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Introduction
Observing and examining educational processes between nation-states has a long tradition in
Europe. As far back as the beginning of the nineteenth century, German entrepreneurs and
civil servants travelled to fast developing industrial countries such as France and England to
survey the swift advances in economic progress. These early travels can be placed in the
tradition of educational and cultural journeys of European courtly society and were already
shaped by the modern scientific travels made by Georg Forster or Alexander von Humboldt.
Knowledge gained on these travels was brought back, assessed, and implemented in order to
further the success of the domestic economy. This also included the educational initiatives of
advanced industrial countries; the French professional schools (Produktionsschulen) were of
particular interest to observers (Meyser, 1996). This common practice of monitoring the
cultural activities of one’ s neighbours continued after the rapid industrialisation of Germany
at the end of the nineteenth century. This time English experts took the lead. The inception of
World Exhibitions or Fairs in the mid-nineteenth century had a significant role to play in the
display of industrial and technological progress (Lawn, 2009; Großbölting 2008). With the
rise of Japan as the leading power in East Asia, Japanese experts too began travelling to
western, industrialized countries to study advances in technology and educational systems
(Harms, 1997; Phillips, 2000). This mutual transfer of successful experience with educational
policies between industrial countries has long been the subject of scientific studies
(Schriewer, 2006; Schriewer & Holmes, 1988; Thelen, 2003; Phillips & Ochs, 2004; Phillips,
1997). Phillips and Ochs (2003) developed a four-level model to examine the complex
process of the borrowing of educational elements from one context to another. Basing their
work on the findings of various theoreticians (Moehlmann, 1963; Holmes, 1981; Bray &
Thomas, 1995; Watson, 1998) in comparative education, Phillips and Ochs stress that,
„Education is embedded in context.“ (Ochs & Phillips, 2002, 327f.) This clearly also applies
to the transfer of educational aspects.
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Despite the intensive collaborative work, on-going since the 1950s, between the Federal
Republic of Germany and developing countries, studies in this field advanced by the Englishspeaking scientific community specifically in the area of policy transfer in vocational
education has not been taken up. Instead, German experts have mainly relied on their own
practical experiences rather than that of other countries. The following paper picks up on the
English-speaking debates on policy transfer and links them to the German experiences with
vocational training cooperation. The paper proposes an instrument of analysis to
systematically analyze the complexity of any given context in which aspects of vocational
training are embedded. Through an understanding that is won by the application of this
suggested instrument, it is fair to say that possibilities of a successful educational transfer can
better be assessed. If it is known how the interrelation between transferable aspects and the
surrounding order is achieved, then one can make a qualified assessment as to how the
transferable elements in a new and different order can be successfully integrated. .
First, a short overview of the Federal Republic’s vocational education cooperation with
developing countries will be provided. Following that, this paper will outline the four-level
tool of analysis for educational policy transfer as developed by Phillips and Ochs to reveal
how the context of vocational educational aspects can be integrated into the study. Including
the context of vocational training into the analysis remains a complex matter. To simplify the
matter, and to have a heuristic tool available, this paper suggests the concept of the
background of work culture in VET for an analysis of the context of vocational training such
as the transfer of activities in vocational training. This novel analytical instrument will then be
revealed in two steps. Firstly, the paper will describe the fundamental considerations of a
dynamic concept of culture that serve to illustrate the basic correlation between vocational
training and culture. Building on this, the background of work culture of vocational training
will be made clear based on six criteria. Lastly, this analytic instrument will be applied to the
basic training course for metal workers, a vocation that holds a special position in German
cooperation in the field of vocational training.
Vocational Education and Training Cooperation with Developing Countries
In the long history of cooperation between the Federal Republic of Germany and the
developing world, the transfer of vocational training elements, long established in Germany,
for decades was by far the most comprehensive of development activities (Groß, 1981; Wolf,
2009). Not until the end of the twentieth century did its significance decrease dramatically.
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In the 1950s and 60s, German vocational pedagogy abroad concentrated mainly on graduates
of the intermediate and advanced levels of general schools given that limited aid money was
promised to benefit the large economic and business operations. The objective of the
vocational training in the developed world was to secure the economic foundation that had
contributed to the postwar German „Economic Miracle.“ Stockmann (2003, 57) wrote: „ Die
Ausgebildeten sollten Schlüsselpositionen in Betrieben des modernen Sektors einnehmen und
so dafür sorgen, dass sich das Know-how, und die dafür nötigen Arbeitsweisen und eine
entsprechende Arbeitsmoral am besten verbreiten.“ 1 This task was implemented in a specific
type of vocational schools (Facharbeiterschulen) that, in addition to providing vocational
education, were meant to contribute to the improvement of supplying human capital in
developing countries, a task which still recalled the tradition of nineteenth-century Prussian
vocational training (see Maslankowski & Pätzold, 1986, 7; Greinert, 1994, 417f). A number
of factors such as an inadequate infrastructure, a small number of enterprises with a limited
capacity to provide vocational training prevented success of this strategy (see Wolf 2009,
49ff). The 1970s saw German funds continuing to flow into the further establishment of trade
and technical schools, while the supervision of these schools was handed over from the
respective education ministries to the labour and industry ministries. Not surprisingly, the
structure of the established vocational services in industrialising countries, particularly in
Latin America or the SENAI in Brazil, greatly resembled the cooperative vocational
structures of the Federal Republic (Lanzendorf 2000; Wallenborn, 2001).

