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ABSTRACT

(BEducational Reform in Germany, 1918-1933)

This thesis is an account of educational reform - proposed,
attempted, and achieved - in the so-called Weimar Republic. After
an outline of the pre-1918 school system there follows a description
of the political background to the Weimar period, with special atten-
tion given to the currents of political opinion in favour of educa-
tional reform. Next comes a survey of the Pedagogical Movement, the
collective name applied to the various independent trends among educa-
tional reformer in the years before and after the Great War, such as
the youth movement, the art educational movement, the establishment of
many private boarding schools, and the attempts to create the Arbeits-
schule and the Einheitschule, Then follows a description of the in-
volvement of the central government in educational reform during the
Weimar period, including such topics as the educational clauses of the
Weimar Constitution, the Reich School Conference of 1920, the fate of
the Reich Grundschule Law of 1920, and the unsuccessful attempts to
establigh the non-denominational Volksschule as the standard type of
school for most children, After that comes a survey of the attempts
at Lander level to give effect to the prevalling ideas in education,
dealing in particular with the attempts to implement the concept of
the Einheitsschule at all stages of education from the Grundschule to
vocational and adult education, Following that is a description of
the part played by the public experimental schools which were a

feature of this period, special attention being devoted to the main




centres of such activity - Hamburg, Bremen, and Berlin, The last
chapter looks at reform in the universities and at the not inconsider-
able changes made in the arrangements for training Volksschule teachers.
The conclusion sets out to define the essential spirit of educational
reform in the Weimar Republic and to assess its significance for

German education since 1945.
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INTRODUCTION.



The Great War ended in 1918 with the collapse of the Kaiser's
regime and the surrender of the German army. This was an abrupt change
in the course of Germany's national affairs, although pressure had
already been bullding up for some time for reforms in certain spheres.
Among these was education. With the new republican constitution it
would seem that the way was now open for extensive changes in the
structure of the nation in general and in education in particular, so
that the shortcomings of the past could be put to rights, democracy
could have a chance to teke root, and a fresh start cpuld be made after
deféat in wér had shaken national pride. In the following pages, then,
it is intended to examine the origins, progress, and significance of
educational reform - proposed, attempted, and achieved - between the end
of the First World War and Hitler's coming to power in 1933, the period
of the so-called Weimar Republic. Thereby it is hoped to demonstrate to
what extent the opportunity for a restructuring of German society was
exploited and to what extent this opportunity was missed.

The first task in such a survey is to clarify what is implicit in
the term "reform". In this it is especially necessary to distinguish
"reform" from-"change", for, although they can sometimes be used as
synonyms, there is an essential difference between'the two, a difference
wvhich determines up toapoint the material to he presented here. It must
be observed in this respect that, while all reforms are changes, nbt all

changes are reforms. In other words, a reform is a type of limited

change. It would appear, in fact, that a reform is a deliberate, purpose-

ful change based on an analysis of the deficiencies in a given situation
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together with a plan for their improvement. This implies that change,

in the wider sense, may be haphazard and not attributable to any recognis-
able cause, whereas reform must come about as the result of some human
action and can, therefore, be judged by morel principles. Reform, then,
proceeds from the volitional choice of certain individuals.

It is also necessary to distinguish "reform" from "reaction". Both
are deliberately willed changes, the latter suggesting the wish to return
to a formerly existing state, whereas the former, while not expluding
such a course of action, tends to be more frequently employed as meaning
a moving forward away from past malpractices. It is a matter of emphasis,
but the reformer is basically more interested in righting the wrongs of
the past, instead of recreating its more desirable, but now defunct,
features; and this is the sense in which it will be used here.

The points raised above have the following implications. However
much educationalists try to frame an educational policy based on
rational and moral principles, their influence is not the only determin-
ant of such action. As a social institution serving a variety of
purposes, education may be subjected to various pressures acting on it
from outside which are not all traceable to a specific hum;n agency.
Changes, as defined above, in one part of society can produce shock waves
which radiate outwards and affect other parts involuntarily. However,
in as far as it is possible to unravel the intertwined threads of cause
and effect, an attempt has been made to restrict the scope of this thesis
to a consideration of only those events attributable to some clearly
recognisable act of deliberate policy. Developments and other vague
trends, which might be described as ordinary changes, have accordingly
been consigned to a subordinate role. Also, if one accepts that the
emphasis of reform is to work towards something new, it is possible to

leave almost unmentioned those forces at work in the Weimar Republic
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which were canvassing for a return to conditions as they prevailed in

the Kaiser's Germany.

Although the stress is to be laid on educatiopal reform origin-

to say
ating from some identifiable source, it would be wrong/that such ideas
are produced in a vacuum, as if the would-be reformer were divorced from.
events around him. Thoughts of reform are, by their very nature, a
response to lnadequacies perceived in the existing circumstances, and
this being the case it is necessary, in Chapter One, to describe in
broad outline the German educational system ag it was before the Great
War, drawlng special attention to those areas where dissatisfaction was
being expressed. Only in this way can one fully appreciate the real
quality of the efforts made to introduce reform.

That we are concerned with a wider perspective than just to review
the existing situation in education follows from what was sald above
about the reciprocal relationship between education and society. Con-
sequently, Chapter Two is a brief survey of the events leading to the
establishment of the Weimar Republic, its subsequent history, and ﬁts
final collapse. Within this framework it is possible to pick out those
areas of political opinion which seem to have had most influence on the
direction of educational reform. Having a vision of an ideal society,
the p8litician has possibly more power to ;zzﬁggé&iﬂe ‘htg ' vision than
those more involved in the world of education (and thi%zgzpecially true
of those pollticians sympathetic to reform in the early days of the
Welmar Republic). After all, the success of educational reform depends
ultimately on the appeal and skill of its political supporters. Here
one must single out three schools of political belief, of which the most
important wae socialism. Originating in Germany, socialism was the
greatest single influence on the establishment of the Weimer Republic,

and the fortunes of educational reform are closely linked to it. Yet one

cannot overlook the role played by those who, while not socialist in
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outlook, were prepared to work for the survival of the new democratic,
republican constitution. The left wing of the German Libersls was such
& party, although their aims in education differed somewhat from those
of their partners. Many of the Socialists and the Liberals were further
linked by their acceptance of certain nationalist ideas. These were
presented in more muted tones, as the result of the Kaiser's policies
being regarded in some quarters as responsible for the deféat in war,
but nonetheless they did influence the course of educational reform.

