDO exams is also a prerequisite for obtaining
the ABDO Level 6 Diploma in Ophthalmic Dispensing (also called Fellowship Dispensing
Diploma) and subsequent registration as a Dispensing Optician at the GOC.?? The Fellowship
Dispensing Diploma is a Vocationally Related Qualification. It is recognised by Ofqual and is
classified at Level 6 in both the Regulated Qualifications Framework (RQF) and the EQF
(Ofqual, o.J.). Depending on the course and educational institution, a Foundation Degree or a
Bachelor’s Degree can be obtained in addition to the Fellowship Dispensing Diploma; thus, this
is a typical example of Vocational Higher Education (Parry, 2015; see also Lester, 2017).

3.3 Theoretical-analytical framework

Starting from the different categorisation of the two qualifications within the EQF, this study
aims to provide a curricular comparison of the respective competences underlying the
qualification approaches in Germany and the UK. By focusing on competences and making a
comparison between two different countries, this is problematic insofar as there are various
approaches, definitions and structural models that differ in terms of their underlying
understanding of education and terminology, which is mostly nationally specific (Bohlinger,
2008; Brockmann et al., 2008; Mulder, 2017). Moreover, as the qualifying of (Dispensing)
Opticians is anchored in two different educational sectors (see above), the comparison also
integrates two different institutional contexts. Therefore, a comparative instrument was required
that is as neutral as possible with regard to its underlying terminology and, at the same time,
not country specific. Against this background, the EQF as a comparative instrument with its
underlying understanding of competence, is interesting insofar as it has a wide international
reach, is generally country-unspecific and also highly relevant in European (and subsequently
also national) education policy. In addition, both academic and vocational qualifications can be

mapped within the EQF. Indeed, the European ESCO classification (European Skills,

32 BEven if the training can take place at other GOC-recognised educational institutions, the examination is
conducted within the ABDO exams. A special case is the course at Anglia Ruskin University, which leads to an
,,FdSc Ophthalmic Dispensing Registerable Award” and entitles the holder to register as a Dispensing Optician at
the GOC without having to complete the ABDO exams (Anglia Ruskin University, 2023).
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Competences, Qualifications and Occupations) is another transnational tool which is also more
focused on the labour market (see also Clarke et al., 2021). Against the background of the
research interest outlined in the introduction as well as the different categorisation of both
qualifications within the EQF, however, this tool seemed less suitable for this study. This is
particularly due to the fact that ESCO cannot be used to make a statement about the level of the
corresponding knowledge, skills and competences, as they can be found in the so-called skills
pyramid* (see also Winch, 2023). Moreover, ESCO primarily serves as a general description
and classification of qualifications and occupations (European Commission, 2019; Winch,
2023). Consequently, a differentiated curricular analysis of competences, as intended in
connection with the above-mentioned research question, is not possible with the help of ESCO.
Even if these are often more differentiated, the application of sectoral qualifications frameworks
(e.g., Brockmann et al., 2010) also appeared inappropriate, especially because the two
qualification approaches in both countries belong to different sectors (UK: health care sector;
Germany: crafts sector). As a result, the EQF was chosen here — even though the EQF ,,does
not directly certify competences as its purpose is to act as a meta-framework, an indirect

comparator for different countries” (Brockmann et al., 2010, S. 14).

In this context, it should be noted that the EQF primarily represents an educational policy
instrument which, due to its transformative nature, is often considered in relation to the
Europeanisation of VET (e.g., Mikulec, 2017; Winch, 2023). At the same time, there is criticism
that the implementation of (European) qualifications frameworks is primarily based on neo-
liberal and market-oriented intentions, which are increasingly leading to a marketisation of
education (e.g., Allais, 2014; Antunes, 2012; Cort, 2010; Young, 2008). In this context, Cort
(2010, S. 312) also emphasises that the EQF can by no means be regarded as a

,heutral evidence-based policy tool [...] but must be regarded as a management tool both in terms of
policy and in terms of educational practices within the national education systems, as they frame our
perception of how education and training should be organised, managed and implemented.”

Similar to ESCO, the EQF and the many other national qualifications frameworks that have
been developed since its implementation, are centred on learning outcomes, which means
»| - -.] statements regarding what a learner knows, understands and is able to do on completion of a learning

process, which are defined in terms of knowledge, skills and responsibility and autonomy” (Council of
the European Union, 2017, emphasis by the author).

33 Even if a formal distinction is made between knowledge, skills and competences within the ESCO approach,
the focus here is primarily on outcome-based skills. This can be seen, for example, in the fact that , there is no
distinction between skills and competences recorded in the ESCO skills pillar” (European Commission, 2019,
S. 20).
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Thus, the EQF builds on a concept whose origins can be seen in the English NVQs (Winch,
2023, S. 22), and which entails its difficulties especially in an international context, due to the
wide scope for interpretation. The basic assumption here is that learning outcomes, and the
descriptors on which they are based, can be used to draw conclusions about an individual’s
competences — regardless of how and where these competences were acquired (Council of the
European Union, 2017). A critical point to be considered here is that this also shifts the focus
away from the quality of teaching and learning, which inevitably means that teaching-learning
processes, the breadth and depth of learning as well as the development of skills tend to be
marginalised when it comes to reforming or developing qualifications (Brown, 2011a; Young,
2008). However, as Brockmann et al. (2010, S. 14) point out, ,,the term ,learning outcome’ is
more often used in the sense of a ‘standard’, [...] serving as the basis for the design of

assessment instruments.”

At the same time, the EQF is also based on an understanding of competences that focuses on

the

»proven ability to use knowledge, skills and personal, social and/or methodological abilities, in work or
study situations and in professional and personal development (Council of the European Union, 2017).”

Following the logic of the EQF, this understanding of competences can be further differentiated
into the categories knowledge, skills and autonomy and responsibility (Council of the European
Union, 2017). However, the various level descriptors clearly illustrate that the EQF is merely a
framework that defines the learning outcomes to be expected from an individual in these
competence categories and competence levels, even though in a rather abstract way. In addition,
differing national understandings of the concept of competence and the peculiarities of national
education systems are not taken into account, which is particularly noticeable in the British-
German comparison (e.g., ,,occupational approach” vs. ,skill-based approach”; see also
Brockmann et al., 2010; Clarke et al., 2013; Deissinger, 2008). The conceptual and
terminological difficulties of the EQF, which are only briefly mentioned here, have already been
discussed in detail in the literature (e.g., Bohlinger, 2012; Clarke et al., 2013; Lester, 2015;
Winch, 2020, 2023; Young, 2008). The central points of criticism addressed here are that the
EQF as a European policy tool does not take sufficient account of the ,,inherent logics” of
education systems and their embedding in the national context — whether in relation to their
terminology of competences, their governance structure, their embedding in the labour market
and the economy, nor their own history and their nationally specific understanding of education
(see also Brockmann et al., 2008; Clarke et al., 2021; Deissinger, 2008). In addition, experiences

from other countries show that the desired effects of implementing qualifications frameworks
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have not fully materialised (see also Bohlinger, 2019; Raffe, 2013). Against the background of
the research question and the corresponding focus on possible differences and similarities
between the British and German qualification approaches, however, the EQF’s openness or
abstraction may be an advantage insofar, as it allows a ,neutral” view of the respective
formulations of objectives, competences or learning outcomes by means of an overarching
terminology. In addition, the EQF offers a suitable reference point for this study, as the EQF, in
line with its objective, does not address the institutional separation between academic education
and VET. How exactly this ,,neutral” view was implemented in this study, by also taking into

account the existing conceptual problems, is explained in the next section.

3.4 Methodological approach

With a comparison of the competences and competence levels of (Dispensing) Opticians in
Germany and the UK, this study’s focus is on a single occupation in two different countries.
Thereby, this study is limited to the meso level of education systems. As mentioned above, the
selection of the two countries is partly due to the categorisation of the two qualifications at
different levels within the EQF. Furthermore, the qualifying of (Dispensing) Opticians takes
place in two different institutional contexts (academic vs. vocational). Therefore, this study
follows a ,,most different systems design” (see also Li et al., 2020), which also offers potential
points of reference for the ongoing debate on academisation. Indeed, this increases the
complexity of the comparison, as several dimensions need to be taken into account. At the same
time, this bears the risk of drawing false causal inferences, especially due to the omnipresent
danger of ,.ethnocentricity” (Phillips, 2006, S. 310), which is common in international
comparative studies. Therefore, the tertium comparationis, which is used as an abstract criterion
for comparison and thus serves as a mediator between different education systems and training
approaches, is of particular importance here (see also Fischer, 2020; Pilz, 2012). In accordance
with the research question, competences were identified as the tertium comparationis for this
comparative study. However, as already mentioned, competences or learning outcomes are not
entirely unproblematic in the context of comparative studies, as these are very context-specific
and abstract (Mikulec, 2017; Winch, 2023). In the sense of an iterative process (see also Li et
al., 2020), a pragmatic approach was chosen. This approach is based on the assumption that
competences and learning outcomes, due to their prescriptive nature, can initially and
fundamentally be described on the basis of target formulations or learning objectives —
regardless of whether they are primarily input- or outcome-orientated (see also Frommberger
& Krichewsky, 2012). Based on this assumption in relation to learning outcomes and
competences, which is also reflected in many other countries (Mikulec, 2017) and does not
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contradict the EQF’s understanding of competences (see above), the next step was to select the
specific objects of investigation. In line with the focus on the meso level, an analysis of the
country-specific curricula was chosen here, as these generally indicate which (learning)
objectives, standards, competences or ,intended learning outcomes” (Frommberger &
Krichewsky, 2012, S. 242) are to be achieved within a specific educational programme (see also
Brockmann et al., 2009, S. 794). This is also due to the fact, that the specified competences or
learning outcomes defined in the respective curriculum, are of particular importance when it
comes to mapping national qualifications at a specific EQF level (e.g., BMBF & KMK, 2013;
Cedefop, 2017) — even if the mapping of qualifications to specific qualification levels itself and
the differentiation between individual educational programmes is not unproblematic (see also
Brown, 2011a). When it comes to the curriculum, it is by no means a clear object of
investigation due to the multitude of definitions and research approaches. In principle, however,

a curriculum can be understood as

»|--.] a conscious and systematic selection of knowledge, skills and values: a selection that shapes the
way teaching, learning and assessment processes are organised by addressing questions such as what,
why, when and how students should learn” (Unesco-IBE, 2016, S. 6).

In many cases, curricula are also used for the recognition and validation of competences
between different educational programmes (e.g., vocational vs. academic). The procedures and
methods used for this purpose differ significantly within the EU (Cedefop, 2017; Cedefop,
2023; Cedefop et al., 2018). Nevertheless, attention is often paid to the (intended) learning
outcomes defined in the standards or curricula (Bjerndvold & Le Mouillour, 2009; Cedefop,
2023). Such curricular analyses are then used, for example, in the context of equivalence checks
(e.g., Miiskens et al., 2013), quality analyses (e.g., Allais, 2011) or the identification of
individual knowledge, skills and competences for the recognition, validation and accreditation
of prior learning (Bohlinger, 2017; Werquin, 2010). Of vital importance in this context is usually

the intended curriculum, which may be understood as a

,»set of formal documents which specify what the relevant national education authorities and society
expect that students will learn at school in terms of knowledge, understanding, skills, values, and attitudes
to be acquired and developed [...]” (Unesco-IBE, 2013, S. 32).

Against the background of the research question formulated at the beginning, an evaluative
perspective (Adamson & Morris, 2014) was adopted for this study. This also represented the
starting point for a multi-stage, comparative analysis of the learning outcomes and competences
as indicated by learning objectives (see above) in the respective intended curricula and by
means of a document analysis. Typically, a document analysis consists of ,,finding, selecting,

appraising (making sense of), and synthesising data contained in documents” (Bowen, 2009,
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S. 27). This is often based on methods of qualitative content or text analysis as a ,,process of
organising information into categories related to the central questions of research” (Bowen,
2009, S. 32; see also Schreier, 2014) and also requires an interpretation of the available data.
As part of the data selection required for a document analysis, the British training requirements
(GOC, 2023b) and the German framework curriculum and training regulations (Bundesamt fiir
Justiz, 2011; KMK, 2011) were included in the analysis as the main (curricular) documents for

this study.

In line with its status as a universal reference point (see above), the focus was initially on the
respective EQF competence areas (knowledge, skills, autonomy and responsibility). According
to the method of qualitative text analysis by Kuckartz (2014, 2019), these acted as concept-
driven categories, which were applied to the learning objectives defined in the above-mentioned
documents.’* Against the background of the supposedly different objectives of academic and
vocational training programmes (e.g., Ferm, 2021; Nylund et al., 2017), the aim was to identify
possible priorities in the respective areas of competence underlying the EQF. The EQF level
descriptors served as additional indicators for differentiating the respective categories.
Accordingly, when analysing the learning objectives, no distinction was made as to whether
these are, for example, personal or social competences (as part of occupational capacity; see
above), transversal skills in the sense of ESCO or outcome-focused skills, as they are typical in
the British context (see also Brockmann et al., 2009). Instead, the respective learning objectives
were analysed both individually as well as in their curricular context. Subsequently, on the basis
of their content focus and curricular context, the learning objectives were allocated to the

corresponding EQF competence categories.

In addition to the allocation of learning objectives to the individual competence areas, the level
of the respective learning objectives was also of interest for this study, in order to draw indirect
conclusions about the competence levels underlying both qualifications. The EQF level
descriptors already provide an initial indication of the competence levels and their relationship
within the EQF. However, due to their high level of aggregation and abstraction, they are only
suitable to a limited extent for the differentiated analysis and description of the specific learning
objectives as defined in the curricula under consideration here, especially as the boundaries

between the levels may seem diffuse (Lester, 2015; Young, 2008). Consequently, an alternative

34 The analysis was carried out by a researcher in the field of international comparative VET research, who also
completed an apprenticeship as an Optician in Germany. In order to meet scientific quality criteria, the curricula
were analysed in several rounds. In addition, the research process, the instruments and the evaluation were
critically reflected together with an expert as part of peer debriefing (Creswell & Miller, 2000; Lincoln & Guba,
1985, S. 308-309).
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approach was chosen here. Even though competences are not exclusively constituted within the
cognitive dimension, but also include non-cognitive aspects such as attitudes and values
(Nusche, 2008), a limitation to the cognitive dimension was imposed for this study. An
established and internationally widespread approach to the hierarchical analysis and description
of learning objectives can be found in Bloom’s taxonomy and its revision by Anderson et al.
(2014). Even if the EQF levels are not directly orientated towards this widely accepted
taxonomy, the approach of Anderson et al. (2014) is a useful instrument for assigning learning
objectives and thus, in a broader sense, competences, to a particular level or a cognitive process
dimension.?® In view of the criticism of these taxonomies (e.g., Ormell, 1974), it should be
noted that they primarily provide a hierarchical classification of behaviours and thus visible
actions. However, it is not possible to say which specific cognitive processes an individual goes
through in which order, depth and complexity, when dealing with a problem (see also Newton
et al., 2020). As the categories and the associated action words also overlap in their meanings
to some extent, Newton et al. (2020, S. 5; emphasis in the original) advise ,,careful inspection
of the verbs in context before adopting any correspondence between verbs and any learning of
a certain complexity.” Accordingly, these six process dimensions, with their respective
specifications, were also used as concept-driven categories (see above) as part of the curriculum
analysis. In doing so and considering the above-mentioned advice by Newton et al., it was
necessary to consider the individual learning objectives and verbs both in their overarching

context (e.g., within a learning field) and their inherent logic.