The shift away from a single project approach to a systemic project approach was officially
anchored in 1992 with the sector concept as a system advice approach of the exported VET
pedagogy. This concept furthered a notion that vocational education could no longer just be
regarded as an instrument to train a skilled labour force, but also as means for the personal
development of individuals. The modified concept of vocational training from 2005
drastically diminished the previously high value placed on vocational education in the
German development work. Since vocational education is now only one part of promoting
economic progress in development work, German experts pursue a strategy of implementing
the apparent successful features of the existing German dual system (Greinert, 2001; Wolf,
2007, 2009; Stockmann, 2004; Wallenborn, 2007; 2010).
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Skilled workers should have key positions in enterprises of the modern sector and see to it that the „ Knowhow,“ the necessary methods of operation, and the corresponding work ethic is best disseminated.
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The lasting effect of this transfer is repeatedly (Stockmann, 1992, 1997) estimated as
negative. Particularly, attempts to transfer an entire regulatory patterns as well as institutional
order, like the dual system, are sharply frowned upon by the experts. The transfer of elements
on the level of didactic-methodological arrangements, or the micro-level of the actual
vocational training is generally better fitting. In this way, Wiemann (1992) could demonstrate
that the basic training for metal crafts men, the so called “Grundlehrgang Metall” was
successfully applied in more than one hundred countries. Whether and how these basic
training courses in those one hundred countries were applied on an on-going basis remains
unclear. Moreover, the basic question of a general transferability and implementation of a
German model has not been adequately answered. To get closer to some answers, this paper
takes into consideration the general conditions of transfer measures by introducing the
analytical category of the background work culture in VET.
Conceptual Considerations and Theoretical Foundations
In the late 1980s, David Philips and Kimberly Ochs introduced the concept of policy
borrowing and focused their research on the reasons of adoption of one context of educational
policy as observed in another context (Phillips, 1989; 1992; Ochs & Phillips 2002). The main
actors on both sides of this transfer was the primary focus. A successful policy transfer can be
assumed when both sides (importers and exporters) equally consent to the transfer (disclosure
of knowledge – reception and processing of knowledge). As Tanaka (2005) has stressed, the
respective actors involved must be cognizant of the political interests of the other parties, so
too must the cultural practices and motives for the adoption of specific policies. Phillips and
Ochs (2003, 452) identified four stages in the policy adoption process of educational
elements. The cross-national attraction of specific educational components is the point of
departure. This could include (1) the leading educational philosophy, (2) the educational
objectives or expectations that exist in the exemplary national context. (3) Educational
regulations and the procedures of implementing educational measures are of cross-national
interest could be a starting point for transfer activities. Also met with interest (4) are the
structures that make education possible, such as administration, financial allocation, and
human resources departments. (5) The educational processes (that is, the method of
instruction and evaluation are closely interwoven with education technologies (6), how
teachers instruct, their pedagogical principles and teaching methods (Ochs & Phillips, 2002:
329f).
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The search for educational models in other national contexts is often triggered by an internal
impulse, for example, a shift in the political landscape or an unsatisfactory external
assessment like the PISA survey. Depending on the civil strengths or the composition of an
engaged group of actors in a given respective country, the next step is the decision to borrow
specific educational aspects from other national contexts. The third step is the implementation
of the borrowed educational policies. Here these policies are either welcomed or rejected. In
the best case, the welcomed policies are integrated into the existing educational structures.
Indeed, the process of policy transfer is a complex issue. The issue is further complicated in
that the research on policy transfer must take into consideration the various socio-political
contexts in the receiving society. The context „at home’ must also be considered in
comparative research (Ochs & Phillips 2002, 331). In order to make this highly complex issue
of policy transfer more accessible, this paper proposes to build upon Phillips and Ochs
theoretical approach relating to the transfer of educational aspects by developing the concept
of a culture of work as a procedural approach.

Conceptualizing a Culture of Work
The concept of a culture of work proposed here relies on the theoretical work of C. Geertz
(2003) and P. Bourdieu (e.g. 1997) and complemented by interactive phenomenologists such
as Berger and Luckmann (1970), who formulated institutional order for civic regulatory
patterns. Consequently, this concept understands the contexts in which the stages of policy
transfer processes take effect less as the total of all detectable phenomena of social processes
as the „ background of those elements of context by which they (the different foci of
externalising potentials in cross-national attraction) are shaped and which in turn determine
whether they will be adaptable to a foreign situation“ (Phillips & Ochs, 2003, 453), but rather
as a stronger background with implicit or explicit effectiveness. More so as culturally specific
rules that shape the concrete form of vocational training and elements of vocational education
in a reciprocal relation. Based on this coupling of vocational education and a culture of work,
it is possible to assume that the background of work culture influences tremendously the
transfer of aspects of educational policies from one national context to another (Wolf, 2009;
Greinert, 1999; Greinert, 2004). By adopting the concept of work culture, the context of
attraction can succeeds in isolating vocational training and reduces the concept to six
dimensions of work culture. The concept of work culture should not be understood as a final,
static, and empirically verified concept, but rather as a theoretically grounded research
approach that complements and refines Phillips and Och’ s concept. Before assigning work
5

culture as a category of analysis of comparative research in vocational education, we will
illustrate what this encompasses. Firstly, we will discuss fundamental reflections on how
culture functions (Wolf, 2009) and secondly, to illuminate the backgrounds of work culture in
vocational education.

Fundamental Reflections on Culture and Vocational Training
In contrast to common culturalist reductions, we understand culture as a dynamic social
process, a process in which social actors in a highly competitive social arena of negotiation
compete in order to secure a position in society. To guarantee a capacity of social governance,
social actors are required to interpret and process external influences, both material and
cultural, individual and collective. If necessary, external influences are newly formulated
provided that there is progress of social processes. Here, social actors create new systems of
meaning, a new symbolic order or also an innovative individual style. A number of scholars
have described this mechanism of re-formulating cultural meanings (Hobsbawm & Ranger,
2003; Caglar, 1995; Auslander, 2008).

The mechanism outlined here is drawn from the active social interactions, analytically divided
into the cultural and material worlds, refers to individuals as well as for collective social
actors (Wolf, 2009, 92). It should be assumed that collective actors too must manage cultural
meanings and symbolic order in a social context. Thus, one can identify this pattern and
method of argumentation in the history of trade unionism in attempts to influence societal
processes (Webb & Webb, 1959 [Orig. 1898]). Furthermore, symbolic worlds and meanings
become socially valid by way of concretely shaping and defining already accepted social
rules. Thus in France, within the framework of rules and culture around work-related
conflicts, it is possible for the staff to imprison the employer inside the factory or company
without any fear of major state intervention or public outcry as would be the case in Germany.

People operate in highly competitive social arenas of negotiation. Cultural meanings structure
the sphere of activity so that the actors are not completely free to shape their own influences
from the external environment. Rather, they move inside the context of a pre-structured
sphere. Thus there is an inter-relationship between cultural systems of meaning and the
symbolic order with other social processes. For example, historically the dogma of an
6

adequate wage led to „enabling health and safety standards in the workplace (..), as well as
moves to reduce working hours, (...)“ (Webb & Webb 1959, 182).
The social actors („who“) as well as the social sphere of activity („where“) of social
processes, in our case the shaping of aspects of vocational education or the transfer process
from one context to another, interact with the social surroundings. Cultural and material
influences act upon both sides. Likewise, social actors act on and interpret the social
influences around them. Thus, they construct new or altered symbolic worlds and structures of
order. With these new symbolic forms, they (re)-interact with and introduce change to the
social world. In this way, the social field of negotiation is also altered and influences the interrelation between the material and cultural worlds (Wolf, 2009).

