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Education has always been one of the most important functions of cities. Accordingly,
the Latin term “urbanus” has two original meanings: it indicates firstly the characteristic
atmosphere of a city, and secondly an educational background: from the seventeenth
century, educated, cosmopolitan people were described as “urbane”. At the same time,
institutions for child raising, childcare and education have always basically reflected their
respective time and society, with pedagogical and political concepts and perspectives
constantly changing, but with physically constructed space far more long-lasting.

The topic of education is currently once again the subject of extremely
wide-ranging social and political debate, with learning, knowledge and skills being
seen as increasingly important resources in the constantly developing
knowledge-based societies. In the most recent debate, moreover, it is becoming
clear not only that urban space provides important places of learning but also that
education is becoming an ever more frequent starting point for urban and neigh-
bourhood development initiatives: urban development is increasingly turning into
an actor within a municipal educational policy that is increasingly high-profile, and
pedagogical actors understanding themselves to a greater extent, and more fre-
quently, as part of urban contexts. In this context, we understand urban develop-
ment as policies, strategies and projects to plan and to develop cities and regions,
city districts and neighbourhoods.

However, in the fields of educational science and educational research, as in
planning theory, there is a lack of in-depth engagement with the relationships
(which are, however, said to be positive) between educational measures and urban
development. In particular, there have so far been few recent empirical studies on
education as a component of the city. Accordingly, this anthology studies the
relationships providing examples of how connections are (and could be) created
between the education system on one hand, and urban and neighbourhood devel-
opment strategies, on the other.

Various Places of Learning at the Focus
of the Education Debate

During the PISA1 debate in Germany, which was provoked after the PISA
assessment in 2000 and as well as other international studies, an intensive exchange
of ideas developed between educational policy and educational science. One of the

1PISA: Program for International Student Assessment by the OECD.
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threads of this discussion dealt with the comparatively poor performance by
German schoolchildren in comparative international studies, which could not be
explained entirely by deficits in school lessons, but instead drew attention to various
other forms and settings of learning (cf. BMFSFJ 2005). It was with this in mind
that, early on in the debate, the Federal Advisory Board on Youth Policy
(Bundesjugendkuratorium) called for a new understanding of education taking into
account extracurricular settings and processes (cf. BJK 2001; BJK et al. 2002). This
demand has been supported by more recent studies (for an overview see Reutlinger
2009) showing that the development of schools is, among other things, influenced
by their regional or municipal surroundings. The anthologies by Prölß (2003) and
Otto and Rauschenbach (2004) also played a key role at this early stage of the
discussion. The former provides a summary of existing political positionings,
theoretical contributions and examples from practice and criticises the fact that the
education debate is restricted to the school as a place of learning. The latter volume
contrasts the understanding of learning based on school performance with a
wide-reaching understanding of education from an academic perspective.

These positionings were taken up in the Twelfth Report on Children and Youth,
published by the Federal Ministry for Family Affairs, Senior Citizens, Women and
Youth (BMFSFJ 2005), which was the first to describe a broad-ranging under-
standing of education as a guiding light when designing educational processes. The
report contributed to increasing consensus on an integrated understanding of edu-
cation in German politics and research. It covers formal and informal learning
processes, as well as giving equal importance to formal and non-formal settings
(cf. Vogel 2008). Among other things, formal learning processes are characterised
by obligation, a curricular structure and certification; for learning subjects, this
mainly involves moving towards instrumental, rational results and products.
Informal learning processes tend to be optional and focused on development; their
content and methodology may largely be influenced by the learning subjects.
Running transversely to this view of gradual distinctions between processes, the
term “educational setting” underlines the different institutionalised places in which
learning processes can take place, which are more or less pre-structured by society.
While formal educational settings are mainly anchored in a certain organisation,
institution or place, with a legally defined educational purpose, non-formal settings
are fragile, part of people’s lifeworlds and not necessarily spatially defined (cf.
Deinet and Icking 2011; Mack 2009). In practice, these analytically distinguishable
settings, on the one hand, and educational processes, on the other, always occur as
an amalgamation, i.e. in various graduations and ratios. In terms of content they
have four connections with the world and are associated with corresponding spheres
of responsibility: these links are cultural/cognitive, material/instrumental,
social/communal and personal/aesthetical (cf. BMBF 2004).

This broad understanding reveals clearly that education takes place not only
during school lessons but also in families, children’s day-care centres, associations,
youth clubs, family support centres, cultural activities, public spaces and even
within a peer group or through digital media. For this reason, numerous authors,
such as Harring (2010, p. 21) note that “learning in a school context […] only
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makes up a fraction of all young people’s educational processes”. According to this
understanding, education takes place in all kinds of different places and spaces. This
increased attention being paid to different educational settings is thus making not
towns and regions, and above all, city districts and neighbourhoods ever more
important in the debate on education. They provide a variety of spatial situations
and opportunities, creating a setting for educational processes, as well as themselves
being shaped through such processes (cf. Mack 2009). It is precisely in this way
that urban development, too, is becoming the focus of the current debate on
“contemporary education” (cf. Otto and Oelkers 2006).

National Programmes for Urban Development
and the Education System

The urban development funding programme set up in 1999, “City neighbourhoods
with special development needs—Social City”, already indicated that there were
links between urban development and the education system. More than half of the
municipalities involved focus on the field of action “Neighbourhood schools and
education” with the aim of curbing the spiralling negative development trends in
disadvantaged neighbourhoods (cf. Difu 2012; Bundestransferstelle Soziale Stadt
2006). Strategies regularly used in this field include creating additional activities
during the afternoons and leisure time; extending all-day day-care services;
improving the living environment with regard to spaces for play and learning, and
running schemes to improve people’s health and language skills (cf. Institut für
Entwicklungsplanung und Strukturforschung 2005).

Moreover, since 2008, five model projects by the National Urban Development
Policy have addressed the link between the education system and urban develop-
ment. In the discussion on practical planning issues, the project backers provided a
stimulus by putting forward theses on the interplay between education and the city
(cf. Biernath et al. 2009, p. 2f.):

• Educational facilities and opportunities shape the neighbourhood.
• Educational institutions should be conceived of as an element of urban devel-

opment, to make sure that educational opportunities are not thwarted by con-
tradictory planning.

• Urban development planning and educational planning need to be connected.

Moreover, those involved in the five model projects defined the following
overlaps between the education system and urban development:

• good educational opportunities can improve the quality of living in cities and
foster integration;

• education investments in certain locations and areas can stabilise city quarters
and neighbourhoods;
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• creating city structures, which promote mixed use, can create educational set-
tings; and

• educational institutions can be identity-establishing and can contribute to image
improvements (e.g. cf. BMVBS 2009).

The aim of the paper cited here is to add the topic of education to the “Leipzig
Charter on Sustainable European Cities” (BVMBS 2007). Those working on the
model project call for education to be ascribed greater importance in future urban
development funding (cf. Burgdorff and Herrmann-Lobreyer 2010).

The programme “Social City” and the model projects for the National Urban
Development Policy show that education can be a “key factor for sustainable,
integrative neighbourhood development” (Baumheier and Warsewa 2009, p. 21,
own translation). This raises new questions on how the two topics are linked,
especially as the overlap between the two fields have not yet been precisely defined,
and there has been too little empirical research into the matter.

Thus, while the discourse and practice applied among actors from the fields of
child raising, child care and education, on the one hand, and urban planning and
development, on the other, have long been running parallel to one another (cf.
Burgdorff and Herrmann-Lobreyer 2010), recently some initial experience in
practice has led to an increasing number of integrated approaches (cf. Uttke et al.
2013).

Urban Development and Education in Municipal Practice

In the context of municipal self-government, German cities and communities tra-
ditionally play central administrative roles in the field of education and social
issues. Thus, the cities and rural districts are public providers of child and youth
welfare (mainly childcare, youth work and family support). Cities are providing
educational infrastructure such as libraries, museums and adult education colleges.

In the field of schools, they support schools providing general and vocational
education. They are responsible for the so-called ‘external’ school issues, such as
construction, conversion and maintenance of school buildings and the management of
school locations (Difu and Wüstenrot Stiftung 2010; Weiß 2011). Supplementary, the
German federal states are mostly responsible for educational content, the so-called
‘inner’ school issues.

On this basis, since the 1990s, there has been an extensive process of munici-
palisation in the field of education (cf. Weiß 2011): The mere responsibility for the
‘external’ school issues is being developed toward a more integrated municipal
educational planning (Hebborn 2008, pp. 958, 966; Weiß 2011, pp. 9–28). In recent
years, it has been notably supported by a declaration of the Association of German
Cities (Deutscher Städtetag 2007). The so-called Aachen Declaration stresses that a
comprehensive understanding of education should be the basis of all municipal
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reform efforts and that the municipal level is the starting point for all educational
processes.

Reasons for municipalisation include the greater need for coordination (e.g. when
opening up schools for other public uses and services), various school building and
construction projects, new staffing groups (especially in Ganztagsschulen, which
offer extracurricular educational activities, extending the German school day; cf.
Coelen and Stecher 2013), the need for integrative planning approaches (e.g.
merger of city school departments with youth service departments, the connection
between school planning and city planning) and a vested interest in developing
education as a location factor (not only for reasons of economic development, but
also due to demographic developments and to reduce social costs). Other reasons
for education’s rising status as an element of integrated urban development
strategies also include municipal challenges such as demographic change, tight
public finances, growing tendencies towards segregation and polarisation of soci-
ety, and increasing regional competition as well as re-urbanisation (cf. Kessl and
Reutlinger 2012; Leimkühler and Schöne 2012; Difu and Wüstenrot Stiftung 2010;
Burgdorff and Herrmann-Lobreyer 2010; Simon-Philipp 2010).

Viewed in terms of social theory, this municipalisation of education should be
interpreted as a phenomenon of the post-welfare state, in which economic policy is
increasingly making use of the social services and education, with the intention of
making citizens more integrated in the system as the primary means of encouraging
their social integration (cf. Emmerich 2010). In this “roll-out neoliberalism” (Peck
and Tickell 2002) the focus is not only on adapting individuals to the labour market
but also on “governing through community” (ibid.). This is why the individual and
the neighbourhood are growing in importance as target dimensions within political
change. Accordingly, the aim of many municipal education plans is increasingly to
coordinate places and actors from the “triad of child raising, child care and edu-
cation”, with the municipalities taking on a growing role behind the wheel (cf. Olk
2008) or at least being called upon to take control. Hand in hand with this comes an
increasing focus on “local learning” which—though the methods are similar—
involves a paradigm contradictory to traditional community education, which is
usually group-based and emancipatory. It is often based on an understanding of
space which reduces it to a geographical, physical, material phenomenon, whereas
more advanced understandings of the term pick up on the sociopsychological
concept of appropriation, extending “social space” considerably to include sub-
jective appropriated spaces: space is then seen as a relationing between structures
and actions (cf. Löw 2001; Kessl and Reutlinger 2012).

The Concept of This Volume

“Education, Space and Urban Planning” picks up on the existing terminological
definitions, programmes and concepts described above, as well as on experience
gained in practice, research results and studies needed at the point of contact
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between the topics of urban development and education. It also brings together
insights from different fields and disciplines in one volume. The anthology con-
textualises the subject of education on different scales of urban and regional
development: the region, the city, the district, the neighbourhood, the site and
building scale. Existing discourses are interlinked on different levels:

• angles and insights from the fields of urban research and planning, geography,
architecture and education/educational research, child raising/the theory of child
raising, and educational theory are brought together,

• German-language discussions are compared with debates from other countries,
• theory and practice are contrasted,
• experience gained by established researchers and practitioners is merged with

the approaches and views of young scholars and practitioners.

This volume was first published in German (“Stadtbaustein Bildung”) with
Springer VS in 2015. The anthology “Education, Space and Urban Planning” is a
revised version with an additional chapter giving insight to research results of our
own studies on links between the education system and urban development.

Schools and the Neighbourhood

The first section, “Schools and the Neighbourhood”, is about the connections
between scholastic educational institutes and their immediate urban environment.
Looking at architecture and urban planning, it examines the design of educational
buildings, as well as school catchment areas, where thought is being given to new
school functions.

Otto Seydel, a school improvement planner, focuses on the reasons why the
relationship between schools and neighbourhoods should be developed, and how
exactly this can take place. In his piece “Reflections on the Relationship Between
Schools and the City” he identifies approaches which can be taken in terms of
spaces and strategies: bringing community experts into lessons, visiting places of
learning outside the school, using school buildings outside school hours, using
schools as a community centre.

In their chapter “Schools and Education as Part of the ‘Social City’ Programme”,
landscape planner Christa Böhme and geographer Thomas Franke describe how this
field of action has developed during the programme of that name. While, at the
beginning, the central measures revolved around improving infrastructures, over
time the social, integrative aspects grew considerably more important. The focus
thus shifted to include schools as actors and places of learning and integration in the
neighbourhood.

Social scientist Günter Warsewa’s chapter “Neighbourhood-based School
Strategies for Education and Integration” provides a comprehensive outline of the
problems currently faced by schools. As a future development approach, he
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addresses the functional, social and institutional dissolution of boundaries within
schools: as well as their traditional task of education, further tasks should be taken
on related to integration and childcare, and pupil-teacher relationships should be
complemented by other relationships with parents, neighbours and experts,
involving cooperation and exchange.