Since the sole examination of learning objectives against the background of competence areas
and levels, does not reflect the content-related scope of an occupation (Brockmann et al., 2010;
M¢éhaut & Winch, 2012), the curricula were also analysed with respect to their intrinsic
contents. For this purpose, the above-mentioned occupational fields (medical, commercial and
crafts) were initially used as a starting point. During the repeated evaluation of the respective
curricula, these were then adapted and further differentiated. Consequently, a mixture of
concept-driven and data-driven coding (Kuckartz, 2014) was used here in order to take into
account the specifics of the respective curricula. Finally, a total of four main categories

emerged:

e Legal and Ethical Standards
e Business and Administration
e Optical Provision and Consultation

35 Even though the taxonomy also allows for a differentiation of learning objectives with regard to the underlying
knowledge dimension, the focus of this study is exclusively on the cognitive process dimension.
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e Crafts and Technics
Although they were primarily formed on the basis of the analysed curricula, these categories
and their underlying items also manifest themselves in the described scopes of practice in the
ESCO classification (European Commission, 0.J.), or within the ,,Global Competency-Based
Model of Scope of Practice in Optometry” (WCO, 2015), in which both qualification targets
can be assigned to ,,Category 1-Optical Technology Services” (see also ECOO, 2020).

3.5 Results

Starting with the structure of the German school curriculum (KMK, 2011), this is divided into
a total of five sections. Sections I-IV provide information about the general objectives of the
apprenticeship, the didactic orientation and the underlying understanding of competences
within the context of occupational capacity. Noticeably, topics such as autonomy and sense of
responsibility are already emphasised here as overarching objectives of the apprenticeship.
However, these are not explicitly addressed again in the 13 learning fields (section V) and the
learning objectives listed therein. The training regulations (Bundesamt fiir Justiz, 2011) initially
contain general requirements and framework conditions, as well as regulations for the final
journeyman’s examination. The learning objectives to be acquired can be found in the general
training plan, which is divided into two sections (A: Occupational skills, knowledge and

abilities; B: Integrative skills, knowledge and abilities).

The British curriculum (GOC, 2023b) begins with introductory information on the new training
requirements as well as general training objectives such as ,,professional capability” (GOC,
2023b, S. 5; emphasis in the original), which can also be understood as one of the central
guiding principles in the reorganisation of the British training requirements. At the same time,
this also indicates the above-mentioned integration of employability skills into the context of
higher education. However, the focus is on the Qutcomes for Registration for Approved
Qualifications in Optometry or Dispensing Optics, the Standards for Approved Qualifications
in Optometry or Dispensing Optics and the Quality Assurance and Enhancement Method for
Approved Qualifications in Optometry or Dispensing Optics. Besides learning objectives that
apply to both Dispensing Opticians and Optometrists, the British curriculum also lists other
learning objectives that apply specifically to either Dispensing Opticians or Optometrists.
Specific learning objectives for Optometrists were not further considered in the curricular
analysis, as this study focussed on the occupation (Dispensing) Optician and not the separate
occupation Optometrist. Although the occupation Optometrist exists in both countries, even in

the respective national context it is not comparable with the occupation (Dispensing) Optician
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(ECOO0, 2020). Another interesting feature is that the learning objectives, which are subdivided
into a total of seven different categories (e.g., Person centred care or Clinical practice), are
linked to a level indicator (Miller's pyramid) to provide information about the respective

requirement level.

The following sub-sections illustrate the results of the curriculum analysis. As already
mentioned, two curricular documents had to be considered for the German qualification
approach (school framework curriculum: 109 items; company training regulations: 85 items),
while the British context was based on only one curriculum (90 items). To gain an impression
of the different emphases in the German curricula and, at the same time, to ensure comparability
between the two countries, the results for the German curricula are considered both individually

(,,School” and ,,Company”) and in total (,,Germany”; 194 items in total).

Findings on the EQF competence areas
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Abbildung 2: Relative frequencies of the items in the respective competence areas and curricula

Firstly, the findings for the German context shown in Abbildung 2 contradict the common
expectation that the vocational schools focus more on teaching theoretical Knowledge, while
companies exclusively focus on practical Skills (see KMK—1-Skills; AO—1-Skills). Instead, a

balanced relationship tends to emerge here.
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»They determine the data required for repair or modification and apply suitable processing methods.”
(KMK-1-Skills)*

»Recording incoming goods and checking them for quality, type, quantity and price according to the
order.” (AO-1-Skills)

Even though these learning objectives certainly include knowledge, the focus is still on the
application of this knowledge. On the other hand, learning objectives that emphasise the
Knowledge area (see KMK-2-Knowledge; AO-2-Knowledge) are distinguished by an
emphasis on the required knowledge elements or ,,facts, principles, theories and practices that

is related to a field of work or study” (Council of the European Union, 2017).

,»The students inform themselves about the properties and function of lenses with light-reducing effects
and their coating and deduce their significance for the customer in compliance with traffic regulations.”
(KMK-2-Knowledge)

,Describe the basic principles, tasks and working methods of the works constitution or staff representation
bodies of the training company.” (AO-2-Knowledge)

Comparing the aggregated results for Germany with their British counterparts, the significantly
lower number of items for the Knowledge area in the GOC curriculum is striking. However, the
learning objectives in the British context are also much more activity-orientated (see GOC—1—
Skills), meaning that there is generally less of an explicit emphasis on knowledge elements,
such as in the example ,,GOC—2-Knowledge.” This also shows a clear difference to the German
curricula, which are structured in much more detail and therefore also provide information

about the knowledge underlying the respective learning objectives (e.g., geometric optics).

»Interprets and dispenses a prescription using appropriate lenses, frame choice and facial and accurate
frame measurements.” (GOC—1-Skills)

»Recognise methods of selecting and fitting contact lenses and the importance of aftercare regimes for
patients with both soft and rigid contact lenses to maintain ocular health.” (GOC-2—Knowledge)

In terms of the number of items, the British qualification approach clearly emphasises the area

of Autonomy and Responsibility (A&R) (see GOC-2-A&R; GOC-3-A&R).

»~Accepts responsibility and accountability for professional decisions and actions as a first point of contact,
including in responding to individual patients’ needs, managing risk, and making appropriate referrals.”
(GOC-2-A&R)

,.Recognises and works within the limits of own knowledge and skills. Seeks support and refers to others
where appropriate.” (GOC-3-A&R)

36 All excerpts from the German school framework curriculum and the company training regulations were
translated by the author.
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In the German context, however, the situation is different, since the learning objectives
attributed to this competence area relate more to the independent assessment and responsibility

of work results (see KMK—2-A&R; AO-2—-A&R).

,» The students plan the processing of the lenses and check whether the finished spectacles are deliverable.”
(KMK-2-A&R)

,Planning work steps, assessing and documenting results.” (AO-2-A&R)

However, as already mentioned, the general training objectives set out in the German curricula

also imply autonomous and responsible behaviour.

Findings on the competence levels

A summary of the results in relation to the learning objectives’ underlying level or cognitive

process dimension is shown in Abbildung 3.
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Abbildung 3: Relative frequencies of the items in the respective cognitive process dimensions and curricula

Initially, it is noteworthy that only three items can be categorised under the process dimension
Remember. As the example of ,,AO-3-Remember” illustrates, these items relate to factual

knowledge, but do not imply any transfer to new problem situations.

,,Name opportunities for professional development.” (AO-3—Remember)
Regarding the process dimension Understand, the German-British comparison shows that many
more items can be found in the German curricula. This is particularly due to the fact that almost

a third of the items in the school curriculum, and certain items from the company curriculum,
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relate to explaining and informing about fairly general information. In most cases, no specific
application or utilisation context is provided (see KMK—-3—Understand) or only very general

explanations in the context of cause and effect are required (see KMK—4—Understanding).

,»The students gain an overview of eye test procedures and how they are carried out.” (KMK-3—
Understand)

»The students inform customers about different types of low vision aids and explain possible
applications.” (KMK—4-Understand)

As the following examples from the GOC curriculum show, understanding quite general
information (see GOC—5—Understand), which must also be explained to patients (see GOC—6—

Understand), is also important here:

,Understands the professional and legal responsibilities of trainee and student supervision and of being
supervised.” (GOC—5—Understand)

»Instructs the patient in the handling of soft and rigid lenses and how to wear and care for them.” (GOC-
6—Understand)

Learning objectives that have been assigned to the area Apply are already increasingly located
in the context of Optical Provision and Consultation. In quantitative terms, Apply is the main
focus in both countries, albeit to different degrees. In many cases, this involves the
individualised application of techniques, processes, strategies or technologies, which in
Germany are increasingly manifested at the company learning venue as well as in the craft and
technical spectrum (see AO—4—Apply). In addition, the process dimension Apply also subsumes
those learning objectives that relate to the execution or implementation of guidelines and
standards in the context of professional behaviour and are to be implemented appropriately in

open-ended and problem-based situations (see KMK—5—Apply).

,Lens grooving, drilling, filing, milling, polishing and fitting into frame-less spectacles.” (AO—4—-Apply)

,»They apply conflict management strategies when dealing with contractual partners.” (KMK-5—-Apply)

In the British curriculum, on the other hand, the technical spectrum is barely represented.
Instead, the focus here is clearly on Optical Provision and Consultation (see GOC—7—Apply).
However, learning objectives that relate to dealing with guidelines and standards can also be
found in the British curriculum. As in the German context, transfer to open-ended situations or

clearly definable task areas such as documentation (see GOC—8—Apply) may also be required.

»Actively listens to patients and their carers to ensure patients are involved in and are at the heart of
decisions made about patients’ care.” (GOC-7-Apply)

»Records all aspects of the consultation, the findings of all tests and relevant communications with
patients, their carers and colleagues, ensuring that records are accurate, legible, dated, signed, concise,
contemporaneous and securely stored.” (GOC-8—Apply)
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With reference to the quantitative extent of the process dimension Analyse, no notable
differences are apparent in the respective curricula. In general, learning objectives that aim for
an in-depth examination of content that is also based on a large number of details and elements,
were subsumed under this process dimension. As the example from the German curriculum

shows, these must first be organised and considered in their wider context (see AO—5—Analyse).

»Analyse the need for correction, taking into account visual acuity, anatomy and physiology, especially
for myopia, hyperopia, astigmatism and presbyopia.” (AO—5—Analyse)

The same applies to the British curriculum. At the same time, such systematisations require a

filtering of relevant and irrelevant information (see GOC—-9—Analyse). Generally, a

consequence is to be drawn here, which is characterised by a certain openness to solutions.

»Interprets the results of history-taking and the examination of the refractive and ocular motor status and
ocular health of individual patients to inform clinical decision-making and care management plans.”
(GOC-9-Analyse)

If the learning objectives imply an examination, assessment or a critical analysis based on
internal (e.g., consistency) or external criteria (e.g., quality), these were assigned to the process
dimension Evaluate. As the excerpts from the German curricula show, this assessment can relate
either to a specific product (see AO—6—Create) or to one’s own behaviour (see KMK—6—
Evaluate) and thus require critical thinking.
,,Checking and adjusting multifocal lenses and special lenses for compliance with the specified parameters
and tolerances after production.” (AO—6—Evaluate)

»They reflect on their role among colleagues and their contribution to creating a pleasant working
atmosphere.” (KMK—-6-Evaluate)

The reference to testing and assessment can also be found in the British curriculum (see GOC—
10—Evaluate). Due to the linkage to individual cases, this assessment to be made by the learner

is also likely to be very personalised.

»Accurately identifies patients’ conditions and their potential need for medical referral in a timely way,
including when urgent or emergency attention is required.” (GOC—-10-Evaluate)

Finally, there is the process dimension Create, which, according to Anderson et al. (2014), is
aimed at the planning or creation of a specific product. Against the background of the specific
qualification target, this was primarily understood as an individualised service in the context of
optical care. In general, this arises from the customer consultation and results in the sale of a

product tailored to the customer’s individual needs (see KMK—7—Create; AO—7—Create).

»The students adapt their specialist knowledge to customer needs and plan the implementation of
Consultation.” (KMK—7—Create)
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,»Coordinate customer wishes with professional requirements, select spectacles and lenses according to
aesthetic and anatomical aspects.” (AO-7—Create)

As the following examples (see GOC—11-Create; GOC—12—Create) show, this also applies to

the British curriculum, although planning is less explicitly emphasised here.

»Manages and dispenses prescriptions including high and/or complex prescriptions recalling knowledge
of optical performance and production of the appliance in order to meet patients’ visual and aesthetic
needs.” (GOC—11-Create)

»Advises and discusses possible contact lens options for the intended use and clinical needs of the

patient.” (GOC-12—Create)

Findings on the content areas

Abbildung 4 illustrates the quantitative characteristics of the respective main categories within

individual curricula.

In both countries, learning objectives assigned to the Legal and Ethical Standards refer to
principles of professional behaviour that are developed against the background of occupational
standards or legal framework conditions. Emphasis is placed, for example, on a professional,
responsible and conscious approach to customers and patients, but also to one’s own role in the
team and the relevance of further training. Topics such as environmental protection,
occupational safety, accident prevention and fire protection are more commonly recognised in
the German context. Nevertheless, when looking at the British curriculum, it is noticeable that
far more items fall under the Legal and Ethical Standards than in the German context. This is
probably primarily due to the aforementioned emphasis on professional capability and the

linking of the training requirements to the GOC Standards of Practice (GOC, 2016).

Compared to the German curricula, learning objectives relating to Business and Administration
tend to play a subordinate role in the British curriculum. In Germany, commercial and
administrative content is taken into account at both learning venues, although to varying
degrees. For example, this involves topics such as acquisition, sales, sales contract law or
embedding the business in the overall economy. On the other hand, learning objectives relating
to the adequate documentation and management of customer and patient data can be found in

both countries.
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Abbildung 4: Relative frequencies of the items in the respective content areas and curricula

Optical Provision and Consultation generally includes learning objectives that relate to the
specialist basics of ophthalmic optics (e.g., eye anatomy) or the provision of various optical
aids. With techniques in the context of sales and counselling, dealing with complaints, and
instruction in the use and care of optical aids, the German curriculum also lists many learning
objectives that are particularly related to customer communication. Furthermore, the
interpretation of vision tests and prescriptions as well as diagnostics (e.g., refraction and low-
vision assessment) and the treatment of visual impairment and eye diseases, play a vital role,
although the performance of refractions in both countries is outside the legally defined scope
of practice of (Dispensing) Opticians, and instead falls within the remit of other optical
professions such as optometrists or ophthalmologists (see also ECOO, 2020; Thomas et al.,
2011; WCO, 2015). Even though this area, which is more medical in nature, plays a central role
in both countries, the focus in the British curriculum is clearly on the area of Care and therefore
focuses more on the medical facet or Clinical practice (which also includes 43/90 of the total
items). This also manifests itself in the fact that the British learning objectives generally refer
to ,,patients.” In contrast, the focus in Germany is consistently on ,,customers”, which also
implies a commercial perspective, as is also reflected in the area of Business and Administration
(see above). Nevertheless, the customised provision of visual aids (spectacles, contact lenses,

special lenses or low vision aids) is also of particular importance in Germany.
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The area of Crafts and Technics receives less attention in the British curriculum. Even if this
result is hardly surprising, in Germany it is noticeable that handicraft and technical content such
as the processing of materials (e.g., grooving, drilling, filing) or the handling of machines,
measuring instruments and tools in the course of the production, fitting, maintenance or repair
of visual aids, is mainly taught in the company. Technical properties of materials, lenses and
other corrective devices, as well as their optical and anatomical adjustment, are taken into
account at both learning venues. Against the background of the mandatory practical training
components of Dispensing Opticians, it can be assumed that the British qualification approach
also includes aspects of handicraft. However, they are rarely emphasised in the curriculum,

which means that the handicraft facet of this occupation is more prevalent in Germany.