Social World
Cultural world

Material World

Social actors

Interchange

Interchange

Social Fields of
Negotiation

Figure 1: A Dynamic Concept of Culture

What is interesting in the context of vocational education and training is the empirical
evidence related to the mechanism of cultural production and representation in comparative
studies of the three major industrial powerhouses of Europe: England, France, and Germany
(Lutz, 1976; Maurice et al., 1980). A marked difference in rules of industry production
between France and Germany, to take one example, can be identified when it comes to sorting
out work-place conflicts. Germany has a reputation of being moderate, strictly regulated and
thus conflicts are dealt with in a socially appropriate way. In France, on the other hand, workplace conflicts are less institutionalised and consequently more volatile (Iribarne 1991, 106ff).
Cultural systems of meaning and symbolic order have an obvious impact on vocational
education as well as concretely shaping VET pedagogy and occupational regulatory patterns.
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The Background of Work Culture in VET
How can one describe the symbolic structures of order and the system of cultural meaning of
a society at the interchange with vocational education and training? Starting from a cursory
remark from Greinert on important features of work culture of German vocational education,
the next section will break down and complement the essential interrelations between
economic activities and vocational education (Greinert 2007, 161ff). As already mentioned,
vocational education or training interrelates with other social areas of society. It is important
in terms of social education and in the production of goods and services. For the purpose of
this paper, we will focus here on the latter and the economy’ s impact on cultural mechanisms
and the interrelationship with vocational education (Georg, 1997; Greinert, 2004). The impact
of a system of cultural meaning on a business or company and its related regulatory patters
are closely linked to the vocational educational system and the recruiting capacity of a work
force – be it in the general schooling like in France or in vocational training like in Germany –
and at the same time cause/require other regulatory patters and forms of organisation in
company action (Regini, 1997, 11ff; Sorge, 1995, 243ff; Maurice & Warner et al., 1980,
59ff). This brings about changed forms of how work is organised that, in Germany, is
characterised as dull and task-oriented and in France a strict hierarchy informs forms of
organisation with extremely detailed task descriptions (Wolf, 2009, 97ff).

A similar interdependency/interrelation between cultural meanings and rules of the working
world also apply to the labour law (Mückenberger, 1998, 33ff; Supiot & Mückenberger, 2000,
100ff). Law studies show that effective cultural systems of meaning, created by social actors,
are the result of historical and social experience. According to Mückenberger, they
accumulate in societal visions of guaranteed social security and freedom. While in England
these rules are mediated by market relations, that is, freedom and social security are
understood as unencumbered by the state, in France the state is the decisive authority. The
state here guarantees the freedom of political articulation. In Germany, social security is a
result of societal arrangements, whether it by in the sphere of free collective bargaining or in
collective labour law. However, the emphasis on seeking agreements in the German labour
market has also led to a loss of freedom since it is not achieved in discussions free of forms of
state domination. Rather, these conversations occur under the authority of powerful state
actors and lobbyists (Wolf, 2009, 96f).
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A further area that has relevance for vocational education is the production of development
and application processes of new techniques and procedures. Workers at the level of
production are directly involved in these processes and must, therefore, be trained for them.
Several scientific studies have revealed that the decision-making processes and the
operational implementation are dependent on cultural meaning. This dependency is not
rational. It is not objective but rather this is about a social interaction whose rules determine
the behaviour of those participating (u. a. Stinchcombe, 1965; Selznick, 1949; Hofstede,
1980). We can assume then that cultural patterns of interpretation take the lead in this process
and prevail over rational expectations of an efficient process of organisation. Alongside this
outcome of organisational sociology, the social science research on technology discovered
that the development of new technical products are also subject to cultural rules. Here, it
should not be assumed that the most favourable solution prevails, but rather the one that best
complies with the social requirements of the field of negotiation for the technology developers
(Ruth, 1995; Lutz & Hirsch-Kreinsen, 1987; Dierkes & Knie, 1989; Hard & Knie, 2000).

The question of central social actors who play a role in shaping relations of production needs
to be clarified. It is important to distinguish between collective actors and individual social
actors. From a German perspective, the powerful trade unions fall under the category of
central collective actors and, historically, have played a primary role in shaping vocational
education. These collective actors appear in a variety of shapes and forms, for example, in the
state administration of the education ministry and program models for vocational schooling or
the traditional apprenticeship system in sub-Sahara Africa (see Greinert, 1999; Nübler &
Hoffmann et al., 2009; Adam & Boehm, 1994). Identifying collective actors for a comparative
analysis and clarifying their influence on shaping vocational education and training can
provide inferences as to the outlook of vocational policy transfer. Alongside the collective
actors, it is important to observe individual actors, their worlds, cultural systems of meaning,
as well as their imaginations of a “good life” (Wolf, 2009). Without going into detail, it is fair
to say that, for a long time, the German dual apprenticeship model, with its gender-specific,
male-dominated work biography, represented the norm (Hausen, 1976, 363ff; Baethge, 2001,
23ff). The individual subject is interrelated to vocational education by his/her socialisation,
too (Lempert, 2006). The training and succeeding professional activities have a powerful
effect on the constitution of the self and identity (Krappmann, 1983; Leithäuser, 1986; Körzel,
1987; Deetz, 2000; Schönberger & Springer, 2003).
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A further category worth mentioning is one of social security; that is, how a society
approaches its aging, sick, or those socially disadvantaged. On many levels, this category is
entangled with the system of vocational education. At the institutional-structural level, the
German social security system relies on professional training with permanent and full-time
employment that undergirds the overall employment system. Therefore, social security has
been designed around a dual vocational system and individuals can access social protection
and chances for a stable social and economic position (Reif, 1982). In contexts without these
features of the labour and training market, an elaborate system of vocational education and
training has a significantly lower importance. Instead, people are trained on the job or attend
school full-time. The question relevant for a comparative analysis is whether or not the
elaborate form of vocational training is to an individual social actor’ s best advantage and
whether or not imported aspects of vocational education and training would influence this
category.
The last feature to mention is the administrative-institutional order taken up in the analysis of
the context of such a transfer. The central issue here is who decides on the concrete
arrangements of vocational education and which institutions are responsible. For example, in
France, it is the National Ministry of Education; in Germany, the responsibility is scattered
amongst federal and state-level bodies, including unions. In a large number of other countries,
this stream of education is controlled by labour market mechanisms and vary in form from