Educational theorists Jeanette Böhme and Viktoria Flasche add another aspect to
the discussion with their piece “Spatial Traces of Pedagogical Constructions of
Meaning over the Course of Urban Change”: school buildings are a place where
educational concepts are put into practice which very much reflect the configura-
tion, attitudes and needs of the specific neighbourhood. For this reason, they posit,
educational practice in schools has not produced its own architecture expressing a
pedagogical idea applying across multiple neighbourhoods or primarily founded in
child and youth education processes.

The fact that a great deal is going on in this context can be seen from the fact that
many school buildings are today being adapted to meet the needs of contemporary
pedagogy. In her chapter on “Rethinking Educational Spaces in School Design”,
the American architect Laura H. Malinin describes current American approaches to
pedagogically and architecturally pioneering school construction by identifying five
topics currently influencing the design of educational spaces in the USA: equality,
safety, community, creativity and empowerment.

In their piece “Schools as 3D Textbooks for Sustainability Education”, the
architects Marta Brkovic and Rosie Parnell (UK) offer a graphic demonstration of
how school buildings can provide a framework for learning about sustainable
development, describing the pedagogical ideas on which the architectural design of
these buildings is based. They propose that sustainable schools are about far more
than just their design, innovative building technology or other fittings which can be
used for demonstration purposes and as tools for learning. More than this, they are
about learning activities and fields of responsibility for pupils, and involving the
local population.

The Labour government’s investment programme in the education sector
between 2009 and 2012 saw many British schools become prestigious projects by
architects, politicians, school heads and sponsors. Prompted by this event, the
chapter “The Struggle for Educational Space in the Programme ʻBuilding Schools
for the Futureʼ” by the two British educational scientists Pat Mahony and Ian
Hextall describes the intention, the political context and the implementation of the
programme and presents some initial insights into the effect of these ambitious
school buildings in a selection of city districts.

Education and the Neighbourhood

The second section, “Education and the Neighbourhood”, is about local areas where
there is a focus not only on school institutions and places of learning outside the
school but also on their links to the immediate and extended neighbourhood.
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In her chapter “The Interrelationship Between Education and Urban
Development”, urban planner Frauke Burgdorff describes the trends of the latest
educational debate and the consequences it has had on urban and district devel-
opment, with a particular emphasis on how important schools are for neighbour-
hoods. She comes to the conclusion that education is an important resource for
urban development and renewal processes, and should thus be a consistent feature
of urban development policy.

In their chapter “‘Spielräume’—Beyond the Distinction Between Education and
Urban Development” the social scientists Fabian Kessl and Christian Reutlinger
present findings from academic research accompanying the programme
SPIELRAUM, which involved designing or redesigning urban spaces where young
people can be active. The facilitation supporting is used to derive six ideas for
developing or extending “opportunities for urban action”.

In her chapter on “Urban Poverty Areas and Education” the sociologist
Alexandra Nonnenmacher works out the education-relevant parameters of urban
neighbourhoods and their interdependencies on the macro, meso and micro levels.
The chapter offers a comprehensive overview of quantitative empirical studies on
this subject. Finally, some unanswered questions are raised and starting-points are
identified for further research.

Under the headline “Schools as Components of the Inner Development of New
Neighbourhoods”, the architects Christina Simon-Philipp and Gerd Kuhn reveal
how city planning approaches to the topic of education have changed over recent
decades. Several innovative European examples are presented which draw a clear
picture of how educational institutions and neighbourhoods can be shaped in an
integrative manner. To sum up, the authors spotlight the conditions in which future
projects can be made to succeed.

In his chapter “Appropriating Spaces as a Form of Urban Education”, the social
scientist Ulrich Deinet outlines how childhood and youth have changed over the
last 40 years in terms of social spaces. The author focuses on the spaces which
children and young people appropriate today, highlighting the greater importance of
commercial spaces. Based on this, the concept of appropriation is adapted for use in
the debate on education in the public arena.

In their chapter “The Neighbourhood as a Place of Learning for Young People”,
the architects Andrea Benze and Urs Walter discuss how games (such as simulation
games) can help us understand, analyse and develop neighbourhoods as places of
learning. They see learning as a multifaceted process: on one hand, learning is
examined within and as emanating from the neighbourhood; on the other hand, the
chapter explores the subject of negotiation on the future development of local
spaces, viewed as a learning process.

The educational scientist Joana Lúcio (Portugal) bases her chapter on “Young
People’s Appropriations of Life and Education in the City” on concepts of identity
and appropriation. Building upon this, the author presents results from her research
project on young people’s social learning experiences in the city.

In her chapter on “All-day Schooling in Educational Networks”, the educational
scientist Vicki Täubig outlines the development of neighbourhood Ganztagsschulen
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and urban educational landscapes as parallel, related processes, analysing them as
“success stories” from a neo-institutionalist point of view.

The urban planners Angela Million, Anna Juliane Heinrich and Christine Loth and
the educationalists Thomas Coelen and Ivanka Somborski present their intermediate
results from an interdisciplinary research project under the title “Educational Politics
and Urban Design for Learning. Local Educational Landscapes in Policy and Practice”.
Based on their empirical study, the authors discuss common topics, shared and over-
lapping perceptions of problems, aims, programs, and implementation strategies at the
point where education policy and urban development policy meet in Germany. In
addition, socio-spatial educational landscapes are investigated in view of their consti-
tutive elements and recurring spatial features.

Education and the City

The section “Education and the City” examines areas which touch upon contexts
relevant to the city as a whole. It looks at the goals of urban policymaking and at
municipal educational organisation and planning. Cities are described as con-
structed spaces in which children and young people live and learn. The potential of
educational landscapes is reflected upon both as a theoretical model and in its
practical implementation from the point of view of experts on education, social
issues and planning.

In their piece “Educational Landscape Straddling Spaces and Education”, the
social scientists Petra Bollweg and Hans-Uwe Otto link the goals of policy on youth
and education, theoretical considerations, models and reported experiences. The
authors argue that educational landscapes should be thought through from the point
of view of clients, and their topology based on the aspect of teaching within an
urban space, so that urban areas can be described as spaces which provide
opportunities (especially for disadvantaged children and young people), and dis-
cussion can focus on the dimensions of access, use and co-determination.

In his chapter on “Education in the City from the Perspective of Social Spaces”,
the educationalist Wolfgang Mack focuses on non-formal educational setting and
informal educational processes, describing the respective views and sometimes
differing interests of educational and urban policy.

In the chapter “Educational Landscapes Caught Between Individuals,
Organisations and Municipalities”, the social scientist Stephan Maykus develops a
theoretical model favouring a change in educational management which encourages
cooperation between individual educational organisations. The idea is to allow
different target perspectives to be assessed, forming a conceptual basis for net-
worked education.

In their chapter “Towards a Social Pedagogy of Urban Design” the education-
alists Sven De Visscher and Hari Sacré (Belgium) investigate how childhood and
pedagogy are viewed, and how these different views have guided and shaped urban
design both past and present. This is then used to propose an approach to planning
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and participation which includes children, as citizens, in processes of negotiation
with regard to urban development.

In his chapter on “Educational Landscapes and the Reduction of Socio-spatial
Educational Inequality in the City”, the social scientist and educationalist Thomas
Olk deals with the question of whether, and in what conditions, strategies for a
municipal educational landscape can help minimise urban segregation and social
inequality.

To combat problematic situations, in many places there is now a focus on linked
preventative measures coordinated by the municipality. With this in mind, sociol-
ogist Heinz-Jürgen Stolz explains in his chapter “Educational Work in the
Municipality” how to achieve successful integrated city or city district development
planning taking into account the selection effects of the school education system.

The chapter “Educational Planning and Urban Development in Munich”, by city
school councillor Rainer Schweppe and administrative director Wolfgang Brehmer,
is based on the latest municipal education report. In this case, the aim of guiding
municipal education is to create greater educational equality. In view of this, there is
a description of the steps taken by the city to create effective cross-departmental
associations bearing joint responsibility for this subject.

In his chapter “Managing Educational Landscapes”, Lars Niemann addresses the
challenges of putting local educational alliances into practice in terms of local urban
development and architecture: he proposes that spatial and pedagogical issues need
to be brought together and that appropriate control mechanisms are required to
manage the developments in a targeted manner.

In their chapter “Regulatory Areas of Municipal Education Management on the
‘Learning Locally’ Programme”, the social and political scientists Markus Lindner,
Sebastian Niedlich, Julia Klausing and Thomas Brüsemeister use governance
research with the aim of revealing some fields of action and responsibility for
municipalities, if integrated municipal educational management is to be developed
locally.

Education and the Region

The final section, “Education and the Region”, offers a collection of chapters
linking the topic of education to regional administrative spaces which are larger in
scale than those for which individual municipalities are responsible.

In his chapter covering the essential points, entitled “Regionalization of
Education”, social scientist and educationalist Marcus Emmerich looks into
regionalisation research which takes a critical stance towards political programmes,
examining empirical aspects and those related to social theory.

The chapter “The Relevance of Educational Landscapes for Regional and Urban
Development”, by the social geographer Mario Tibussek, sets out the theory that the
education system and city/regional development are mutually relevant. Based on
this, a connection is made between the educational landscape approach and
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urban/regional development strategies, with the governance perspective, interdis-
ciplinarity and the spatial aspect being central points for discussion.

In her chapter “Regional Contexts in Quantitative Educational Sociology”, the
sociologist Alexandra Wicht analyses regionality in quantitative educational
research. She develops theoretical requirements for taking regional contexts into
account, at the same time revealing the difficulties involved in operationalisation.

In their chapter covering the basic principles of “Educational and Social Schools
Research Related to Space”, the educationalists Nils Berkemeyer, Björn Hermstein
and Veronika Manitius provide a discerning overview of regionally based research
on the number of pupils being sent to different school types and gaining qualifi-
cations. The significance of the spatial location of the school—especially regarding
educational participation and success—is thus illustrated and given a place within
the theory.

The chapter “Data-driven Planning and Regional Educational Management” by
Axel Gehrmann, Sascha Pelzmann and Dominique Matthes sums up the reasons,
intentions, difficulties and results of the increasing number of educational reports
written since PISA was introduced, discussing their topics, the data on which they
are based, participation and implementation.

The starting point for the chapter “Regionalization as a Justice-based Support
Strategy for School Improvement” is decentralised attempts at reforming the edu-
cation system. The educational researchers Veronika Manitius, Anja Jungermann
and Wilfried Bos discuss the topic of regionalisation in education, starting out with
the basics, in the light of social justice. Finally, they report on a survey on the
subject held at regional education offices.

In their chapter “Organised After-school Activities at the Intersection Between
Education and Municipalities in Rural Areas” the geographer and educationalist
Holger Jahnke and the social scientist Katharina Hoffmann provide an impressive
description of the dilemma confronting small communities under pressure to
compete as their population continues to shrink. In this context, the importance of
all-day activities is clearly revealed as an opportunity for communities to raise their
profile, despite restrictions caused by responsibilities.

Outlook: Research into the Education System and Urban
Development

The composition of the chapters clearly shows that there is already a rich vein of
research engaging with the points of contact between the education system and
urban development, though, from our point of view as editors, this does not yet
sufficiently break down the borders between the disciplines. Among other things,
this can be seen in the teams of researchers and authors, who rarely mix: when
research is carried out into educational planning or pedagogical aspects, this is
seldom combined with research into urban and regional planning or the
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architectural and city planning aspects of school buildings or city districts (and vice
versa). Only gradually is an understanding developing that there is a basic need to
interweave urban and educational planning more intensively in theory, empirical
work and practice, so as to meet new requirements arising from the changing role of
the education system in an urban context. Most activities still take place parallel to
one another, and in many places practice seems (so far) to be some steps ahead of
empirical research.

Already in 2012 we editors had the chance to participate in an interdisciplinary
studies day at TU Berlin (Berlin Institute of Technology) supported by the “Urban
Spaces” Montag Foundation, joining up with 19 representatives from the fields of
municipal planning and educational practice, spatial analysis, architecture and
educational science to set out some needs with regard to empirical research in the
context of education and urban development (cf. Uttke et al. 2013):

• Contexts and scales

– Education in rural and urban areas
– Education in growing or shrinking regions

• Settings and processes

– Urban space as a non-formal educational setting
– Educational transitions: biographical and spatial
– Ascriptions and identities of social spaces

• Impacts and effects

– Education as a pull factor
– Education as a component of a resilient city
– Added value of educational landscapes: management, cooperation, etc.
– Municipal returns from successful education
– Connections between educational level and functioning urban development

• Instruments and methods

– Instruments at the point where the education system and urban development
meet

– Methods for researching into the effects of spaces in the field of education

The chapters in this volume shed light on how these and other research
desiderata are being engaged with, and help us determine how some of these gaps
in the research can start to be filled.
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Part I
Schools and the Neighbourhood



Reflections on the Relationship
Between Schools and the City

Otto Seydel

Abstract Otto Seydel analyses possible interfaces between the city and the school
from the point of view of the pedagogy of schools. In his chapter, he distinguishes
between four levels on which cooperation may take place: (1) school rooms are
accessible for users from the district outside of school hours; (2) the school
becomes an all-day community centre with various institutions based directly
within the school, with their own rooms; (3) “experts” from the district come into
lessons; (4) institutions within the community are proactively used as places where
the schoolchildren can learn. In the first two cases, certain conditions must be
fulfilled regarding the school building to reduce the detrimental effect of friction
between the systems. To advance from mere spatial proximity to something of
educational value for all those involved (from an additive to an integrative rela-
tionship), what is also needed is reliable network structures.

