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How young people can and should be trained by means of a course of studies to become 
teachers had repeatedly been the subject of academic debate and official regulations since the 
late 18th century. This debate is connected with the introduction of political directives 
concerning training for the teaching profession. What is the special task of teachers, and what 
is the specific difficulty of an academic training for the responsible exercise of the office of 
teacher? How can people be prepared for dealing with children and adolescents, and for 
arranging learning situations for the best of the learners and for the promotion of general 
progress? 

Introdudion 

Talking of the relation between 
theory and practice in teacher training 
means embarking upon a perennial 
discussion. In doing so, one at once 
encounters two contrary views, which are 
expressed in corresponding models of 
teacher training: one approach being to 
combine theory and practice (one-phase 
training), and the other to give differing 
emphasis to theory and practice in two 
separate phases of training : first as 
theoretical studies with practice as an 
appendix, and after that carrying out 
teaching practice wi th appended theoretical 
considerations. The second approach has 
become standard official practice. How can 
one arrive at a well-founded judgment of 

the suitability of the one or the other from? 
It appears to me to be useful for the 
discussion to take up once more the ideas 
that were put forward on this topic in the 
early 19th century by J. F. Herbart and F.D. 
Schleiermacher. Because of the clarity of 
their argumentation, they can form a point 
of reference for the necessary assessment. 

However, first of all there is a second 
point that requires clarification: The chosen 
topic already contains an ambiguous 
formulation in the pair of concepts "theory 
and practice". For within the context of 
teacher training "theory and practice" can be 
understood as part of this training, and 
various questions asked, e.g. to what -extent 
"theory and practice" can be linked at all in a 
course of studies at tertiary level, whether 
the trai ning of tcachers should be theoretical 
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or practical, whether and how "theory and 
practice" can and should be coordinated and 
complement each other within the course. 
Put thus, the relationip between "theory and 
practice" is the focus of interest, and 
consequently at the same time the 
opposition between two traditional lines of 
teacher training, namely primary school 
teacher training, carried ou t in special 
colleges, and high school or grammar school 
teacher training, carried out at the 
university. But the terms "theory" and 
"practice" in the topic named above can also 
be understood differently, that is, "theory" 
as a conception or guideline for action, and 
"practice" as action guided by this 
conception. In this case, the analysis is 
concentrated both on the connection of 
theory and practice and the understanding 
of the connections and conditions that lead 
to the realisation offailure of the conception 
in the actuality of training. This aspect too is 
the subject of much debate in th ~ discussion. 
The first perspective opens up a view of the 
history of the dispute about whether and to 
what extent theory should determine 
teacher training alone or in conjunction with 
practice. The second takes us to a history of 
complaints about the fact that what is valid 
and appears meaningful in thcoryia notable 
to be realised in practice. Both thcse 
perspectives are embedded in a basic 
argument about whether an academically 
based teacher training should be carricd out 
in one phasc or in two phases. Aftcr the 
decision of educational policy-makers in 
favour of two-phase training, the argumcnt 
continues as to what relation the subject­
related, subject-teaching and general 
educational components of the studies 
should bear to one anothcr. 

In the present text, it will be primarily 
the first aspect, that is, the relation between 
theory and practice in teacher training, that 
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will be discussed, without, however, 
completely neglecting the second. It seems 
to me important here to make clear the limits 
of what can be done at university; in the 
course of studies, all we can do is to provide 
a basis for future action. This should be done 
by means of theoretical studies in academic 
disciplines, subject -related method, and 
selected topics of general education. 
Academic thinking about education and 
instruction should first be developed, then 
related to the practical problems of the 
classroom. Principles of educational action 
should be discussed and tried out. This 
theory must be theoretically underpinned, 
so that later action under empirical 
conditions that can be theoretically 
underpinned becomes possible. Here we 
soon encounter the fundamental problem of 
any tertiary training for a particular 
profession: academic theory concerns itself 
with practice or areas of practice and action 
in practice, describes, analyses, compares 
and experiments, but by reason of its general 
statements always remains at a certain 
remove from action. This results in one 
problem of teacher training: how can that 
which in theory is correct and properly 
perceived be realised in practice, under 
pressure of the situation? How can 
principles of action and the requirements of 
the si tua tion be reconciled? Since the time of 
its institutionalisation, teacher training has 
been supposed to find answers to this 
question through the integration of practice 
with theory and theory with practice. 

The debate about the possibilities and 
requirements of teacher training has recently 
revived, as the conclusions of an 
investigation of the Commission on 
Educational Theory for schools and teacher 
training of the German Association for 
Educational Studies (Deutsche Gesellschaft 
fur Erziehungswissenschaft) (Bager et al. 
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1990) show. The commission compares 
structural guidelines for teacher training in 
the various states of the German federation, 
and complains rightly about the generally 
lack of importance of theoretical ed uca tional 
studies within the course as a whole. To 
prove this one need only look at the 
weighting of the theoretical component of 
the course and the examinations. This 
situation promotes the theory of specialists, 
but does not support the education of future 
educators. For this reason, the commission 
demands a correction of the ,current 
practice : by means of projects, teacher 
training must be more theoretically 
supported and at the same time practice­
oriented. The theoretical studies should be 
stressed as a central qualification for the 
teaching profession and possibilities of a 
one-phase teacher training examined again. 
At first, this sounds convincing. But even 
from the perspective of academic education, 
the position is on closer inspection too one­
sided. It is the p05ition of committed 
representatives of pcrticular interests in 
educational theory, but in my view it lacks a 
balanced discussion of the requirement that 
Herbart stated long ago, that the educator 
must possess both "thinking power and 
science", but also "pedagogical tact". This 
double qualification needs to be borne in 
mind. 