Admi ni strativeinstitutional Order

Work regime

Social Security
Constitution of social
actors

Technological
Development and
Application processes
Labour law

Social World

Interchange

Interchange

Social field of
negotiation in VET

Figure 2: Background of Work Culture in VET
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context to context. The three ideal types of administrative-institutional order can be found
best described by Greinert (1997).
Thoughts on Considering Working Culture in the Context of Policy Transfer
Now that we have introduced some of the categories that carry meaning in considering the
background of work culture in a comparative analysis of policy transfer in vocational
education, we can now better classify and examine the complex field of policy transfer and in
doing so complement and expand on the work of Phillips and Ochs . If we are to trace the
proposed model of work culture, we also have to examine the six categories introduced in the
section above in both the „home“ context and the „ receiving“ context. Detailed and wellgrounded studies are necessary to carry out such a task. Comparative studies are available for
one part of this more complex field, namely comparisons between countries in the
industrialised world. A more complete comparative study of the backgrounds of work culture
should be accompanied by historical analyses that highlight the specific national context. A
systematic comparison between industrial and transitional countries from the perspective of
work culture are not yet available. Policy transfer research has, until now, only thrown light
on certain facets of work culture. Using Germany as an example, the remainder of this paper
will demonstrate more facets of this transfer process in the context of vocational education
and training cooperation work with developing countries that focused on apprentice training
for the metal work sector. It is, however, important to underscore that a simple cause-effect
analysis is not possible to detect given the complexity of the interchange between vocational
education and background of work culture.

Basic Training for M etal Crafts M en from a Culture of Work Perspective
The establishment of vocational schools in developing countries dominated the German
vocational education and training cooperation until the 1980s. Thereafter, the approach of
setting up model schools was replaced by a system approach that set out to implement the
dual system as a whole in developing countries (Stockmann, 1993, 75ff). The former
approach transplanted German classroom methods in metal work to other contexts without a
serious consideration of local conditions (Wiemann, 2002, 131; Schelten, 1983). The training
programme in metal working is a typical industrial education model, one that in its zenith was
implemented principally in vocational workshops. The programme is characterised by a
straightforward and direct set of times, rules, and guidelines determined by the instructors that
churn out random, and frequently just display items of usable artefacts. Learning and training
takes place in the context of a complex organisation of learning with the support of an
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extensive collection of media and teaching aids (Wiemann, 1989; ders. 2002, 85ff). One
quick glance at the past reveals a classic example of educational policy transfer (Ploghaus,
2003). The training course method was developed and formulated at the Imperial Technical
School in Moscow starting in the 1860s and inspired by polytechnic examples primarily in
France (Meyser, 1996). The training course method quickly became known in Europe and in
the USA by way of the World Fairs and Exhibitions. From the end of the nineteenth century
until the beginning of the twentieth, the adoption and integration of this method developed in
various ways in the industrial countries. The training method became a vocational training
method during the period of industrialisation, while handicraft remained to a large extent held
back by learning by imitation. In this time, the training course method was shaping itself to be
a leading method (Wiemann, 2002), but in the USA the adoption of this method took a
different path. It was introduced to the USA in Philadelphia in at the 1876 World Fair and
used initially for training engineers. From there, it was applied generally in vocational
education and training in high schools as Manual Training System. Training for industries
remained largely untouched by this method. Thus, a systematic vocational training, such as in
Russia, was not embraced by the USA. Education generally in the USA was heavily
influences by a holistic practical approach as advanced by John Dewey’ s philosophy of
education (Ploghaus, 2003, 166ff; Knoll, 1991; 1993).

For the purpose of this paper, it is not possible to delve into such factors as social security and
labour rights, but one comment on labour law is worth highlighting. The pupils or apprentices
were (and are) subjected to the employment regulation of an industrial worker and with that
also the factory’ s disciplinary measures and sanctions that threaten one’ s existence. Indeed,
the possibilities for collective labour law were, in theory, made available to the workers, but
the power of the factory owner was often overwhelming. Social and labour legislation in
Germany, particularly the strong position of social partnership after 1945, contributed to a
more solid legal and social position for vocational apprentices. In regards to work culture, it is
probably fair to say that it was mentally and physically was often demeaning (Lempert, 1989;
Wiemann, 2002, 102ff; Seubert, 1993, 58ff), and one managed persevere when (a) if there
were decent role models available (Reif, 1982) and (b) the promise of a secure social
existence was in sight. It is reasonable to view these social mechanisms as secular promises of
salvation in the Weberian sense (1999) that contributed to the constitution of a social subject.
Alongside other social processes, a training course in metal working provided the training and
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socialisation of the individual subject for the modern factory production of the twentieth
century (Siebel, 1984; Großewinkelmann, 2004; Hanf, 1987).
The industrial training of skilled workers enabled a large number of youth to access modern
life and modern industry production (Wiemann 2002, 100f). The metal work sector played a
crucial role in bringing German industry to the front lines of the world market. The collective
actor learned the social form of skilled work, how to gain access to or shape unions or internal
communities of understanding extending to vocational training (Wolf 2009, 77f) from the
period of training.

A look at the background of work culture from the perspective of administrative-institutional
order it can be determined that the internal composition of German VET-education is made up
from a specific social constellation of actors. This constellation is shaped by consensual
cooperation between employers and unions and accompanied by a procedure of moderation
on the side of the state. This combination vis-a-vis vocational education and training makes
for remarkable inertia of institutions and tradition (Herkner, 2003). Despite shifts and changes
to industrial capitalism in the last three decades, the staying power of German VET
institutions was revealed in the late 1990s when the German vocational concept was
transplanted to China in the context of a German-Chinese vocational education and training
cooperation (Wiemann 2002, 131).