Keywords Community education � Community school � District school �
Educational conference � Cooperation � Network � Open school � Community
youth work � Formal learning � Informal learning

“Welcome to jail!” read the words on a large, red banner in front of the gateway to the
Herman-Hesse-Gymnasium high school in Berlin. After the autumn holidays (2000),
several activists from the children’s rights group K.R.Ä.T.Z.Ä. were demonstrating
in front of the entrances to some Berlin schools. They were handing out leaflets
designed to show the structural similarities between schools and prisons, from the
strictly controlled daily schedule and “surveillance of people’s private business” to
the “barren, gloomy” architecture and compulsory schooling as a “day release”
system. The protest was 14 years ago. Today, the topic is becoming a suitable theme
for talk shows, if under other headings: the philosopher Precht (2013), in his book
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about “Anna”, the director Wagenhofer (2013), in his film “Alphabet”, and the neural
researcher Gerald Hüther (undated), in his lectures, have brought the fundamental
criticism of the school as an institution up to date.

This is not the place to hold the necessary debate on the basic principles of
whether the German school system, in its current form, is still fit for the twenty-first
century. In the medium term, at least, millions of euros are likely to be spent
continuing to renovate and sometimes even build school buildings in Germany.
However, it is this provocative comparison with a prison which leads to the key
issue raised in this chapter: how is it possible, at least, to keep the school gates
open? The comparison made by K.R.Ä.T.Z.Ä. suggests that it is a physically and
socially hermetically sealed system. Certainly, in the past, there have been ways of
looking at schools which might suggest a parallel of this kind: the school as a
cocoon, as a carefully prepared “pedagogical suburb”, on the sidelines, with borders
that are mainly sealed off. In the Western world, schools have doubtless also always
been a kind of safety net, ensuring that children and young people do not come to
harm, or cause any harm, while their parents are at work all day. The strong link
between compulsory schooling and supervisory duties in Germany are a clear sign
of this. Over recent decades, however, this image has fundamentally changed.

Proposition 10 of the Montag Foundations’ handbook on the basics of “School
planning and building” (2011, p. 64ff.) says: “The school opens up to the city—the
city opens up to the school”. In many German schools the gates now deliberately
remain open—at least at certain times, and sometimes for long periods of time.
Pupils go out and come back in; external experts are welcome to visit for specific
projects. The older the pupils are, the more frequently they cross the threshold.
Back in 1971, in his programme “Deschooling Society”, a critical discourse on
civilisation, Illich (2013) even called for the barrier to schooling which the city
itself erects to be raised entirely. However, in Germany at least, this radical concept
remains a utopia.

Instead, Riekmann (2014), a former head of the German Schools Award-
winning “Max Brauer Schule” (Hamburg), describes the touch point between the
school and the district as a “cell membrane” which lets through some substances,
but not others. This selective permeability is, however, what keeps the independent,
yet dependent, cell alive. Different qualities and quantities of matter flow in either
direction.

The Gateway Is Open into the School

Let us begin by describing permeability from outside into the school. This per-
meability can be observed in all kinds of functional contexts. For this reason, when
terms such as “educational landscape”, “district school”, “community education”
etc. are used, it is important to check what kind of context is meant.
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Version 1: shared use

The first case involves opening up the school building to users from outside the
school: sports clubs, music schools, children’s art academies, and so on. School
pupils being able to take part in the activities they offer is just a side effect, if,
ideally, a useful one. The main point, before anything else, is the economic synergy
gained from shared use. Rooms which were once left empty during the afternoon or
evening are given an additional use. After all, classrooms are usually only used by
the school between 7 a.m. and 5 p.m., five days a week during the school term.
Often they are used for far less time. When they can be put to use by other partners
during the evening, at weekends and in the school holidays, this can save a great
deal of money from the public purse. The side-effect (school pupils taking part) can,
however, also be planned to deliberately raise the school’s profile. The school then
becomes a real cultural “magnet”, creating an energy which, in turn, spreads into
the school day in many ways, for example if the assembly hall (or the foyer, with
additional furnishings) is turned into a public theatre stage, a forum for discussion
on municipal policy, a presentation area for art exhibitions, and much more.

Below is a list of the most common types of cooperative venture found in
Germany (see Table 1). This is not a definitive list, as in principle there are no
limits—and no individual school will open up its rooms at random to all these
partners: the kinds of cooperation vary depending on the school profile and sur-
rounding environment.

Here, mention should also be made of purposefully planned, immediate
“neighbourhoods”, ranging from the “school on the roof” of a shopping centre
(providing space to build a school in a city-centre location with few available plots,
such as the Bundesrealgymnasium an der Au, Innsbruck) to an old folks’ centre
(enabling the generations to come together, e.g. at the Geschwister-Scholl-
Stadtteilschule, Hamburg).

Version 2: the school as a community centre; the community centre as a school

In the second case, several institutions from outside the school move into their own
rooms within the school, or at least in the direct neighbourhood (or the school moves
in with them). This applies not only to town libraries (of which there are plenty of
examples in Germany) but also to all kinds of social and cultural institutions which
are of great importance both for the children and young people as they grow up and
for the community as a whole, without themselves being part of the school. The
Netherlands provide some examples of this model: “At the […] Brede School (in the
Dutch municipality of Vaals—author’s note) the primary school is at the heart of a
network of day-care and advice services for parents and children aged 0 to 12. There
are a good 500 schools of this kind (in the Netherlands—author’s note), and every
year the figure rises… For this reason, the extensive building complex also includes,
for example, the town library, the public health department, the Green Cross and the
youth welfare services, as well as the Vaals Foundation for child and youth art
education, etc. Close contact between day-care providers and teachers, and the
proximity to social institutions providing support when problems arise are designed
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to provide the best possible forms of care and education for children. Their parents
also benefit from having just one place to go for the school, day-care and visiting
doctors […]. In the Netherlands, the Green Cross is responsible for medical care for
pre-schoolers and schoolchildren; as it also provides residential care for senior cit-
izens, the Vaals concept in fact includes an intergenerational centre” (Tyroller 2006).

Spatial Requirements for Opening up the School

For versions 1 and 2 to take place—shared use and the school as a community
centre—certain spatial conditions need to be met at the point where the school and
public use come together. This is the only way for the “membrane” to maintain the
right balance of permeability, with no “clogging” or “holes” appearing.

• Accessible areas separated into those for public use, on one hand, and for school
use, on the other. (The schoolchildren’s main base, with sensitive school
teaching materials and children’s work, needs to be able to stay out of bounds.)

• Access to sanitary facilities from public areas
• Lockers in the public areas
• Separate heating and electricity circuits (with their own fuse boxes) for public

rooms used in the evening or during the holidays
• Sufficient number of parking spaces within reach
• Signage outside and inside the school
• School playground secured at night

With an eye to public acceptance, another element which should not be forgotten
is the school’s appearance in terms of architecture and attractiveness, e.g. an
inviting entrance, outward transparency. A “prison effect” would indeed not be of
benefit.

Table 1 School partnerships in Germany

Part of school building Shared user

Sports facilities Sports club

Assembly hall/foyer Various performances, presentations, exhibitions

Library Community library

School playground/play equipment Neighbourhood

Cafeteria Neighbourhood

Classrooms and special-purpose rooms Evening school, lessons for parents, language courses

Administration areas Municipal advice offices

Common rooms Youth association

Music rooms/assembly hall Music school

… …

Source Own representation
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Version 3: external experts from the district in lessons

This version does not have a spatial effect. Here, the emphasis is on immediate
pedagogical use for school pupils. It is about people from the city district (and
beyond), from “real life”, being invited to the school for specific purposes to take
part in certain lessons or temporary projects as discussion partners, experts, fellow
learners or reviewers: politicians coming to panel discussions, beekeepers coming
for a project on bees, actors judging the reading competition, etc.

The Gateway Is Open out of the School

The “cell membrane” is selectively permeable in both directions. In modern
schools, the gateway is open for schoolchildren to leave it for limited periods of
time.

Version 4: educational landscape

The term currently used for Version 4 is that of an “educational landscape”, of
which the school is a part, along with other institutions. However, this term means
more than just an alliance of different institutions which come together to agree on
the focuses of their work. Deliberately opening up the school to the outside world
actively connects pupils with other lifeworlds, preparing them for transitions which
come later, when they leave school. As long ago as the 1980s there was intense
discussion about the Anglo-American concept of the community school (cf.
Zimmer and Niggemeyer 1992; Buhren 1997), then frequently linked to far-
reaching political visions of being able to balance out social disadvantages directly
through school structures. The political, moral charge of this concept has today
largely settled down. Instead, the introduction of Ganztagsschulen, which offer
extracurricular educational activities, extending the German school day, has given
new meaning to extracurricular areas. After all, it would be expecting too much of
schools (or schools would be overestimating their own abilities) and would cause a
problem if schools offering all-day activities were expected (or wanted) to take over
all the fields which were once available for children more or less to pick and choose
during the afternoon.

A community school is thus about more than a trip to a nearby museum or the
shared use of facilities, e.g. those at a neighbouring sports club or public swimming
pool. It is about specific experiences of active contact with other areas of social and
cultural life. Two examples:

Example 1 for years, the Baumschulenweg primary school in Bremen has been
carrying out a series of projects in its playground in the middle of the city: the
“chicken class” take care of a little chicken run; the “bee class” look after an apiary
with three swarms, and the “herb class” tend a kitchen garden. In itself nothing
unusual. There are plenty of versions of this type of project. The difference in our
context is that on Saturdays, the children put up a little stand at the adjacent weekly
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market, where they sell their honey, eggs and herbs. The primary schoolers learn far
more than just applied mathematics when they count their earnings; they learn a
great deal that is not on the curriculum, but is important for life.

Example 2 Schule Schloss Salem (cf. Seydel 1995), upper secondary course in
philosophy, Year 12 (German system). A lesson is taking place on the reasonings
behind ethical systems; hedonism versus deontology, with a presentation by the
teacher, a worksheet and discussion. The conversation strays to levels of abstraction
which only the class’s three non-stop talkers can follow. Suddenly, there is a beep
at a desk near the window. One of the schoolchildren jumps up, grabs the beeper
lying on the desk and rushes out of the classroom. A door slams in the neighbouring
classroom, too. Shortly afterwards, the sirens of the school fire brigade start to wail.
Later, at lunch in the boarding school’s dining hall, there is a report: this time it was
“just” a 500 m-long oil leak on the B31 near the spot where drinking water comes
from Lake Constance; they secured the area along with the Überling fire service.

A school having its own fire brigade which is part of the local fire services is
surely the exception in Germany. The first example, too, is in some ways an ideal
situation. Other examples of schoolchildren actively taking part in municipal life
were collected during the “Democratic Action” competition (2014). Behind these
examples lies the principle that a school only earns the title “community school” if
schoolchildren can gain their own experience, in the school context, of coming into
contact with other areas of social and cultural life. Such occasions are not a one-off
flash in the pan, but are a permanent part of the school curriculum. In order for them
to gain this experience, the “pedagogical encircling of childhood” which threatens to
go hand in hand with the widespread introduction of the Ganztagsschule, especially,
needs to be put to an end (cf. Lindenberg 2013). The aim is active, responsible
participation in community life with far-reaching consequences. This calls for
stepping stones leading children out of the school (see Table 2).

Other collections of examples of specific cooperative projects can be found,
among other things, in publications by the Deutsche Kinder- und Jugendstiftung
(2007); Landesinstitut für Lehrerbildung und Schulentwicklung Hamburg (2007);
city district cooperation: nelecom (undated). The partners a school works with
should be built up carefully depending on its profile to ensure that the cooperation
results in more than just a brief encounter.

Challenges and Barriers for Cooperation

Opening doors, paving the way and bringing actors physically close does not in
itself produce cooperation. In a block of flats, people may live cheek by jowl, but
remain anonymous, with no relationship to one another. The lists compiled here are
as yet no more than the rows of buzzers by the door of a block of flats.

The same applies to schools: an evening school using the school building in the
evening often has as little to do with the school itself as a shift worker using the
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“hot bed” system of the nineteenth century, where night workers would pay tenants
to use their bed during the day when they did not need it, to make up for the high
cost of rent. It is only when shared interests are found, and shared rules and rituals
allow partners to act together, following an aim, that a shared physical space
becomes a social space.

What barriers can hamper or even prevent cooperation between the school and
partners outside the school, and what bridges can make it easier? To begin with, it
must be said that frictional losses are inevitable, even ignoring unfavourable
technical or spatial aspects (if there is no clear definition of the borders between
public and non-public spaces) and ignoring communication barriers (lack of con-
sultation, last-minute changes to requirements, etc.). Even ignoring these self-
generated communication barriers, competition and conflicts of use appear normal
considering the way social systems develop of their own accord.