Teachers must be experts in certain 
subjects and in putting them across, but at 
the same time experts in suitable educational 
action in the school and in the classroom. It 
is certainly necessary to regain terrain in 
teacher training that was lost in the early 
1970s, but first of all it is important to make 
reaJIy consistent use of the existing 
possibilities. This leaves open questions 
such as the following: what should form the 
centre of teacher training? How are theory 
and practice to be coordinated during 

training ? How can teacher training be 
meaningfully organised as education of the 
whole person together wi th the occupa tional 
component? 
Anyone wishing to join in this deba te should 
have sought answers to the following 
questions: 
- What should teachers be able to do? What 
qualifications should be required for action 
in this profession? 
- How should they be prepared for this? 
- Where do the difficulties in the preparation 
lie? 

These three questions will now bediscussed. 

1. What should teachers be able to do ? 

Teachers must above all be able to 
teach, i.e. be able to "put over" a subject, and 
also "be nice", as the pupils say. All 
classroom instruction is a particular form of 
teaching, a methodicalIy formed, social 
teaching-learningsituation, in which a set of 
facts is to be brought within the horizon of 
experience of some learners. In the course of 
such instruction, knowledge is to be 
acquired, skills developed, and social and 
moral behaviour practised. By contrast to 
learning by experience and intercourse, 
school instruction is goal -oriented, 
structured, planned teaching tied to 
guidelines and preconditions, with the 
objective that the pupils learn something. 
The structuring refers to the subject-matter 
concerned and the learning process a-imed 
at. The planning relates to the shapingofthe 
teaching-learning situation, which may be 
conceived either as open in the direction of 
learning by experience - or closed -learning 
by information. Between these two poles, 
forms of "open closed ness" (Grunfeld) are 
possible, School instruction consists in the 
transmission of or the stimulus to acquire a 
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set of facts. It is based on decisions of 
teaching strategy relating to objectives, 
choice of content, media and methods. The 
point of departure is the pupils' own activity 
and their learning potential. The point of 
orientation is the curriculum. Each 
instruction unit fulfils various aims, e.g. : 
- Existing experiepce is to be taken up in 
order to transmit basic knowledge and ski11s 
with suggestions that go beyond it. 
- The participation of the pupils 
themselves is to be appealed to by means of 
items corresponding to their abilities. 
This is to support an increase in 
independence in learning, social behaviour 
and the assessment of situations. 
- The development of responsible 
behaviour in a community should be 
practised by means of appropriate tasks. 

This requires the practising of social 
virtues as the basis of responsible action in 
society. 

To these objectives, which are mentioned 
repeatedly in theories of education from the 
early 19th century onwards, there can be 
assigned ways of handling teaching­
learning situations, which however need to 
be modified according to the type of school 
concerned? Such means are : 

- direct instruction by means of spoken 
indications (e.g. praise, suggestion, warning, 
reprimand) 
- indirect instruction by means of setting 
tasks and requirements to learn particular 
material 
- the principles and forms of action that 
characterise the school as a place of common 
living and learning. 

Classroom instruction can, to 
complement this, be presented as a relevant 
intem-: tion, marked on the one hand by the 

4 

spontaneity, on the other by the receptivity 
of the learners, and at the same time tied to 
functional roles in the class, determined by 
the "discipline", "achievement" and 
"motivation" (Diederich 1988) of all 
concerned. Compared with experience of 
everyday life, this is an artificial learning 
situation, created and maintained by 
teachers. The shaping of this situation cannot 
be left to accident. 

Teachers must - as K.Mol1enhauer says 
- develop "a certain intent awareness of the 
difference between the possible and the 
actual". Their "first virtue" is, according to 
him, "attention, ability to listen, patient 
observation" (1985, 121 et seq.), and their 
second, shaping teaching-learning 
situations in a challenging way and having 
a professional assessment of educational 
matters. 

Teaching in school acquires its own 
dignity through the place at which it takes 
place. "The institution as such educates" 
(Bernfeld), by means of its forms, rules, 
effects, experience in situations demanding 
achievement, informal relations in the 
everyday routine of school. This process 
must be complemented by carefulJy 
planned educational actions, namely by the 
" supporting" of the good and 
"counteracting" (Schleiermacher) that which 
is undersirable in the community. Therefore 
teachers combine measures such as 
disciplining and acting according to rules 
with guiding pupils towards independent 
activity. They practice both closed and open 
forms of learning. All instruction should 
combine these contrary functions, and has 
the task of leading the pupils through 
dependence to indepedence, through 
receptivity to spontaneity. Tn this, teachers 
have a special task: they are acting in a 
concrete present with respect to a not yet 
available, only guessabJc future, while tied 
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to official demands. In this situation, they 
must put forward to young pcopleobjectives 
that they could wish for themselves, if they 
were already adult. They are fundamentally 
obliged "to challenge the reasoning powers 
of the child, by demanding (from their 
pupils) mobility and conceptual effort" 
(Mollenhauer 1985, 141). By the manner of 
their teaching and through their example 
they must themselves present plausibly 
desirable forms of action, and transmit the 
values of a democratic way of life. Teachers 
are expected to radiate commitment, but 
also to be able to guarantee teaching­
learning situations, to exercise social control, 
and to discipline by firmness and checking 
work. 