When considering one further category of the background of work culture, the work regime of
the company, is it interesting to note that the course training method is suitable for company
organisation that is sequential and whose work stages are sharply controlled in accordance
with the ideas of company management of F.W. Taylor. It also leaves behind the task-oriented
work of pre-industrial times. However, there is a contradiction here when one compares
company organisation to the USA. Both countries began at similar starting points concerning
the implementation of the course training method (Ploghaus, 2003), but diverged according to
the work culture traditions specific to each context. In Germany the system of vocational
education and training for skilled workers leaded to an specific work regime with a strong
opposition to the Taylor system of production in German companies ( Homburg, 1978;
Kocka, 1969), the development of the work regime in the US leaded to a strong Taylor system
without only a small part of systematised skilled worker training. Yet with the changes to
company work organisation as a result of the structural shifts to the economy in the 1970s,
Germany’ s apprenticeship training too was becoming obsolete. As of the mid-1980s, the
13

vocational programme as it was known was altered and was replaced step-by-step by problem
and process-oriented learning methods. Advances in technology had a significant role to play
in re-hauling the older, pre-structured methods of vocational training. Thus, manual skills in
many vocational sectors is falling far behind cognitive capacities and independent learning
and problem-solving skills (Clement, 2010).

Conclusion
As this paper has shown, through the model of work culture it is possible to systematically
examine aspects of VET in the context of its design background. In this way, it is possible to
gather qualitative statements on the success of transfer measures. This relatively short and
incomplete depiction of the background of work culture in VET using an example from the
metal sector provides some initial insights into a very complex field. This brief discussion on
the possibilities of integrating the analytical concept of the background of work culture in
VET into comparative studies of VET programmes illustrates its potential in furthering the
existing studies on policy transfer. More detailed studies are needed to enlarge the knowledge
about the interrelations of VET system with the societal context in the societies. The her
presented approach is useful to start investigations by case studies of several countries and to
clarify its background of work culture. With the ground on this case studies we can give better
assumption of the success of policy transfer activities in the VET field.

14

Refer ence L ist
Adam, S., & Boehm, U. (1994). Systementwicklung und traditionelle Lehrlingsausbildung. In
R. Janisch, W.-D. Greinert, & H. Biermann (Eds.), Systementwicklung in der
Berufsbildung. Berichte, Analysen und Konzepte zur internationalen Zusammenarbeit
(pp. 47–66). Baden-Baden: Nomos-Verl.-Ges.
Auslander, L. (2008). Accomodation, Resistance, and Eigensinn: Èvolués and Sapeurs
between Africa and Europe. In B. Davis, T. Lindenberger, & M. Wildt (Eds.), Alltag,
Erfahrung, Eigensinn. Historisch-anthropologische Erkundungen. Historischanthropologische Erkundungen (pp. 205–217). Frankfurt am Main: Campus Verlag.
Baethge, M. (2001). Abschied vom Industrialismus: Konturen einer neuen gesellschaftlichen
Ordnung der Arbeit. In M. Baethge & I. Wilkens (Eds.), Die grosse Hoffnung für das 21.
Jahrhundert? Perspektiven und Strategien für die Entwicklung der
Dienstleistungsbeschäftigung (pp. 23–44). Opladen: Leske + Budrich.
Baethge, M. (2004). Ordnung der Arbeit - Ordnung des Wissens: Wandel und Widersprüche
im betrieblichen Umgang mit Humanressourcen, from
http://webdoc.sub.gwdg.de/edoc/le/sofi/2004_32/007_baethge.pdf.
Berger, P. L., & Luckmann, T. (1970). Die gesellschaftliche Konstruktion der Wirklichkeit.
Frankfurt am Main: S. Fischer.
Bourdieu, P. (1997). Die verborgenen Mechanismen der Macht. Schriften zu Politik & Kultur
1. Hamburg: VSA-Verl. (Schriften zu Politik & Kultur 1).
Bray, M., & Thomas, R. M. (1995). Levels of comparison in educational studies. Different
insights from different literatures and the value of multilevel analyses. Harvard
educational review, 65(3), 472–490.
Çaglar, A. (1995). Mac Döner - Döner Kebab and the Social Positioning Struggle of German
Türks. In J. A. Costa & G. J. Bamossy (Eds.), Marketing in a multicultural world.
Ethnicity, nationalism, and cultural identity (pp. 209–230). Thousand Oaks [u.a.]: Sage
Publ.
Clement, U. (2010). Produktionssysteme & Facharbeit in der Autoindustrie. In Abteilung
Wirtschafts- und Sozialpolitik der Friedrich-Ebert-Stiftung (Ed.), Perspektiven der
Erwerbsarbeit : Facharbeit in Deutschland. Dokumentation der Expertengespräche
Arbeitskreis Arbeit und Qualifizierung der Friedrich-Ebert-Stiftung (Gesprächskreis Arbeit
und Qualifizierung Juni 2010, pp. 40–49). Bonn,
Deetz, S. (2000). Discipline: Disciplinary Power in Modern Corporation. In K. Grint (Ed.),
Work and society. A reader (pp. 142–162). Cambridge, Mass.: Polity Press.
Dierkes, M., & Knie, A. (1989). Technikgenese: Zur Bedeutung von Organisationskulturen
und Konstruktionstraditionen in der Entwicklung des Motorenbaus und der mechanischen
Schreibtechniken: Vorstellung und Begründung eines Untersuchungsdesigns. In B. Lutz
(Ed.), Technik in Alltag und Arbeit. Beiträge der Tagung des Verbunds
Sozialwissenschaftliche Technikforschung (Bonn, 29./30.5.1989) (pp. 203–218). Berlin:
Ed. Sigma.
Geertz, C. (2003). Dichte Beschreibung: Beiträge zum Verstehen kultureller Systeme.
Frankfurt am Main: Suhrkamp.
Georg, W. (1997). Zwischen Tradition und Moderne: Berufsbildung im internationalen
Vergleich. In B. Ott, R. Dobischat, & R. Arnold (Eds.), Weiterungen der Berufspädagogik:
von der Berufsbildungstheorie zur internationalen Berufsbildung. Festschrift für Antonius
Lipsmeier zum 60. Geburtstag (pp. 153–166). Stuttgart: Steiner.
15