3.6 Discussion

Using the example of the occupation (Dispensing) Optician, an academic and a non-academic
qualification approach were compared in this study. Although these are two training approaches
with a comparable qualification target and field of activity, in parts their curricular design is
quite different. This becomes particularly clear in the example of the competence area
Knowledge. Contrary to the expectation that this area of competence manifests especially in the
academic setting, a different impression emerges here. Due to the specific qualification target
as a (Dispensing) Optician, it can be assumed that in both institutional contexts the respective
occupational Skills are based on a broad, work-related knowledge base, which should result in
a high level of occupational expertise. In connection with occupational labour markets, Gamble
(2022, S. 315) also emphasises that ,,skill signifies knowledge and expertise held collectively
by an occupation and lodged within a specific occupational identity.” At the same time, this
suggests a clear emphasis on practical vocational skills and knowledge elements, which is also
evident in the convergence of vocational and academic education programmes (Baethge &
Wolter, 2015; Graf, 2013). This fact is interesting, not least against the background of the
vocational-academic divide, as a large percentage of theoretical knowledge is often seen as a
particular feature of academic education programmes, and practical knowledge tends to be
attributed more to the VET context (Ferm, 2021). This also reflects the changing self-image of
higher education: as a result of the advancing marketisation of higher education (Kornelakis &
Petrakaki, 2020), which is becoming increasingly evident not only in the British but also in the
European context and has gained additional impetus through the Bologna reforms (Powell et
al., 2012), higher education institutions seem to be making greater efforts to include labour
market needs in their study programmes. In addition, this suggests a blurring of both
institutional boundaries, and the separation of theoretical and practical knowledge. At the same
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time, however, it should be noted that explicit knowledge and its underlying breadth and depth
of learning is difficult to capture, either within the framework of competences or within the
context of qualifications frameworks (see also Brown, 2011a; Young, 2007). Like the findings
outlined above, knowledge in its implicit or embedded form should generally be assumed here
(see also Allais, 2014, S. 143—147). Moreover, the area of Autonomy & Responsibility, at least
in its explicit form, is more prominent in the British, and thus academically characterised
qualification approach, than is the case in the German VET context. As already mentioned, the
ability to work autonomously and responsibly is an overarching goal of dual training of
Opticians as part of occupational capacity (see also Pilz & Fiirstenau, 2019). Nevertheless, the
question of its implementation in training practice also arises here, as this is not linked to
specific learning objectives. At the same time, the implied freedom of didactic implementation
is to be welcomed, as it enables vocational schools to set their own didactic priorities. However,
this also represents a limitation of this study, because a final evaluation of the realisation of
these aspects would require consideration of the specific teaching-learning processes within the
implemented curriculum, or even the attained curriculum (Van den Akker et al., 2010) — the
latter, for example, based on assessments or self-assessments (e.g., Pilz et al., 2022). However,
in view of the different national meanings and understandings of learning outcomes and
competences (see above), as well as the different country-specific and institutional contexts in
which the two educational programmes are embedded, any international comparative
assessment would have to ensure that the test and the comparative criteria used here — similar
to the tertium comparationis within the context of comparative studies (e.g., Pilz, 2012) — can

be applied internationally at all.

In view of the results on the respective competence levels, it is particularly noticeable that most
of the learning objectives in both countries can primarily be assigned to the cognitive process
dimensions Understand and Apply. Following the hierarchical approach of Anderson et al.
(2014), in both countries relatively few learning objectives can be attributed to those process
dimensions that are based on a higher cognitive level. Even if this finding should be treated
with caution, especially in view of the criticism of the taxonomy outlined above, at least this
also indicates that the institutional framework does not necessarily have to be linked to a higher
or lower cognitive level. Considering the categorisation of both qualifications at different EQF
levels as well as the results of this study, the question of the underlying reasons emerges.
According to the structure of the EQF and its level descriptors, it is reasonable to assume that
the increasing complexity of activities plays a central role here. However, it is unclear how this

complexity can be measured in concrete terms, to what extent the individual levels can be
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differentiated from each other, and how this is reflected in teaching-learning processes (see also
Blackmur, 2004). Admittedly, the actual implementation of teaching and learning processes is
not examined in this study; however, as curricula and the learning objectives or, in a broader
sense, the competences or learning outcomes they contain generally represent an important data
basis for the categorisation of qualifications (e.g., Bohlinger, 2017; Psifidou, 2011), more
transparency seems necessary regarding the underlying criteria of mapping qualifications to a
level in qualification frameworks. This is also because the level of a qualification often also
reflects material (e.g., income) and immaterial aspects (e.g., status) (Ebner, 2015; Stalder et al.,
2022), which, among other things, affect the attractiveness and value of educational
opportunities, and can therefore also lead to higher educational aspirations (e.g., Wolter &
Kerst, 2015). The opportunity to fulfil these higher educational aspirations is often perceived
primarily in the academic field, which inevitably forces an academic drift (see also Stalder et
al., 2022). Therefore, it is not surprising that VET programmes are increasingly facing a loss of
attractiveness and declining numbers of graduates — even in Germany, where VET generally
still enjoys a good reputation (BMBF, 2024). If qualifications for comparable occupations are
categorised at different levels despite existing similarities and fields of activity, primarily due
to the institutional framework in which they are acquired, this could further exacerbate the
academic-vocational divide and the associated stigmatisation of VET as a pathway for students
who were less successful in the general school system — a development that is particularly
illustrated by the example of India (Ajithkumar & Pilz, 2019). When it comes to applying for
vacant positions, this could also mean that vocationally qualified people on an European labour
market, will find themselves in clear competition with academic graduates, despite possibly
comparable skills and competence levels, as well as their practical expertise. In view of the lack
of transparency for the actual users (especially employers and learners), this raises the question
of the extent to which the objectives pursued with the implementation of qualifications
frameworks can actually be achieved here (see also Bohlinger, 2019; Cort, 2010; Raffe, 2013).
At the same time, however, international recruiting companies are also faced with the challenge
that NQFs and the EQF are only suitable to a limited extent for obtaining a well-founded
impression of the competences of their international applicants and, as a result, for filling vacant
positions satisfactorily. Other European tools such as the ESCO-classification could be used to
obtain further indications in this respect, as these are also more focused on labour market needs
(see above). However, against the background of the country-specific and therefore
internationally ,,loose concept” (Mikulec, 2017, S. 460) of learning outcomes as well as the

different training cultures, it is still not clear what depth and breadth of knowledge and skills
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can be assumed for a corresponding qualification. This is also due to the fact that qualifications
frameworks generally do not allow any statements to be made about specific teaching and
learning processes, formulated and implemented standards in the curriculum or their assessment
(see also Young, 2007). At the same time, this questions the added value of the EQF for various
stakeholders, especially as there is little evidence to date that the EQF or other European
instruments such as ESCO and ECVET have been implemented in company practice
(Bohlinger, 2019; Clarke & Winch, 2015; Stanley, 2015). To promote international mobility on
a European labour market, and also to provide vocationally qualified individuals with the
opportunity of adequate employment, the European education and qualification landscape
should ideally also be taken into account in the course of the national classification of academic
and non-academic qualifications and their referencing to the EQF. This could also contribute to
a better international comparability of qualifications. However, structural weaknesses of the
EQF, such as the highly aggregated level descriptors and the partially diffuse boundaries
between the individual levels mentioned above, are likely to make it even more difficult to

realise this aim.

Furthermore, the results indicate the need to analyse the content of the respective qualifications,
as for instance in transferring qualifications to further education programmes (e.g., Miiskens et
al., 2013). This relates especially to the content-related scope of a qualification, or ,,the volume
and variety of content that occupational qualification may guarantee” (Clarke & Winch, 2015,
S. 602), which is not mapped in either the various NQFs or the EQF. As Brockmann et al. (2010)
suggest, qualifications frameworks on a sectoral or occupational level may be more helpful in
this regard, as they may be much more detailed concerning the scope of activities underlying
specific occupations. However, as the example of this study shows, the allocation of a specific
and fundamentally comparable occupation to a particular sector can differ between different
countries. If this is the case, it is quite possible that this is associated with differing guiding
principles and therefore also scopes of practice. To be able to adequately assess and map a
qualification to a qualification level, it therefore seems essential to consider the content of
qualifications, both in comparison within and between different qualification levels (see also
Blackmur, 2004; Brown, 2011b; Clarke & Winch, 2015). At the same time, an international
comparative analysis of the content also provides interesting insights into the professional
identity on which a qualification is based. Taking the example of (Dispensing) Opticians, this
can be seen particularly clearly in the terms ,,patients” and ,,customers”, which implies a
different understanding of professional identity (see above). Thus, the occupational capacity

achieved in the German context could also be based on a more economic perspective, which
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means that opticians might see themselves primarily as sellers and customers as potential
buyers. In contrast, the clearly medical perspective in the British context, which emphasises the
health of the patient and their care, could indicate an accentuation of human and social issues.
However, it is necessary to mention that medicine in general cannot be viewed completely
detached from an economic perspective, as the increasing economisation of the healthcare
sector clearly illustrates. This different emphasis (commercial vs. medical) does not necessarily
have to be due to the institutional setting in which the qualification is acquired. Nevertheless,
this observation is interesting insofar as it can — at least in the UK — be linked to the general
trend towards academisation or upskilling of the healthcare sector: For instance, the number of
Dispensing Optician students has declined in recent years, while the number of students
pursuing a career as an optometrist categorised at the higher Level 7 of the RQF/EQF has
increased (GOC, 2023d, S. 4).

3.7 Conclusion and Outlook

The starting point for this study was the generally observed academic drift and the
categorisation of two comparable qualifications at different levels within the EQF. Based on the
curricular comparison regarding competence areas, competence levels and content scope of the
two qualification approaches, it can be seen that the boundaries between academic and VET
programmes are not necessarily as clearly defined as has often been the case historically (e.g.,
Billett, 2014). This is also supported by the fact that the results on the competence levels did
not differ from each other as much as would have been expected against the background of the
different categorisation within the EQF. However, in line with the fundamental importance of
qualifications for the individual, and their signal effect on potential employers, more
transparency would be required with regard to level allocation in order to come closer to the
goals set with the implementation of the EQF as an educational policy tool (comparability and
recognition of qualifications as well as increased mobility). In line with the question of what
competences are required in a knowledge society (Arthur, 2006), and how these can best be
trained, the focus should be less on the institutional setting and the level of a qualification, and
more on the acquisition of competences by learners. In this context, Brown (2011b, S. 3) also
emphasises that ,,a more highly qualified workforce does not necessarily equate to a more
highly skilled and more knowledgeable workforce.” In order to ensure that qualifications match
the labour market needs, expectations of companies should also be taken into account (see also
Arthur, 2006; Liu & Grusky, 2013). Here it should also be considered that companies and other
stakeholders, must be able to adequately utilise such instruments as qualifications frameworks
and thus correctly interpret qualifications (see also Stanley, 2015). In addition to the view of
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the labour market, which also emphasises an utilisation perspective, both the individual learner
as well as the basic educational purposes should not be neglected (see also Allais, 2014;

Antunes, 2012; Young, 2008).

Due to the limitation to the intended curriculum in this study, the findings presented and
discussed here cannot provide an evidence-based foundation for the further development of
qualifications frameworks. This is also due to the fact that this study only focussed on one
occupation in the context of two countries. However, the primary objective of this study was to
comparatively analyse and critically question the basis for the different levels of qualifications.
In addition, other studies (e.g., Chen et al., 2024; Lahiff et al., 2020; Pilz, 2009) also show that
two-country comparisons can provide important findings for overarching issues and
international developments. Further research projects could draw on a broader data base that
also considers the implemented or attained curriculum as well as other countries. An interesting
country for this purpose might be France: In contrast to the UK (,,liberal skill formation
system”) and Germany (,,collective skill formation system”), France represents a ,,statist skill
formation system” (Busemeyer & Trampusch, 2012; see also Pilz, 2016a), in which the
occupation is primarily trained school-based at advanced upper secondary vocational schools
(Cedefop, 2022; Thomas et al., 2011). In addition, the French qualification approach, which is
part of the higher technician programmes, concludes with the ,,Brevet de technicien supérieur
(BTS) — Opticien lunetier” — a vocational qualification that is classified at level 5 in both the
French qualifications framework (Répertoire national des certifications professionnelles
[RNCP]) as well as in the EQF (Cedefop, 2022). Furthermore, similar comparisons could also
be made for other qualifications, maybe also using other European tools such as ESCO. In
addition to a comparison of the competence areas and competence levels, it would also be
interesting to see whether, like the (Dispensing) Opticians, indications and differences can be

found in relation to the professional identity.
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4 Artikel 3: Forschendes Lernen in der Hochschule — Ein Ansatz und

dessen Lernauswirkungen im Kontext der Fallstudienarbeit

Abstract Research-based learning occupies the entire education sector and continues to find its way
into discourses on the didactics of higher education. It becomes clear that research-based learning should
be practiced in higher education teaching in order to introduce students to research and scientific work
and to promote the acquisition of interdisciplinary competences. So far, however, only a few practical
examples are available. The present article introduces the didactic location of research-based learning
in higher education teaching and presents an approach developed and tested in a pilot study. Within the
framework of a research project, students were actively involved in research in the area of designing

teaching-learning materials, exemplarily in the case study method.

4.1 Einleitung

Im Zuge der Bologna-Reform sowie des damit einhergehenden Paradigmenwechsels von einer
Input- hin zu einer Output- bzw. Outcome-Orientierung wurden die europédischen Hochschulen
vor neue Anforderungen gestellt. Aus dem daraus resultierenden didaktischen
Perspektivwechsel wurden neue Lehr-Lernkonzepte abgeleitet, die zunehmend auf einen
selbstgesteuerten Lernprozess, eine stirkere Problemorientierung sowie den Erwerb von
fachiibergreifenden Schliisselkompetenzen abzielen (Schaper et al.,, 2012, S. 10-11). Ein
Konzept, welches im hochschuldidaktischen Diskurs vielfach angefiihrt wird, stellt das
,forschende Lernen® dar. Mithilfe dieses Lernansatzes kann die Hochschullehre um die
Komponente der Forschungsorientierung ergéinzt werden. Damit wird eine zentrale Zielsetzung
verfolgt, die die Beschéftigungsfihigkeit der Studierenden stérken soll: Es wird ein hoherer
Praxisbezug im Hochschulstudium hergestellt, der die Studierenden durch den eigenstindigen
Einsatz von Forschungsmethoden auf die Berufswelt vorbereiten soll (Speck et al., 2012,
S. 288). Vor diesem Hintergrund wird im Folgenden am Beispiel der Fallstudienmethode ein

didaktischer Ansatz zum forschenden Lernen im Kontext der Hochschullehre vorgestellt.

4.2 Ausgangslage und Hinfithrung: Forschendes Lernen

Bereits im Jahr 1970 wurde das didaktische Konzept des ,,forschenden Lernens* durch die
Bundesassistentenkonferenz (BAK) in der Hochschulbildung etabliert (BAK, 1970). Seitdem
wird das forschende Lernen als didaktische Leitlinie vermehrt im hochschuldidaktischen

Diskurs thematisiert und im Kontext der universitiren Lehre eingefordert.
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Die Definitionsversuche zum Konzept des forschenden Lernens sind ebenso vielfdltig wie die
Begrifflichkeiten, die vom forschungsnahen, forschungsbasierten, forschungsorientierten bis
hin zum forschenden Lernen reichen. Fiir diesen Artikel wird im Weiteren der Begrift des
,forschenden Lernens® verwendet. Das hier zugrunde liegende Begriffsverstindnis sowie die

didaktischen Implikationen dieses Konzepts werden im Folgenden erléutert.