As will be seen, the nation over which the Kaiser had ruled was
in reality & deeply divided country. Although the government appeared
s0 authoritzrian, there were forces at work within the country which the
government could not control, not least of which were the various
schools of thought on the subject of educational reform. In an attempt
to replace the formal, abstract approach to learning, which many schools
under the spirit of Herbart practised, there evolved a richness of
alternative proposals. While the Second Empire survived, however, these
were not likely to gain full official acceptance. Yet once the Kaiser
had departed the scene, there already existed an impressive body of
educational thought (and to a lesser extent, practice) upon which the
new government could draw in its endeavour to establish a system of
education capable of promoting the ideals of the new state. Therefore,
in Chapter Three, we turn to a description of these various bodies of
oplnion, their history and the thinking behind them, so that one may
better understand the origins of the proposed reforms and their con-
tribution to the Weimar period. All of these ideas are known collect-
ively as the Pedagogical Movement and, as far as is possible, the aim
has been to analyse it into its comstituent elements, even though they
in part overlap and some divisions are a little arbitrary.

Whereas previously attention was deveted to the theoreticians and
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the experimenters, in Chapter Four we come to the attempts made to
trangsfer their ideas into the every-day practice of the national educa-
tional system. Here the role of the central government is specifically
described. That the central government had powers over education was in
itself an innovation, and therefore it is very important to look at the
responsibilities the government assumed in this field and how success-
fully it carried them out. In Chapter Five attention is directed to
reform at provincial level for this was traditionally, and continued to
be, the most effective centre of educational powers. Thus, for reform
to be fully implemented it had to be acceptable at this level. Since it
would have been somewhat tedious to catalogue the situation in each of
the sixteen provinces, the discussion centres instead ©O1 the

various branches of the school system in turn, referring only to those
provinces which had a special contribution to make to the reforms within
a given section., In Chapter Six the experimental schools are described.
These institutions tried to cast off as far as possible the bureau-
cratic chalns which bound the ordinary state schools, so that they were
relatively free from outside interference. Thus they do not fit into

any scheme so far described, and yet their role as the proving ground

for new ideas was so important that they deserve separate treatment.
Again it would have been monotonous to describe all such schools, unique
as each one was, and so their mein features have been established by
desqribing the experimental schools in the leading centres of Hamburg,
Bremen, and Berlin, and only making passing reference to the more out-
standing features of the rest. Chapter Seven .takes up the theme of
higher education. Here we shall see that the universities, because of
their special position in the educational system, were very resistant to
reform. It was in the question of teacher training that the universities

were most closely involved in attempts at reform, even though ultimately
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they were little affected by it.

In the €onclusion some assessment has been attempted of the
essence of educational reform in the Weimar Republic. Whereas as it
has been stated above that moves for reform in this period were a con-
tinuation of an already strong reform movement originating in the pre-
war era, it is here germane to examine those features of educational
reform in the Weimar Republic which mark it off from what preceded it.
It is also necessary to look at the reasons why, in comparison with the
strong demands for educational reform which Wwere made during the period,
the final belance shows so little actual achievement, and whether this
fact in any way either contributed to, or helped to delay,the disaster
which was to overtake Germany with the coming of Hitler. Lastly, it
is necessary to look at the Germany of today, both the Democratic
Republic and the Federal Republic, so that one may assess the influence
exerted on modern education by the ideas and efforts of the men of
Weimar.

A final word needs to be said about the problem of language. The
names of German institutions, educational or otherwise, have been left,
unitalicized, in German rather than use their nearest English equivalent,
which may not quite captute. their distinct nature. The first time such
a term appears either its meaning will be conveyed by a special note or
the context will make it clear. Thereafter reference may be made to
the Glossary in which all such expressions are explained. In addition,
the titles of all books and similar publications in German are given in
their originzl form, followed immediately by an English translation.

All quotations are in English; that some had to be translated specially
from German for the purposes'of this work is acknowledged by means of

a note.
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CHAPTER I

THE PRE-1918 EDUCATIONAL SYSTEM



Reform has no meaning if it is not known which conditions
provoked the cell for reform. It is therefore necessary to look at
éducation in Germany in the years before 1918 before turning to a
description of the roots of reform thinking and its effect on educa-
tion in the Weimar Republic. To be more precise, the following is an
account of education in Prussia, for Prussia was by far the largest and

Reich,

most important state within the Second Hepiwre. However, reference is
made to other states where these show material differences from the
Prussian model if these are significant in the light of later develop-
ments. |

As early as 1794 Prussis had made the provision of education a
function of the civil government. It was, then, the first nation to
take over a task which had hitherto been the prerogative of the churches,
and as a result Prussian education became a model for those countries
which sought to make thgir own educational systems more effeciive than
could be achieved by voluntary efforts alone. The rise of nineteenth
century Prussia to pre-eminence in Germany and on the Continent as a
whole was attributed to the excellence of its education. Yet towards the
end of the century the very changes in society which the provision of
universal education had in part brought about became in turn the caumse
of demands for educational reform, so that education might better keep
in step with the new social conditions. Foremost among these changes
was the rapid industrialization of Germany which wideigpread literacy
had helped to make possible. That reforms did not readily occur was due
to the way ia which Germany was ruled (for the Kaiser still believed in

his divine right to rule, with the inevitable consequence that his
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government was the most autocratic in western Europe) and this of

course was reflected in the administration of education. Although
education was decentralized in the sense that even after 1871 there was
no national authority responsible for the control of education, each of
the member states of the Empire nonetheless kept rigid centralized
control within its own borders. The respective ministries responsible
for the administration of education supervised every detall of the
running of the schools. Curricula, syllabuses, teacher certification
and employment - all were decided by civil servants, so that the initia-
tive for educational rgform usually depended on the good will of the
central authorities and could therefore rarely proceed from school or
classroom level., Since the central amthorities were the servants of
governments owing no responsibility to publicxlly elected representatives,
they proved in the maln to be rather insensitive to pressures exerted
from below.