Teaching, then, is a planned, 
methodically organised form of educational 
action, in which "supporting" and 
"counteracting" are intentionall y deployed, 
in order to promote wide-ranging 
knowledge and independence, proceeding 
from the independent activity of the 
learners. This presupposes clear objectives, 
stimulating subject-matter, and the placing 
of possibilities of action at the disposal of the 
learners. Only then can instruction take 
place that can have an educative effect 
through the promotion of existing talents, 
planned requirements, individual advice 
and the evaluation of learning progress and 
achievement. 

What is required in order to fulfil 
professional functions of this kind, and 
should therefore be provided in study and 
training? I should like to mention three 
clements that have always been regarded in 
educational thought as indispensable 
preconditions for teachers' action: 

1.1 "thinking power and science" (Herbart) 
1.2 "tact" (Herbart) and" "levclheadeness" 
(Schleiermacher), 

1.3 "commitment and reflection" (Flitner). 

1.1 "Thinking power and science" : in 
his Allgemeine Padagogilk (General 
Theory of Education) published in 1806, 
Herbart states that the educator must 
possess "thinking power and science" in 
order to be able "to see and present reality in 
human fashion as a fragment of the great 
Whole" (Herbart 1989, Vol.II,7). "Thinking 
power and science" are the expression of an 
analytical and systematising procedure. To 
Herbart they are necessary but notadequate 
preconditions of the educator. In two early 
lectures (Herbart 1989, Vol. I, 279 et seq.), 
Herbart connects thinking power, science 
and action in educational practice. This 
makes it apparent that the concept of 
"thinking power" becomes clear only 
through that of "science". Herbart defines 
"science" asa "setof theorems amounting to 
a totality of thought, which may diverge 
and proceed as consequences from 
principles and as these from general 
principles" (ibid, 283, et seq.). Science, then, 
is a deductive system of theorems in which 
order and system predominate. Thus 
knowledge means more than insight into 
factual states of affairs and their 
interconnections, more than the penetration 
of phenomena; it means the spiritual 
construction of reality. In this connection, 
Herbart speaks of theory as a form of 
thinking in principles: "Theory, in its 
generality, extends over a wide area of 
which each individual in practising it 
touches on only an infinitcly small part; in 
its indefinitencss, which follows 
immediately from the generality, it passes 
over all the details, all the individ\l ,l\ 
circumstances in which the practician \\ iii 
find himself in any given case, and all tile 
individual rules, considerations, efforts, by 
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which he must deal with those 
circumstances. In the school of theory or of 
science, therefore, too much and too little is 
always learnt for practice' (ibid., 284). The 
thinking power possessed by the educator 
must be scientific, or theoretical, in nature. It 
is, says Herbart, the precondition for 
recognising interrelationships, to deduce 
insights from principles, and at the same 
time to think about reality generally. On the 
path to this pinnacle of science, the future 
educator must learn to acquire knowledge 
and to systematise it into a unitt. 

Of what kind must this knowledge be? 
and what kind of thinking power is 
necessary to qualify for educational action? 
A well-founded knowledgeofreality, which 
first should be "examined", then 
"(re)presented". The educator, then, should 
have the knowledge of the reality to be 
taught! and the spiritual faculty to penetrate 
it himself and from this level of knowledge 
to present it. With relation to the professional 
activity of teaching, the educator/teacher 
first requires a well-founded knowledge of 
the subject-matter to be taught, specialist 
knowledge. From Herbert's "General Theory 
of Education", however, it may be 
concluded that this is not enough. He must 
further acquire fundamental knowledge 
about the possibilities of transmitting 
knowledge, about teaching and educating. 
Only as the initiatcd can teachers 
understand various sphercs of historico­
social reality, and pass thcirwideknowledge 
of these on to learners. With relation to the 
teaching situation, we would now-a-days 
say that they need fundamental knowledge 
of a particular subject, together with 
knowledge and skills for the tcaching of this 

. subject and general education, in order to 
teach properly. In his lecture on education of 
1826, Schleiermacher names "knowledge 
and ability to teach" as the requirements of 

6 

the teacher for instruction. The "knowledge" 
relates to the knowledge of the subject­
matter and teaching it, the "ability to teach" 
a qualification to transmit subject-matter to 
be taught from properly educative points of 
view. Herbart, too, saw the necessity of this 
capacity. He therefore referred, as well as to 
"thinking power and science", to the 
necessity of "educational tact" as "the highest 
jewel in educational art" (Herbart 1989, 
VoI.If,39). 

'Teaching ability" shows itself, to speak 
in modem terms, as skill and educational 
imagination. One can describe as the skill of 
teachers a particular art of judgment and 
action in educational situations, based on 
knowledge of the subject concerned and of 
the condi tionsof the action, of preconditions 
for learning, and possibilities of teaching. 
This is to be regarded as an expression of 
professional ability, and as such is 
grounded in the course of studies. The 
academic foundations are broadened by 
application in practice and by a debate on 
theory and method. The skill of the teacher 
shows itself in the way in which subject 
knowledge is gained and methodically 
presented, how practice is shaped by 
understanding, but also how questions of 
moral education are dealt with and 
situations mastered. One thing in which this 
skill expresses itself is teaching with 
imagination, the alternation of teaching and 
learning, and the flexibility of the teacher's 
intervention according to the requirements 
of the teaching and learning. Well-founded 
action combines knowledge with experience 
in the mastering or shaping of a situation. It 
is based on an assessment of the situation 
which is in tum preceded by ideas about the 
objective of the action. Such an assessment is 
not a direct putting into action of theoretical 
knowledge, but an application of knowledge 
and experience adapted to the specific 
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conditions of the situation. It is not a matter 
of mere "common sense", but a task for the 
solution of which "as a rule special 
knowledge of an academic kind" isassumed. 
"Only those possessing the necessary 
qualifications are entitled to judge and give 
an opinion" (Koch 1991, 241) - a clear 
indication of the need for fundamental 
subject and educational knowledge. 