Eine erste begriffliche Anndherung bietet Huber (2009, S. 11), demzufolge sich forschendes

Lernen im Vergleich zu anderen Lehr-Lernformen insbesondere dadurch auszeichnet,

»dass die Lernenden den Prozess eines Forschungsvorhabens, das auf die Gewinnung von fiir Dritte
interessanten Erkenntnissen gerichtet ist, in seinen wesentlichen Phasen, von der Entwicklung der Fragen
und Hypothesen iiber die Wahl und Ausfithrung der Methoden bis zur Priifung und Darstellung der
Ergebnisse in selbststindiger Arbeit oder in aktiver Mitarbeit in einem iibergreifenden Projekt
(mit)gestalten, erfahren und reflektieren.*

Zwei weitere wesentliche Merkmale des forschenden Lernens sind zudem in der Partizipation
und Selbststeuerung der Lernenden innerhalb eines Lern- und Forschungsprozesses zu sehen
(Huber, 2014, S. 25). Der Kern einer Hochschullehre, die forschendes Lernen impliziert, liegt
demnach in der Schaffung von entsprechenden Lernanldssen und -angeboten. Das Forschen
stellt folglich das ,,Format* des Lernens dar (Wildt, 2009, S. 5), dessen prinzipielle Offenheit
eine grofle Bandbreite an Lehr-Lernformaten zuldsst (Huber, 2014, S. 26).

Ein groes Potenzial bietet in diesem Zusammenhang insbesondere fiir
wirtschaftswissenschaftliche Studiengénge die Fallstudie (Meinhard & Pilz, 2016). In einem
Projekt zur Verbesserung der Hochschullehre wurde folglich auf dieses Lehr-Lernarrangement
fokussiert. Vor dem Hintergrund des forschenden Lernens sollten Studierende jedoch keine
Bearbeitung und Losung einer Fallstudie im klassischen Sinne der Fallstudiendidaktik
vornehmen. Stattdessen wurden die Studierenden selbst als Forschende aktiv eingebunden und
optimierten unter Beriicksichtigung entsprechender Literatur zur Fallstudientheorie

und -didaktik bereits existente Fallstudien.

Bevor im Weiteren die konkrete Umsetzung dieses Projekts als Praxisbeispiel fiir das
forschende Lernen in der Hochschullehre erldutert wird, erfolgt zunéchst eine kurze Darstellung

der Fallstudienmethode.

4.3 Der Einsatz von Fallstudien in Hochschulen

Der Einsatz von betriebswirtschaftlichen Fallstudien (Englisch: ,,business cases*) stellt in der
Hochschullehre keine Neuheit dar. Fallstudien gehdren zu den komplexen Lehr-
Lernarrangements, die den Erwerb von Schliisselkompetenzen wie beispielsweise das vernetzte

Denken oder die Problemlosefahigkeit in komplexen Situationen fordern (Pilz, 2013, S. 7-8;
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Pilz & Zenner, 2018, S. 326). Der Fall préasentiert eine problem- oder konflikthaltige Situation,
die das Interesse der Lernenden wecken und zur Problemlosung anregen soll (Kaiser, 1976).
Innerhalb der Lernsituation werden Perspektiven und Rollen geschaffen, die eine Identifikation
der Lernenden mit dem Fall ermoglichen sowie eine Entscheidungssituation herstellen
(Mauffette-Leenders et al., 2005, S. 2). Zusitzlich zum eigentlichen Fall enthélt die Fallstudie
in der Regel auch eine Teaching note. Diese dient primir als Lehranleitung (Paul, 2013, S. 152)
und enthélt neben den der Fallstudie zugrunde liegenden Lernzielen auch didaktische Hinweise.
Eine Fallstudie inkludiert dariiber hinaus oft Zusatzmaterial (z. B. Fotos, Statistiken, Karten, E-

Mails), welches die Komplexitét des Falls erhoht und der Fallstudie Realitétsndhe verleiht.

Die Fallstudie stellt folglich eine handlungs- und problemorientierte sowie eine 16sungsoffene
und lernerzentrierte Lehr-Lernmethode dar (Kaiser & Brettschneider, 2006, S. 130; Meinhard
& Pilz, 2016, S. 63—64; Pilz et al., 2020).

4.4 Das forschende Lernen mit Fallstudien in der Hochschulpraxis

Wie bereits dargelegt, sind in einer modernen Hochschullehre Lerngelegenheiten von zentraler
Bedeutung, die das forschende Lernen bei Studierenden ermoglichen. Die wachsende Relevanz
dieses Konzepts spiegelt sich z. B. auch im Kontext der Lehrer:innenbildung wider. Demnach
sollen angehende Lehrkréfte selbst die ,,Fahigkeit zur eigenstandigen, methodisch reflektierten
Wissens- und Erkenntnisgenerierung® (Hofer, 2013, S. 311) entwickeln, eigensténdig forschen
und dariiber eine reflexive Auseinandersetzung mit Lehren und Lernen vornehmen (Fichten,

2010).

In den Sommersemestern 2019 sowie 2020 wurden daher Studierende des Masterstudiengangs
Lehramt an Berufskollegs/Wirtschaftspadagogik der Universitdt zu K6ln im Rahmen des
Forschungsprojekts e’*Cases®’ in die Forschungsaktivititen einbezogen. Das Ziel des EU-
Projekts ist die nachhaltige Weiterentwicklung der Hochschullehre, u. a. durch die Entwicklung
von Fallstudien, die nicht nur die notwendige Praxisnéhe aufweisen, sondern gleichzeitig auch
eine hohe didaktische Qualitit besitzen. Die Studierenden wurden in die Uberarbeitung dieser
Lehr-Lernmaterialien involviert, um der Zielgruppe forschendes Lernen im Kontext der

Fallstudienthematik und -didaktik an einem konkreten Beispiel ndherzubringen.

Vorhergehende Studien haben gezeigt, dass die vollig eigenstindige Entwicklung von
didaktisch hochwertigen Fallstudien durch Studierende diese oftmals tiberfordert (Dubs, 1996)
und sich starker angeleitete Lernsettings anbieten (Pilz & Kriiger, 2013). Deshalb wurde sich

37 JInnovative online learning environments: using business case studies in higher education (e*Cases)*, Projektnr..
2018-1-DE01-KA203-004220 (https://e3cases.uni-koeln.de/de/), kofinanziert durch die Européische Union.
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hier anstelle der eigenen Entwicklung von Fallstudien bewusst fiir ein Design entschieden, in
dem die Studierenden eine bereits existierende Fallstudie unter didaktischen Gesichtspunkten

priifen, iiberarbeiten und optimieren sollten.

Im Sinne des forschenden Lernens wurden die Studierenden zunichst angeleitet, sich mit der
Fallstudientheorie auseinanderzusetzen. Dazu wurden ihnen relevante wissenschaftliche
Befunde bzgl. des Einsatzes von Fallstudien in der Lehre, weitere Literaturhinweise zur
generellen Fallstudiengestaltung sowie Qualitdtsindikatoren fiir didaktisch hochwertige
Fallstudien bereitgestellt. Mithilfe dieser Materialien konnten sich die Studierenden
selbststindig mit der Fallstudientheorie auseinandersetzen und sich zudem die didaktische

Forschungsbasis aneignen, um anschlieBend in den Lern- und Forschungsprozess einzusteigen.

Um die Aktivitdt und Selbststeuerung der Studierenden im darauffolgenden Lernabschnitt zu
gewihrleisten, wurden Kleingruppen gebildet, die jeweils eine existente Fallstudie optimieren
sollten. Auf Basis ihres theoretischen Hintergrundwissens konnten die Studierenden
selbststindig die Fallstudie analysieren, didaktische und inhaltliche Defizite identifizieren,
Verbesserungspotenziale eruieren sowie an einem Exempel erproben. Jedes Gruppenmitglied
wihlte schlieBlich einen Aspekt der Fallstudie aus, der unter Beriicksichtigung fachlicher und
didaktischer Gesichtspunkte optimiert werden sollte. Die individuell entwickelten
Fallstudienmaterialien wurden dann in der Gruppe intensiv diskutiert, auf innere Konsistenz

gepriift und weiter angepasst.

Den Studierenden war es innerhalb ihres individuellen Forschungs- und Lernprozesses
freigestellt, wie sie den Fall verdndern, die Teaching note anpassen oder Zusatzmaterial
entwickeln. Die einzige Vorgabe bzgl. der Optimierung des Lehr-Lernarrangements bestand

darin, die inhaltliche Passung zu den vorab in der Fallstudie gesetzten Lernzielen zu wahren.

Durch die Fallstudienbearbeitung wurden mehrere Resultate erzielt, wie beispielsweise eine
Erhohung der Komplexitéit der Félle durch die Implementierung multipler Perspektiven, die
Setzung neuer Action-Trigger oder die Entwicklung innovativer und unterstiitzender

Zusatzmaterialien.

Am Beispiel der Fallstudie ,,To train or not to train — that is the question”® kann gezeigt werden,

inwiefern die Studierenden eine Fallstudie aus didaktischer Sicht optimiert haben. Innerhalb

38 Die Fallstudie handelt von dem Unternchmen ,,RISO Plastics*, welches als international agierender Hersteller
von Kunststoffkomponenten fungiert und vor einer Expansion nach Indien steht. Vor Ort werden die
Verantwortlichen jedoch mit diversen Hindernissen konfrontiert. Darunter fallen zum einen die kulturellen und
regionalen Gegebenheiten, wie zum Beispiel die Infrastruktur. Zum anderen gestaltet sich die Rekrutierung von
ausgebildetem Personal als besonders schwierig. Dies ist insbesondere auf die teils fehlende formale
Qualifizierung von indischen Fachkriften sowie den ohnehin bestehenden Fachkréaftemangel zuriickzufiihren und
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des Forschungs- und Bearbeitungsprozesses wurde u.a. ein Unternehmensflyer von
Studierenden entworfen (siche Abbildung 5), um das Unternehmen zu prisentieren und aus

didaktischer Sicht die Authentizitdt und Praxisndhe des Falls zu erhGhen.

Facilty room |
contral

On our way from a little family company in Ger-
many to a global player in the field of high-strength
and heat-intensive plastic we have made the next
step. We proudly inform you about our new manu-
facture in India at Velore in the state of Tamil Nadu.

‘The just-in-time production is required by many
producers in the automotive industry. To supply
our partners in India we developed a high-out-
put-orientated manufactory. Our efficient material
handling, production and warehousing allow us
to supply our customers as fast as possible. This is

RISO-Plastics expands to India

ge the entire production with only a few experts.
Nevertheless, our employees in the manufactory
are very important for us too. We need human work
power to check the fresh produced plastic parts
and prepare the goods for the shipping. Nowadays
80 percent of our production staff are machi-
ne operators and employees for warchousing.

Our willingness to walk new paths, our modern
machines, our know-how and our motivated em-
ployees are the foundation of our success and
make us a strong partner in automotive industry.

only possible because of the high automated pro-
duction and our process engineers who plan and
control the processes. Today, we are able to mana-

RISO-Plastics GmbH & Co. KG Ust. -ID: DE 329380623
Industriesrafe 32 Register court
33333 Loehne Bad Oeynhausen HRA 119493

We hope we can accompany you on your path
and we are looking forward to work with you.

Register court
Bad Oeynhausen HRB 119493

CEO
Phone 05723 54373-0 Klaus Richter
Fax 05723 54373 -5000

E-Mail info@risoplastics.com

Personally liable partner
RISO-Beteiligungs-GmbH
Registered office: Herford

Abbildung 5: Unternehmensflyer, der von Studierenden im Format des forschenden Lernens bei der
Fallstudieniiberarbeitung entwickelt wurde

Ein weiteres Beispiel kann im Zusammenhang mit der Fallstudie ,,How to get personnel”*°
gegeben werden. Die Studierenden entwickelten einen Action trigger, der im Fallstudienkontext
ein Ereignis beschreibt, das die Problemlosung anregt, Handlungsdruck erzeugt und dem Fall
Praxisnédhe verleiht (Leenders et al., 2001). Konkret wurde von den Studierenden die Anfrage
eines Bio-Supermarkts modelliert, die den Druck auf das Unternehmen und die Aktion der
Handelnden mit Blick auf die personelle Situation verstirkt. Dazu wurde der deskriptive

Einleitungssatz (vorher) in eine realitdtsnahe sowie aufgrund des wichtigen Kundenauftrags

stellt das Unternehmen vor die Entscheidung, ob sie ihr Personal selbst ausbilden oder auf das bestehende Angebot
innerhalb des hiesigen Arbeitsmarkts zuriickgreifen (siche ausfiihrlich https://e3cases.uni-koeln.de/de/).

3 Im Fokus dieser Fallstudie steht das das familiengefiihrte Handwerksunternehmen ,,Alexander Kremer GmbH*,
welches einen weiteren Anstieg von Auftragen verzeichnen konnte. Um dieser zunéchst erfreulichen Auftragslage
gerecht werden zu konnen, bendtigt das Unternehmen jedoch dringend weiteres qualifiziertes Personal. Dabei
stellen der sich in ihrer Branche stetig verschirfende Fachkriftemangel sowie die fehlende Personalabteilung und
Rekrutierungserfahrung als grofle Hindernisse heraus, welche von der Geschiftsleitung sowohl kurz- als auch
langfristige Entscheidungen und Losungen erfordern. Neben der Personalbeschaffung sind dabei auch die
bisherige Unternehmensstruktur sowie finanzielle und zeitliche Ressourcen des Unternehmens zu beriicksichtigen.
Weitere Ausfiihrungen, auch zu den Fallstudien, sind unter https://e3cases.uni-koeln.de/de/ verfiligbar.
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herausfordernde Situationsbeschreibung umgewandelt (nachher), die den Handlungsbedarf fiir

das Unternehmen verdeutlicht (siche Abbildung 6):

Vorher:
In a meeting with her parents in early 2019, the facts were brought to the table: [...].

Nachher:

But at the end of April 2019 the situation suddenly came to a head when Alexander Kremer received an
inquiry for a promising request of an organic supermarket. This order would be a big deal for the company,
as it offers both a short-term and long-term perspective and at the same time brings a good reputation.
However, as the long-standing problem of staff shortages has still not been resolved and both the
acceptance of the order and the further growth of the company are therefore at risk, Alexander Kremer is
scheduling an emergency meeting for the next day to discuss different strategies for solving their staff
shortage. Here all the facts were brought to the table: [...].

e Request from Ben’s Biomarket GmbH

e New construction of 4 stores in the vicinity of Bonn

e Enquiry: Installation of sanitary facilities, heating and air
conditioning technology for the 4 stores (sales area approx.
300-400 m? each)

e Possible follow-up orders

Personnel requirements for the first 4 stores — total, rough estimate:

Team Sanitary | Heating & air
conditioning technology

Employees 8 12

Number of working days | 5 15

= Additional personnel requirements in view of the
current staff base and order situation
- Sanitary team: 1 employee
- Heating & air conditioning technology team: 2 employees

Abbildung 6: Notiz, die von den Studierenden im Format des forschenden Lernens bei der
Fallstudieniiberarbeitung zur Unterstiitzung des Action triggers entwickelt wurde

4.5 Evaluation des Ansatzes

Der Lehransatz wurde einer Evaluation in Form einer Selbsteinschitzung unterzogen, die sich
bereits in anderen Projekten bewihrt hat (Papenbrock et al., 2016, S. 45; Pilz et al., 2020). Im
Fokus stand folglich keine Kompetenzmessung, sondern die reflexive Wahrnehmung der

Studierenden hinsichtlich ihres individuellen Lernprozesses und Lernzuwachses. Hierzu
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wurden die Studierenden auf Basis offen formulierter Fragen um eine schriftliche Reflexion
gebeten. Die Teilnehmenden sollten angeben, was sie gelernt haben, was ihnen gut und weniger
gut gefallen hat und wo Probleme im Bearbeitungsprozess auftraten. Damit sollte beziiglich des
hier verfolgten Ansatzes des forschenden Lernens ein moglichst umfassendes Bild der
Studierendenperspektive erhoben werden. Nachfolgend sollen exemplarisch Ausschnitte dieser

Reflexionen dargestellt werden.