The system of education over which the Prussian civil service
presided was basically bi-partite in character, the division between the
two parts being determined by social factors. For the great mass of the
population, which formed the working class, schooling was provided in the
Volksschule, .This was an eight-year school to which pupils were admitted
at the age of six. It was organised on a denominational basis so that
a Volksschule was designated as being elther Catholic, or Protestant, or
even Jewish. In practice this meant that all the staff and puplls were
of the same religious conviction, the respective clergy had certain
rights of inspectlion, and the whole school was geared to creating the
ethos of its particular confession. Elsewhere in Germany there was a
proportionately'small number of inter-demominational schools where the
ratio of pupils belonging to the two major religious groups was
mirrored by a similar division in the staff, In this latter type all

the pupils were taught together except for religious instruction where
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they were, of course, divided into their denominations. In all the
#olksschuleu the aim was to impart the necessary elementary knowledge
sufficient to produce an efficient work-force but not one so highly
trained as to give the pupils ideas above their station in life., The
teachers were themselves former Volksschule pupils who, upon completion
of the full eight years, had moved on for a further three years gensral
education at a Praparandaranstalt before receiving their professional
“4rosning
eduoabion at a Seminar. The atmosphere in the Seminare was rather
jlliberal. TUsually located in a small country town, the Seminar imposed
restrictions on personal freedom and set out to impart only the very
minimum of knowledge and skill while discouraging independent thought
and a sense of professional dignity. The Volksschule teachers, despite
the limitations of their training, were in the main articulate and polit-
ically conscious, and thus they acted as the spokesmen for the working
class, from the ranks of which they were in any case largely drawn.

Within the ambit of the Volksschule but distinct from it was the
Mittelschule. This had been recognised by Prussia in 1872 and it remained
essentially a north German institution. It offered a six-year course to
which pupils at the Volksschule could trensfer at the age of ten. The
curriculum aimed at a higher academic standard than that at the Volk-
sschule but still concentrated on subjects with practical application,
including one modern fopelgn language. The school owed its origins to
the w;sh in certain quarters that there should be a school which might
gerve the needs of those who required more than just elementary education,
while at the same time remaining close to the world of practical affairs.
In practice the Mittelschule was used by those young people who hoped to
take up middle grade positions in industry and commerce.

The second branch of the educational systemlconsisted of the

h¥here Schulen. This was the collective term for the various schools
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used by the upper stratum of society to prepare for the highest positions
in industry, the army, and the professions. Pupils usually entered such
a school at the age of nine, the preceding three years having been spent
in a private Vorschule where the necessary rudiments of learning were
acquired. The types of h¥here ScheMule were very numerous, but for the
sake of simplicity the number can be reduced here to three - the Gymnas-
jum, the Realgymnasium, and the Oberrealschule., Of these the Gymnasium
was the oldest, most common, and most prestigious type. Its devotion to
Classical studies went back to the Humboldt reforms of the early nine-
teenth century, but in the following decades much of this spirit had been
lost in favour of pedantic attention to the minu%?e of grammar and an
accumulation of many other subjects all deemed necessary for a future
servant of the state. The Realgymnasium reflected these developments
in that Latin was all that remained of the Classical spirit. The
Oberrealschule, too, had attempted to build its course around a more
modern core and concentrated therefore on modern languages, mathematics
and science, For the whole of the nineteenth century the Gymnasium had
been the only school authorized to conduct the Abitur examination, which
entitled all successful candidates to admission to higher education, but
by 1901 this right bad been extended to the other two types as well.

The Abitur examination was the culmination of at least nine years spent
at the h¥here Schule, but promotion at the end of each year to the next
higher grade was by no means automatic.

On these three basic types of hHhere Schule there were certain
variations. Each had a six-year equivalent (the Progymnasium, the
Prorealgymnasium, and the Realschule) for those requiring a less exten-
sive grounding in academic studies. These schools also had the advant-
age that to have studied in this way for at least six years entitled any

pupil to a one-year reduction in the length of his compulsory military
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service. AL the same time some attempts had been made to reduce the
many divisions between the h¥here Schulen, for these implied in effect
that a child's schooling (and therefore career and life) was determined
by a once-and-forever decision at the age of nine. Some overlap in
their separate curricula was the aim, and in practice this was achieved
by delaying the introduction of Latin (if it was included in the time-
table at all) until the beginning of the fourth year. In this way it
was possible to so arrange it that all three basic types of h¥here Schule
could at least have the same curriculum for the first three years.
Centres for such experiments wereuAltona and Frankfurt-am-Main, and
the schools involved were known as Reformgymnasien.

The teachers at the h¥here Schulen had all studied at a university.
Before they‘were accepted as teachers they had to pass a state examina-
tion in thelr chosen subjects of academic study, serve for two years. as
probationary teachers, and then pass a second state examination in
matters relating to education.

Girls' education was organised in a slightly different way.

The Volksschule was co-educational? but it was in the sphere of the
h¥here Schulen that the common German prejudice that a woman's place was
in the home manifested itself. The opportunities for girls to gain an
education here of the same standing as that available to boys did not
exist., No matter how similar the work was in a girls' h8here Schule to
that in one for bays, it was not until 1908 that the girls' h8here
Schulen were accorded the right to conduct the Abitur examination, there-
by entitling girls to admission to a university. In that year a reform
of girls' education was carried through so that the following pattern
became officially accepted. The basic kind of girls' h8here Schule was
the Lyzeum which offered a seven-year course beyond the age of nine.

If it was intended to study for the Abitur it was usual to transfer
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after three years to a Studienanstalt, (of which there were three types
parallel to the boys' h8here Schulen), for six years. In this way the
system for girls resembled the 'reform' type of Gymnasium._ For those
girls wishing to continue their education beyond the Lyzeum a further
one, two, or three years study of, in the main, non-academic, feminine
subjects was possible at a Oberlyzeum or a Fraueng schule.