1.2 "Tact" and "levelheadeness" : now, how 
do well-founded actions come about? How 
can general theory be connected with the 
special demands of practic~ ? How do 
assessments of different situatibns take place 
on the basisof "academic special knowledge" 
? In the above-mentioned lecture, Herbart 
utilises fundamental ideas of a philosophy 
of the power of judgment to attain to a 
solution to these questions. He starts from 
the logical distance between theory and 
practice, and names "educational tact" asan 
important link between them. In this 
connection, he observes, concerning the 
process of educational action: "Now, 
however good a theoretician is, when he 
puts his theory into practice a missing link 
will interpose itself quite involuntarily 
between theory and practice, tha t is to say, a 
certain tact, a rapid judgment and decision" 
(Herbart ]989, Vol. I, 285). This judgment 
takes place as a reaction to the demands of a 
situation, and is based on a rapid estimate of 
the circumstances and an immediate 
decision as to possible intervention. The 
judgment of the actor, arrived at under the 
pressure of the situation, is determined 
"primarily by his fccling and only distantly 
by his conviction" (ibid). Thus, according to 
Herbart's view, it is not primarily the 
expression of a judgment of the reason, but 
predominantly expresses feeling and 
voli tion. As such, it fill s the gap "left empty 
by theory" (ibid.,286) with a regulatory 

effect. 
In Herbart's "General Theory of 

Education", "educational tact" is presented 
as the expression of empathy in the process 
of learning and education. Here it shows 
itself as a form of behaviour which enters 
into the process of intellectual appropriation 
which Herbart calls a "basic rhythm of 
concentration and reflection" and intervenes 
in it. "Concentration" and "reflection" are to 
Herbart the impression of intellectual 
activity, the basis of education and of all 
educative teaching. The essential of 
educational tact, in this case, consists in the 
teacher's "sensing" when concentration on a 
particular subject-matter must be 
supplanted by systematic reflection on this 
subject-matter. This empathy leads to a 
regulation of the process of learning and 
education. Tactful understanding and 
empathetic intervention in the learning 
process has remained until today an 
indispensable quality of the educational 
action of the teacher. It can only take place 
on the basis of systematic knowledge as a 
consequence of intelligent judgment, and is 
thus also under the influeence of personal 
feelings, sensations and perceptions. 

This observation leads to a problem of 
training: if educational tact depends on 
empathy and can thus only inadequately be 
operationalised as a condition of 
educational action, how can ways be laid 
down for teaching this tact to young 
persons? How can people be trained to be 
"tactful" teachers? Let us discuss once more 
Herbart's view that tact "only forms during 
practice; it forms through the effect of that 
which we experience during practice, our 
feeling. This effect will differ, according to 
our mood; and we can affect this mood of 
ours by means of taking thought" (Herbart 
1989, Vol.I,286). So tact, the "ability for action 
in sure command of the situation" (Muth 
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1989, 15) and "sensitivity in dealing with 
others" (ibid.,12) only manifest themselves 
in practice, and cannot be planned in 
advance, though they might be prepared 
for. How, and by what, can tactful action be 
prepared for? Being an unpredictable task 
of suitable action in educational situations, 
it cannot take place by means of practising 
fixed patterns of action. It must remain a 
spontaneous reaction. According to Herbart, 
the future educator can "prepare by taking 
thought, reflection, research, theory .... not so 
much his future actions in particular cases 
as rather himself, his mind, his head and his 
heart for the proper acceptance, grasp. 
feeling and judgment of the phenomena 
awaiting him, and the situation into which 
he will get" (ibid.). Thus "science" can best 
prepare the teacher for the art of action, 
because only thinking in general permits 
one to experience the significance of the 
particular. This does not exclude practising 
particular modes of behaviour, butputs this 
form of teacher training in its proper place, 
complementary to the study of historical 
theory. Herbart appears to have seen things 
correctly here when he observes : "Only in 
action does one learn the art, does one 
acquire tact, skill, cleverness, dexterity; but 
even in action only those learn the art who 
have learned the theory in thought 
beforehand ... and have determined in 
advance the future impressions that 
experience was to make on them" (ibid., 286 
et seq.). Here he is referring to the faculty of 
educational judgment, the ability to 
subsume the individual case by 
distinguishing between possible principles, 
rules and laws. 

Thus preparation for practical action is 
made fundamentaIly by theory, by practice 
in systematic thinking, by knowledge of the 
sets of facts, principles and rules known to 
apply to education. For instance, 
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educational action urgently requires a dear 
view of the objectives and means of 
education, of possible forms of influencing, 
of learning and its preconditions. This 
knowledge, combined with a "gift for 
invention" (ibid.,287) practised by means of 
examples, permits a well-founded 
assessment of existing educational 
circumstances. "Considerations" (ibid.) of 
this kind can provide a path to judgment 
and action, but not more, for the action also 
follows the impetus of the situation, which 
in turn is received and interpreted 
subjectively, by means of as Herbart says - a 
"peculiar way in which he (the educator: 
H.J.A.) by reason of his feeling for order, by 
reason of his judgment of human 
circumstances, is affected and excited by the 
events taking place before him" (ibid., 290) . 
By "tact", Herbart clearly wishes to refer to 
rational and emotional bases of action. 
Judgment and decision may form the basis 
of a 1\ ed uca tional tact, bu t they are 
dependent on various elements such as 
convictions, knowledge, feelings and the 
perception of situative conditions. 