• Different goals. Experience with school centres, which are specifically designed
to be cooperative institutions, shows that a shared site does not by any means
automatically lead to cooperation between the schools sharing the site (or even a
building), even though the goals, habits, professions etc. inherent to a school
centre are relatively similar. When, for example, a school and a youth centre are
direct neighbours, their goals, habits and professions are often fundamentally
different. With qualifications in mind, the school aims to convey a specific
content in a planned manner, and is very generally focused on selection. How
successful their education is can be measured by a comparative marking system.

Table 2 Stepping stones into an educational landscape

Buildings in the neighbourhood Shared users from the school

Sports facilities Sports lessons, working groups

Municipal hall/community centre School council

Library Research, reading tasks

Public park Playground for breaks

Snack stand Snacks during breaks

Workshops and industrial plants Work experience

Social institutions Work experience

Youth association After-school activities

Music school Instrument practice, concerts

Museum Art or history projects

Cinema German or history projects

Theatre German or history projects

Zoo Biology project

Red Cross, relief organisation School first-aiders, etc.

Church/Room of Peace Meditation etc.

Municipal forest Biology/tending plants

… …

Source Own representation, based on Schneider (2014)
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Schools are largely driven by formal learning processes. The youth centre
focuses primarily on the young people themselves, their interests and individual
potential for development; by no means on comparative assessment (except, at
most, in playful competition). Community youth work is largely shaped by
informal learning processes (cf. Deinet and Icking 2013).

• Natural borders. A social system takes on a lasting form when it defines its
borders. This is done by means of rituals and rules, and—if there is a territorial
attachment—by delimiting spaces. The habits formed by groups of schoolchil-
dren in “their” class means that they “take possession of” their classroom in a
different way, for example, to the staircases. This typically comes to light when
there is conflict about orderliness. Errors made by “insiders” are tolerated in a
different way to those made by “outsiders”. If your own group at school leaves
their roommessy or dirty, this raises a ruckus, but not usually as bad a ruckus as if
the user who left it in chaos is from outside the school. This applies both on a
small scale, to a class, and to the school as a whole.

• Lack of time and resources. Educational institutions, at school or elsewhere,
always run the risk of eating up staff members’ time like a black hole.
Educational processes are never-ending (except, for example, at the end of the
school year, and even then it is usually only temporarily). Some things always
stay open-ended, both in terms of relationships and on a factual level. In schools
in difficult situations, especially, the school’s core business always demands a
great deal of energy from teachers and other staff. In this light, spontaneous
resistance to extra demands arising from the city district take on an appearance
of legitimate self-defence.

Conditions for Success

Readers might now come to the conclusion that, apart from the savings made on
initial investment and running costs, opening up the school to the city district for
educational purposes and sharing the use of a school building mainly produces
friction and only little educational synergy, if any. And indeed, this lack of
productivity does sometimes occur. Yet there are proven examples of productive
relationships between the city and the school, in which the above difficulties are
overcome or never appear in the first place. Three important conditions for
success are:

• Resilient communication structures are set up within the city district; routines
for regular two-way exchange of information, crisis management, joint planning
and careful consideration of future steps. To this end, a network needs to be
created in the city district linking the groups of actors involved (cf. Bertelsmann
2006). Generally, the education conference (or similar system) which this entails
needs a “caretaker” to ensure that information is exchanged. This might be the
school director, or some other actor within or outside the school.
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• A district education conference does not in itself make a community school. As
well as the “caretaker” for the network in the city district as a whole, there are
individual “border-crossers” moving between the institutions: a teacher or
member of the pedagogical staff who, for example, is a member of the Red
Cross and comes in and out of the Red Cross centre, will be able to keep up the
school first-aiders’ connection with the world outside the school in a very
different way to when the office is only organised internally.

• Cooperative requirements should not be too great a burden. One partner should
not be expected to solve the other partner’s key problems: there are clearly
defined shared interests, but they fall within certain limits. This is necessary to
create a real win-win situation for all involved: the sports association using the
hall extends its programme to include the after-school activities. The drama
educationalist taking up some of the German teacher’s responsibilities on a
project gets a stage in the community centre, etc.

• The relationship between the partners is eye to eye, despite any objective dif-
ferences, and each shows clear respect for the other’s task. A “subtenancy
contract” emphasising one side’s dependency, is not of benefit. The work car-
ried out by the social pedagogues at the next-door youth centre is different to
that done by the Maths teacher, but just as valuable. From the point of view of
the social pedagogue, the school should not be stylised as the enemy, even
reading “between the lines”. Otherwise this wastes the opportunities which lie in
the two institutions’ spatial proximity.

Outlook

There is a great deal of speculation about the future of schools in the Internet Age,
revolving around the key phrase “delocalising education”. If the speculation behind
this phrase turned out to be true, this would indeed have considerable effects on the
relationship between the school and the city district. One thing is true: the basic
blueprint for old-school lessons (and with it our image of the rooms in a school
building) was developed at a time when there were no computers or televisions, no
Wikipedia or YouTube. After their parents, children’s teachers were the second key
to the worlds outside their direct field of experience. That changed radically with
the advent of the modern media. The school (and church) have lost their erstwhile
monopoly on explaining the world. The computer industry is promising that the
world’s knowledge will soon even be available on your wrist, in the form of an
iWatch, or in front of your eyes, with Google Glass. It is true that the new media
bring with them a fundamental change in the role of the teacher. Teachers will never
be able to achieve the perfect stage-management of television films or computer
simulations. But it is probably wrong to assert that this will render the school, as a
real place, superfluous in the foreseeable future. After all, the more perfect virtual
worlds become, the more important the example set by the teacher in person in
selecting from and interpreting those worlds. Information provided on the Internet

Reflections on the Relationship Between Schools and the City 27



is not enough on its own: it needs instructions to understand it. The new media may
make it possible for schoolchildren to have important experiences, but they are,
after all, only secondary, not primary experiences: coming face to face with people
and things in person. These encounters are necessary for—if the term can be
permitted—“real” education. This is especially the case if, in the near future,
modern media and e-learning leads to the partial delocalisation of education pro-
cesses, to a far greater extent than is currently imaginable. There are already signs
of a process of this kind taking place today at American universities, and it is likely
to reach German schools, too, in the not-too-distant future. However, real physical
spaces for face-to-face encounters with people and objects will (necessarily) con-
tinue to exist in future. The younger that children and adolescents are, the more they
need a defined, specific place where they can feel at home. And whose gateways are
sometimes closed.
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Schools and Education as Part
of the ‘Social City’ Programme

Christa Böhme and Thomas Franke

Abstract In the areas covered by the “Social City” programme, many households
face considerable socio-economic and social problems. As a result, an above-
average number of children here show wings of educational deficits, and local
educational establishments have to make up for this with childraising measures to a
greater extent than in other city districts. Whereas the topic of schools and edu-
cation initially played only a secondary role in the implementation of the “Social
City” urban development funding programme, today the task of supporting schools’
role as places of education and integration has come to the fore. Today, among
other things, the aim is to complement formal school education by providing a
series of informal educational opportunities in the living environment of the district,
as well as creating a regional network between the actors involved (or which should
be involved): nursery schools, schools, child and youth work institutions, pupils
and parents, companies, relevant departments at the municipal authorities.

Keywords “Social City” programme � Disadvantaged city districts/neighbour-
hoods � Segregation � Educational inequality � Schools � Local educational asso-
ciations � Educational landscapes � Neighbourhood development

Since the 1990s, many cities—not only in Germany—have shown a tendency
towards increasing segregation (e.g. cf. Häußermann 2000 and in the following:
BMVBS 2008, p. 9ff.). This was and is mainly triggered by economic and political
restructuring processes, which can be summed up briefly as globalisation,
de-industrialisation, the growing significance of information technology and
knowledge-based service industries, and deregulation. The consequence of this
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structural change include, among other things, greater a growing division of society
regarding access to the labour market and employment, income, patterns of con-
sumption and lifestyles (Franke et al. 2000, p. 244ff.). Spatially, these develop-
ments are reflected in the increasing fragmentation of the city, caused by the
housing market, leading individual residential areas to grow or fall in value (cf.
Häußermann 2000, p. 16). The spaces which “lose out” from this economic and
state restructuring sometimes then develop into places of social exclusion, cut off
from the processes which affect society at large and the city as a whole. They are
generally characterised by a mixture of complex, interlinked problems, which may
include (cf. Franke et al. 2000, p. 247f.):

• problems with built environment and environmental problems: falling behind on
modernisation and maintenance, high building density, housing and living space
shortages, lack of green areas and open space, noise and air pollution;

• problems with the infrastructure: insufficient social and technological infras-
tructure, inadequate leisure facilities (especially for children and young people);

• problems with the local economy: a deterioration in the quantity and quality of
commercial provisions (retailers, services), a lack of local jobs and traineeships;

• socio-economic problems: long-term unemployment, dependency on state
benefits, poverty combined with a low level of education and health problems;

• problems in the neighbourhood: a concentration of disadvantaged households
(with a high percentage of people of immigrant origin), more affluent house-
holds moving out, a lack of community spirit, tensions caused by different
sections of the populace living together; social conflicts, a low level of initiative
among residents, a lack of prospects, drug and alcohol abuse, vandalism and
criminality;

• image problems/a negative image.

In view of these complex, interlinked sets of problems both in the developed,
social and natural environment and in the field of individual living circumstances,
in 1999 a federal and state programme was launched: “City neighbourhoods with
special development needs—Social City”. In 2011 this was extended into the
programme “The Social City—Investment in the Neighbourhood”, focussing on the
increased involvement of “third parties” such as educational institutions. The aim of
the new approach was, and remains, to leave behind the insufficient attempts at
solving problems within individual sectors. Instead an integrative, spatially based
method of developing disadvantaged city districts is been tried out, thus not only
stopping the “downwards spiral” in the neighbourhoods but also extensively
improving living conditions in situ, in the wider sense of the local environment.

The core elements of the programme are spatial orientation, resource bundling
(both material and as in expertise), the activation and participation of actors within
and outside politics and administration, as well as network-oriented management
both on the administrative level and at the coalface, plus vertically between these
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two areas (neighbourhood management) (e.g. cf. BMVBS 2008, p. 18ff.; Franke
et al. 2013, p. 195ff.).

To What Extent Do the Effects of Background Play
a Role in the Emergence of Educational Inequality
in Disadvantaged Districts?

With regard to the topic of schools and education as part of the “Social City”
programme, special emphasis falls on the finding that poverty, combined with a low
educational status, is a central problem in disadvantaged neighbourhoods (see also
Nonnenmacher in this volume). A study by the Hans Böckler Foundation on social
inequalities in education within and outside the school, based on Boudon (1974),
differentiates between the primary and secondary effects of children’s backgrounds
on educational inequality: “We speak of the primary effects of background when
the unequal levels of scholastic attainment among children from different social
origins are the cause of educational inequality in their later life” (Hans-Böckler-
Stiftung 2009, p. 21). This involves habitual patterns of decision-making, thought,
speech and behaviour which “are formed due to their belonging to a certain social
group” (ibid.), such as the questions of whether children are read to at home,
whether they get help doing their homework, etc. “Secondary effects of back-
ground, by contrast, explain why there are differences in educational decision-
making between children from different social origins even though their school
performances are the same” (ibid.). For example, a tendency can be observed for
children from worse-off circumstances less frequently being advised to attend a
Gymnasium (upper-level secondary school) than those from a better-off family
environment, even when their performance is good enough. For many parents, too,
their decision on the future course of their children’s education depends consid-
erably on their social status. Decisions on access to education have already been
made at the point when it is decided whether a child will attend pre-schooling or not
(ibid., p. 23f.).

In the areas covered by the “Social City” programme, many households face
considerable socio-economic and social problems. Parents are frequently over-
whelmed by their childraising tasks. Altogether, “Social City” areas are background
conditions for primary and secondary effects. Among other things, one result is that
an above-average number of children and young people in these areas have
insufficient linguistic abilities, only attend Hauptschule (the lowest secondary
level), frequently play truant or even stop attending school. In many households,
there is a regrettably lacking level of educational socialisation, and many parents
cannot offer “catch-up” strategies such as paid remedial teaching because of their
low incomes. Finally, parents who are at the end of their tether are mostly only
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capable of taking an active part in school life, or prepared to do so, to a very limited
extent (attending parents’ evening, etc.).

What Challenges Do Schools in Disadvantaged
Neighbourhoods Face?

In disadvantaged districts, especially, the point must thus be to enable, or re-enable
parents to accompany their children on their way through school in an active,
supportive manner, as part of the overriding aims of the “Social City” programme, as
well as to improve local living conditions and thus the conditions for a successful
educational career. It is also becoming clear that, in disadvantaged neighbourhoods
more than in other districts, the state and the municipality (in the form of childcare
institutions, schools, the youth welfare services etc.) needs to compensate for aspects
of childraising which are not (cannot be) undertaken by parents. Here, schools take
on a key function. In view of these challenges, they should extend their under-
standing of themselves as places where knowledge is conveyed to schoolchildren,
turning it into a model of an open place of learning related to the neighbourhood,
both physically and in terms of the expertise and target groups involved (cf. BMVBS
2008, p. 42f.). This may include:

• Extending the range of services offered by the school both spatially and in terms
of content, in cooperation with other actors; this may include redesigning the
school playground, setting up schoolchildren’s cafés, providing language
courses, sports and cultural activities, promoting good health and preventing
violence and criminality;

• Cooperating with actors involved in neighbourhood development: neighbour-
hood management, companies (e.g. local companies), municipal administration
services (especially the youth welfare office and LEA), the police etc.;

• Organising interchanges between the school and local traders in the form of
vocational preparation placements;

• Involving the school more intensively in neighbourhood networks: using the
multiplier effect of the school e.g. to get through to parents, and thus a large part
of the local neighbourhood populace;

• Developing the school into a neighbourhood centre for communication and
interaction.