Greinert, W.-D. (1994). Instrumente und Strategien der Systementwicklung/Systemberatung.
In R. Janisch, W.-D. Greinert, & H. Biermann (Eds.), Systementwicklung in der
Berufsbildung. Berichte, Analysen und Konzepte zur internationalen Zusammenarbeit
(pp. 401–456). Baden-Baden: Nomos-Verl.-Ges.
Greinert, W.-D. (1999). Berufsqualifizierung und dritte industrielle Revolution: Eine
historisch-vergleichende Studie zur Entwicklung der klassischen Ausbildungssysteme.
Baden-Baden: Nomos-Verl.-Ges.
Greinert, W.-D. (2001). Die Übertragbarkeit des Dualen Systems in Entwicklungsländer -:
Möglichkeiten und Begrenzungen einer politischen Strategie. In T. Deissinger (Ed.),
Berufliche Bildung zwischen nationaler Tradition und globaler Entwicklung. Beiträge zur
vergleichenden Berufsbildungsforschung (pp. 45–60). Baden-Baden: Nomos-Verl.-Ges.
Greinert, W.-D. (2004). Die europäischen Berufsbildungs"systeme" -: Überlegungen zum
theoretischen Rahmen der Darstellung ihrer historischen Entwicklung. Europäische
Zeitschrift Berufsbildung, (32), 18–26.
Greinert, W.-D. (2007). Erwerbsqualifizierung jenseits des Industrialismus: Zu Geschichte
und Reform des deutschen Systems der Berufsbildung: Gesellschaft z. Förd. arbeitsorient.
Forsch. u. Bild.
Groß, B. (1981). Der Berufsbildungsbereich in der deutschen Entwicklungshilfe:
Bestandsaufnahme, Erfahrungsauswertung. München [u.a.]: Weltforum Verl.
Großbölting, T. (2008). "Im Reich der Arbeit": Die Repräsentation gesellschaftlicher
Ordnung in den deutschen Industrie- und Gewerbeausstellungen 1790 - 1914. München:
Oldenbourg.
Großewinkelmann, J. (2004). Zwischen Werk- und Schulbank: Duales System und regionale
Berufsausbildung in der Solinger Metallindustrie 1869-1945. Essen: Klartext.
Hanf, G. (1987). Berufsausbildung in Berliner Großbetrieben (1900-1920). In W.-D. Greinert
(Ed.), Berufsausbildung und Industrie. Zur Herausbildung industrietypischer
Lehrlingsausbildung ; Kongressbericht (pp. 157–187). Bonn: BIBB.
Hard, M., & Knie, A. (2000). "Stile" oder "Sprachen" in der Technik?: Orthodoxer und
pragmatischer Motorenbau. In C. Didry, B. Zimmermann, & P. Wagner (Eds.), Arbeit und
Nationalstaat. Frankreich und Deutschland in europäischer Perspektive (pp. 346–374).
Frankfurt/Main [u.a.]: Campus-Verl.
Harms, A. (1997). Lernen, wie Japan von anderen lernte: Ausländische Einflüsse auf das
japanische Bildungssystem im ausgehenden 19. Jahrhundert. Kulturkontakte: Vol. 3.
Münster: Waxmann.
Hausen, K. (1976). Die Polarisierung der "Geschlechtscharaktere": Eine Spiegelung der
Dissoziation von Erwerbs- und Familienleben. In W. Conze (Ed.), Sozialgeschichte der
Familie in der Neuzeit Europas. Neue Forschungen (pp. 363–393). Stuttgart: Klett.
Herkner, V. (2003). Deutscher Ausschuß für Technisches Schulwesen: Untersuchung unter
besodnerer Berücksichtigung metalltechnischer Berufe (1st ed., Vol. 7). Hamburg: Verlag
Dr. Kovac.
Hobsbawm, E., & Ranger, T. (Eds.) (2003). The invention of tradition. Cambridge [u.a.]:
Cambridge Univ. Press.
Hofstede, G. (1980). Culture's consequences: International differences in work-related
values. Newbury Park, Calif. [u.a.]: Sage Publ.
Holmes, B. (1981). Comparative education: Some considerations of method. Unwin
education books. London, Boston: Allen & Unwin.

16

Homburg, H. (1978). Anfänge des Taylorsystems in Deutschland vor dem Ersten Weltkrieg:
Eine Problemskizze unter besonderer Berücksichtigung der Arbeitskämpfe bei Bosch
1913. Geschichte und Gesellschaft, 4., 170–194.
Iribarne, P. de (1991). Nationale Formen gesellschaftlicher Bindung und unternehmerische
Funktionsprinzipien. In M. Heidenreich & u.a. (Eds.), International vergleichende
Organisationsforschung. Fragestellungen, Methoden und Ergebnisse ausgewählter
Untersuchungen (pp. 106–116). Opladen: Westdt. Verl.
Knoll, M. (1991). Lernen durch praktisches Problemlösen: Die Projektmethode in den USA,
1865-1915. Zeitschrift für internationale erziehungs- und sozialwissenschaftliche
Forschung, 8., 103–127.
Knoll, M. (1993). 300 Jahre Lernen am Projekt: Zur Revision unseres Geschichtsbildes.
Pädagogik, 45., 58–63.
Kocka, J. (1969). Unternehmensverwaltung und Angestelltenschaft am Beispiel Siemens
1847-1914.: Zum Verhältnis von Kapitalismus und Bürokratie in der deutschen
Industrialisierung. Stuttgart: Klett.
Körzel, R. (1987). Soziokulturelle Deutungsmuster von Arbeitserfahrungen der
Industriearbeiterschaft des 19. Jahrhunderts. In W.-D. Greinert (Ed.), Berufsausbildung
und Industrie. Zur Herausbildung industrietypischer Lehrlingsausbildung ;
Kongressbericht (pp. 53–72). Bonn: BIBB.
Krappmann, L. (1983). Neuere Rollenkonzepte als Erklärungsmöglichkeiten für
Sozialisationsprozesse. In M. Auwärter (Ed.), Seminar: Kommunikation, Interaktion,
Identität (pp. 307–331). Frankfurt am Main: Suhrkamp.
Lanzendorf, U. (2000). Der "nationale Dienst für industrielle Lehrlingsausbildung" SENAI in
Brasilien. In W.-D. Greinert (Ed.), Organisationsmodelle und Lernkonzepte in der
beruflichen Bildung. Analytische Grundlagentexte (pp. 56–83). Baden-Baden: NomosVerl.-Ges.
Lawn, M. (Ed.) (2009). Comparative histories of education. Modelling the future: Exhibitions
and the materiality of education. Oxford: Symposium Books.
Leithäuser, T. (1986). Subjektivität im Produktionsprozeß. In E. Senghaas-Knobloch, T.
Leithäuser, & B. Volmerg (Eds.), Betriebliche Lebenswelt. Eine Sozialpsychologie
industrieller Arbeitsverhältnisse (pp. 245–266). Opladen: Westdt. Verl.
Lempert, W. (1989). Feilen, bis einem die Arme abfallen -: Erinnerungen junger Facharbeiter
an ihre metallhandwerkliche Grundausbildung in der Lehrwerkstatt. In A. Lipsmeier & R.
Arnold (Eds.), Betriebspädagogik in nationaler und internationaler Perspektive (pp. 197–
210). Baden-Baden: Nomos-Verl.-Ges.
Lempert, W. (2006). Berufliche Sozialisation: Persönlichkeitsentwicklung in der betrieblichen
Ausbildung und Arbeit. Studientexte Basiscurriculum Berufs- und Wirtschaftspädagogik:
Vol. 5. Baltmannsweiler: Schneider Hohengehren.
Lutz, B. (1976). Bildungssystem und Beschäftigungsstruktur in Deutschland und Frankreich:
Zum Einfluß des Bildungssystems auf die Gestaltung betrieblicher Arbeitskräftestrukturen.
In H.-G. Mendius & u.a. (Eds.), Betrieb, Arbeitsmarkt, Qualifikation (pp. 83–151).
Frankfurt am Main: Aspekte-Verl.
Lutz, B., & Hirsch-Kreinsen, H. (1987). Soziale Einflußgrößen fertigungstechnischer
Entwicklung. Zeitschrift für wirtschaftlichen Fabrikbetrieb, 82.(9), 538–543.
Maslankowski, W., & Pätzold, G. (1986). Grundsätze zur Berufsausbildung der
Entwicklungszusammenarbeit: 1956-1970. Bad Honnef: Bock.