If we transfer these insights to the 
conditions of today, ;t can be obse-ved with 
regard to a theoretical basis of educ, tionally 
responsible action that the basis of such 
action is solid theoretical knowledge 
together with practice in possible modes of 
action. Knowledge in particular subjects, 
the teaching of particular subjects, and 
genera l educa tion, complemented by 
knowledge of philosophy, (educational) 
psychology, the sociology of education and 
political science, are therefore the basis of 
the knowledge specific to the teaching 
profession. They cannot, however, 
guarantee well-founded, tactful educational 
action. In addition, experience is 
indispensable as it is gained by the teacher 
himself in practice lessons, and can be seen 
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in recordings of classes, and read in reports 
on educational situations. Here we meet up 
with a central question : how does the 
combination of specialist subject 
knowledge, knowledge of the teaching of 
specialist subjects, and general education 
result in the knowledge required to guide 
the teacher and a "basic educative attitude" 
(Reble 1992)? - a question that will be 
discussed again later. 

The concept of educational tact has 
drawn attention to an important side of 
teacher behaviour, the judgment of 
educational situations according to 
principles and other premises. A second 
quality of teachers to be discussed is " 
levelheadedness" (Schleiermacher). This is 
an equally important principle of 
educational action, resting, however, on 
different premises. 

Schleiermacher demands this mode of 
behaviour from teachers when dealing with 
learners. Only in this way can sufficient 
account be taken cif what the learners as 
subjects already are and wish to become, 
and what society demands of them. As a 
principle of educational action, 
"levelheadedness" is to be related to the 

. educational process. Schleiermacher 
interprets education as a form of action in 
particular situations in which either existing 
talents are stimulated and guided or their 
further development is hindered. 

According to Schleiermacher's insight, 
both forms of intervention bear a certain 
relationship to each other: " The nature of 
education lies in the fusing of the two skills 
: supporting and counteracting must coexist; 
we regard each of them alone as inadequate" 
(1966,54). Theory, Schleicrmacher's position 
runs, has the task of discussing this fusion. 
In it, support and counteraction are to be 
discussed as principles of educational 
action. Practice requires putting the 

principle into effect; this requires "the 
levelheaded attitude", "true 
levelheadedness" (1966,55), a faculty based 
on clear ideas of objectives and on 
knowledge of the forms of education and 
their effects. Levelheadedness is the basis of 
the educational power of judgment. Every 
judgment of educational situations requires 
clear ideas - about the goal, means and 
conditions of the action, the levelheadedness 
dealing with the potential of educational 
action. Its contrary would be rashness. Rash 
action is when one ignores the dialectic of 
this educational principle. This is possible 
either by exaggerated or insufficient 
supportiveness, or by the corresponding 
forms of counteraction. Levelheadedness is 
always necessary in dealing with people, to 
prevent damage by hasty judgment and 
situations brought about by this. In 
particular when dealing with children and 
adolescents, teachers must restrain rash 
emotionality both in theirlanguageand their 
actions. Levelheadedness is the model for 
the solving of conflicts. 

1.3 Reflection and commitment: W. Flitner 
has named the "reflexion engagee" of the 
educator the fundamental form of 
educational thinking and action. He defines 
the self-conception of the educator by 
calling the theory of education "a responsible 
mode of thinking including a spiritual 
decision" (Flitner 1966, 18)4. This thinking is 
carried out in a spirit of responsibility for 
young people "who need education, 
training, spiritual welfare advice, and 
support for their powers of self-education" 
(ibid.). What, then, does responsibility 
consist of? This relates to decisions that are 
made about possibilities of experience and 
behaviour, but in such a way that we may 
assume that those affected by these 
decisions, were they already capable of 
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responsible action, would wish to act in a 
comparable way. In this sense, teachers are 
responsible, says Aitner, only to those to be 
educated. They must do this in reality, at 
least as teachers, but also always in the eyes 
of society. This renders more difficult 
responsible practice, requiring as it does 
taking into account and balancing out 
various expectations and claims. 

"Commitment" generally refers to an 
"inner obligation or a feeling of obligation 
towards something." Educational 
commitment means responsibility and the 
personal effort connected with this of 
teachers towards children and adolescents 
and their claims for self-development 
through school instruction. It is based on 
notions about duties towards others. In 
concrete terms, commitment is expressed 
both in understanding of problems in 
learning and behaviour and in the consistent 
allotment of tasks in class. Reflection means 
"thinking something ou t or over, 
considering" - in this case considerations 
guided by theory. This is the basis for 
levelheadedness, indispensable as thinking 
about one's own actions and their 
consequences in responsible action as a 
teacher. Li ke the concept of ed uca tional tact, 
these characteristics are less easy to grasp 
than the other, previously mentioned 
preconditions, but they are typical features 
of educational action, which requires 
levelheadedness and tactful proceeding. 

For educationalists committed to 
teacher training, the following questions 
remain: how can we lay the foundations by 

. means of a course of studies for the kind of 
educational and methodical action 
described above? What qualifications can 
be formed by this course ? How can we 
guide students to the seriousness of 
educational thinking and action given the 
remote and abstract nature of university 
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education? In order to approach an answer 
to this question, let us discuss the second 
question formulated above. 