Altogether, the point is thus to complement formal school education with
numerous relatively informal educational opportunities in children’s lifeworlds “on
the doorstep” and “extending into the city”, or to bring these two aspects into
accord with one another. Furthermore, the actors and institutions involved (chil-
dren’s daycare centres and schools; facilities working with children and young
people; schoolchildren and their parents; companies or relevant municipal admin-
istration departments), need to be more closely interlinked on a regional basis.
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When Implementing the Programme, What Role Does
School and Education Play as a Field of Action?

The field of school and education initially played a minor role in the implemen-
tation of the “Social City” urban development funding programme; at first, it tended
to be seen from the technical point of view of infrastructure provision
(cf. Bauministerkonferenz 2005). Over time, however, greater priority was laid on
socially integrative fields of action, as shown, for example, by the results of the
German programme evaluation in 2004 (cf. BBR 2004). Among other things,
greater attention was paid to possible ways to “strengthen schools as places of
education and integration” in which “children and young people from different
social and ethnic backgrounds come together, learn together and live together”
(Bauministerkonferenz 2005, p. 8). Some evaluations on the federal state level also
confirmed that education was long associated solely with the institution of the
school, with less focus, for example, on transitions from kindergarten to school to
working life (cf. BMVBS 2008, p. 41f.). All in all, the spectrum of innovative
approaches in the field of education only slowly gathered steam: even in 2005 it
was still said that “The question has still not been settled of how such projects can
become the rule and ‘teach a lesson’” (cf. Difu 2005, p. 6). Recently, however, the
topic of the “educational landscape” (Bildungslandschaft) has gained considerable
momentum within the Social City project, as seen, for instance, from the following
example from practice, the “Reuterkiez Local Education Association” in the Berlin
borough of Neukölln.

Example from Practice: Reuterkiez Local Education
Association in Neukölln, Berlin

The “Reuterkiez Local Education Association” (Lokaler Bildungsverbund
Reuterkiez) improves educational opportunities and promotes the integration of
children and young people in the Reuterplatz district of the Berlin borough of
Neukölln. The district schools involved are mainly attended by children and young
people from low-income households with little connection to education and with
immigrant origins; poor preconditions for development and a lack of language skills
restrict their educational opportunities. To find some ways of solving this problem,
in 2002 the structural condition of the schools was improved. In 2005 the imple-
mented program “Making the school local” fostered cooperation with parents, lan-
guage teaching, vocational guidance, the prevention of violence, promoting health,
and leisure activities at the schools. One key element was the model project
“Intercultural Facilitation”, which involved bilingual social workers mediating
between the school, teachers, parents and pupils. This scheme was the initial spark
behind the “Reuterkiez Local Education Association”, founded in 2007 as a com-
bination of all the area’s educational establishments, migrants’ associations and
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parental initiatives and involving the local neighbourhood management, the borough
administrative office and the relevant Berlin senate departments (cf. BMVBS &
BBSR 2009, p. 35).

Where Might This Journey Lead?

The programme “Social City—Investment in the Neighbourhood”, which has
continued to be developed since 2011, declares one of its main focuses to be on
“improving infrastructure designed to suit children, families, old people and other
social groups”. Combined with the intentions laid out in the current national
coalition agreement for the 18th parliamentary term—to give the programme an
added boost, focusing on various aspects of integration, among other things—this
means the foundations are laid for further extending schools and education as a field
of action in the context of the Social City, to achieve a wide spectrum of related aims:

• Improving schoolchildren’s educational outcomes,
• Improving schoolchildren’s factual knowledge, their linguistic, social and

intercultural skills and their sense of personal responsibility,
• Implementing the UN Convention on the Rights of Persons with Disabilities

(inclusion),
• Extending educational work in the living environment of a neighbourhood,
• Helping improve parents’ childraising skills and ability to provide support,
• Improving and introducing qualifications for transitions from daycare institu-

tions to school(s) then to training and work,
• Building up the school(s) to be the spatial and thematic heart of the district.
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Neighbourhood-Based School Strategies
for Education and Integration

Günter Warsewa

Abstract At the point where urban research meets educational research, it is seen
as crucially necessary for full-service community schools to be linked to their
spatial, social and institutional environment in order for the school system to fulfil
its tasks more efficiently. In the developing local educational networks, what is
needed is to turn a set of hierarchical bureaucratic relationships between actors with
a low level of cooperation into a functioning socio-spatial network for education,
childcare and childraising. Based on a comparison of six empirical case studies, the
chapter explains how opening up the inner and outer borders of the institution of
the school comes up against structural problems and resistance. To make full use of
the integrative potential of the full-service community school (Ganztagsschule) and
its cooperation and links with partners outside the school, additional small-scale,
cooperative coordination and management work is required which can only usefully
be organised on a municipal level. For this reason, and especially in view of the
particular problems affecting towns and cities, there seems to be a need for more
municipal ability and responsibility for ensuring that institutional arrangements
function.

Keywords Local educational networks � Dissolution of school boundaries �
Institutional change � Social integration � Municipal school policy

Despite years of debate, the basic functional problems of the German school system
still have not been overcome: the demands and expectations regarding the school as
an institution, on the one hand, and the extent and quality of services provided, on
the other, seem to be drifting further apart. In the course of these developments,
massive pressure has built up for the school system to adapt, leading to various
experiments aimed at increasing its efficiency: internal reforms, such as a move
away from fixed teaching timetables; pupils spending longer times together before
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being streamed into different school types; schools’ autonomy being extended.
Notwithstanding these changes, the school has remained primarily a state institution
whose activities are managed and regulated by political, legal and official aims, and
are subject to internal administrative evaluation and testing (Füssel and Leschinsky
2008; Fend 2008). Nonetheless, there are signs of an increase in joint activities with
state institutions and foundations, new kinds of public-private partnerships and
vigorous attempts to encourage more efficient cooperation between different public
institutions.1

The most effective way of modernising the school system could be based on
introducing and extending the Ganztagsschule, a German extended or full-service
school—as long as the spread of this school type is used to encourage the disso-
lution of boundaries in the school system; opening up the institution of the school to
its social environment and increasing mutual communication. The removal of
boundaries is understood as a process of modernisation, aiming to overcome tra-
ditional barriers in three ways. In functional terms, the school is given additional
tasks of integration, child care and childraising alongside its traditional purpose of
education. In social terms, the exclusive pupil-teacher relationship is complemented
by additional relationships of cooperation and exchange with teachers, neighbours
and various experts. In institutional terms, new vertical and horizontal cooperation
and links are required.

Whether the networks created during the dissolution of school boundaries are
known as municipal educational landscapes, local communities of shared respon-
sibility or educational hubs, they raise the bar when it comes to small-scale,
cooperative coordination and management, pointing to a need for greater municipal
responsibility for the functioning of the institutional arrangement as a whole. This
chapter will investigate that thesis, considering the particularly difficult set of
problems facing towns and cities.

The Schools’ Function Within the District

Cities, especially, tend to amass the kinds of problems which schools are confronted
with, and which entail modern, sometimes contradictory requirements for small-
scale city policy and design.

On one hand the aim is to meet the growing needs of highly qualified workers
regarding the quality and availability of utilities, leisure and education, and thus of
kindergartens and schools; on the other, the rising number of women in work means
it is becoming important for city infrastructures to take the pressure off families’ and

1The following descriptions are based on the BMBF-funded project “Stadtteilbezogene
Vernetzung von Ganztagsschulen” (Neighbourhood-based Ganztagsschule network) in which the
author was involved along with U. Baumheier and C. Fortmann. The report was published with the
title “Ganztagsschulen in lokalen Bildungsnetzwerken” (Ganztagsschulen in local education net-
works; Baumheier et al. 2013).
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households’ schedules (Läpple et al. 2010, p. 35ff.). Accordingly, a “good school”
is increasingly expected to offer an attractive range of extended activities and
childcare during the afternoon. Among other things, families are choosing where to
live based on whether they can find a school of this kind for their children within a
reasonable distance. The quality of local education and childcare therefore depends
to a great extent on the reputation and attractiveness of the district, making high-
quality educational provisions an important pull factor not only for the municipality
as a whole (Eichert 2007) but also for each individual district.

On the other hand, the school is increasingly being assigned the task of carrying
out integration work with groups in danger of exclusion; work which is not (or no
longer) done by other institutions. In some parts of town there are concentrations of
poor areas and workers in the precarious jobs typical of the urban, post-Fordist
“menial economy” (Läpple et al. 2010, p. 39), for whom work and the labour
market, the neighbourhood and the family play little role in their social integration.
The spatial structure of the city and the image of individual neighbourhoods are
increasingly being shaped by people’s religion and immigrant or ethnic origins, as
well as the distributory effects of the housing market and policy, entrenched
unemployment and the development of a new urban underclass.

In this context the school plays a major role in the occurrence of disadvantage
caused by where children live. As we know since PISA, the education that children
gain and their success at school are more strongly linked to their social background
in Germany than elsewhere. And “social background” does not just mean they
belong to a certain milieu, social stratum or ethnic group, but also whether they
come from a certain living area. The disadvantages of living in the “wrong place”
are exacerbated by the school system, as increasing school segregation is a factor in
the erosion of social ties and changes to how educational opportunities are dis-
tributed, as well as encouraging a vicious downwards spiral in some residential
districts. Empirical educational research shows that educational disadvantages are
aggravated by the mechanisms through which children are selected for schools (cf.
Gesemann 2009, p. 454ff.; Helbig 2009; Strohmeier 2006; Weishaupt 1996).
Moreover, catchment area boundaries and the fact that school authorities allow
parents to send their children to school outside their catchment area encourages the
separation of children from different social milieus even in primary school (Radtke
2004). As a result, at schools in neighbourhoods where 40–50 % of residents are
migrants, 70–80 % of pupils are migrants, i.e. the social segregation effects at the
school, or caused by it, are far higher than cities’ residential segregation (BMVBS
2010). Schools in the areas affected are unable to cope with what are usually
multiple social problems, meaning that where children live has a considerable effect
on their educational opportunities.

School development policy, school profiling and the way parents choose a
school often interact: some schools focus on working with middle-class children
while others are allotted the task of working with children from underprivileged
milieus. Which school takes on which role depends less on pedagogical quality and
more on the social composition of the living environment, the boundaries of the
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school catchment area and the configuration of neighbouring kindergartens and
primary/secondary schools. For children whose parents lack the economic, social or
cultural capital to effectively influence their child’s educational career, these factors
act as a formidable obstacle separating them from the more promising combinations
of schools in their city (Radtke 2004, p. 172).

Can Neighbourhood Networks Solve the Problem?

The same is true of the school system as for all institutions: those contributing to
people’s plight could (and should) also do something to deal with the problems.
However, the German school system seems to have considerable difficulty with an
understanding of its task that takes personal development and social integration just
as seriously as conventional educational goals. Thus, schools have often stood on
the margins of many processes of renewal and revitalisation carried out within
social spaces. In the context of urban/neighbourhood development, schools have
also long “been seen almost entirely in terms of the space they can provide” (IfS
and ForStaR 2004, p. 161), ignoring their functioning as institutions and social
locations. For example, during the first stage of the federal programme “The Social
City” (see also Böhme and Franke in this volume), at least, there were only rarely
any signs of the neighbourhood management team approaching the school as a
sphere of action (Walther 2002).

There are various signs that this is changing as the Ganztagsschule becomes
more widespread. This is the only type of school which mobilises resources in the
shape of time, staff, funding and skills of the kind needed to meet new and addi-
tional demands. The adjustments this involves nonetheless require considerable
efforts whose success depends in many ways on the support of regional and
municipal policy (IfS and ForStaR 2004, p. 162ff.). The increasing importance
attached to educational and childcare infrastructure in towns and cities has thus
meant for some time that municipalities are bearing greater responsibility not only
for schools’ equipment but also for their social function (Deutscher Städtetag 2007).

Dissolution of Functional Boundaries

Although, in recent years, the significance of regional school networks for quality
development has been proven (Berkemeyer et al. 2008), in practice these networks
come in all kinds of different shapes. A comparison of the cooperation networks of
Ganztagsschulen in urban districts featuring widely differing social structures
reveals that the type, number and intensity of cooperative ventures follow the
segregative tendencies described above. While roughly two thirds of partner-based
activities at schools in well-off districts were aimed at extending everyday school
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life by adding attractive afternoon activities (see Fig. 1, right-hand diagram),
ventures at schools in disadvantaged neighbourhoods were far more likely to be
aimed at linking the school with community work (see Fig. 1, left-hand diagram).
In these better-off areas, a wide range of ventures are also “just” bilateral, additive
activities which involve “the school” concentrating on “core” school activities, on
the one hand, while, on the other, paying for certain “services” without harmonising
their content or concepts. While the partners cooperating in these areas put a great
deal of thought into whether the extra work required for this cooperation is actually
worthwhile, schools in disadvantaged neighbourhoods (e.g. in the Ruhr area) have
sometimes been involved in some kind of district network for decades, as this is the
only possible way to combat the problems there. Work on district committees and
an examination of the environment in which the pupils and their parents live
inevitably lead to the dissolution of boundaries between the school and its sur-
roundings “as you simply realise that you cannot stand up to it on your own”
(representative of a school in a disadvantaged part of Dortmund).