To complete this description some reference must be made to voca-
tional education. It was a principle firmly established in Germany that
the schools described above should impart a general education of no
specific vécational relevance, The time for this came when a young
person left the Volksschule and enrolled at a continuation school.

Vith industrialization the need had grown for technical tralning and this
had at first been organised in schools which opened on a Sunday. Yet
increasingly the tendency was for the young trainee to attend on a week
day, for which he was permitted to be absent from work. Although such
arrangemnents were widely available, not all leavers from the Volksschule
automatically spent some time here. The curriculum, too, was not orgén-
ised according te an& consistent principle.

This picture of the outside of the Wilhelminian school system
needs, howevér, to be matched by a description of the general atmosphere
which prevalled within the schools. In the main the schools were drab,
discipline was harsh, the teachers were strict and aloof. The pupils
sat in fixed‘rows of desks and were expected to sit silently while the
teacher expounded the material to be learned without question. Only when
invited to ahswer a question were the pupils permitted to speak. The
subject matter was presented verbally with stress on theoretical aspects
often beyond the pupils' own experience, No deep understanding or in-
sight was demanded of a pupll, it keing sufficient that he should learn

a plethora of unrelated facts by dint of constant repetition. 1In short,
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the atmosphere was one of unimaginative formalism. Gerhardt Hauptmann,
the dramatist, when recalling his school days in the 1880s summarised
the prevailing atmosphere thus: "The man who stood behind the teacher,
invisibly setting the tone, was not Lessing, Herder, Goethe, or
“Socrates, but the Prussian drill-sergeant" 2). In the literature of the
period there are several distressing pictures of school lifea), and the
incidence of schoolboy sulcides was markedly high4). For many, then,

school was not a pleasurable experience, and the educationalists were

coming to realise this.
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Notes

1. This means that boys and gids attended the same school, but
they were not necessarily mixed for lessons.

2. Gerhardt Hanptmann; Das Abenteuer meiner Jugend (Berlin: 1937),
Vol 1, p. 261.

3. e.g. Thomas Mann Buddenbrooks, Heinrich Mann Professor Unrat,
Friedrich Huch Peter Michel, Emil Strauss Freund Hein, Holz &
Jerschke Traumulus, Frank Wedekind FrHhlings Erwachen, Otto
Ernst Flachsmann als Erzieher, Georg Kaiser Rektor Kleist, Otto
Bierbaum Stilpe, Robert Musil Die Verwirrungen des Z8glings

TYriess.

4, In Prussia the following numbers of schoolboy suicides were
reported in the years immediately before the First World War.
65 (1909), 59 (1910), 72 (1911), 84 (1912), 67 (1913).
However, it is interestingto note that the figures were only a
little lower in the Weimar period: 41 (1923), 56 (1924), 52 (1925),
63 (1926), 68 (1927). Figures quoted in Reinhold Lehmann,
"Germany", Educational Yearbook of the International Institute of
Teachers College Columbia University 1928 (New York: 1928), p. 121.
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CHAPTER Il

EDUCATION AND POLITICS
IN THE WEIMAR REPUBLIC




In the autumn of 1918 the German high command informed the
Kaiser that Germany could not win the war and that therefore it was
proposed to seek an armistice with the Allies. That it was decided not
to fight the war to an incontrovertible conclusion was due to the German
expectation that any peace treaty would be based on President Wilson's

Fourteen Points which, inter alia, promised no annexations and no

reparations. Yet Wilson made it clear that before he would open nego-
tiations with the Germans he would like to see a more democratic govern-
ment in power in their country, preferably without the Kaiser as head of
state., Thus the Kaiser was prevailed upon to abdicate on 9th November,
1918, and the armistice was signed two days later, In the preceding

two months the government had already been widened to include more demo-
cratic elements, and for the first time members of the SPD (German
S'ocialist Party) were given cabinet positions., It was these men who
were left holding the reins of power when the Kaiser departed, although
their newly-found authority did not go unchallenged. Throughout the
country workers' and soldiers' soviets were springing up on the Bolshevik
pattern, which attempted to force through a revolution similar to the

one which had occurred only the year before in Russia. The Socielists,
however, mindful of the fate of Kerensky, made a pact with the army high
command with whose help they were able to suppress brutally this threat
from the extreme left. By February 1919 the new rulers were sufficiently
in control as to be able to hold elections for a national assembly in
which the SPD was the largest single party. Meeting in Weimar, the
delegates drew up the new constitution which was ratified on 1lth August

12919.
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In this way Germany was transformed in less than a year from a
militaristic, autocratic monarchy into an apparently democratic republic.
Unfortunately, for the next fourteen years the country had to struggle
to overcome a series of internal and external crises. Political
assassination was commonplace and attempted coups d'état not unknown.
The Treaty of Versailles weighed heavily and produced much unrest with-
in the éountry. Above all, the severest shocks were caused by the
inflation of the early twenties and the economic depression resulting
from the Wall Street Crash of 1929. In such an atmosphere it was
difficult to make democracy work, especially since the politicians who
worked to uphold it were generally inexperienced and ineffectual. A4s a
result democracy never took root among the majority of the population,
and support grew for a single strong man to direct the nation's affairs
without the restriction of checks and balances, After 1930 it became
impossible for stable coalition governments to be formed and the Presid-
ent had to make use of his powers to nominate personally the Chancellor.
Thus in 1933 Hitler was summoned to fill this position and, with the
ground‘already prepared for him, he found it easy to remove whatever
vestiges of parliamentary democracy still remained.

We have seen, then, that the parties of the left played an import-
ant role in the establishment of the Weimar Republic, Although divided
among themselves, it was to them that the population turned to run the
country when the policil\ies of the Kaiser and his army had led to such
disaster., This, of course, had consequences for education which make it
necessary to understand something of socialist thought.

The SFD had been formed in 1875 in response to the increasing pace
of industrielization which had occurred in Germany after the unifica-
tion of 1871. Despite hostility from the ruling elites, the SPD had

become the largest single party in the Reichstag (lower house of
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parliament) by 1912. Towards the end of the Great War the party had
split into the Majority Soclalists, who broadly supported the war aims -
of the country, and the Independent Socialists (USPD), who, with the
defeat of Tsarist Russia, were opposed to further war against worker
colleagues in countries with a more democratic government than their own.
Further left was the Spartacist League which instigated the Bolshevik-
type revolution in late 1918. In 1922 this became the German Communist
Party (KPD) which attracted into it some of the more extreme elements of
the USPD, while those remaining rejoined forces with the SPD proper.