Student:in A:

,,Durch die Fallstudie hatte ich die Moglichkeit, mich intensiv mit der Bewertung von Fallstudien und der
Verbesserung dieser zu beschéftigen. Die Bewertung fand auf einer theoretischen Grundlage statt,
wodurch ich mich intensiv mit der Theorie beschéftigt habe. Dies war unter anderem auch deshalb
interessant, da die Meinungen in der Theorie teilweise auseinandergehen. Dadurch wurde das Denken in
Alternativen gefordert. Ich habe gelernt mir eine eigene Meinung auf Grundlage unterschiedlicher
theoretischer Texte zu bilden und diese in Form der Verbesserung der Fallstudie in die Praxis
umzusetzen.*

Student:in B:

,,Durch das Arbeiten und Analysieren der Fallstudien konnte ich meine didaktischen Kenntnisse vertiefen.
Zum einen habe ich zunéchst gelernt, was die Methode der Fallstudie kennzeichnet und wie sie den
Unterricht im Kontext der Handlungsorientierung bereichern kann. [...] Zum anderen konnten wir uns
durch das Optimieren der Fallstudie intensiv mit der Konzipierung von Fallstudien auseinandersetzten
und somit viel Input fiir eine mogliche selbstéindige Konzipierung einer Fallstudie mitnehmen. Besonders
gut hat mir gefallen, dass wir in der Bearbeitungs- und Optimierungsphase so selbstindig arbeiten
konnten, ohne einschrinkende Vorgaben beachten zu miissen. Wir konnten daher unsere Kreativitit und
fachlichen sowie didaktischen Kenntnisse vollends ausschopfen.*

Student:in C:

,Die intensive Auseinandersetzung und Bearbeitung der Fallstudien haben mir personlich in zweierlei
Weise weitergeholfen und meinen Lernprozess begiinstigt. Zum einen bin ich nun mit der Konstruktion
einer Fallstudie vertraut. Ich weil3, wie man eine solche Fallstudie optimal und moglichst lernforderlich
im Sinne des komplexen Lehr-Lernarrangements gestaltet. [...] Dabei konnte ich mein theoretisches
Wissen vertiefen und gleichzeitig meine Planungs- und Gestaltungsfahigkeit in Bezug auf Fallstudien
praktisch umsetzen. Dabei hat mir besonders gut der Freiraum fiir die Bearbeitung der Fallstudie gefallen.
Dadurch, dass man selbst entscheiden konnte, an welchen Punkten man ansetzt, um die Fallstudie zu
optimieren, empfand ich mehr Kreativitdt, weil es wenig Vorgaben gab. Zudem empfinde ich diese offene
Arbeitsweise als sehr wertschétzend, da es augenscheinlich nicht nur eine Losung fiir die Optimierung
der Fallstudie gibt, sondern diese abhingig von meinen Ideen entwickelt wird. Ich hatte zu jedem
Zeitpunkt das Gefiihl, dass meine Arbeit, die ich gerade mache, relevant ist [...]. Das hat mich sicherlich
motiviert. Probleme gab es, wenn {iberhaupt, zu Beginn, weil es eben wenig Vorgaben fiir den
Optimierungsprozess gab, sodass ich erstmal einen Uberblick bekommen musste und eben nicht nur mein
Wissen abspulen sollte, sondern kreativ und selbstbestimmt in die Bearbeitung starten musste.*

Insgesamt zeigen alle Reflexionen, dass die Offenheit und Selbstregulierung des Lern- und
Forschungsprozesses, die eigenstindige Orientierung innerhalb der Wissenschaft sowie die
freie Festlegung des Forschungs- und Bearbeitungsschwerpunkts als hochst lernférderlich und
motivierend wahrgenommen wurden. Neben typischen Zielsetzungen, wie sie im Kontext der

Fallstudienarbeit verfolgt werden (Kaiser & Brettschneider, 2006; Pilz & Kriiger, 2013),
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spiegeln die Reflexionen der Studierenden auch wesentliche Aspekte des forschenden Lernens
wider. Darunter fallen insbesondere die praxisbezogene Anwendung von Theoriewissen sowie
der projekthafte, selbstgesteuerte und prinzipiell offene Charakter des Lernprozesses (Huber,
2009, 2014). Diese Reflexionsphasen wurden von den Beteiligten durchweg positiv

wahrgenommen.

Mit Blick auf die konkrete Zielgruppe kann zudem konstatiert werden, dass die Studierenden
im Rahmen des hier vorgestellten Fallstudienansatzes zu einer kritischen Reflexion von
didaktisch motivierten Gestaltungsfragen angeregt wurden. Wie bereits erwdhnt, gewinnt diese
Fahigkeit insbesondere auch im Kontext der Lehrer:innenbildung zunehmend an Relevanz

(Fichten, 2010; Hofer, 2013).

4.6 Fazit

Die Lehr- und Lernmoglichkeiten im Kontext des forschenden Lernens sind vielfdltig. Die
Herausforderungen eines solchen Lernformats sollten jedoch nicht unberiicksichtigt bleiben:
Forschendes Lernen bedarf einer umfassenden Planung und Einbettung in den Lehr-Lern-
sowie Forschungskontext, um zuvor festgelegte und erwiinschte Lernergebnisse bei
Studierenden zu erzielen. Eine Uberforderung und Demotivation der Studierenden sind zu
vermeiden, sodass die Selbststeuerung der Studierenden auf einem angemessenen Niveau
erfolgt. Daher sind Rahmenbedingungen zu schaffen, in denen der Schwierigkeits- und
Komplexititsgrad sowie die Anforderungen des forschenden Lernens an die Bedarfe der

jeweiligen Lerngruppe angepasst werden.

In diesem Beitrag wurde exemplarisch ein Ansatz aufgezeigt, der eine Verzahnung des
forschenden Lernens mit der didaktisch-methodischen Konzeptualisierung im Kontext der
Fallstudienarbeit erreicht. Das Praxisbeispiel kann dazu dienen, Denkansté3e sowie Inspiration
fiir die Entwicklung weiterer Ansétze zu geben und eine Sensibilitét flir die Integration von

Formaten des forschenden Lernens in hochschulische Lehr-Lernangebote zu entwickeln.
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5 Artikel 4: Teaching Entrepreneurship to Life-science Students through

Problem Based Learning

Abstract: The study presented here investigates the question of how entrepreneurship education can be
embedded into academic courses of life science students, to provide basic economic competencies. From
the perspective of business education, a pragmatic approach has been taken within the framework of an
interventional study. This approach combines entrepreneurship education with a problem-based learning
approach and the case study method. Using a framework based upon knowledge, skills and attitudes,
the students’ acquisition of competencies has been evaluated. For this purpose, a longitudinal study with
two cohorts (n = 23) was conducted in 2018 and 2019, which included a knowledge test and a self-
assessment. The test instrument was based on two validated tests, namely the ,,Test of Economic
Literacy* and ,,Questions on Economic Knowledge.” In addition, qualitative reflective essays were
carried out to examine the development of student’s skills and attitudes. Although the knowledge test
did not show any increase in students’ knowledge of economics, the results of the self-assessment and
the reflective essays at least indicate a positive impact of the learning environment on students’ skills
and attitudes. Consequently, the teaching design considered in this study may also be relevant to other

studies of embedded entrepreneurship in academic courses.

Keywords: Higher Education, Problem-based Learning, Case Study Method, Entrepreneurship

Education, Economic Literacy, Employability, Life Sciences

Highlights:

e The teaching of economic competencies is beneficial to life science students

e The case study method helps life science students better understand the key components of
economics

e The reflective essays indicate, that the learning environment has improved the students’
economic skills and attitudes

e The students’ reflective essays indicate a high level of learning motivation

5.1 Introduction

The application of entrepreneurial competencies, as well as one’s own creative and knowledge-
based thinking, is becoming increasingly relevant for students in non-business study
programmes (e.g., Anderson et al., 2014; Brand et al., 2007; Collet & Wyatt, 2005; O’Leary,
2012; Thompson et al., 2018). This is mainly because a significant proportion of graduates end
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up working in the field of business — either because of the difficult labour market in traditional
life science sectors or due to a lack of interest in long-term employment in science (e.g., Blank
et al., 2017; Stephan, 2015, S. 158-161). Therefore, entrepreneurship education is also
necessary for non-business study programmes, to provide graduates with better opportunities

in the labour market.

A broad understanding of the concept of entrepreneurship education is taken as a basis for the
study. This does not exclusively focus on the teaching of entrepreneurial competencies for those
establishing a new business (e.g., Bacigalupo et al., 2016; Fayolle & Gailly, 2008, S. 583-584;
Garavan & O’Cinneide, 1994, S. 5; Hegarty, 2006, S. 322—-323; Rasmussen & Serheim, 2006).
Such a broad understanding of entrepreneurship education is also supported by the European
Commission, which defines entrepreneurship as ,,individual s ability to turn ideas into action,
including ,,creativity, innovation, and risk-taking, as well as the ability to plan and manage
projects in order to achieve objectives™ (European Commission, 2008, S. 10; emphasis in the
original). Furthermore, from the perspective of teaching in higher education and explicitly
focusing on learning processes, entrepreneurship education may also be seen as a ,mix of
experiential learning, skill building and, most importantly, mindset shift* (Wilson, 2008, S. 2).
Thus, the formation of an entrepreneurial mindset particularly implies the ,,acquisition of a
dynamic set of attitudes, values, and cross-disciplinary competencies* (Toutain & Fayolle,
2016, S. 989), as is often the case in approaches that can be classified as learning through
entrepreneurship (Pittaway & Edwards, 2012). This may also make students more aware of
alternative and start-up-related employment opportunities. Thus, entrepreneurship education is
understood here as a teaching approach and framework for higher education that encourages
students to engage with economic and entrepreneurial issues and acquire a broad set of
competencies (Almahry et al., 2018; Toutain & Fayolle, 2016). Besides course-specific learning
contents, this also includes the necessity of teaching basic economic competencies (Moreland,
2006; Premand et al., 2016). Despite its relevance, the teaching of basic economic competencies
in life science education has been limited thus far, bar a few exceptions (e.g., Achstetter &
Klock, 2009; Rahayu et al., 2019; University Leiden, o.J.). This may also be because the
integration of elements of entrepreneurship education into the study context of life sciences
encounters both structural and organisational challenges, as generally speaking only a small
amount of time is available for this purpose (Maresch et al., 2016, S. 177). In addition, it can
be assumed that students within life science courses are characterised by a high degree of

heterogeneity in terms of prior economic experiences. Consequently, suitable teaching concepts
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and learning environments are required to be integrated into the organisational and institutional

framework of higher education and, at the same time, adapted to the specific target group.

At this point, it is important to clarify what kind of economic competencies should be used in
the context of entrepreneurship education, because there are various and partly contradictory
approaches. The concept of competence is defined differently in both academic and educational
policy contexts (with regard to the problems in terminology, see for example Mulder &
Winterton, 2017). In many cases, competence is seen as a combination of knowledge, skills and
attitudes (Atkinson & Messy, 2012; Bacigalupo et al., 2016; Hoffmann, 1999; Holtsch &
Eberle, 2016). This also provides a link to the Bloomian taxonomy of knowledge, skills and
attitudes, which is also widely used in the context of various instructional designs within the
About/For/Through Framework of Entrepreneurship Education, despite its conceptual
shortcomings (Kakouris & Liargovas, 2021).

In the following, this broad approach to competence will first be taken up and discussed in
connection with the problem-based learning approach and its practical implementation by
means of a case study approach. This will be followed by the design of the study, and the
presentation of the applied research methods and the findings. In accordance with various other
tests in the area of economic and financial literacy (see for example Happ et al., 2016; Pilz et
al., 2022; Walstad et al., 2010), the focus will initially be on the area of economic knowledge
as part of economic competencies. Later, other economic competencies will be analysed using

a qualitative approach and the learning success of the students will be examined and discussed.

This paper aims to present the findings of a study into entrepreneurship education of a graduate
program in the life sciences. From the perspective of teaching in higher education, it asks how
the integrative teaching of economic competencies within the framework of entrepreneurship

education can be embedded into non-business study programmes.

5.2 Problem-based Learning and Case Study Method

In relation to the implementation of entrepreneurship education in learning processes, various
approaches exist.*? At the same time, entrepreneurship education is no longer exclusively
practised within the context of business schools. In line with the widespread use and
understanding of entrepreneurship education across several disciplines and educational levels,

entrepreneurship education has increasingly ,,emerged as a pedagogy in which students learn

40 This diversity is also reflected in Fayolle and Gailly’s (2008) ,,Teaching model framework for entrepreneurship
education®, which provides an overview of different teaching approaches in the context of entrepreneurship
education.
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through entrepreneurship and it encourages learners to view their disciplines in terms of
opportunity and value* (O’Brien & Hamburg, 2019, S. 528). There is an increasing shift away
from traditional and primarily teacher-centred learning approaches towards student-centred
approaches, such as those pursued within the context of constructivist teaching-learning
theories (e.g., design thinking, experiental learning or challenge-based learning) (Colombelli et
al., 2022; O’Brien & Hamburg, 2019). For instance, Jones and English (2004) outline an
entrepreneurship programme that was implemented as part of a bachelor programme (Bachelor
of Commerce) at the University of Tasmania. As the focus here was both on personal
development of students as well as the delivery of entrepreneurial knowledge and skills, a
teaching concept has been developed that combined several teaching-learning formats (e.g., by
case studies, student-centred learning, workshops, or student presentations). In order to
,cultivate the students’ sense of initiative and entrepreneurship as key competence for lifelong
learning®, with the Korda method, Morselli (2019, S. 158) used a problem-oriented and student-
centred teaching method within the university context, in which students were confronted with
various challenges by real entrepreneurs, for which they had to develop solutions (see also
Morselli & Gorenc, 2022). These examples clearly demonstrate that the selected instructional
designs always correlate closely with the learning outcomes to be achieved. In order to develop
the competencies outlined above as effectively as possible among the students, Problem-Based
Learning (PBL) is used here within the framework of the Case Study Method (Grabinger &
Dunlap, 1995; Nab et al., 2010).

Teaching approaches in the context of PBL are increasingly used within university disciplines
to enable future graduates to act competently in an increasingly complex and dynamic
environment (Barrows, 1996; Dochy et al., 2003; Edens, 2000; Walker & Leary, 2009). This
development can also be seen as a response to the criticism that the practical relevance of the
learning contents in higher education was often lacking and that many graduates would develop

insufficient competencies in problem-solving (e.g., Barrows, 1996; Pfeffer & Fong, 2002).

The concept of PBL assumes that learning is to be understood as ,,constructive, self-directed,
collaborative and contextual learning” (Dolmans et al., 2005, S. 732). In addition to the
acquisition and consolidation of subject-specific knowledge, the aim is to promote
competencies in problem-solving and other transferable key competencies (e.g., social
competence, methodological competence) (Hmelo-Silver, 2004; Toutain & Fayolle, 2016).
Starting from their prior knowledge, students analyse a realistic problem and ,,discover what
they do not yet know, or which questions still need to be answered and require study* (Dolmans

et al., 2005, S. 732). Usually, this is done in group work to encourage students to co-construct
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the necessary knowledge (Yew & Goh, 2016, S. 76). In this regard, it is important that the
students design their solutions and learning process as independently as possible. Thus, the
lecturer primarily acts as a tutor who ,,stimulates elaboration, integration of knowledge and
interaction between students through asking questions, asking for clarifications and application
of knowledge* (Dolmans et al., 2005, S. 734). This switch from a classical lecturer to a learning
facilitator and the target group-specific teaching require a high level of expertise in teaching by
the lecturer (Hmelo-Silver, 2004, S. 244-246; Toutain & Fayolle, 2016). The opportunities of
PBL are mainly seen in a high degree of learner-centredness, which encourages and motivates
students (Barrows, 1996; Hmelo-Silver, 2004; Smith, 2005). However, the underlying problem,
and its complexity, must be adapted to the target group so that the learners are neither demanded
too much of, or too little of (Schmidt, 1983, S. 15). One point of criticism against PBL is that
there is insufficient structured theoretical knowledge taught in comparison to traditional
teaching (see also Albanese & Mitchell, 1993; Carriger, 2016; Dochy et al., 2003; Hattie, 2015).
However, several studies have shown that these disadvantages are less important in the long
term (Schmidt et al., 2006; Strobel & van Barneveld, 2009). Instead, students who participated
in courses with PBL components were often able to longer retain the learning contents than
students who were taught by traditional lectures (Dochy et al., 2003; Strobel & van Barneveld,
2009; Yew & Goh, 2016).