2) How should Students be Prepared for 
the Situation as Teachers? 

Let us commence with a historical 
retropect. In the major German- speaking 
countries, the insti tu tionalisa tion of teacher 
training took place from the early 19th 
century onwards5• The educational 
administrations decided on two types of 
institution, 'seminaries' and universities. 
At the newly-created seminaries or 
teachers' training institutes, elementary 
school teachers were given a strict training 
for their later activity; together with 
instruction in subjects and teaching 
method, class visits and teaching practice 
formed an important part of their training. 
At the universities, meanwhile, future 
teachers at secondary schools studied the 
subjects that they wished to teach later; 
during the university course of studies, 
there was hardly any connection made 
between theory and practice . This 
separation of theory and practice was 
justified by the view that those who had 
mastered a subject would also be able to 
teach it. Despite this argument, the 
separation of theory and practice was soon 
recognised as a deficiency in the training of 
teachers for secondary schools. Early 
attempts at correction, such as the 
introduction in the 1820s of a trial year 
after the final university examination were 
not, however, able to solve the problem 
since the further educational training 
depended on the methodical ability of the 
mentors at the schools7• Whereas the 
seminary training of the elementary school 
teachers was to some extent improved, but 
essentially remained as it was up to the 
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period of the Weimar Republic after World 
War Hand in the statesofBavaria and Baden­
Wurttemberg even later), high-school 
teacher training was decisively modified in 
the 1890s. A second phase of training in 
teaching method at 'high-school seminaries' 
or postgraduate institutes was introduced, 
and thus the two-phase model of teacher 
training generally valid today was 
institutionalised- at first, however, only for 
high-school teachers. This confirmed the 
separation of theory and practice in teacher 
training. 

Let us consider this development from 
the point of view of the training regulations. 
In the second half of the 19th century, the 
future elementary school teacher, after 
attending elementary school himself, 
attended a preparatory institution 
("Praparandie") for three years, followed by 
three years at a teachers' seminary, where he 
was given instruction in the relevant subjects 
and subject teaching, and practical training. 
His subject knowledge was limited, in 
accordance with his future duties, and his 
training in method was supported by 
practice. In Prussia from 1854 onwards 
elementary school teachers had (like high­
school teachers) to take a second teachers' 
examination, two tq five years after their 
first, provisional appointment. This already 
foreshadowed a two-phase training, except 
that the connection between theory and 
practice during the first phase was retained. 
After their school-leaving examination 
("Abitur"), the future high-school teachers 
first acquired a general academic 
qualification. In Prussia from 1866 onwards, 
and in Bavaria from 1873, a clearly subject­
oriented course of university studies was 
prescribed in the place of general studies. It 
included a philosophical component, but 
remained without practical relation to the 
intended profession. In the 19th century" 

practical teaching was learnt as a kind of 
craft, which from the 1890s onward took 
place in a second phase of training, in which 
practice was complemented by instruction 
in lesson planning and teaching method. 

In 1926, with the opening of the first 
Academies of Education (Padagogische 
Akademien), a fundamental change in the 
training of elementary school teachers took 
place. These insti tu tions had been concei ved 
as "Bildnerhochschulen" (educators' 
academies) and were meant, in the spirit of 
the "Jugendbewegung" or You th Movement, 
to be small-scale "living communities of 
educators" in which the training of teachers 
took place by means ofliving and learning in 
the community, complemented by play, 
singing, and travel. The drill of the 
seminaries was to be put aside, but the 
combination of theory and practice 
particular to them was to be retained. The 
Nazis subsequently politicised this training 
in so-called ''Teacher Training Uni versities", 
and after 1941 degraded the training of 
elementary school teachers by the insti tu tion 
of teacher training institutions which 
resumed the seminary tradition. 

After the Second W orId War, the notion 
of the academy was taken up again. During 
the 1960s the Teachers' Academies 
(Padagogische Akademien) were further 
developed as Teachers' Training Colleges 
(Padagogische Hochschulen) institutions in 
which academic theory in teaching and 
research gradually gained in importance 
over against practical training. The practical 
elements of the course of studies wer({ - . 
delegated to practical training departments, 
SO that the link between theory and practice 
within the academic institution itself was 
broken. At the same time, the training of 
teachers for primary schools and 
Hauptschulen, the least academic of the 
3 kinds 0 f secondary school, was organised 
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in two phases: at Teachers' Training 
Colleges (PHs) the basics of subject 
knowledge, subject-teaching techniques, 
and general educational theory and method 
were acquired, and method and teaching 
practice were carried out in "seminars". 