The cause of these divisions was basically the attitude each of
the parties had towards Germany's imperial past. The SPD, as we have
seen, was quite prepared to form an alliance with the bapkbone of the
Kaiser's state rather than countenance a revolution which might sweep all
traces of that away. In spite of this, or perhaps because of it, the
SPD was the‘largest of these left-wing parties and always commanded a
good propartion of the votes in all the elections during the Weimar
period. It was also strong in some of the provincial parliaments.

Yet thg antagonism of the SPD with the other socialists caused the SPD
to turn for support to the less radical parties which favoured é
republican form of government, such‘as the German Democratic Party

(DDP) and the Catholic Centre Party. This schism was politically
regrettable since this was without doubt the cause of the failure of
many socialist ideals being put into practice in the new state., However,
it is still probably true to say that the Weimar Republic was born out
of widespread public support for left-wing policies, coupled with the
feeling that the capitalist order had yielded to a new era in soclal
organisation. A new society demands a new educational system. What did
the socialists have to offer in this respect?

Karl Marx had taught that the proletarian revolution would inevit-
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ably overthrow the capitalist system as a fact of historical change

and that therefore no human agency would be able to prevent this.

Since man was thus powerless over his fate there could be no such

thing as moral respomsibility, and for education this implied a
restricted role of merely teaching the individual how best to take his
place in the real world of earning a living. However, the years passed
and Marx's prediction did not come true., In 1898 E, Beranstein proposed
a revision of Marx's doctrine, that found considerable approval, namely,
that the workers should not passively walt for the coming of the revol-
ution but should take active steps to hasten its arrival., The form

that this new involi?ent was to take was open for discussion, but for
education tihe essential point was that it was now accepted that the will
of man had a part to play in the determination of his fate. If one
concedes the necessity for one to take some responsibility for the con-
duct of his affairs, then a fuller educational programme becomes possible.
For the orthodox Marxist educatiqn was primarily vocational prepara-
tionl>, but for the more moderate socialists a moral dimension was now
added to this, In addition to learning a vocational skill and undér-
standing the economic structure of society, the latter maintained that
education should also prepare the pupil for living in the coming society
by acquainting him in advance with the new personal relationships which
would develop therein. In this way education, and not revolution,
became an important way for bringing about the socialist millenium.

Two aspects of socialist theory are especially relevant to a wider
delineation of its educational programme. Firstly, for the socialist
economic forces alone determine the fate of the world. There are, then,
no absolutes and nothing exists beyond material reality. Consequently
it is impossible to define education as a process of matching the pupil
to a system of pre-determined, immutable values. Instead the reverse
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is the case., The final end of education is unknown since that depends
on the differing characteristics of each pupil, and so the aim now
becomes to ensure that a pupil is enabled to reach the fullest devel-
opment which his individual capabilities will allow.

This emphasies on individuality is in part balanced, and in part
supplemented, by a sécond aspeét of socialist theory, namely, that the
present inegualities in the organisation of society will give way to a
new system in which there are no divisions, no classes, no barfiers
between men. The implications of this are considerable. There will be
no leisured &lite living off the produce of the toiling masses, but
ingtead all will have to contribute their talents to the benefit of
soclety. As a result the classical distinction between liberal and
vocational education will disappear., Then, if the means of production
are jointly owned there can no longer be a system of social status based
on préperty7 The respect due to a man will not depend on his possess-
ions but rather on what he intrinsically is. It follows that all men
will be presumed equal so that traditional distinctions, as between
worker and employer will of course become irrelevant, as will any
previously presumed distinction between the sexes or between adult and
child. Eduwcation will deal with all these categories according to their
merits. Finally, the assimilation of those with wealth (and therefore
power) will mean that the form of government most appropriate to these
new circumstances is no longer an oligarchy but rather a democracy in
which the power for the donduct of the affairs of society resides with
every one of its constituent members. As a result the masses are no
longer obedient, submissive, mindless labourers but will become instead
emancipated, autonomous citizens who freely and responsibly play an
active part in ordering the commuhity in which they live, Each person
has a duty tp develop those virtues which will ensure the smooth running
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of the group, foremost of which should be the readiness to subordinate
selfigh desires to the welfare of the whole. Here education had an
important part to play by giving the opportunity for communal action
to promote a sense of mutual'inter—dependence.

In practice the socialist school would be as follows. All pupils,
boys as well as girls, in a given locality would attend the same school
for the whole of their school career. In this way no 5lite schools
would exist and no one child would have more favourable opportunities
than any other. The resulting body_of shared experience and knowledge
would promote a sense of solidarity. Internally, however, the school
would be sufficiently flexible to be able Fo discern and then further the
differing individual talents of the pupils., %The curriculum would have
less time for abstractions, but would concentrate on practical subjects,
stressing vocational relevance and nearness to life. The competitive
spirit of the old school would yield to a willingness to work together,
as in project work and discussion groups. The teachers would no longer
feel they were educating towards fixed standards 5ut would devote their
full attention to the welfare of each pupil. Instead of task-masters
they would thus become advisors and friends. Administration would be
taken out of the hands of the bureaucrats and given to those most
directly involved in the well-being of the school - the parents,
teachers, and pupils. It was obvious that considerable reforms would
have to be undertaken if existing German schools were going to be
adapted to the socialist model.

Although they were the main impetus behind the establishment of
the Weimar Republic in its final form, the socialists were aided by
other shades of political opinion which, although they did not share
' the same ideology, did nonetheless believe in the virtues of a repub-

lican democracy. Foremost among these were the Left Liberals of the
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Réch
DDP. The growth of industry in the Second Bmpiwe with its tendency

towards forming caftels had not in Germany, as elsewhere, particularly

favoured the prosperity of the small businessman., The DDP was, there-

fore, as its name suggests, prepared to work to preserve the new state,
even though its aims, including those in education, differed frém those
of its partaer.