A teaching method that is often used in the context of PBL is the ,case study method*
(Mauffette-Leenders et al., 2005). As the case study method allows for the processing of
authentic problems in the sense of PBL and encourages students to apply their knowledge in a
practical, motivating and learner-centred way (e.g., Mesny, 2013; Pilz & Zenner, 2018; Pinto-
Llorente, 2019; Prince & Felder, 2006), this situational teaching-learning approach seemed
particularly suitable within the project context (see above). In business education, the use of
case studies or business cases has been established for quite some time (Mauffette-Leenders et
al., 2005). Empirical findings on the learning outcomes of this specific teaching method are
only available to a limited extent (Herreid, 2011; Lundeberg & Yadav, 2007; Ozdilek, 2014;
Pilz & Zenner, 2018). Nevertheless, there are indications of a positive influence on the
perceived practical relevance and the motivation of students. For biology students, Bonney
(2015, S. 23) reported better results in the written exams of students who were taught by case
studies than those who learned through lectures and textbooks. It was also evident that students
who were taught through case studies believed they had learned more than the students who
learned through lectures and textbooks. Smith (1987) provides an overview of empirical

research results on the use of case studies. This meta-study concludes that case-based teaching
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promotes the retention of learning content. Even though it is not possible to provide a
comprehensive description of this teaching method, central features of the case study method
will be taken up here (see in detail Huckvale & van Riper, 2019; Leenders et al., 2001;
McFarlane, 2015; Mesny, 2013; Pilz, 2013; Prince & Felder, 2006).

Essentially, students are confronted with a complex situation, which is either based on reality
or corresponds to a concrete case from business practice. The case itself contains a problem for
which a solution must be developed. To encourage students to exchange ideas about different
approaches and alternative solutions, the work on case studies is often conducted in small
groups. Depending on the design of the case study, different emphases can be set on particular
learning outcomes. For instance, if the problem is not obvious, it must be identified by the
learners themselves. On the other hand, the problem can be clearly defined right at the beginning
so that the focus of the case study is primarily on problem-solving. If social competencies are
to be promoted, conflict-laden cases are often used for this purpose. Instead, if the focus is on
teaching subject-specific knowledge, this will be learned and applied practically within the case

study work.

In addition to the case, the learners are usually provided with various information materials and
sources for working on the case. This, at the same time, allows adjusting the complexity of the
case as desired. Learners then use this and other information, which may also be gathered on
their own, to initiate a structured and reasoned problem-solving process. Since case studies are
usually open-ended, several possible solutions can be considered. Based on rational decisions,
the learners finally decide on a solution, which they elaborate on. The solutions of the individual
groups are finally presented, discussed, and compared. If the processed case is an unmodified
example from reality, a comparison can also be made with the problem-solution carried out in

practice.

5.3 The Learning Environment

Firstly, it was necessary to examine how the planned learning environment could be embedded
into an existing graduate study programme. In our case, a module in the two-years master’s
program ,,Plant Biotechnology* at a German university provided the framework for this. This
module, which dealt with issues of biosynthesis and analytics of secondary compounds from
plants, consisted of a lecture, a laboratory practical and a seminar, and is usually attended by
students during the second master semesters. The lecture served as a theoretical introduction to
the various analytical methods for extracting and quantifying secondary plant constituents. The

application of the different analytical methods took place in the laboratory course, in which the
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students also had to solve an analytical problem on their own. The case studies were thus

embedded in the seminar.*!

As already described, the approach of entrepreneurship education particularly aimed to provide
students with basic economic competencies and, at the same time, to confront them with start-
up-related issues.*? Due to the students’ limited prior economic and entrepreneurial knowledge,
both the case study method and the learning contents had to be adapted to a specific target
group. In accordance with a complete learning process (Brown et al., 1989, S. 38—40; Cognition
and Technology Group at Vanderbilt, 1992), the case studies were embedded in a

comprehensive learning environment (Abbildung 7). In relation to the design of the learning

environment, the interventional model of entrepreneurship education for students without prior
economic knowledge (Schulte & Klandt, 1996) was used, alongside the ,,process model of
entrepreneurship education® (Hynes, 1996), as well as the ,,model of the entrepreneurial

process* (Brand et al., 2007).

Usage of the Case Study Method in terms of a feasibility study

—

Group work phase with accompanying

Introductory . Presentation
classroom sessions .
c':::;ﬁ) ‘:‘m (Idea/product development; and rﬁ::::tlon
technical & economic feasibility) P
e Sa
Involvement of experts from the Feedback loops

business practice in the

; through mentoring
processing phase

Abbildung 7: Phases of the learning environment

4! In total, 70 hours of the module, which is designed for 6 ECTS or 180 hours, were spent on the various attendance
sessions.

42 At the same time, this illustrates that the approach to entrepreneurship education pursued here is rather a
framework and does not correspond to the ideal-typical approaches in the context of entrepreneurship education
(in the sense of learning for, learning about or learning through entrepreneurship), which is particularly due to
the specific target group.
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Against this backdrop, the case study was specifically designed as a feasibility study (Achstetter
& Klock, 2009; Justis & Kreigsmann, 1979). The learning environment consisted of five
classroom sessions. During the introductory classroom session, the students were first informed
about the project’s background, the intended structure of the learning environment and the
intended acquisition of economic competencies. Following the interventional model of Schulte
and Klandt (1996), the learning environment, and the linkage of entrepreneurship education
with the case study method, should simulate reality as far as possible. Thus, the starting point
was a business problem within a biological context, which put the students in the role of

decision-makers (Abbildung 8).

[...] Sounds quite interesting, what you can do with algae—there's certainly a lot of money behind
it, you think to yourself. But now it's time: You quickly grab your packed bag and get on your bike
to arrive on time for the lab course. After a short time, you are at the lab bench and conscientiously
carry out the tasks assigned to you analysing a plant species together with your team partner
Tamara. Meanwhile, you tell her about the article you read this morning and both of you are
already thinking about how diverse algae are and how great it would be if you earn money with
algae sooner or later. Ideally right now, so that you can finance your studies directly and no longer
have to take on various casual jobs—a little dreaming has still to be allowed! [...]

Abbildung 8: Excerpt from the case description

In particular, the students independently had to develop an innovative product idea and a
business concept for their product’s implementation and marketing. The following milestones

were used in this process:

a) From the plant to the product idea (e.g., ingredients, effect, use)

b) Market analysis on the product idea (e.g., benefits compared to other substances with
similar effects, analysis of competitor products, target group, sustainability, distribution
channels, supply chains)

c) Financing and calculation (e.g., manufacturing costs per unit of production, pricing,

financing concept)

The product itself is related to the subject-specific contents of the preceding lecture and the
laboratory course (see above) and thus should also be correct or realistic from a scientific and
technical point of view. The cases differed insofar as the product to be developed should either
be related to a biotechnological, cosmetic/hygienic, or medical purpose or representing a food
supplement. Building on the respective cases, the first basic economic learning contents (e.g.,
cost calculation, market exploration, financing, legal framework conditions of a company) were

taught in a target group-specific way. Accordingly, the approach implemented here can also be
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regarded as a hybrid form (see also Carriger, 2016), which can be located between a classic
lecture-based and PBL approach. Regarding the subsequent and predominantly self-directed
acquisition of knowledge as part of the case study processing, this should stimulate the
entrepreneurial mindset of the students as well as their motivation. On the other hand, possible
problems of understanding or access should be counteracted. For this purpose, the Business
Model Canvas (Osterwalder & Pigneur, 2011) served as a framework for the teaching of
economic and entrepreneurial knowledge during the classroom sessions. The use of this model
can be justified because it provides a quick and comprehensive overview of all key factors
within a complex business model. In addition, the business model should provide the students
with guidance for their learning and problem-solving process in both working on the case

studies and developing their business concepts.

The subsequent work on the case studies was mainly self-directed in small groups of up to four
students. In the sense of mentoring, the respective groups were supervised by lecturers from the
fields of business education and life sciences. Three further classroom sessions were scheduled
to teach further economic and entrepreneurial knowledge in the context of the Business Model
Canvas (see above) and to develop the feedback loops between the respective groups and their
mentors. During these feedback loops, the mentors and the individual working groups were able
to discuss their current state of progress. In addition, aspects related to the economic feasibility
and the correctness and feasibility of their product ideas from a scientific-biological perspective
were also identified. If necessary, the mentors were also able to provide important ideas for
further processing and to initiate necessary adjustments. Guest lectures and experts from the
business world (start-up founders from the field of life sciences, entrepreneurs, representatives
of start-up support institutions) represented a further element of the classroom sessions. They
offered the possibility of a reality check throughout the learning process. In addition, this also
enabled the students to establish contact with experts from the field and use their expertise to

further process their own case studies.

At the last classroom session, the individual working groups presented their product ideas and
their business concept. In the sense of a role play, both the mentors and some experts from the
business practice took the role of venture capitalists, while the students were put in the role of
potential start-up founders. The resulting discussions and reflections led to a learning situation
that is typical for case-based teaching and supported the integration of economic competencies

into the students’ study-specific context.
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Admittedly, the interventions made here represent a deviation from the classical case study
method, which largely dispenses with the teaching of structured subject-specific knowledge by
the lecturer. However, considering the specific target group and the assumptions regarding their
prior economic and entrepreneurial knowledge, this can be justified by the fact that the teaching
of basic economic and entrepreneurial knowledge was necessary to solve the case.*? At the same
time, the interventions led to a clearer structure of the students’ working and learning processes
and prevented the students from becoming demotivated. Finally, the learning environment

supported the acquisition of economic competencies within the concrete case study design.

5.4 Methods

As already mentioned, this study is based on an understanding of competence that unfolds in
the dimensions of knowledge, skills and attitudes. In order to examine the extent to which the
learning environment influenced the students’ competence development, various survey
instruments were used in the sense of method triangulation, which simultaneously targeted

different dimensions of the concept of competence underlying this study.

The evaluation of the learning environment was conducted through a longitudinal study with
two cohorts (n = 23) in 2018 and 2019. With an explicit focus on the economic knowledge
acquired by the students, the test instrument used for this purpose was a German-language
combination of two already established and validated tests** so that a pretest was not carried
out. The test instrument consisted of two parts and included both an economic knowledge test
and a self-assessment of the students’ economic knowledge.* The questions from the
knowledge test were converted into a single-choice questionnaire with four possible answers
and represented economic knowledge in relation to the economic contents taught in the
classroom sessions or general economic topics. According to the number of correctly answered
questions within a pre-post comparison, it should finally be determined whether the students’
economic knowledge has increased after implementing the learning environment. In addition
to the knowledge test, the self-assessment was intended to provide information about the
students’ affective attitudes, ways of thinking and beliefs (see also Pilz et al., 2022). For this

purpose, eight items from the test instrument ,,Questions on Economic Knowledge* (Rumpold,

43 This can also be explained by the fact that the use of Problem Based Learning is more effective when students
have already acquired basic knowledge structures (Hattie, 2015).

4 Qpecifically, these were the ,,Test of Economic Literacy (TEL)“ (Walstad et al., 2013) and ,,Questions on
Economic Knowledge™ (Rumpold 2018; Rumpold & Greimel-Fuhrmann, 2016; see also Pilz et al., 2022), the
latter of which was, among others, based on the TEL (Walstad et al., 2013) and the ,,Economic Attitude Scale*
(Soper & Walstad, 1983).

45 These test instruments primarily focus on economic knowledge. Therefore, the existing or acquired
entrepreneurial knowledge was not evaluated.
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2018; Pilz et al., 2022) were used in the self-assessment. These covered various topics of basic
economic knowledge (importance of the economy for households, companies, the state and
foreign countries as central economic subjects) and were to be answered using a five-point
Likert scale. A pre-post comparison of the results from the self-assessment provided
information about the extent to which the students’ self-efficacy expectations changed after

completing the learning environment.

In order to at least gain an insight into the potential competence development in the other
competence dimensions (,,skills* and ,,attitudes*), a qualitative survey instrument was also
used. Informed by the reflective essay assessment (e.g., Hosein & Rao, 2017; YuekMing & Abd
Manaf, 2014), students from the previous pilot study were asked to reflect on their learning and
problem-solving process after the presentations and discussions and to document it in written
form. The reflective essays should be about one to three pages. For this purpose, the students
were provided with guiding questions that have already been tested before. In line with other
studies within the context of activity theory (see also Jonassen & Rohrer-Murphy, 1999), these
were intended to encourage the students to reflect comprehensively on the learning
environment, their own (learning) actions, how the group initiated their own solution, as well
as their perception and reflection of their acquired learning outcomes. For example, in order to
obtain information on the students’ attitude, they were asked how they liked the simulation of
the business start-up in the form of a feasibility study. With regard to the development of skills,
students were asked to what extent the learning environment supported the acquisition of
entrepreneurial and economic knowledge and to what extent they were able to apply this
knowledge within the feasibility studies. In addition, students should also comment on other
aspects such as the perceived quality of the learning environment, the relevance of the learning
contents for their later professional activity, their own motivation and their personal learning
outcomes. This qualitative inquiry was intentionally left open-ended to capture the complexity
and multi-perspectivity of the learning environment and the learning experiences of the students
as comprehensively as possible (see also Steyn et al., 2018). In this context, it is important to
emphasise that the aim was not to apply a concrete approach of competence, as for instance in
the study of Morselli and Gorenc (2022), who evaluated two entrepreneurship courses against
the background of the EntreComp framework. Instead, the competence dimensions (,,skills*
and attitudes*) should serve as guiding categories here, in order to inductively analyse the
reflective essays by using an open approach of data interpretation. Specifically, attention was
also given to the documentary method (Bohnsack, 2013), since the data analysis should also be

about ,,the explication of the hitherto implicit knowledge* (Bohnsack, 2013, S. 224) of the
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students. The approach can be justified by the fact that purely quantitative test procedures only
provide a few insights into the deeper motivations and perceptions of the test persons regarding
the implemented learning environment. They also do not deliver a learning opportunity in the
sense of reflection on one’s learning process and their chosen learning strategies (see also Lans

& Gulikers, 2010).

5.5 Findings and Discussion

The aggregated results of the standardised survey for self-assessment in the pre-post
comparison (Abbildung 9) show that the students assessed their economic knowledge
significantly (p < .001)* better after completing the learning environment (Xarithmg = 3.24)
than before (Xarithmyp = 2.34) (Abbildung 9). Even though there was an improvement in self-
assessment across all the eight items, the improvement was even more pronounced for those
items that focused on a more general understanding of economic issues (e.g., item 2: I can
describe what subsectors our economy encompasses; item 4: ,I can describe the role of
businesses in our economy*‘). Even though the meaningfulness of the results is limited due to
the small sample, the results nevertheless indicate an increased self-confidence of the students.
In the context of entrepreneurship education, this is relevant insofar as entrepreneurs are often
described as strong personalities whose confidence in their own competencies is seen as a
crucial factor for successful entrepreneurship (Fuller et al., 2018; Zhao et al., 2005). At the same
time, the results of the self-assessment indicate a shaping effect on student’s beliefs. The
learning environment seems to be helpful in reducing worries, obstacles, and prejudices towards
economic and entrepreneurial issues. This also indicates that the approach of embedded

entrepreneurship education might had an effect on several learning outcomes.