As well as individually reinforcing their position by providing a wider programme
of better-quality education and care, the school can also develop further by net-
working with other actors in the district, becoming a centre for the district’s social
infrastructure. The school grounds and buildings can also be used out of school hours
by other institutions or by residents. This does not necessarily mean that all social
schemes should be concentrated at the school; rather, the school and its partners
should, ideally, agree upon which location is best suited to reaching out to each target
group. In this respect, schools can become “crystallisation and information points for
local networks around education and care” (Läpple and Stohr 2006).

Fig. 1 Areas of cooperation between schools and their partners in disadvantaged and well-off
neighbourhoods (Source own representation)
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The Dissolution of Social Boundaries

In many residential urban districts, primary schools, in particular, are the only social
infrastructure still jointly used by large swathes of the population. To that extent,
“the school” as an institution and a social location can encourage people from
different social milieus to meet and communicate. In places where there is an
accumulation of social problems, especially, events and educational or cultural
activities for children, families and other district residents play a significant part in
revivifying and enhancing the status of these districts; in mobilising people’s
potential to help themselves and support one another; in a nutshell, in developing
social capital. Consequently, schools have an important function for the develop-
ment of a community within the district, for strengthening social ties, for creating
the prerequisites for individual social and spatial mobility, and for how the district
is viewed by outsiders. The means by which schools serve this function may
involve either supporting “functional” segregation and counteracting “structural”
segregation, or vice versa (Häußermann and Siebel 2002).

It cannot be assumed that all schools are prepared for active integration in the
district’s social processes, and there are contradictory findings on schools’ actual
participation in district networks. A survey of head teachers held as part of the study
on the development of the Ganztagsschule (StEG) showed that when there is a
district committee, the majority of schools participate (Arnoldt 2007, p. 101).
However, a case study designed to evaluate the “Social City” programme in the
federal state North Rhine-Westphalia shows that schools’ participation is viewed
very differently by the actors involved. In the districts studied, though 84 % of
schools agreed that there was a basic attitude of cooperation among the district’s
schools, just under half of the other actors surveyed were of the same opinion
(Olejniczak and Schaarschmidt 2005, p. 146).

Even in places where, as part of the Ganztagsschule concept, district networking
and the involvement of parents and neighbours are being driven forward in a
deliberate, committed manner, widely different effects can be seen. The differences
between the Ganztagsschulen in disadvantaged and better-off residential areas, as
revealed in Fig. 1, are largely down to the widely differing roles played by parents
in these set-ups.

In schools in disadvantaged districts, it is assumed that children’s scholastic
success can be ensured by, for example, language support, improving their social
skills and working on conflict prevention, and that this success will increase when
the schoolchildren’s parents or family can be involved in those measures. As a rule,
the use of additional, combined resources is mainly employed to deal with deficits
in each target group. The situation at Ganztagsschulen in better-off neighbourhoods
is entirely different: here, it is in no small measure the wishes and demands of
middle-class parents which determine how many and what kind of additional
activities are employed, and the parents are often also involved in financing par-
ticularly attractive activities.
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At the level of individual schools or locations, one rarely comes across this
development of systematically divergent profiles; for this reason it seems appro-
priate to make neighbourhood-related cooperation and networking activities part of
a wide-ranging city planning policy. In this context, development incentives and
decisions on the allocation of equipment and funding can be applied in the form of
positive discrimination, at least partly compensating for the structural disadvantages
of certain school locations.

The Dissolution of Institutional Boundaries

Apart from anything else, issues relating to equipment and funding determine in no
small part the quality of vertical cooperation between actors at the managerial level
of the organisations involved. While, in many cases, genuine progress is being
made in coordination and communication in actual practice “on the ground”, a large
number of political, legal and financial barriers stand in the way of close correlation
between institutional strategies, aims and approaches.

Today, schools’ opening up to their surroundings and cooperation with partners
outside the school have been set down in educational legislation in most federal
states (Behr-Heintze and Lipski 2004). However, both the schools authorities and
politics primarily evaluate the quality of schools based on how well they fulfil their
“core tasks”, such as how well pupils perform in comparative studies. As this
quality standard is also set by relevant regional authorities and largely ignores how
schools relate to their social spaces, many schools do not see participation in local
networks as their primary task. Their lack of local ties is thus seen as a cause of
their sometimes difficult interaction: “The schools are something like the Vatican in
Rome. They have extraterritorial status […]. The school belongs to the munici-
pality, but what happens there is extraterritorial: it is run by the federal state”
(Representative of a “Ganztägig Lernen” [All-day learning] service agency in an
interview).

Other major obstacles to intensive, trusting, effective cooperation and coordi-
nation are due to data protection regulations which make it harder for schools and
their partners to exchange information as required. Moreover, there is generally a
structural imbalance between the schools and their partners, as the schools’ political
weight, market power and relative financial strength mean they can achieve the
goals they are pursuing through the cooperation more frequently than their partners.
Finally, there are many complaints that there is not enough coordinative capacity
available of the kind which is essential to create functioning, resilient cooperative
relationships between different institutions and professions (Baumheier and
Warsewa 2009, p. 30). During the setting-up and stabilisation stage, at least, it thus
seems necessary to establish the function of professional network management on
the ground.
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Conclusion

The advancing development of the Ganztagsschule is creating the preconditions for
neighbourhood-based school improvement concentrating on social spaces, with
cooperation and networking with various other actors in the district being the main
means of promoting social integration and better educational outcomes. However,
this potential is far from being fully exploited: often, joint activities on the level of a
specific school location are overly dependent on the personal dedication of indi-
viduals: there is frequently a lack of commitment, reliability and professional
coordination when it comes to cooperation between the school and its partners.
Moreover, in view of the structural dominance of the school in the cooperative
relationships, it is by no means self-evident for joint activities to be carried out on
an equal footing.

Nonetheless, among the problems with cooperation, there are also initial
glimpses of how they might be resolved. Alongside the professionalisation of
horizontal district cooperation, the chances are changing for the better of the
Ganztagsschule undergoing promising improvement through consistent vertical
cooperation between district actors and those at higher, political and administrative
levels. Both the previous sets of social problems and the coordination problems
involved in overcoming them cumulate at the level of the municipalities, called
upon to manage the cooperation in the resulting multi-level system, and to integrate
individual educational networks into a socially levelling overall strategy. In this
respect, the process so far of developing local educational networks shows, above
all, that the municipal level should play a more extensive and active role in the
development and running of the German school system than it has until now. If the
municipalities were more involved in schools policy and design, this would, after
all, lead to them taking on greater political responsibility and gaining expertise in
structuring this field.
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Spatial Traces of Pedagogical
Constructions of Meaning Over
the Course of Urban Change

Jeanette Böhme and Viktoria Flasche

Abstract Ongoing research shows by example that although educational concepts
are being developed in schools, these are adapted to extremely district-specific
situations, directions and needs. This phenomenon also takes material form in
school architecture: they reproduce sections of architecture from the functional
buildings in the neighbourhood which enjoyed a central position at the time they
were built, but which have lost their significance over time due to urban change. For
this reason, educational practice in schools has not produced its own architecture
expressing a pedagogical idea which applies across multiple neighbourhoods or is
primarily founded in child and youth education processes. Instead, as an educa-
tional component of the city, the school prefers merely to reproduce the situations
(e.g. crises) going on in the school’s site, which in itself is a sign of its need for
professionalisation.

Keywords School architecture � School space � School neighbourhood �
Educational meaning � Urban change

Studies from the research into school culture show that each individual school
produces specific pedagogical constructions of meaning (e.g. cf. Böhme 2000;
Helsper and Böhme 2000; Helsper et al. 2001). One point worth underlining is that
neither teachers’ professional self-concepts nor school reforms are of great rele-
vance for the pedagogical direction taken in a school culture (cf. Rutter et al. as far
back as 1980). Instead, this piece shows that the schools’ specific constructions of
pedagogical meaning come from circumstances, needs and focuses specific to the
quarter, which take material form within the school to great effect.
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The Issue of Pedagogical Meaning Within Schools
in the (Post-)Modern Age

Gaining acceptance for a pedagogical construction of meaning to encourage a sense
of community is risky in many ways. Firstly, one of the principal problems of
justifying pedagogical meaning is that only time shows whether or not practice
based on an idea will prove worthwhile (cf. Helsper et al. 2003). It is all the more
difficult as the future form of social circumstances and individual educational
processes cannot be foreseen. In the here and now, we can only make claims and
predictions about whether pedagogical constructions of meaning will stand the test
of time. Secondly, there is a basic technological deficit in educational science (cf.
Luhmann 1988). Though pedagogical constructions of meaning can be used as the
basis for educational planning, educational processes elude any overall guiding
influence and are thus fundamentally inaccessible. Educational science is simply
not a technology; it is a professionalism oriented to practical aspects of everyday
life which, when creating practices, always has to consider the contingencies
involved. Thirdly, pedagogical practice is aimed at fulfilling plans, and is thus
normative by nature. Any attempt to create social consensus on the normative
implications of pedagogical constructions of meaning is counteracted by the mul-
tiple norms and values of the modern age. These are becoming more diversified
both in functional terms, e.g. depending on economic, political, religious, legal or
familial systems, and in socio-cultural terms, depending on the differences between
milieus, and are becoming individualised in the form of lifestyles.

The start of the pedagogical search for meaning can be pinned down to the point
when religious patterns of justification lost their position as a culturally unifying
central focus. This is not to say that, in the past, religious explanations of peda-
gogical issues laid to rest all controversy about steps to be taken in practice.
However, producing and negotiating pedagogical constructions of meaning now
involves a wider range of conditions. Universally applicable foundations for jus-
tifying whether something makes pedagogical sense have thus been crushed by
educational science, both in terms of its anthropological reference to the imageless
image of human beings (cf. Zirfas 2004) and in its disenthralled shift away from
society’s belief in progress (cf. Krüger 1990) in the modern and post-modern eras.
Accordingly, in this disillusioned modern age, schools face the challenge of
themselves creating a meaning-making focus from their everyday practice and
firmly establishing its claim to validity.

We start out from the fundamental morphological assumption made by
Halbwachs (1938/2002) that such meaning-constructing processes, which involve a
great deal of tension, leave their mark on spaces, preserving material evidence of
the social meaning they produce. These material imprints favour a certain range of
transformations when it comes tot he cultural shape of the school and the quarter
(cf. Hartle 2006). In the following, the traces left behind in a classroom are
reconstructed as examples of the loss of a religious nucleus and to the establishment
of new meaning-making connections in a neighbourhood.
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Religion, Fordism, Sport: Schools Construct Meaning
as the Urban Situation of the Neighbourhood Changes

School buildings are topographical elements of the settlement structures of neigh-
bourhoods and regions, and are subject to a specific kind of urban change. The school
neighbourhood selected is in the Ruhr area. Since the closure of first the ore extraction
and then the coal mining pits, and the collapse of the steel industry, which set the pace
in the area, the region has undergone a complex structural change which can be
described formulistically and depicted as an ideal type as the transformation from
mining to the metropolis (cf. Lichtenberger 1998, p. 308ff; Fassmann 1993).

Transformations to the School Neighbourhood’s
Meaning-Making Central Focus

The infrastructural transformation of this school region is reconstructed by contrasting
maps from the years 1890, 1930 and 1970. This reveals that the clearly defined,
concentric forms of the towns are increasingly blurred by infrastructural links (see also
Häußermann et al. 2008). Vogelpohl (2008) describes this process as the fragmentation
of urban spaces to produce a “city of neighbourhoods” (ibid., p. 80f). Thus, as the
administrative unit of the individual town has lost its boundaries in the Ruhr, we
specify the school’s location as a neighbourhood (cf. Schnur 2008, p. 41) and analyse
its transformation over the region’s urban change based on that.

Fig. 1 Drawing of the mediaeval town centre (Source © Neumann and Wagner (1984):
Gelsenkirchen. Düsseldorf)
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The selected school location is a neighbourhood in the old part of a medium-
sized1 Ruhr town. The history of this neighbourhood’s foundation goes back to the
early Middle Ages, when the growth of a settlement resulted in the building of a
church in the 11th century (cf. Neumann and Wagner 1984, p. 71; see Fig. 1).
Spatial traces of this population group’s dominant metaphysical, religious stance
manifest themselves in maps of the town, which reveal an infrastructural concen-
tration radiating from a centre marking the spot where the church once stood (see
Fig. 2, white lines) (cf. Neumann and Wagner 1984). The diversification of the
settlement structure started out concentrically from this church, developing until the
start of the 19th century into a star shape with a centre and a periphery (cf. Schroer
2006, p. 227ff).