Fundamentally the Liberals believed in & laissez-faire economic
system ip which there were no checks on the operation of a free market
in trade. In this way supply could be perfectly matched with demand,
the efficient would prosper and the inefficient go to the wall. In
order for the system to work properly it was necessary to ensure that
every person was able to participate without hindrance, and this was
where education had a part to play. Schools were to reflect this
emphasis on competition and the object of educational reform was to
remove the inefficiencies in the system which prevented the individual
from finding the position in socliety for which his special talents
fitted him. Ability was the sole criterion to decide the type of educ-
ation a given child would receive, and schools which set out primarily
to bestow the distinguishing marks of a particular social class were to
be replaced by schools which permittéd the able, regardless of their
soclal origins, to develop their full potential. The curricula of the
schools, too, needed reform so that the ideals of liberal education (as
propounded by Aristotle), with their devotion to studies pursued for
their own sake, could be replaced by subjects with greater practical
bias and more relevant to the modern commercial age.

Apart from their republicanism, the SPD and DDP also exhibited

2)

certain nationalistic tendencies, Hans Kohn maintains that the over-

all trend in German history between Napoleon and Hitler was a gradual
o

rejection of the ideals of democracy, as pursued by the other nations of
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Western Europe, in favour of the aggressive assertion of German national
superiority. Although in some cases this may appear inconsistent with
the ideology of certain parties, most parties with the exception of
those of the extreme left found great difficulty in freeing themselves
from the tendency towards chauvinism. Even the SPD, desgpite its ideal
of international working-class solidarity, voted in favour of the war
in 1914, and, as we have seen, was prepared to conclude a pact in 1918
with the militarists of imperial times rather than ally itself with the
USPD. The reason for this is difficult to explain but some factors may
help to throw some light on the problem. Geographically Germany had few
natural froatiers, in religion and history the country showed little
unity. The German natiqnal idea was, therefore, founded on the more
intangible unifying principle of a common culture and a belief in a
purity of race and a way of life which, since at least the time of
Tacitus, had remained unaffected by forelgn incursions. Because, then,
the foundations of the nation were based on such vague concepts, many
Germans found it necessary to compensate for this deficiency by over-
asserting their sense of nationhood. For the SPD and the DDP to have
consistently opposed this would have seemed to strike at the very rules
within which the whole business of politics was conducted.

X must, of course, be stressed that those to the left of the SED
were not tainted in the same way, and in view of the general mood of
disillusionment which dvertook the country in late 1918 with the policies
of aggressive German nationalism it was to the parties least associated
with the country's former war aims that the bulk of the nation turned.
Nationalism did not disappear completely but in the early years of the
Weimar Republic it was unfashiomable to uttér such sentiments. For a
while, then, the more extreme manifestations of German nationalism were

suppressed, even if not entirely eradicated. However, as the years
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passed the aationalists were able to reasgsert themselves more by convinc-
ing the public that the surrender of 1918 and the acceptance of the terms
of the Treaty of Versallles were a betrayal of German national interest
on the part of the republicans, and thus bring about the eventual rise

of Hitler; Speaking with reference to education it would be true to say
that nationalism in the Weimar Republic was never dominant. It tended

to play down its racialist elements, and it contained none of the grand-
iose rhetoric of the previous epoch. Nonetheless its presence was
unmistakable.

In practice the strains of German nationalism can be detected in
the demand made by Johannes Tews that the nomenclature of German educa-
tional institutions should make use of German, and not Latin, words.
‘Furthermore, there was a demand for a truly German school, in the sense
that instead of making foreign culture, especially that of Antiquity, the
cornerstone of the curriculum in the h3here Schulen it would be better
if young Germans could learn about matters of more immediate signific-~
ance to»them, such as German geography, German history, and German
culture, The nationalists also opposed the bi-partite school system
because a more unified school system would create a greater sense of
unity in a country remarkahle for its internal divisions. In this matter
there are links with the educational policies of the socialists and
liberals, as there are also in the common stress on individualism. For
the nationalists, however, individualism meant producing young Germans
who were recdgnisably different from other nationalities. Not the full
development of the abilities of the individual but rather the cultiva-
tion of the irrational became the aim. Pursuit of objective truth could
not mark out a German from the rest of humanity, and so this could only
be achieved by emphasising the idiogyncratic and bizarre as the end of

educational endeavour. Finally, those of nationalist leanings were
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disenchanted with the effects of industrialization, This had caused
the sudden growth of the large towns drawing people away from their
traditional homes in small rural communities. These, it was felt,
were the fountainhead of all that was quintessentially Germana).
Therefore the nationalists supported any plan which set out to reduce
the flight f{rom the land and make rural schools as attractive as their
urban counterparts. It was also felt necessary to introduce town
children to thelir country heritage at every possible opportunity.

It must be emphasised that not a;l educational reformers were
consciously working for political ends. The programmes outlined above
form a baquround against which education in the Weimar period was
conducted, The ideas are merely those with a contribution to make to
reform; the reformers used the? singly or in combination to produce
their own version of desirable educational ideals without necessarily
being aware of their significance peyond the realm of education. The
conclusions which the educationalists had drawn from these ideas and

the concrete shape they gave to them is discussed in the next chapter.
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Notes

1.

cf. "™odern industry ... through its catastrophes imposes the
necessity of recognising, as a fundasnental law of production,
variation of work, consequently fitness of the labourer for varied
work, consequently the greatest possible development of his varied
aptitudes... Modern industry... compels society, under penalty of
death to replace the detail-worker of today, crippled by 1ife-
long repetition of one and the same trivial operation, and thus
reduced to the mere fragment of a man, but the fully developed
individual, fit for a variety of labours, ready to face any change
in production, and to whom the different social functlons he per-
forme, are but so many modes of giving free scope to his own
natural and acquired powers. One step already taken towards effect-
ing this revolution is the establishment of technical and agri-
cultural schools, and of écoles d'enseignement professighel, in
which the children of the working men receive some little instruc-
tion in technology and in the practical handling of the various
instrumnents of labour... There can be no doubt that when the
working class comes into power, as inevitably it must, technical
instruction, both theoretical and practical, will take its proper
place in the working class schools. There is also no doubt that
such revolutionary ferments, the final result of which is the
final abolition of the 0ld division of labour, are diametrically
opposed to the capitalistic form of production, and to the economic
status of the worker corresponding to that form." - Karl Marx,

Das Kapitel (London: 1908), pp. 493-94. Quoted in David Childs,
East Germany (London: Ernest Benn Ltd., 1969), pp. 181-82.