17

Maurice, M., Warner, M., & Sorge, A. (1980). Societal differences in organizing
manufacturing units: A comparison of France, West Germany and Great Britain.
Organization studies, 1.(1), 59–86.
Meyser, J. (1996). Die berufspädagogische Genese des Produktionsschulprinzips: Von den
Ursprüngen im 18. Jahrhundert zur aktuellen Situation. Frankfurt am Main [u.a.]: Lang.
Moehlman, A. H. (1963). Comparative educational systems. Washington: Center for Applied
Research in Education.
Mückenberger, U. (1998). Nationale Arbeitsrechte und soziales Europa. In B. Cattero (Ed.),
Modell Deutschland - Modell Europa. Probleme, Perspektiven (pp. 33–54). Opladen:
Leske + Budrich.
Nübler, I., Hofmann, C., & Greiner, C. (2009). Understanding informal apprenticeship:
Findings from empirical research in Tanzania. Employment working paper: Vol. 32.
Geneva: Internat. Labour Off. Skills and Employability Dep.
Ochs, K., & Phillips, D. (2002). Comparative Studies and 'Cross-National Attraction' in
Education: a typology for the analysis of English interest in educational policy and
provision in Germany. Educational Studies, 28(4), 325–339. Retrieved December 09,
2009, from http://www.informaworld.com/10.1080/0305569022000042372.
Phillips, D. (1989). Neither a Borrower nor a Lender Be? The Problems of Cross-national
Attraction in Education. Comparative education, 25(3), 267–274, from
http://www.informaworld.com/10.1080/0305006890250302.
Phillips, D. (1992). Borrowing educational policy. Oxford Studies in comparative Education,
2(2), 18–39.
Phillips, D. (1997). Prolegomena to a history of British interest in education in Germany. In
C. Kodron, B. von Kopp, U. Lauterbach, U. Schäfer, & G. Schmidt (Eds.), Vergleichende
Erziehungswissenschaft. Herausforderung - Vermittlung - Praxis (pp. 673–687). Böhlau
Köln.
Phillips, D. (2000). Beyond Travellers' Tales: some nineteenth-century British commentators
on education in Germany. Oxford Review of Education, 26(1), 49–62. Retrieved October
08, 2009, from http://pdfserve.informaworld.com/890112_777306414_713688518.pdf.
Phillips, D. (2000). Learning from Elsewhere in Education: some perennial problems revisited
with reference to British interest in Germany. Comparative education, 36(3), 297–307.
Retrieved October 08, 2009, from
http://pdfserve.informaworld.com/33125_777306414_713656617.pdf.
Phillips, D., & Ochs, K. (2003). Processes of Policy Borrowing in Education: some
explanatory and analytical devices. Comparative education, 39(4), 451–461. Retrieved
July 08, 2009, from
http://pdfserve.informaworld.com/430133_751320420_715700628.pdf.
Phillips, D., & Ochs, K. (Eds.) (2004). Educational policy borrowing: Historical perspectives.
Oxford: Symposium Books.
Ploghaus, G. (2003). Die Lehrgangsmethode in der berufspraktischen Ausbildung: Genese,
internationale Verbreitung und Weiterentwicklung. Bielefeld: Bertelsmann.
Regini, M. (1997). Gleiche Anforderungen und unterschiedliche Antworten: Unternehmen,
Institutionen und Ausbildung in den europäischen Regionen. In R. Bahnmüller & M.
Regini (Eds.), Best Practice oder funktionale Äquivalenz? Die soziale Produktion von
Humanressourcen in Baden-Württemberg, Katalonien, Rhône-Alpes und der Lombardei im
Vergleich (pp. 11–48). Mering: Rainer Hampp Verlag.