The period of reform in the late 1960s 
and early 1970s was a phase of intensive 
debate about teacher training. This was to be 
adjusted to the new forms of schools and 
produce a new type of teacher, differing 
from his predecessors by his special 
attitudes to educational action. As well as 
being an instructor, the new teacher was 
above all to be able to give the pupils 
competent ad vice, assess them properly, and 
educate them responsibly. It was hoped to 
gain particular ad vantage from directly 
coordinating theory and practice during the 
first phase of training. To this end, a one­
phase teacher training course was tried out 
in North German states during the 1970s. 
However, its execution suffered from the 
difficulty of finding academic teachers 
competent in both theory and practical 
teaching, or good practicians with 
corresponding theoretical qualifications. 
(How this has been achieved in the new 
federal states of the former German 
Democratic Republic in the last couple of 
years, without a loss of theoretical 
knowledge, remains to be investiga ted.) The 
social crisis in the teaching profession over 
the past 15 years or so, which led to 
considerable unemployment among trained 
teachers, also brought about a decline of 
interest in questions of teacher training, and 
resulted both in a decline in-teacher training 
measures and in a reduction in training 
facilities. General education components 
were cut down in favour of subject-related 
ones. Endeavours at reform were no longer 
fashionable; the universi ties were developed 
with other points cf emphasis. 
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The conclusion is that the development 
over more than a century has been in the 
direction of two-phase teacher training. The 
first phase contains the study of subject 
knowledge, subject-teaching skills and 
general educational foundations. This phase 
of training contains, together with the 
academic-theoretical studies, practical areas 
whose possibilities of experience could be 
better integrated into the course of studies 
by the college teachers, despite 
inadequacies. Paul Heimann stressed this 
requirement as long ago as 1962 in his draft 
Didaktik als Theorie und Lebre (Method as 
both Theory and Teaching), in which he 
stressed that the school practice components 
of the course offered an opportunity to 
combine theory and practice in a meaningful 
way. 

Let us, after this digression, take up 
again the question as to how young people 
should be trained as teachers. If we want 
people with thinking power and science, 
tact and level-headed ness, reflection and 
commitmen t as teachers, the answer- even if 
it appe<1rs a commonplace-can only be 
through thorough study both theoretical 
and practical. Theory is to give them 
academic clarity, and practice the chance to 
test and criticise what they have learned in 
theory. This procedure is a process of 
education in the course of which young 
people are to acquire "ability to act 
independently in the service of the True, the 
Beautiful and the Good" (Diesterweg 1909, 
17), so that they themselves will have striven 
for the goal that they are to pursue once 
again in their teaching in school and the 
intercourse with their pupils. They should · 
be developed ("gebildet") rather than 
moulded ("erzogen") by their training, for 
they come to us already moulded by school, 
many with enthusiasm and commitment 
for their future task in informing and 
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forming the young, less for the course of 
studies that precedes this. Educational 
studies must give them an opportunity, 
besides the acquisition of knowledge,above 
all to discuss the aims and means of 
education, so that they themselves desire 
£he 'True, Beautiful and Good", and pass on 
this desire through their exmaplc, their 
ha bi ts and their teaching, by means of work 
and play. 

What form is this training to take? In his 
"Guide" (1850), Diesterweg gives an 
indication still worth considering today: 
"Every teacher should study the things that 
are part of general human education, and 
additionally those that fit him most for his 
profession; think them over thoroughly; 
grasp the individual truths in themselves 
and in their connection with the Whole, 
relate them to cognate things, and 
investigate their relationship with 
intellectual powers" (1909, 35). Each tcacher 
should carryoutthesestudies in such a way 
that the relevant tradition of writings extant 
is thoroughly learned and reflected on. 
"Learning the tradition" and "independent 
thinking" (Diesterweg) are the two forms of 
study that are able to lead to "thoroughness 
of convictions insights and knowledge" 
(ibid.,36) . Here, academic studies must be 
complemented by practical experience, and 
in the process the relation of theory to 
practice must be decided, and how they 
should be carried out and coordinatcd in the 
two phases of teacher training. 

The two-phase form of teachcr training 
determines the course of studies, which is 
the basic component, carricd furthcr by the 
following teaching practice, with 
accompanying seminar training, to the 
conclusion of the training. This is of course a 
truism, but is too little noted in practice. This 
fact has conscquences : the university course 
for teacherss is incompletc, and passes on 

'rough diamonds', as it were, to the trainers 
in the institute of education ("Seminar"). It 
ends without having adequately practised 
the ability to teach or developed ability and 
imagi na tion in practical teaching. Its 
primary task is to promote "thinking power 
and science", and to give indications of 
"tactful and level-headed" action in school 
and teaching. The Seminar training must 
therefore proceed from the foundations laid 
at the university, and develop the practical 
side of the profession of teaching on the 
basis of relevant theory. The focus of this 
phase of professional training is the training 
in method and the handling of pupils. Here 
teaching ability and imagination are to be 
developed. Teacher training can only 
function with both fields of training 
cooperate, that is, when the teachers at 
university pay attention to both the theory 
and the practice of this field of profession 
activity and elevate it to the status of object 
of instruction in subject-teaching method 
and general educational principles. For this 
reason a form of cooperation between 
university teachers and Seminar Teachers 
must be found, in order to create continuity 
between the two phases of tranining. 

Then a second idea is importent : The 
coordination of theory and practice already 
begins during the first phase of teacher 
training - another truism that is too little 
taken note of. In all regulations for teacher 
training, theoretical studies are to be 
coordinated with teaching practice. Against 
the repeatedly made criticism of teacher 
training as being too remote from practice, 
I should like to state that teachifng practice 
offers an opportunity to combine theory 
and practice during the first phase of 
training. However, this opportunity is made 
too little use of by academic teachers, as long 
as teaching practice is inadequately 
prepared and evaluated. There are certainly 
several reasons for this, of which I will 
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mention only two. One is the inadequate 
number of hours allotted to the central 
subjects of practical and school education 
and teaching planning and method during 
the university course of studies; the other is 
the traditional aversion to practice on the 
part of many university teachers. This lack 
hinders the necessary preparation and 
evaluation of the teaching practice, in which 
the specific tasks of observation and 
planning should become the subject of 
academic reflection, if the teaching practice 
is to be meaningful. 