Hans Kohn, The Mind of Germsny (London: Macmillan, 1962).

cf, "Yet the town, in particular the large city, has never really
been accepted in Germany as an environment worth living in. Where
writers dealt favourebly with city life, their works were soon
denounced as 'asphalt literature'. The simultaneous glorification
of the country as the home of everything healthy and denigration
of the city as the root of all evil is a solid stereotype of a
cultural pessimism that appears in the elementary school primer

as well as in the parting speech of the principal on graduation and
indeed in declaratious of government policy; and is a symptom of
a lack of urbanity." - Ralf Dahrendorf, Spciety and Democracy in
Germany (London: Weidenfeld and Nicholson Ltd., 1968), p. 50.
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CHAPTER III

THE PEDAGOGICAL MOVEMENT




The Pedagogical Movement was the educational expression of the
forces described in the foregoing chapter. It is, therefore, the name
applied to the various attempts at educational reform in Germany,
starting at the end of the nineteenth century and continuing down to
the present day. Although here the centre of interest is the progress
of reform during the years of the Weimar Republic, to see this in
perspective one must trace back the lines of development to the time of
the Second Impire, for it is here, with Germany's rapid industriel-
ization, that one must look for the origins of what, after the Great
War, was to determine the shape of educational thinking and attempts at
reform. In this various threads can be discerned.

The Autonomy of Education

In the closing decades of the ninéteenth century the concept of
educational autonomy gained wider acceptance. By this is meant the
view that the methods and aims of education should be defined solely by
reference tg thoge who are involved in the educational process. In
other words, education should not be the servant of political, social,
or economic ends, but should rather concern itself primarily with the
requirements of each pupil, so that the maximum personal development
might be attained. To define educational policy one should not look
beyond the welfare of the individual child. Rousseau, &a century earlier,
had believed this, and the work of Pestalozzi and Froebel shows that
such ideas gained some acceptance in Germany. However, by the middle
of the nineteenth century, Herbart had become the mentor of education-
alists, and it was not until the end of the century that Pestalozzi's
views returned to favour. That this happened was due partly to the fact
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that Pestalozzi's observations now seemed to be confirmed by the
findings of men working in the new academic fields of psychology
and sociology.

Peychology in Germany owed its acceptance as an approved academic
study to the work of Wilhelm Wundt, for it was he who devised the

|
methods of experimental psychology which produced scientifically accept-
able data. Before long the fruits of such work were belng applied to
the study of child behaviour, with ohvious relevance to education.
This can be seen in a number of important publicationsl). Further-
more, the German Association for Child Psychology was established in
1897. The’two most noteworthy figures working in this field were Ernst
Meumann and August Ley. The former, a professor for a time in Hamburg,
believed that by experimentation it would soon be possible to arrive at
a comprehensive set of scientific laws by which the whole of education
could be organised. The latter showed more awareness of the moral
aspects of education - and preferred observation in the classroom to
individual testing in the laboratory.

The results of such work were to change the contemporary way of
looking at the child. It was seen that the child could no longer be
regarded as an adult in miniature. The methods of teaching adults
could not be us;d with children, for both had reached different stages
of development. It was now felt to be wrong that a child should be
expected to sit without woving for long periods and to learn unrelated,
examinable facts by rote memorization, for it was seen that his
natural urge was to move about and explore his surroundings. He wanted
to see and touch objects, learn about their characteristics by feeling
them and observing them in use. On the other hand, his powers of
abstraction and generalization were almost non-existent. Education,
then, rather than impose adult standards, should exploit these natural
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tendencies of the child in the interests of more effective learning.

It was held that each stage of growth must be properly completed.

Thus by teaching the child in a manner appropriate to his age, one was
ensuring the possibility of further growth and the attainment of matur-
ity. Yet, since each person matured at a different rate and since each
displayed differing potentialities, it was not possible to teach all in
the same .anner and at the same speed. The school should be trans-
formed into a place where the child could move abput free;y, devoting
hisg attention to those objects which engaged his interest. Subject
divisions should no longer exist, for these were adulf compartmental-
ization of the real, undivided world, which the child should study
malking use of whatever branches of kpowledge were appropriate to the
matter in hand and the pupils' needs. The teacher should not impose
uniformity but should function as an advisor, discerning the needs of
the individual, creating an environment in which the child was stimulated
to learn, and guiding each child to his own understanding of the world
about him. Activity -~ not passivity, individuality - not umiformity,
reality - not theory, were the watchwords.

Allied to this acceptance of the findings of psychology it is
possible to outline the following developments. The child was regarded
by some, as growing quite independently according to the laws of his
own development. He carried the seeds of his own perfection within him,
and educaticn was a matter of warding off any negative influences which
might interfere with their germination. The most influential express-
ion of this point of view, according to which the child was held in
almost reverential awe, was found in the Century of the Child by the
Swedish eduéationalist, Ellen Key2), first published in German trans-
lation in 1902. Also one may mention "personality pedagogy". This

3)

derived its name from a book by Ernst Linde which asserted that the
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aim of education was no longer fo impart knowledge but rather to
promote the full development of the child's personality. The teacher
was no longer a man of learning but a man of charisma. The corner-
stone of the curriculum was to be the study of the lives of great men,
The most important exponents of this view in the classroom were
probably Heinrich Scharrelmann and Hugo Gaudig.4)

At the same time as the developments outlined above, the related
study of socioclogy was establishing ;tself as a reputable academic
discipline, the findings of which, too, had application to education.