46 Despite the small sample size of n = 23, a ¢-test was used to determine whether there was a significant change
before and after implementation of the treatment aggregated across both time points (Bortz & Schuster, 2010;
Moore et al., 2012).
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Abbildung 9: Findings on self-assessment of economic knowledge before and after the treatment

The aggregated results of the economic knowledge test in the pre-post comparison do not show
any increase in knowledge after completion of the learning environment. Instead, the findings
presented in Abbildung 10 indicate that the students already had basic economic knowledge
before experiencing the learning environment (correct answers before the treatment: 79.7%,
correct answers after the treatment: 79.9%). This may be because the sample was very small,
and the knowledge test may not have been able to adequately capture the comprehensive
competence development as focused within this project. Instead, the knowledge test is
structured relatively narrowly in terms of subject matter and thus could not depict complex
economic contexts as they were taught holistically within the framework of the learning

environment.
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Abbildung 10: Findings on the test of students’ economic knowledge before and after the treatment

However, the students’ written reflective essays in the pilot study at least provide indications
about a comprehensive development of economic skills and attitudes. This will be described in

the next section and contextualised within the realisation of the learning environment.

5.5.1 Indications on student’s development of economic skills

After the introduction to the learning environment and the first classroom session, the students
started working on problem solving issues. Even during the development of ideas for a possible
product, it seems that the students were able to use their biological knowledge as well as their
initially acquired economic knowledge and to apply it within the framework of the learning
environment. Similar to real start-ups in the field of biotechnology, the aim here was to combine
knowledge about plant properties with an economic perspective and to launch a marketable
product. The practical application and linking of economic and biological knowledge are
illustrated by the following statements:
In the ,,Metabolite Analysis* module of our master’s degree in plant biotechnology, we were given the
task of developing a product from the constituents of sea grasses, halophytes and marine plants and testing
its feasibility. It became clear to us relatively quickly that we wanted to develop a product from alginates,
which are cell wall components of brown algae and specific bacteria. Alginates have a high absorption
capacity, which is quite interesting for various products. Since wound covers with alginate absorbent

cores already exist, it was clear to us that our product would consist of baby diapers with alginates as
absorbent material. (Student A)

I was able to contribute my expertise especially for the idea of the product. In our study, washed-up
seaweed was used as the starting material from which the substance pectin is to be isolated. Knowledge
of the biochemical properties of the seaweed and the methodology for extracting pectin were therefore
important. (Student D)
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In my opinion, the biological knowledge is necessary for product development, because the product idea
will usually also come from the subject area of one’s own studies, and for the details of the product the
acquired background knowledge was essential. (Student E)

Before that, I had no knowledge of economics. Through the case study, I have dealt with the area for the
first time and thus acquired initial knowledge. It definitely helps when working on what you have to
consider and in which size ranges you move when calculating the costs. (Student E)
After developing a specific product idea, it was necessary to test its marketability. Based on
their newly acquired knowledge of sales markets, the students conducted a market analysis and
examined whether comparable products already existed and what prices might be achieved on
the market:
On the one hand, I dealt with possible competitor products, and on the other hand, with the question of
whether there is a market at all for a bio-diaper with an alginate absorbent core and at what price this
product could be established. For this area of market research, I worked with a communications scientist
on some of the basics of social research in order to be able to construct an evaluable questionnaire. Also,
for this, it was necessary to know the competitor products in order to find out whether the further
advantages offered by our product (no consumption of farmland/rainforest, alginates are antibacterial and

antiviral, they have no effect on the human organism and are therefore completely non-toxic) are relevant
to the market. (Student A)

We had to think about a possible corporate structure. For example, we considered applying for a patent
on the product. In addition, we identified the cost points that would arise for production. (Student D)

The completion of a market analysis, which at the same time formed the prerequisite for a well-
founded decision-making process regarding the feasibility of their product idea from an
economic point of view, indicates an in-depth understanding of the subject matter. Moreover,
the independent implementation of a market analysis also shows that the students have
developed a methodologically multidimensional approach to self-directed learning as defined
by PBL. The economic perspective adopted for this purpose was new to most of the students.
Thus, it can also be assumed that they already had problem-solving, methodological, and social
skills that had been transferred to a previously largely unknown area of application, resulting
in the further development of precisely these skills. With regard to problem solving skills in

particular, the following quote also provides insights into the acquisition of skills:

Therefore, I had to compile an overview of alginates for our group. While searching for information on
alginates, I learned to appreciate doctoral theses and dissertations in particular. These contained well-
structured and in-depth information. (Student C)

The ability to work in a team was further enhanced here, as we developed an idea together and thought
about how to implement it. Compared to teamwork in the lab, this was a different kind of collaboration,
which was a lot of fun and led to lively discussions. (Student E)

Regardless of whether the necessary skills in problem-solving were already present before

completing the learning environment or not, the example of the newly discovered information

sources and their evaluation shows that new strategies for future problem solving were found

95



here. As these skills could be transferred to a new context (e.g., cost calculation), there might

be more opportunities for this type of development.

In addition, the students had to estimate the resources required, the production and procurement
costs, the competing offers, their products’ degree of innovation, the potential sales market as
well as the market price indicates that the students were able to think through an economic
problem in a complex interplay and directly applied the economic learning contents taught in

the classroom sessions:

In the course of the project, it was necessary to make a cost calculation to see if the alginate diapers could
be produced profitably at all. To do this, we calculated the necessary amount of alginates as well as
packaging materials and looked at how we could purchase them cost-effectively on a large scale. To make
the cost calculation as precise as possible, I sat down with an expert from the guarantee bank. Together
we calculated fixed and variable costs. This enabled us to predict whether profitable production of our
planned organic diapers would be possible. (Student C)
The steps undertaken for the cost calculation attest to the technical depth with which the
students found solutions to problems. Both the use of economic terms (e.g., ,,profitable®, ,,cost-
effectively*) and the differentiation of cost types within the cost calculation indicate that the
learning contents taught in the classroom sessions were not just abstract knowledge. Instead,
and in the sense of skills, the acquired economic and entrepreneurial knowledge seems to have

been used and internalised within a practical context.

5.5.2 Indications on student’s development of economic attitudes

The processing of the case studies was characterised by a high degree of authenticity and
realism. Thus, as the following statements indicate, the students were able to identify with their
role as entrepreneurs and combined their study-specific background with an economic attitude:
Initially, we had considered developing extra-absorbent ,,Zewa cloths* for the laboratory, so that even a
litre of buffer could be absorbed effortlessly. This idea was then further developed into extra-absorbent
organic diapers, since nowadays the term ,,BIO* can be sold well, and particularly young parents attach
importance to quality as well as harmless additives and materials. We realised very quickly that our basic
approach was a good product idea, and so further development was relatively easy for us. [...] My task
was to look for quality standards, the examination of the used materials, which materials may be used at
all as well as the patent-legal situation. Accordingly, a request was also sent to the Office for Risk
Assessment, from which we received an answer. (Student B)
The linking of plant properties (,,extra-absorbent®) with social trends (,,BIO*), potential sales
opportunities (,,young parents*) as well as the consideration of legal framework conditions
(,,patent law*) suggests that the processing of the case studies has encouraged the students’
networked thinking and supported the development of an entrepreneurial mindset. Furthermore,
the inclusion of external experts (,,Office for Risk Assessment*) illustrates that the openness of

the learning environment may also encourage students to independently draw on further
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information to develop and substantiate their findings. This is by no means to be taken for
granted, especially since the students were still working in an area of application that was
largely unknown to them at this point. However, in the sense of an attitude, this indicates that
the students brought a certain openness towards the learning environment as well as a high level
of self-confidence while working on the case studies. At the same time, and in terms of realism,
this also provided students with a unique opportunity to embed both their learning and

entrepreneurial practice into multiple perspectives.

The feasibility study made some aspects of a business start-up more concrete for me. Since a lot of
personal and financial commitment is required for a successful start-up, the feasibility study showed me
that a start-up only makes sense with a solidly thought-out product. In this respect, the feasibility study
has motivated me to look for such an opportunity in the future, if it arises. (Student D)

In my opinion, the idea or the product is the core of a start-up and you have to stand 100% behind this
idea and find it convincing yourself, otherwise it will not succeed. (Student E)
As the following excerpts illustrate, this multi-perspectivity and openness of the learning
environment also had an impact on the students’ motivation:
All in all, the feasibility study was extremely interesting, especially since it made me look beyond the
confines of my own studies. Through this assignment, I was able to get to grips with areas of the
humanities that I would otherwise not have had any contact within my master’s studies. Of course, it
would be even more interesting and diverse if the group composition consisted of students from different

disciplines. This would further increase the interdisciplinary aspect of the feasibility study and promote
the view of other perspectives even more. (Student A)

All in all, T have to say that I enjoyed the project very much, and it was interesting not only to stand in
the lab and conduct experiments, but also to deal with the financial implementation and the general
realisation of a project or product. It was possible to get creative in a different direction with our case
study, and since the tasks were divided up within the group, the amount of work was not too great.
Furthermore, I could imagine that the project and our product could be successful on the market, and it
would actually be a pity if we did not continue to work on it. Friends and acquaintances were also
enthusiastic about our BIO diaper idea and its implementation. (Student B)

The students’ own expressions of interest in the case studies, as well as their desire for more
multi-perspectivity through an interdisciplinary group composition, illustrate the high level of
motivation while working within this situational learning environment. Furthermore, the final
assessment of the possible marketability of the product, which goes beyond the learning
context, suggests that the students were able to change their attitude towards economic issues
and thus become open to alternative fields of employment. In addition, this also demonstrates

the relevance of economic issues in the context of the life sciences.

Finally, the openness to solutions underlying the case study approach does not necessarily have
to be restrictive if the learning environment is modelled in a group-specific way. Instead,

freedom of action can have a strong motivating effect:
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I thought this project work was very successful. It was nice to be able to choose a topic independently
and to set our own priorities in our work. In addition, the joint exchange with other groups and our project
supervisor was very helpful. This exchange always provided starting points and new ideas for further
work in order to arrive at a ,,finished” product. (Student C)
Besides the high learning motivation, the conclusions taken by the students also indicate that
the discussions during the feedback loops were effective. At the same time, this suggests that
both the teaching and the holistic acquisition of economic competencies is also possible in non-

business study programmes, given that the students’ prior knowledge is considered and

appropriate support is made available.

5.6 Conclusion

Although the integration of business education into life science study programmes is quite
challenging, the application of the case study method and its embedding in a comprehensive
learning environment can be assessed as successful. Even if the economic knowledge test did
not confirm any increase in economic knowledge, the written reflective essays indicate that the
students have dealt effectively with the economic and entrepreneurial learning contents. In
addition, it seems that the students were able to apply their newly acquired knowledge to a
specific problem independently and developed a solution based on rational decisions.
Therefore, it can be argued that the problem-based learning environment may have contributed
to promoting a wide range of economic knowledge, skills and attitudes. At the same time, the
learning environment supported the learners in gaining an insight into alternative fields of
employment. Furthermore, the results of the study indicate that embedded approaches of
entrepreneurship education are also suitable to non-business study programmes, especially with
regard to the teaching of economic learning content and ways of thinking (see also Canziani &
Welsh, 2021). Consequently, a more robust implementation of entrepreneurship education also

seems relevant and desirable for further non-business study programmes.

Due to its exclusive focus on life sciences and the relatively small sample, the teaching approach
presented here cannot offer generalisable findings to further establish a Pedagogy of
Entrepreneurship Education. In addition, the data collected can only provide indications
regarding the acquisition of economic skills and attitudes. However, this is not the aim of this
paper. Instead, the paper intended to demonstrate, the value of problem-based learning
environments in the context of entrepreneurship education (see also Tan & Ng, 2006) while
linking them with study-related knowledge from non-business study programmes. For this
purpose, target group-specific modelling of the learning environment is very important, as both

the specifics and the prior knowledge of the respective learning group must always be
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considered. Situational learning environments such as the case study method appear to be
particularly suitable in this regard since they are characterised by a high degree of practical
relevance and allow for a broad range of learning outcomes (see also Farashahi & Tajeddin,
2018). Moreover, they can be modelled specifically for the target group, and they motivate the

students.
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6 Schlussbetrachtung und kritische Wiirdigung

Nachdem eingangs zentrale Themenfelder der Disziplin der Berufs- und Wirtschaftspidagogik
beleuchtet und die disziplindren Bezugspunkte der dieser Dissertation zugrunde liegenden
Publikationen herausgestellt wurden, erfolgt nun eine abschlieBende Betrachtung der einzelnen
Studien (Kapitel 2—4). Dabei soll es jedoch nicht darum gehen, die zentralen Erkenntnisse, die
wissenschaftlichen Beitrdge sowie die bestehenden Limitationen der einzelnen Arbeiten
nochmals im Detail aufzugreifen — diesbeziiglich wird explizit auf die Kapitel 2.6, 3.7, 4.6 und
5.6 verwiesen. Stattdessen liegt die Zielsetzung dieses abschlieBenden Kapitels in einer
kritischen Auseinandersetzung mit den einzelnen Studien in Bezug auf ihre moglichen
Implikationen und Impulse fiir die berufs- und wirtschaftspddagogische Forschung sowie das

disziplinédre Selbstverstindnis.

Ausgehend von den in den Arbeiten jeweils verfolgten Fragestellungen sowie den gewihlten
Untersuchungsgegenstinden und theoretischen Zugéngen lisst sich zunéchst konstatieren, dass
der Berufs- und Wirtschaftspadagogik als Disziplin trotz ihrer traditionellen Fokussierung auf
die berufliche Bildung ein erhebliches Potenzial fiir die Ausweitung ihrer Forschung auf andere
Bildungsbereiche zugrunde liegt. Wéhrend die erste und die zweite Studie mit der Steuerung
des dualen Systems (Kapitel 2) sowie der vergleichenden Analyse des Curriculums im Kontext
der dualen Berufsausbildung (Kapitel 3) eindeutige Beziige zum System der beruflichen
Bildung als zentralem Gegenstand der Berufs- und Wirtschaftspadagogik aufweisen, standen
mit der hochschulischen Ausbildung von Lehrkrdften (Kapitel 4) sowie Studierenden aus nicht-
o6konomischen Studiengdngen (Kapitel 5) auch Bildungsprozesse im Vordergrund, die der
beruflichen Bildung {iblicherweise nachgelagert sind. Wie bereits erwdhnt, stellt die
hochschulische Ausbildung von Lehrkriften fiir berufsbildende Schulen einen zentralen
Aufgabenbereich der Sektion BWP dar, sodass mit der dritten Studie keine Ausweitung der
berufs- und wirtschaftspddagogischen Forschung vorgenommen wird. Anders sieht dies jedoch
im Rahmen der vierten Studie aus: Ahnlich wie auch in anderen Studien, die sich z. B. mit der
,,Okonomischen Bildung®“ im Kontext der vorberuflichen Bildung auseinandersetzen (z.B.
Berger, 2015; Weyland, 2019), wurde hier der ,,Pfad* der beruflichen Bildung verlassen und
stattdessen ein Ansatz verfolgt, der die Gestaltung von komplexen Lehr-Lernarrangements in
naturwissenschaftlich geprigten Studiengédngen unter wirtschaftsdidaktischen Gesichtspunkten
untersucht. Im Fokus stand hierbei die Vermittlung grundlegender 6konomischer Kompetenzen
im Kontext der Entrepreneurship Education, welche im Rahmen der Fallstudienmethode sowie
unter Berticksichtigung diverser didaktischer Gestaltungsmerkmale, wie sie auch in der berufs-

und wirtschaftspddagogischen Lehr-Lernforschung sowie in der beruflichen Bildung zur
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Anwendung kommen (z. B. Kaiser & Kaminski, 2012; Niethammer & Fiirstenau, 2019), in ein
umfassendes Lehr-Lernsetting integriert wurde. Wenngleich die Ergebnisse aufgrund der relativ
kleinen Stichprobe (n = 23) nicht iibergeneralisiert werden diirfen, so deuten diese dennoch
darauf hin, dass die Teilnehmenden durchaus Lernerfolge erzielt und eine gewisse Offenheit
gegeniiber wirtschaftlichen Themen und Fragestellungen entwickelt haben. Bedenkt man an
dieser Stelle, dass wirtschaftliche Fragestellungen auch im privaten Lebensbereich zunehmend
an Bedeutung gewinnen (z.B. finanzielle Anlagen im Kontext der Altersvorsorge,
Kreditfinanzierungen zwecks Investitionen in Eigentum, etc.), gewinnt auch die Vermittlung
einer okonomischen Grundbildung weiter an Relevanz*’ — im Sinne einer ,,6konomischen
Bildung® als ,,Allgemeinbildung®“ sollten dabei auch historisch gewachsene und gefestigte
institutionelle Grenzen iiberwunden werden. Mit besonderem Blick auf den disziplinidren
Teilbereich der ,,Wirtschaftspiddagogik® und das zugrunde liegende fachdidaktische Know-how
erscheint es in der Konsequenz lohnenswert, auch weitere Bildungsbereiche aus einer
wirtschaftspiddagogisch geprigten Perspektive heraus zu betrachten — sowohl zwecks
Forderung der Beschéftigungsfahigkeit verschiedener Zielgruppen (hier: Studierende aus nicht-
okonomischen Studiengidngen) als auch in Bezug auf die Befdhigung des einzelnen
Individuums zu einem verantwortungsbewussten und selbstbestimmten Okonomischen
Handeln. Mit letzterem wird zugleich auf das Leitbild des miindigen Wirtschaftsbiirgers
rekurriert, welches nicht zuletzt unter bildungstheoretischen Gesichtspunkten nach wie vor
relevant erscheint (z.B. Miiller & Remkes, 2021) und heutzutage vermehrt Aspekte der
Nachhaltigkeit beriicksichtigt (siche z.B. Low-Beer, 2023; Ansmann & Benke, 2023).