3. Where are the Problems in Teacher 
Training to be Found? 

In conclusion, I should like to discuss 
the difficulties that arise in the training of 
young people to become responsibly acting 
teachers, in three points. First, the 
fragmentation of portions of academic 
theory; Second, the currently dominant 
concept of "teacher training"; and thirdly 
the relation between theory and practice. 

3.1 Academic theory : the fragmentation of 
the academic theory of education into 
numerous disciplines with disparate 
segments of educational action as their 
respective topics has contributed to the loss 
of a coherent system of educational theory. 
But a systematic survey of what "teaching 
and instruction in and through the school" 
means is a basic precondition for teachers' 
developing thinking power and science in 
the educational field. The objectives and the 
means of educational action under 
institutional condi tions are the first thing to 
be worked out. First one must know what 
one wishes and for what purpose, and how 
one proposes to achieve it; then individual 
problems can be sutiably classified. 

3.2 The concept of "teacher training" : the 
authors of training regulations have totally 
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underestimated the difficulty of combining 
differing subjects wi thin university courses 
of education. Only in rare cases, such as that 
of medicine, are university research and 
theoretical teaching consistently 
coordinated in training for a field of 
professional activity. The combination of 
the humani ties and cultural studies within 
a course of education is a meaningful 
objective, but in practice functions only 
superficially, becuase agreement as to the 
selection of material between 
representatives of different subjects is 
difficult to make and even more difficult to 
realise. The university principle of the 
freedom of teaching and research often 
prevent s the coordination of courses in 
the various subjects involved in the basic 
sector of educational studies. Furthermore, 
educational studies cannot function 
properly because too little time is devoted 
to them. Compared with the subject-study 
component, the educational component has 
generally been pushed into the background 
from the 1980s onwards. The combination 
of subject studies, subject-teaching method 
and general education is in theory a 
reasonable combination, but in pr:lctice it is 
one-sided because of the dominance of the 
subject studies. 

University teacher training, centres, on 
academic studies. I see this as being in 
theory a successful basis for future teacher 
action, but practically as a programme that 
cannot be realised in actuality. 

3.3 The relation of theory and practice: all 
studies for the office of teacher are a 
preparation for action in school and 
instruction by means of theoretical studies 
to which practical experience is appended. 
During the first phase of training, a 
predominant amount of theory is combined 
with a small proportion of practice. In the 
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second phase of training, by contrast, 
practice predominates, combined with less 
theory. The dilemma of practice is the lack of 
integration into the course of studies, 
generally, teaching practice ought to be 
thoroughly prepared and worked over 
subsequently, but this would demand in 
turn devoting more time to theoretical 
studies, if the theoretical component of 
training - the basis of the development of 
thinking power and science - is not to be 
impaired. • 

At the present time, we must live with 
these inadequacies. Although the 
preparation and appraisal of teaching 
practice play an important and repeatedly 
underestimated part in the course of studies 
for trainee teachers, they cannot currently be 
appropriately emploited for the task of 
teacher training. Here there are still 
opportunities for the development of a 
theoretically well-founded professional 
training. Teaching practice during the 
course of studies can provide fields of 
experience that make a mark on the 
personality. The reason for the repeatedly 
observable neglect of this sector of 
traning is the traditional separation of 
academic theory and its application. with 
the "Berliner Didaktikum", F. Heimann 
provided a model that still deserves 
a ttention today. Uni versi ty teachers in those 
faculties one of whose emphases is the 
coordination of research and teaching with 
teacher training must take this challenge 
seriously, and develop a concept in which 
theory and practice can be meaningfully 
coordinated. 

4. Final Remark 

What appears ot me to -be the main 
priority at the present time is not the 
demand for new accents in educational 

theory in the study course for teachers, but 
to begin with the consistent use of existing 
opportunities offered by two-phase teacher 
training. This does not mean eschewing 
criticism and innovation, but rather the 
endeavour to take the requirements of 
teacher training seriously. This should be 
done by means of three measures: 
(1) by a thorough academic training for 
young people wishing to become teachers, 
(2) by the planned integration of practice 
into the course of studies, and 
(3) by the increased interlocking of the first 
and the second phase of training 

Teaching young people to be teachers 
depends, of course, on their interest in this 
task, but it also requires clear ideas about the 
objectives and means of educational action 
and concrete practice 

NOTES 

1. The topic discussed is treated 
historically and systematically as 
"professionalisation". Since the 1970s there 
has been a considerable bod y of li tera ture on 
this topic. 
2 The means, then, apply to all kinds of 
school, but have to beconcretiseddifferently 
in the elementary sch091 than, for instance, 
the secondary modern. These 'means' are 
not methods of teaching. 
3 This proposal was in some cases 
understood, in the training of elementary 
school teachers in the 19th century, to mean 
that the future teacher should have studied 
logic and psychology. This is the reason why 
seminar manuals of education often contain 
a brief relevant portion on this topic. 
4 The vagueness of such statements 
makes it harder to relate this theory to 
practice. 
S On the development of high-school 
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teacher training in Bavaria and Prussia, cf. 
Apel 1989; on that of elementary school 
teachers in Prussia, Sauer 1987 and Schadt­
Kramer 1990, which also contains further 
literature. 
6 Exceptions prove this rule; d. Apel 
1986; Schubring 1983. 
7 It may be remarked in passing that this 
trial year also fulfilled a disciplinary purpose 
by serving as a political check on the 
candidates. 
8 In his ''Theory of Education", Paulsen 
names these three forms, "example, 
discipline (habituation) and instruction", as 
means of the formation of the will. 
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