The work of Ferdinand T¥nnies, although not explicitly about education,

was very influential. In 1887 he published his Gemeinschaft und

Gesellschaft (Community and Society) in which he gave a rationalised
account of a phenomenon about which many Germans had an intuitive feel-
ing. A Gemeinschaft was defined as a soclal unit in which all the
members worked together and contributed to their mutual welfare. Each
person was bound to his neighbour by a bond of common interdependence.
TYnnies presumably had in mind the older rural communities in which all
the villagers knew each other and worked together as a self-sufficient
unit. As a result each member knew his place in the group, knew what
others expected of him and what he could expect of others. There was a
sense of ?elonging and a phint of reference about which life could be
organised, With this TYnnies compares, unfavourably, life in a
Gesellschaft, which he defines as an arbitrary grouping of people.
These 1live in the same neighbdurhood but beyond this have no common
link. Work is done outside the locality and has no obvious place in
the maintenance of the group. Presumably the new industrial towns
provided the model for this, for here the bond of a common fa¥e no
longer existed, the feeling of mutual dependence grew weak, and the
purpose of life became obscured. As a result social ills flourished in
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the towns. The consequence which the educationalists drew from this
was that education in the school should seek to recreate the atmosphere
of a Gemeinschaft, in the hope that social co-operation learned here
would be carried into later life., For the socialists life, made drab
by the tedium of factory work, would gain & new depth; .or the nation-
alists it meant a return to the traditional Germanic way of life that
industrialization threatened to destroy. It is not without signific-
ance that the experimental schools qf Hamburg, as well as the new kind
of Volksschule which it was hoped to introduce in the Weimar period,
were known as Gemeinschaftsschulen.

TYnnics'! views illustrate the sociological insight that a man's
very being could only be understood by reference to the society in which
he lived., It was this which gave him his language, customs, and culture.
Souwe went as far as to assert that the individual was Xike a cell in the
body; each cell has a distinct function, but when it dies it is soon
replaced by another, so that the body continues to exist, whereas no one
cell can on its own exist outside its allotted place. Soclety was, then,
a force outside and superior to each individual, and education must fit
the individmal to sacrifice himself in the service of society. Perhaps

Pwlemp”

gave best expression to this point of view, and the link
with socialist thought is unmistakable, However, it was soon realized
that the existing social conditions in Wilhelminian Germany were an un-
suitable foundation for putting these equalitarian ideas into practice.
Indeed it seemed possible that through the means of education, it would
be possible to change society so that a greater degree of equality would

result, The most notable contribution to this discussion came from

Georg Kerschensteiner in his Begriff der staatsbiirgerlichen Erziehung

(Concept of Education in Citizenship) of 1910. Here he advanced a

programme for awakening a sense of moral responsibillity cased on social
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co-operation,

The Youth Movement.

The youth movement had modest beginnings. It grew from a week-
end rambling club attached to an evening class in shorthand, held in
1896 in the Berlin suburb of Steglitz. In 1901 the club became a
registered society with the name WandervBgel. In the following years
many splits occurred and various other groups formed of young people
who chose to spend their free time tramping through Germany's extensive
woodlands in the company of their friends. As these rambles became
more ambitious overnight stopping places were needed, and in this way
the youth hostel movement was born6). The climax of the youth move-
ment came in the meefing of all the youth groups on the Hohe Meissner
(a mountain near Kassel) on 1lth October, 1913, when it was hoped to
bring all the independent groups into greater unity and te found a
branch (to be known as the Free German Youth) for those who were beyond
school age., Their differences were such that their objective was not
entirely achieved, but one declaration found common assent. The so-called
Meissner Formula stated that it was the aim of German youth "to mould
its own life, in accordance with its own nature, on its own respons-

7) After the war the ethos of the

ibility and in inner integrity.n
movement changed and political commitment became more important. The
spirit was changed from that of the itinerant student to that of a
crusader seeking a cause to which he might pledge his service.

The youth movement onginated and drew its main support from teen-
age boys from Protestant, upper-middle class homes in central Germany,
These young people were rehelling against the materialist.values of
their homes and an education which took no account of their individusl-
ity; imagination, aﬁd need for friendship. They were not so much

interested in the countryside per se but were instinctively responding
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to that German national trait of feeling that the true destiny of their
people was mystically linked to the soil. Industrializationlhad broken
this link znd was thus at the root of their present discontent. The
aim was a return to the Gemeinschaft atmosphere of the peer group where
a more satisfying existence could be found in the mutual dependence,
the loyalty, comradeship, and the sense of belonging that prevailed
there, Although the Wanderv8gel, at least before the war, claimed to
behggglitical, their attitudes make it clear that they were in tacit
agreement with nationalist ideas; a fact further demonstrated by their
anti-semitism and their anti-feminism.

The influence of the youth movement on education was cblique.
The school, only in that it was a part of an unacceptable social system,
was the object of attack. Yet, clearly, the demand was for the recog-
nition that young people had ideals, hopes, and aspirations of their
own., Apart from the monthly "ramble day", introduced into schools after
1918, the main relevance of the youth movement was to demonstrate that
education, in its preoccupafion with intellectual training, had neg-
lected to give the opportunity for physical exercise and social develop-
ment, By organising their own activities young people could gain useful
experience in exercising judgment and accepting responsibility, and the
resulting sense of service led many former members of the youth move-
ment to become teachers when they had reached maturity. Hermann Nohl
summarises the relevance of the youth movement thus: "“The Youth Move-
ment is not merely so exciting educationally because it radically
changed the baslie relationship of the generations, but also because it
knew itself to be educational, and because the leading members of the
pedagogical movement were drawn from it and carried its spirit into

8)

every educational task" ‘., Lakqueur amplifies this: "Many a Wander-
vogel had chosen to become a teacher; and it followed that the youth
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movement had a great, albeit indirect, influence upon educational
theory and practice: this was consp%?ous in the work of suéh leading
pedagogues of the day as Spranger, Fiitner, and-Nohl, Both the Free
Germans anc¢ the right-wingers established adult education centres in
the early twenties: others founded private 'progressive' schools,
often on the lines of Wyneken's Wickersdorf, which were strongly
influenced by the spiri# and style of the youth movement."g) Also, as
will be seen later, the youth movement was closely associated with the
experimental schools of Hamburg.

The Art Education Movement

The art education mo