Wenn auch mit dem im Rahmen der ersten Studie vorgenommenen Ausblick auf weitere
Forschungsdesiderate*® nur angedeutet, so wurde in der zweiten Studie explizit eine
international vergleichende Perspektive zugrunde gelegt, anhand derer ein vergleichbares
Ausbildungsprogramm bzw. Qualifizierungsziel in zwei unterschiedlichen institutionellen und
nationalen Settings vergleichend analysiert wurde. Ohne an dieser Stelle nochmals auf die
vorliegenden Ergebnisse der Studie einzugehen (siehe hierzu Kapitel 3.5), ldsst sich am Beispiel

dieser Studie zeigen, dass die Einnahme einer international vergleichenden Perspektive einen

47 Die hier angesprochene Relevanz einer 6konomischen (Allgemein-)Bildung zeigt sich auch im Kontext der
aktuellen Forderrichtlinie ,,Finanzielle Bildung®, welche u. a. auf die Forderung empirischer Forschung zur
finanziellen Bildung sowie die Entwicklung einer nationalen Finanzbildungsstrategie abzielt (siehe hierzu auch
BMBEF, 2023).

8 Gemeint ist hier die Frage, wie andere Typen von Berufsbildungssystemen bzw. ,,skill formation systems*
(liberal, segementalistisch oder etatistisch geprdgtes Ausbildungsmodell) mit den pandemiebedingten
Einschrankungen umgehen bzw. auf derartige Krisensituationen reagieren. Es ist anzunehmen, dass sich auch hier
anhand des vollzogenen Krisenmanagements Riickschliisse auf zentrale Steuerungslogiken in anderen ,,skill
formation systems® ziehen lassen konnen (siehe hierzu auch Evans et al., 2023).
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Mehrwert fiir solche Fragestellungen und Diskussionspunkte bietet, derer sich auch die Berufs-
und Wirtschaftspddagogik im Kontext der beruflichen Bildung annimmt. Konkret wird hier auf
die institutionellen Grenzen sowie die bestehenden Unterschiede hinsichtlich des jeweils
zugrunde liegenden Bildungsverstindnisses innerhalb der beruflichen und der akademischen
Bildung angespielt (siche auch Kapitel 3.6). Auch wenn sich die Ausbildungslogiken der beiden
hier untersuchten Linder voneinander unterscheiden und die aus dem Forschungsdesign
resultierenden Limitationen nicht auBler Acht gelassen werden sollten (siehe hierzu Kapitel 3.4,
3.6 und 3.7), so lassen sich ausgehend von den Studienergebnissen dennoch einzelne
iibergeordnete Themen und Entwicklungen (z.B. die Implementierung von nationalen
Qualifikationsrahmen und deren Aussagekraft, Transparenz sowie Konsequenzen fiir
individuelle Bildungsaspirationen) zumindest kritisch infrage stellen. Folglich ist an dieser
Stelle festzuhalten, dass der bereits angesprochene Trend zur Internationalisierung der berufs-
und wirtschaftspddagogischen Forschung grundsétzlich zu befiirworten ist, da dieser mitunter
auch neue Impulse fiir heimische Probleme bzw. Herausforderungen sowie Diskussionsthemen
setzen kann. Im Zusammenhang mit dem zunehmenden Anteil empirischer und internationaler
Forschungsarbeiten der Sektionsmitglieder BWP weisen Jahn et al. (2024, S. 269) ebenfalls
darauf hin, dass damit zugleich eine ,,Erhohung der Sichtbarkeit und der Reputation der

Disziplin im Wissenschaftssystem [einhergeht].*

Mit Blick auf das disziplindre Selbstverstdndnis und die — allein schon durch die begriffliche
Akzentuierung der beruflichen Bildung als zentralen Untersuchungsgegenstand der Berufs- und
Wirtschaftspddagogik — suggerierten disziplindren Grenzen ist anzumerken, dass diese
aufgrund der bestehenden technologischen und gesellschaftlichen Entwicklungen bzw.
Herausforderungen sowie der Zunahme interdisziplindr ausgerichteter Arbeiten aufzuweichen
scheinen (siehe auch Seifried & Beck, 2023). Nicht zuletzt unter Beriicksichtigung dessen, dass
die Berufs- und Wirtschaftspiddagogik als Forschungsdisziplin aktiv im Kontext der
Berufsbildungsforschung auftritt und damit unweigerlich Beriihrungspunkte zu weiteren
Bereichen wie etwa der Berufsbildungspolitik oder der Arbeitsmarktforschung sowie zu
benachbarten und gleichzeitig — gemessen an der Menge der Publikationen und der Hoéhe an
zur Verfiigung stehenden Drittmitteln (Seifried & Beck, 2023, S. 355) — ,lauteren und
ebenfalls im Feld der Berufsbildungsforschung agierenden Disziplinen aufweist (z. B. Kell,
2010; Sloane, 2020), stellt sich durchaus die Frage, inwiefern sich eine relativ kleine Disziplin
wie die Berufs- und Wirtschaftspddagogik auf diesem breiten Feld behaupten kann (siehe auch
Kogler, 2023; Winther, 2023). Nicht zuletzt im Zusammenhang mit dem anhaltenden

Akademisierungstrend erscheint es in der Konsequenz lohnenswert, den berufs- und
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wirtschaftspiddagogischen Blick vermehrt auch auf den Hochschulbereich zu legen, da dieser
fiir die Berufs- und Wirtschaftspadagogik ein ,,reichhaltiges Betitigungsfeld* (Seifried & Beck,
2023, S. 356) darstellt (siche auch Bank, 2009).

Ferner stellt die Berufs- und Wirtschaftspddagogik im internationalen Vergleich eine
Besonderheit des deutschsprachigen Raumes dar, in welchem sie als wissenschaftliche
Disziplin fest etabliert ist (Lange & Porcher, 2024; Lauterbach, 2018). Vor dem Hintergrund,
dass diese Bildungsbereiche im Ausland im Regelfall stark voneinander abgegrenzt werden und
dem akademischen Bereich meist eine hohere Bedeutung zugesprochen wird (Lauterbach,
2018), konnte die Chance einer breit aufgestellten und die institutionellen Grenzen
iiberwindenden Berufs- und Wirtschaftspddagogik darin liegen, bereichsiibergreifend
Erkenntnisse zu generieren, die wiederum in den jeweiligen institutionellen Settings adaptiert
und verwertet werden kdnnten — ggf. auch zur Identifikation konstituierender oder verbindender
Elemente zwischen der beruflichen und allgemeinen bzw. akademischen Bildung. Ein solcher
Blick iiber die institutionellen Grenzen hinaus findet sich bereits im Kontext der international
vergleichenden Berufsbildungsforschung wieder, da diese aufgrund der bestehenden nationalen
Unterschiede neben dem Berufsbildungssystem, welches im Ausland oftmals Teil des
hochschulischen Sektors ist, auch andere institutionelle Settings zu beriicksichtigen hat

(Lauterbach, 2018).

Die hier angesprochene Weitung sowie die damit einhergehende Steigerung der thematischen
Vielfalt der Disziplin bergen jedoch auch gewisse Risiken, die insbesondere im Zusammenhang
mit der Binnen- und AuBenlegitimitit der Disziplin (Lange & Porcher, 2024) sowie der
moglichen ,,Auflosung einer Disziplinidentitdt™ (Biichter, 2012, S. 124) gesehen werden. In
diesem Zusammenhang weisen etwa auch Seifried und Beck (2023, S. 359) darauf hin, dass die
Berufs- und Wirtschaftspidagogik hierbei Gefahr laufen konnte, dass sie ,,sich in ihrer Vielfalt
auflost und die AuBenbereiche von Nachbardisziplinen diffundiert bzw. von dort her absorbiert
wird.” Daran ankniipfend werfen die beiden Autoren allerdings zugleich die Frage auf, ob
,2Disziplinerhaltung  iiberhaupt ein respektables/tragfdhiges oder doch nur ein
,standespolitisches‘ Argument [ist], das unter dem Aspekt der Erkenntnisproduktion keine
Rolle spielen darf (Seifried & Beck 2023, S. 359). Diese Frage, die durchaus auf die Aufgaben
und die Verantwortung dieser Disziplin fiir die Gesellschaft anspielt, kann anhand der
vorliegenden Dissertation nicht beantwortet werden. Dennoch konnte hier insbesondere am
Beispiel der 6konomischen Bildung im Kontext der Hochschullehre (hier: Entrepreneurship
Education fiir Studierende aus nicht-6konomischen Studiengéingen) zumindest angedeutet

werden, inwiefern eine breite Betrachtung der Berufs- und Wirtschaftspddagogik als Disziplin
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sowie der ihr zugrunde liegenden Gegenstandsbereiche ein sinnvolles Unterfangen darstellen
kann. Dabei ist anzunehmen, dass die Breite der Disziplin und die im Feld der
Berufsbildungsforschung bestehenden Beriihrungspunkte mit anderen Disziplinen dazu fiihren,
dass sich die Berufs- und Wirtschaftspddagogik sowie weitere Disziplinen gegenseitig
befruchten und damit einen Mehrwert fiir die jeweiligen Fachdidaktiken sowie die
Berufsbildungsforschung stiften. Mit Verweis auf Tafner (2024, S. 312), welcher am Beispiel
der okonomischen Bildung konstatiert, dass die Fokussierung der Sektion BWP auf die
berufliche Bildung einerseits eine Stirke (,,einigermafen klares Forschungsfeld®, ,.eigene
Identitdt™), andererseits aber auch eine Schwiche ist, da sie ,,bestimmte Perspektiven und
Moglichkeiten aus[schlie3t]“, wird hier abschlieBend nochmals dafiir plddiert, sich als Disziplin
ausdriicklich auch weiteren Themen und institutionellen Bereichen zu 6ffnen. Auch mit Blick
auf aktuelle gesamtgesellschaftliche Trends und Problemlagen konnte dies unter Umstdnden
dazu fiihren, dass die Berufs- und Wirtschaftspadagogik als Disziplin, welche eben genau die
,erforderliche Kenntnis der differenzierten und komplexen beruflichen Ausbildungslandschaft*
(Achtenhagen & Beck, 2024, S. 39) vorweisen kann, an Sichtbarkeit gewinnt und damit —
entgegen der von Achtenhagen und Beck (2024, S. 38-39) festgestellten Tendenz (sieche oben)
— auch im ausbildungspraktischen und berufsbildungspolitischen Diskurs mehr gefragt ist und

gefragt wird (siehe auch Seifried & Beck, 2023).
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8 Zusammenfassung der Dissertation

Den zentralen Untersuchungsgegenstand der berufs- und wirtschaftspidagogischen Forschung
stellt traditionell die berufliche Bildung dar. Gleichzeitig handelt es sich bei der Berufs- und
Wirtschaftspiddagogik um eine Forschungsdisziplin, die sich aufgrund der Vielzahl an
benachbarten Disziplinen, Forschungsparadigmen und Untersuchungsgegenstinden in mehr
oder weniger regelméfligen Abstinden mit ihrem Selbstverstindnis als wissenschaftliche
Disziplin auseinandersetzt. Dabei fillt auf, dass sich Berufs- und Wirtschaftspiddagog:innen
insbesondere im Kontext der (internationalen) Berufsbildungsforschung auch vielen weiteren
Bildungsbereichen widmen. Zu nennen sind hier insbesondere die vorberufliche Bildung sowie
die Hochschulbildung — letzteres auch lidngst nicht mehr ausschlieBlich im Kontext der
Ausbildung von Lehrkriften flir berufsbildende Schulen. Vor diesem Hintergrund und in
Anbetracht aktueller gesamtgesellschaftlicher Trends und Entwicklungen, welche sdmtliche
Subsysteme und Bildungsbereiche betreffen, stellt sich daher die Frage, inwiefern die historisch
gewachsenen disziplindren Grenzen der Berufs- und Wirtschaftspadagogik heutzutage noch
sinnvoll und tragbar sind — nicht zuletzt auch mit Blick auf die zunehmende Aufweichung der
institutionellen Grenzen zwischen der allgemeinen bzw. akademischen Bildung sowie der

beruflichen Bildung.

Anhand von vier Studien werden im Rahmen dieser Dissertation exemplarische
Herausforderungen  innerhalb des  Bildungssystems aus einer berufs- und
wirtschaftspiddagogischen Perspektive heraus betrachtet. Im Fokus steht dabei die
Bildungspraxis, wie sie sich auf der Makro-, Meso- und Mikroebene des deutschen
Bildungssystems konstituiert. Neben einem governance-analytischen Blick auf das duale
System in Zeiten der Corona-Pandemie (Makroebene) und einer international vergleichenden
curricularen Analyse (Mesoebene) eines vergleichbaren Qualifizierungsziels in verschiedenen
institutionellen Rahmen (beruflich vs. akademisch) wird hierbei zugleich didaktischen
Fragestellungen im Kontext der Hochschulbildung (Mikroebene) nachgegangen — sowohl im
Kontext der Ausbildung von Lehrkréften fiir berufsbildende Schulen und damit innerhalb eines
der zentralen Handlungsfelder der Berufs- und Wirtschaftspadagogik als auch im Rahmen eines
nicht-6konomischen Studiengangs. Am Beispiel dieser Studien sowie der vorgenommenen
Weitung der berufs- und wirtschaftspadagogischen Forschung auf den nicht-6konomischen
Bereich wird schlieBlich diskutiert, inwiefern eine explizite Uberschreitung der institutionellen
Grenzen der beruflichen Bildung einen Mehrwert fiir die Disziplin der Berufs- und

Wirtschaftspiddagogik sowie die Berufsbildungsforschung als Ganzes darstellen kann.
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