18

Reif, H. (1982). Soziale Lage und Erfahrungen des alternden Fabrikarbeiters in der
Schwerindustrie des westlichen Ruhrgebiets während der Hochindustrialisierung. In
Friedrich-Ebert-Stiftung (Ed.), Archiv für Sozialgeschichte (pp. 1–94). Bonn.
Ruth, K. (1995). Industriekultur als Determinante der Technikentwicklung: Ein
Ländervergleich Japan - Deutschland - USA. Berlin: Ed. Sigma.
Schelten, A. (1983). Didaktische Probleme beruflichen Lernens: Elementarlehrgang Metall.
Die berufsbildende Schule, 35(7-8), 443–454.
Schönberger, K., & Springer, S. (Eds.) (2003). Subjektivierte Arbeit: Mensch, Organisation
und Technik in einer entgrenzten Arbeitswelt. Frankfurt/Main [u.a.]: Campus-Verl.
Schriewer, J. (2006). Comparative social science: characteristic problems and changing
problem solutions. Comparative education, 42(3), 299–336, from
http://www.informaworld.com/10.1080/03050060601022640.
Schriewer, J., & Holmes, B. (1988). Theories and methods in comparative education.
Frankfurt am Main, New York: P. Lang.
Selznick, P. (1949). TVA and the Grass Roots: A Study of politics and organization. Berkeley,
Cal.: Univ. of California Press.
Seubert, R. (1993). "Eisen erzieht": Erinnerungen eines am "deutschesten aller Werkstoffe"
Gestählten. In I. Lisop (Ed.), Die andere Seite. Profile und Liebhabereien gelehrter
Männer (pp. 51–82). Frankfurt am Main: GAFB.
Siebel, W. (1984). Fabrikarbeit und Rationalisierung. In J. Boberg (Ed.), Exerzierfeld der
Moderne. Industriekultur in Berlin im 19. Jh (pp. 310–321). München: Beck.
Sorge, A. (1995). Labour Relations, Organization and Qualifications. In J. van Ruysseveldt &
u.a. (Eds.), Comparative industrial & employment relations (pp. 243–266). London [u.a.]:
Sage [u.a.].
Stinchcombe, A. L. (1965). Social Structure and Organizations. In J. G. March (Ed.),
Handbook of organizations (pp. 142–193). Chicago, Ill.: Rand McNally.
Stockmann, R. (1992). Die Nachhaltigkeit von Entwicklungsprojekten: Eine Methode zur
Evaluierung am Beispiel von Berufsbildungsprojekten. Opladen: Westdeutscher Verl.
Stockmann, R. (1993). Hilft die Entwicklungshilfe langfristig?: Bestandsaufnahme zur
Nachhaltigkeit von Entwicklungsprojekten. Opladen: Westdt. Verl.
Stockmann, R. (1997). Die Nachhaltigkeit von Berufsbildungsprojekten in
Entwicklungsländern. In W.-D. Greinert, W. Heitmann, R. Stockmann, & B. Vest (Eds.),
Vierzig Jahre Berufsbildungszusammenarbeit mit Ländern der Dritten Welt. Die
Förderung der beruflichen Bildung in den Entwicklungsländern am Wendepunkt? (pp. 95–
128). Baden-Baden: Nomos-Verl.-Ges.
Stockmann, R. (2003). Neue Pfade für altes Paradepferd gesucht: Wie Deutschland die
Berufsbildung im Süden fördert. Der Überblick, 39.(1), 57–60, from
http://www.eed.de/_SITD9GH4KVcYDlf5YL/ueberblick.archiv/one.ueberblick.article/ueb
erblick.html?entry=page.200301.057.
Stockmann, R. (2004). Berufsbildung braucht neue Impulse: Entwicklungspolitische
Bedeutung muss gestärkt werden. Berufsbildung in Wissenschaft und Praxis : BWP., 33(2),
44–48.
Supiot, A., & Mückenberger, U. (2000). Ordre public social und Gemeinschaft: Zwei
Kulturen des Arbeitsrechts. In C. Didry, B. Zimmermann, & P. Wagner (Eds.), Arbeit und
Nationalstaat. Frankreich und Deutschland in europäischer Perspektive (pp. 100–127).
Frankfurt/Main [u.a.]: Campus-Verl.
Tanaka, M. (2005). The cross-cultural transfer of educational concepts and practices.: A
comparative study. Didcot: Symposium Books.
19

Thelen, K. A. (2003). Comment les institutions evoluent: perspectives de l'analyse
comparative historique. In Presses de Sciences Po (Ed.), L'Année de la régulation.
Économie, Institutions, Pouvoirs n° 7, 2003-2004. Dossier Les institutions et leur
changement (pp. 13–45).
Wallenborn, M. (2001). Die berufliche Bildung in Lateinamerika. Europäische Zeitschrift
Berufsbildung, (22), 62–70.
Wallenborn, M. (2007). Die Aufwertung der beruflichen Bildung in der
Entwicklungszusammenarbeit. Berufsbildung in Wissenschaft und Praxis, 36(6), 47–50.
Wallenborn, M. (2010). Vocational Education and Training and Human Capital Development:
current practice and future options. European Journal of Education, 45(2, Part I), 181–198.
Retrieved July 05, 2010.
Watson, K. (1998). Memories, Models and Mapping: the impact of geopolitical changes on
comparative studies in education. Compare: A Journal of Comparative Education, 28(1),
5–31, from http://www.informaworld.com/10.1080/0305792980280102.
Webb, S., & Webb, B. (1959). Die Voraussetzungen des Gewerkvereinswesens: aus: Sidney
und Beatrice Webb, Theorie und Praxis der Englischen Gewerkvereine (Industrial
Democracy), Bd. 2, Verlag J.H.W. Dietz nachf., Stuttgart 1898, S. 98-134. In F.
Fürstenberg (Ed.), Soziologische Texte: Industriesoziologie I. Industriesoziologie :
Vorläufer und Frühzeit 1835 - 1934 (p. 149). Luchterhand.
Weber, M. (2000). Die protestantische Ethik und der "Geist" des Kapitalismus (3rd ed.).
Weinheim Basel: Beltz.
Weber, M., Schluchter, W., & Frommer, S. (1999). Zur Psychophysik der industriellen
Arbeit: Schriften und Reden 1908-1912. In M. Weber (Ed.), Gesammelte Aufsätze zur
Soziologie und Sozialpolitik (pp. 61–255).
Wiemann, G. (1989). Der "Grundlehrgang Metall" als systemstiftendes didaktisches Modell
einer industrieorientierten Berufsausbildung: - eine berufspädagogische Bewertung.
Didaktik, Sozialisation und Methoden. Betriebliche Berufsausbildung. In A. Lipsmeier &
R. Arnold (Eds.), Betriebspädagogik in nationaler und internationaler Perspektive
(pp. 179–196). Baden-Baden: Nomos-Verl.-Ges.
Wiemann, G. (2002). Didaktische Modelle beruflichen Lernens im Wandel: (mit CD-ROM) ;
vom Lehrgang zur kunden- und produktionsorientierten Lernorganisation bei MANSalzgitter. Bielefeld: Bertelsmann [u.a.].
Wolf, S. (2007). Anmerkungen zu R. Arnold "Die "Entdeckung" des Arbeitsmarktes in der
internationalen Berufsbildungszusammenarbeit": In ZBW Heft 3 2006. Zeitschrift für
Berufs- und Wirtschaftspädagogik, 103.(1.), 124–127.
Wolf, S. (2009). Berufsbildung und Kultur: Ein Beitrag zur Theorie der Berufsbildung in der
Entwicklungszusammenarbeit. Tönning: Der andere Verlag.

20