When the first coal was discovered in 1843, the local industrialisation process
began. The establishment of Fordist patterns of order caused a topological trans-
formation of the infrastructure. The star shape of the school neighbourhood was
overwritten by flowing lines, or a linear infrastructure: thanks to the building of

Fig. 2 Traces of the star-shaped settlement structure in the school neighbourhood, with the old
site of the church at its centre, 2014 (Source © AG Raumwissenschaftliche Schul- und
Bildungsforschung; modified version: ©2014 Google AeroWest 2014)

1Mittelstadt, i.e. a town with a population of 20,000–100,000.
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tracks for rail transport (see Fig. 3, broken black lines) and the straightening of the
river for shipping (see Fig. 4, broken grey lines). The road network was also
extended to improve travel between the star-shaped town centres in the region (see
Figs. 3 and 4, white lines). Thus, the school neighbourhood (shown in the detail
below illustrating the settlement structure) featured stronger infrastructural links.

As the urban form of this neighbourhood changed from 1830 to 1970, two
central potential causes of crisis can be pinpointed. Firstly, the Old Town was
merged with settlements on the periphery and another town which had developed
separately to form a new administrative unit (see Fig. 5; black line). Secondly, the
star-shaped patterns of the two town centres were at odds with the zones following
flowing lines: these lines were infrastructural barriers preventing the two town
centres from linking together as a new, unified settlement structure. Thus, a poly-
centric town was formed as an administrative unit, with two polarising

Fig. 3 Settlement structure of the urban zone in 1890 (Source © AG Raumwissenschaftliche
Schul- und Bildungsforschung)

Spatial Traces of Pedagogical Constructions … 53



high-intensity zones. Looking at the shape of the town as an administrative unit, it
can be seen from its settlement structure that there was no centre shared by the town
as a whole (see Fig. 5; grey area).

Over the course of urban change, the school neighbourhood has lost its centre
twice. On one hand, a process of secularisation manifested itself in the ecclesiastical
building being torn down in 1882. The spatial trace left behind was an infras-
tructural hub as the centre of the neighbourhood. On the other hand, as the
neighbourhood merged with another small town, a new municipal administrative
unit was established. Between them, in the centre, the suburbs of the star-shaped
high-intensity zones which form the cores of the two neighbourhoods met head-on,
but it was precisely at these points of fragile connection that they were sliced

Fig. 4 Settlement structure of the urban zone in 1930 (Source © AG Raumwissenschaftliche
Schul- und Bildungsforschung)

54 J. Böhme and V. Flasche



through by the flowing lines of the Fordist infrastructure. A blurry area between the
two appeared as the centre of the new polycentric town, looking like a burning lens
(see Fig. 5, grey area). Although this almost square centre was easily reached from
all the districts, for years it was of no significance to the town. In 2001, a football
stadium for the local club was then built in this empty, strife-torn centre. Its
architectural uniqueness was to make it an identification symbol for the whole
region (cf. Wayss and Freytag 2008). This attempt to recentre the polycentric town

Fig. 5 Settlement structure of the urban zone in 1970 (Source © AG Raumwissenschaftliche
Schul- und Bildungsforschung)
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using the reference point of football can also be seen from the way the town logo
(see Fig. 6) was changed to link in with the football club logo (see Fig. 7).

The theorisation of logos as a means of expressing spatial planning concepts,
and the methods used for compositional analysis (cf. Imdahl 1996) and parallel
projection (cf. Müller 2012) are described in detail elsewhere (cf. Böhme and
Herrmann 2012; Böhme and Flasche 2015). The town logo (see Fig. 6) features a
spatial plan with a basic concentric pattern, extending into interlinked lines. This
refers not only to the patterns of the original neighbourhood cores, with their centres
and peripheries, but also to the new, empty centre formed when the two were
merged. Another point which stands out is that the circular limit enclosing the
interior is interrupted. This guides one’s glance from right to left straight into the
empty nucleus, which can be read as the expression of a lack of any meaningful
central focus. The football club logo (see Fig. 7) also has a circular outer, but here
the club emblem is placed in the centre. This shifts the football stadium in material
terms into the empty centre of the polycentric town: the football club’s logo puts it
forward as a potential identification point for the neighbourhoods’ communities.

Fig. 6 Town logo (Source
© Stadt Gelsenkirchen)

Fig. 7 Football club logo
(Source © FC Schalke 04)
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Fig. 8 Floor plan—ground floor of school (Source © Viktoria Flasche)

Fig. 9 Parallel projection: floor plan of Bronnbach Monastery (Source © Wissmann (2009))
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The Transformation of the School Area

During the transformation of the neighbourhood’s settlement structure, as outlined
above, in 1914 the school was built as the “Girls’ grammar school”. On one hand,
the floor plan of the school building preserves a religious symbolism; on the other
hand, the elevation embodies symbolic references to how the emergence of Fordism
was tackled and the wealth it entailed.

Looking at the floor plan of the school building (see Fig. 8), the repeated lines of
cell-shaped rooms refers to the pattern of monastery architecture (for the parallel
projection see Fig. 9), which spatialises disciplinary techniques (cf. Foucault 1976;
Treiber and Steinert 1980; Böhme 2012; Herrmann 2013). In contrast to the cells,
there is a large space which is similar in shape to the floor plans of churches (e.g. at
monasteries) (for the parallel projection see Fig. 9).

As in the school neighbourhood, the religious symbolism of the pedagogical
space is preserved in ecclesiastical structures. Though the large hall was initially
used to hold school church services, as secularisation progressed it began to be used
as an assembly hall, and at times even as a sports hall (see Figs. 10 and 11). This
part of the building is currently being converted into a dining hall and multifunc-
tional room. The spatialised aura of the holy has thus been replaced by secular
administration of the masses.

In the design of the school facade, the reconstruction focuses on the entrance
(see Fig. 12), whose role in the architectural choreography is that of spatialising the
opening up of school practice. A parallel projection of the architectural design of
the school entrance shows that there are references to segments of neighbourhood
buildings. The similarities in shape between the entrance to the school and that at
the railway station stand out in particular (for the parallel projection see Fig. 13). As
the station opens up access to the infrastructural space of the rail networks, the
school thus expresses the promise that entering this building will provide access to
the wealth of Fordism.

This expression is particularly underlined by the shape of the station gable, the
principle of which is based on impressive buildings from bourgeois residential
milieus. It is, after all, precisely these milieus which were expected to counter the
imagined cultural decline caused by working-class immigrant families. In accor-
dance with contemporary Prussian policy on culture and education, they were
intended to have a bourgeois, nationalist look in response to the much-criticised
social democracy (cf. Piaschinski 2009, p. 84ff).

The basic structure of the facade design on the side facing the school’s inner
courtyard (see Fig. 14) reproduces the grid-like facade of the tax office (for the
parallel projection see Fig. 15). At the same time, a compelling parallel projection
can be made between the tower-like section of the school building which houses the
teachers’ and headmaster’s quarters (see Fig. 16) and the town hall (for the parallel
projection see Fig. 17). The architectural references to the tax office and the town
hall are spatialisations of the school’s understanding of itself as an administrative
authority for administration and taxes.
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Fig. 10 Multifunctional
room, view from entrance
(Source © Viktoria Flasche)

Fig. 11 Multifunctional
room, view from the side into
the domed hall (Source
© Viktoria Flasche)

Fig. 12 Entrance to the
school (Source © Viktoria
Flasche)
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Fig. 14 View of the school
from the playground (Source
© Viktoria Flasche)

Fig. 13 Parallel projection:
entrance to the old town
railway station (Source
© Archiv der Deutschen
Gesellschaft für
Eisenbahngeschichte)

Fig. 15 Parallel projection:
town tax office (Source
© Viktoria Flasche)
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When the elevation is examined using parallel projections, the general impres-
sion is that the school building reproduces sections of architecture from the
neighbourhood. These architectural references are again an expression of the
school’s pedagogical focus. Thus, the school is originally assigned the role of a
central place for religious education; then, as the neighbourhood is transformed by
Fordism, it becomes a central locational factor behind regulation, administration
and expansion.

Fig. 16 View of the school
from behind, with tower
(Source © Viktoria Flasche)

Fig. 17 Parallel projection:
old town hall (Source
© Digitale Sammlung der
Westfälischen
Wilhelms-Universität
Münster)
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Today, the school’s symbolic references both to religion and to the cultural
upturn when the mining region was established through Fordism are in crisis. All
that is left is the administration of the masses and the need to establish a new,
meaning-making central focus, including in the field of pedagogical practice. This
search for a meaning is expressed in the new logo design. In the old school logo
(see Fig. 18) the city logo came first (see Fig. 6). This is functionally logical, as the
town shares its initials with the person after whom the school is named. However,
this brings together the subject of the emptiness at the centre of the urban space and
the school. Though the two letters which follow have the same linear pattern, the
thickness and shape of the lines are different: the logo is split inconsistently into two
parts. The first letter and the two which follow it stand almost unconnected in a row,
expressing the fact that it is not possible to design the school as the new,
meaning-making central focus for the neighbourhood.

Interestingly, the current logo, introduced in 2012 (see Fig. 19) again features
the three initials of the school name, but now also in blue, in line with the town logo
and that of the football club. The link to the football club is also underlined by the
figural pictogram of a goalkeeper “frozen” in mid-leap (for the parallel projection
see Fig. 20), holding up his index finger like a lecturer, pointing upward in a
mediating gesture combining admonition and an indication of the heavens. At the
same time, however, his raised finger could be the everyday gesture of a schoolchild
raising his hand. The other hand, by contrast, is portrayed as receiving something.
The combination of one hand being raised or showing something and the other
being given something reflects the subject of school teaching and learning.

The logo thus makes reference to teaching scenes which regularly occur during
football training, and so is an expression of a sports teaching outlook. Within the

Fig. 18 Old school logo
(Source © Gertrud-
Bäumer-Realschule
Gelsenkirchen)

Fig. 19 Current school logo
(Source © Gertrud-
Bäumer-Realschule
Gelsenkirchen)
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school itself, as in the school neighbourhood, sport thus also replaces religion and a
focus on Fordism as a symbolic nucleus and community-building identification
point (cf. Lenhard 2002).

Need for Professionalisation Within the School

The reconstructions and results of our studies, only a small section of which are
shown here, demonstrate impressively the spatialisation of the need for profes-
sionalisation within the pedagogical space of the school. Thus, firstly, the shape of
the school and neighbourhood are revealed to have undergone simultaneous, par-
allel changes with regard to community-building social references, dominated by
religion, Fordism and finally sport (football). At other mainstream schools, it has
also been impossible to reconstruct any school education concepts or pedagogical
symbolism which were unrelated to the neighbourhood’s specific needs, circum-
stances and focuses (cf. Herrmann 2014, and the project publication, 2015). In
those schools, too, no traces were found of educational rationalisation from the field
of pedagogy, for example based on pedagogical concepts devised by the teaching
staff and thus with a sound basis in child raising principles or education theory. This
is where the second result comes in, related to the material form of the school
building: this case study is a representative indication that schools’ pedagogical
practice has not produced any specific architecture (see also Malinin in this vol-
ume). Instead, school architecture is a kind of patchwork of references to structures
from other functional systems which were central to symbolism in the neigh-
bourhood at the time the school was first built. School architecture is thus an
expression of the need for professionalisation in school pedagogical practice
whenever no trace of educational concepts can be found which are unrelated to the
patterns specific to the neighbourhood (see also Mahony and Hextall in this vol-
ume). In this case, the school building simply gives preference to reproducing the
neighbourhood culture (including its potential for crisis). And in this case,

Fig. 20 Parallel projections:
goalkeeper (Source ©
Bundesarchiv.
Allgemeiner Deutscher
Nachrichtendienst –
Zentralbild (Image 183))
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pedagogical practice can also be said only to be semi-professional in terms of its
justification, in that the school’s symbolism, as a pedagogical space, is based more
on the interests specific to the neighbourhood, and less on the processes used to
educate young people. Architectures such as those described in this case play a role
in reproducing the segregation of neighbourhoods and the educational inequality
this entails to an extent which has so far been underestimated: worked in stone, the
pedagogical concepts shaped by each neighbourhood continue to leave their mark.
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Rethinking Educational Spaces
in School Design

Laura Healey Malinin

Abstract Approaches to 21st century school design in the United States fall into five
realms of concern: Equity, Security, Community, Creativity, and Empowerment.
Each of these realms incorporates different methods of assessing the value that design
strategies contribute to educational outcomes. Schools have begun to rethink the role
of educational spaces in student physical health, psychological wellbeing, and
behavior, as well as how the school campus can become a tool for learning. Despite
this, the school building, in its form and structure, remains surprisingly similar to
those built during the prior century. As architects, planners, and other design pro-
fessionals face mounting pressures to create new school designs that contribute to the
educational return on investment (ROI), they are faced with the challenges of
designing in an educational landscape shifting from the impact of disruptive tech-
nologies, on a world with depleting natural resources, and amidst an increasingly
globalized economy where students must be prepared to work and live.

Keywords School design � Learning environments � Green schools � The third
teacher � Biophilic design � Restorative design � Discovery learning � Creativity �
Learning landscapes � Participatory design � Student voice

Cities around the globe are embarking on ambitious plans to design and renovate
schools to meet demands for improved student knowledge and skills required for a
21st century world. In so doing, they are faced with the challenge of designing in an
era marked by dwindling natural resources, increased population growth, and eco-
nomic scarcity. The pressure to demonstrate value in school architecture is, conse-
quently, moving beyond evaluations of aesthetics and function to identify additional
measures of quality, such as resource conservation, occupant health and safety, and
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student behaviors. If “school” is simultaneously a community of people (i.e. teachers,
administrators, students, parents and others) a set of practices (pedagogical and
administrative), and a place where the community members engage in such prac-
tices, then value in the design of school campuses must be considered as part of this
intertwined relationship. Yet scholarly research on educational spaces rarely takes
such an integrated approach (Gislason 2007; Tanner 2000; Uline et al. 2009).

Learning space research considers how relationships between people, practices,
and place impact user wellbeing, performance, and learning (see Fig. 1), but
findings are communicated in two separate literatures: learning environments and
school facilities (Gislason 2007). Learning environments studies consider how the
social learning environment (people-practice relationship) affects learning out-
comes. School facilities research examines the physical school and campus envi-
ronment and their impacts on occupant wellbeing (people-place relationship) and
behavioral performance (practice-place relationship).

Although the division in the literatures makes integrative approaches to school
design challenging, emerging research is beginning to bridge the gap. Scientists
generally agree that physical environments play an instrumental role in the ways
people think and interact with others. Consequently, school facilities research is
beginning to include impacts of school design on cognition and learning environ-
ments research is starting to consider how spaces mediate social interactions.
Ultimately, effective school design change requires alignment between pedagogical
and administrative practices, opportunities and constraints provided by physical
features of the school setting, and perceptions, needs, and abilities of the school
community. Without such an approach it will be difficult for school architects and
other stakeholders to evaluate educational return on investment (ROI)—the value
school designs contribute by maximizing performance efficiencies, promoting
occupant wellbeing, and improving student learning. It is time to connect the school
design literatures.

Fig. 1 Assessing school
design value (Source Own
representation)
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Rethinking School Design: Five Realms

Schools, as designed artifacts, reflect the geography, culture, memories, and social
behaviors of their localities (Burke and Grosvenor 2008; Gislason 2007). Through
their form and materiality they encourage certain behaviors and values, conveying a
hidden curriculum about a community’s hopes and aspirations for the future
(Gislason 2007; Titman 1994). In the United States, architects and planners have
been leading the charge to rethink ways to design and evaluate educational spaces
for children and youth. Organizations like the US Green Building Council
(USGBC) and Collaborative for High Performance Schools (CHPS) serve as
clearinghouses for empirical research, design cases, and best practices for school
facility design. While these databases are intended to help design professionals and
other stakeholders create value through their services, information is not structured
in a way to encourage rethinking educational spaces for 21st century demands.
However, a review of trends in US school designs suggests there are five realms
where the role of school design is being reconsidered. Each realm reflects a distinct
area of concern that influences design decisions, and is listed (from most to least
frequent) in Table 1 as Equity, Security, Community, Creativity, and Empowerment.

Equity

A significant US trend is school designs that promote environmental sustainability,
including the Green Schools (USGBC/LEED) and High Performance Schools
(CHPS) movements (Gordon 2010; Kats 2006). The goal of sustainable design is to
achieve a balance between human livability, economic efficiency and environ-
mental sustainability. While much literature about sustainable school design has
historically focused on the efficient use of natural resources, a growing body of
evidence suggests that what is good for the environment is also good for people.
For the past twenty years research has substantiated the benefits of natural lighting
on student learning and overall health (Heschong and Mahone 1999; Heschong
2003; Nicklas and Bailey 1996). The developing trend toward basing architectural
design decisions on empirical evidence (evidence-based design) has added indoor
air quality (Berry 2002; Earthman 2002), acoustics (Lercher et al. 2003; Nelson
2000), and thermal comfort and environmental control (Bernardi and Kowaltowski
2006; Earthman 2002) to the list of school building attributes that impact student
wellness, behavior, and achievement. Sustainable school research focuses foremost
on user health and secondarily on mental wellbeing (Gordon 2010; Kats 2006).

Green and High Performance school designs are popularized by rating systems
(LEED and CHPS) and marketed as strategies to improve student achievement. The
underlying philosophy behind sustainable schools is that design and construction
practices should mitigate negative impacts of school buildings on both occupants
and the environment. Yet the higher costs associated with sustainable construction
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and certification is a deterrent for lower socio-economic neighborhoods—where
schools that suffer from the greatest environmental problems and lowest rates of
student achievement are typically located (Kats 2006). At the heart of the sus-
tainable school movement are issues of equity. Compulsory education in the US is
founded on principles of social equity, which continue to drive policy today.
Sustainable school design practices, however, are still considered a luxury.
Alignment of school design and educational practices in the Equity Realm around
the common belief that all schools have a social responsibility to provide optimal
environments for equal access to learning may help shape future policy, ensuring
equity in school facilities.

The Equity Realm unites design approaches that value schools as social
equalizers. In this respect, the realm encompasses sustainable design as well as
related design movements like Healthy Schools and Universal Design. The Healthy
Schools movement is concerned with promoting environmental health in school
buildings and sites through design, construction, and facilities maintenance pro-
cesses (Coalition for Healthier Schools 2013). Although the core focus is on indoor
air quality, this movement is broadening to include access to healthy foods and
design strategies to promote physical fitness in schools (Everett Jones et al. 2003;
Story et al. 2009). The Universal Design for Learning (UDL) movement advocates
for environmental designs and educational practices that support universal access
and use by people of all ages, sizes, and abilities (including physical, cognitive, and
sociological) (Pisha and Coyne 2001).

Security

Design and research in the Security Realm are united by a moral concern to protect
students from harm. Tragic incidents of school violence have made school security
a top concern for many parents, administrators, and city officials. This second realm
includes design approaches that consider the physical as well as the psychological
aspects of security. School designs that focus on physical safety consider how
students travel to school (Braza et al. 2004; Villanueva et al. 2013), how school
environments encourage or discourage violence (Astor and Meyer 2001; Johnson
et al. 2012), and the relationship between school features and bullying behaviors
(Fram and Dickmann 2012; Swearer and Doll 2001). These strategies generally
focus on shaping user behavior to establish “social norms” (Johnson et al. 2012).
Designs that address user physical safety can also impact the psychological aspects
of security, sometimes negatively. Students frequently report that security features
like fences, surveillance cameras, and backpack screening make their schools feel
like prisons (Burke and Grosvenor 2008, p. 161). Thus literature in this area warns
about the importance of discriminating between perceived versus actual security
threats in the environment (Johnson et al. 2012).

The psychological aspects of security are grounded in three growing movements
in school design: Pride in Place (Kumar et al. 2008; Rudd et al. 2008), Biophilic
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Design (Moore and Cooper Marcus 2011), and Restorative Design (Kaplan 1995).
The Pride in Place movement is based on empirical evidence that suggests behavior
improves when students feel proud about the aesthetics and structural quality of
their school buildings. Biophilic design is based on the hypothesis that people have
a biological affinity with nature and that access to nature is essential for their
emotional wellbeing. Restorative design considers how views of nature have been
found to reduce stress and improve attention—leading to increased productivity.
Students in schools that incorporate natural elements and views from windows onto
complex greenery have been found to have fewer behavioral problems and higher
standardized test scores than students in schools without views (Matsuoka 2008;
Wells 2000). Literature in this area has focused attention to the ways school gardens
and landscapes may add value to school designs.

Community

Research and practice that fall within the third ream value the social aspects of
learning and community building. Modern US school designs often incorporate
design metaphors that suggest how the school is a reflection of society in the city,
including Learning Neighborhoods, Learning Streets, and common areas that
function as Third Places (Burke and Grosvenor 2008; Lippman 2010; Nair et al.
2009). Learning Neighborhoods organize students and teachers into small clusters of
classrooms and related educational spaces, organized by age or theme. This is
referred to as a school within a schoolmodel and intends to divide large facilities into
smaller places in order to build community identity and sense of place. Learning
Streets are wide hallways that unite clustered classrooms within a Learning
Neighborhood, and connect these neighborhoods to others within the school.
Learning street designs provide physical and visual connectivity in order to foster
community building, as well as common spaces for small group collaborative
learning activities. The designs of larger school common areas, such as cafeterias,
libraries, and plazas also reference in their forms and materials those places in the
city that serve as third places. Third places are social spaces not affiliated with home
or work that foster democracy, civic engagement, and sense of place through
impromptu conversations—such as the café, bookstore, or arcade (Oldenburg 1999).

School designs within the Community Realm begin to more specifically link
pedagogical practices and physical space based on theories of socially situated
learning and Communities of Practice educational models (Lave and Wenger
1991). Through their form and materiality, learning spaces hope to replicate some
of the behavior settings (Barker 1968) found in social life in order to establish
desired social norms. Yet there is little empirical investigation into how such
architectural design strategies contribute to educational ROI. The popular replica-
tion of architectural metaphors in modern school design warrants further investi-
gation to assess whether they are more than architectural gift-wrapping, which has
little or no impact on pedagogical practices and learning outcomes.
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Creativity

Design approaches within the Creativity Realm consider how the physical attributes
of educational spaces become resources for curiosity, discovery, experimentation
and creativity. The Third Teacher Movement—based on the belief that children’s
learning is shaped by three teachers, adults, peers, and the physical environment—
has popularized this design approach (O’Donnell Wicklund et al. 2010). Design
features of school buildings and grounds are intended to serve as curricula to
transform teaching and learning. Strategies within this realm vary from exposing
building elements like structural, material, and building systems as resources for
science class, creating non-traditional learning spaces like fabrication labs, gardens,
and chicken coops for project-based learning, and providing multisensory design
features as evocative objects to trigger curiosity, interaction, and creative problem
solving through discovery learning.

Project-based (Tiwari et al. 2006) and discovery learning (Rogers 1990) meth-
ods are gaining traction in US schools as ways to encourage the development of
critical thinking skills, reacting to criticisms that the standardized testing require-
ments of the No Child Left Behind Act of 2001 led to “no child left thinking”
(Westheimer 2011). The Third Teacher movement was a natural response to this
trend as a way to highlight the value of architectural design to instructional
methodologies. Furthering momentum in this movement, LEED and CHPS rating
systems both assess points for the school as a teaching/learning tool. Whether
architectural designs actually improve student understanding about environmental
sustainability, however, remains largely uninvestigated. Critics argue that, without
teacher guidance, discovery methods may lead to misunderstanding and erroneous
learning or students may disengage from confusion or frustration (Alfieri et al.
2011; Kirschner et al. 2006).

Empowerment

The fifth design realm is concerned with child and youth empowerment, including
how students can be co-designers of their school and co-choreographers of their
learning. Of the five, the Empowerment Realm most radically rethinks the role of
student and school in society. In recent years, there has been a growing trend to
include students’ opinions in the design of their education, including school
facilities (participatory design) and educational policies and curriculum (student
voice) (Fielding 2004; Woolner et al. 2007). This shift in the student role is
influenced by The United Nations Convention on the Rights of the Child (CRC),
ratified in 1990, which states that children and youth have the right to participate in
decision-making processes that affect their lives (Robinson and Taylor 2007). One
outgrowth of these movements is the incorporation of service learning into school
curricula. For example, a service-learning initiative called Learning Landscapes
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engages students, teachers, and community members in the planning, construction,
and maintenance of school and neighborhood playgrounds (Brink and Yost 2004).
Research suggests that when students are empowered through voice and ownership
of a service-learning project (such as in the Learning Landscapes program) their
self-confidence and civic engagement improves (Morgan and Streb 2001).

Research and practice align in the Empowerment Realm over concerns for how a
student transforms from consumer to creator of knowledge. Consequently, the idea
of “school” may evolve to become a living laboratory that extends beyond the
bounds of a physical school campus. With its emphasis on student-led problem
finding, design, and implementation, the Empowerment Realm encompasses new
directions in distributed models of education—including hybrids that fall some-
where between home schooling and centralized formal education models.
Technological advances provide a myriad of choices that empower students to
create their own Personal Learning Environments (Dabbagh and Kitsantas 2012),
but school design today does little to consider the potential impact of emerging
technologies to radically disrupt the physical configuration of educational spaces.
To rethink 21st century school design, architects and planners must consider how
technological developments in mobile computing and embedded interaction
(incorporating interactive technology into everyday objects) provide opportunities
to re-envision the future of educational spaces—such as through emerging concepts
like Smart Objects, the Internet of Things, and 4d space (Bullivant 2007; Thomas
2010).

Fig. 2 Evaluation of the realms of school design by contributions to the returns to education
(Source Own representation)
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Conclusion

Although US schools often incorporate strategies from multiple realms, most school
facility research focuses on basic human physical and psychological needs, pro-
viding evidentiary support that mitigating environmental problems in schools pos-
itively impacts health, behavior, and learning (Gordon 2010; Kats 2006). Figure 2
describes how the five school design realms may be conceptualized as a pyramidal
form that arranges design strategies from most to least common. The Equity and
Security realms form the pyramid base and illustrate that the majority of new school
designs are rethinking the role of educational space in user health and wellbeing—
the most fundamental of human needs. The middle tiers of the pyramid describe the
Community and Creativity realms, which link design strategies to pedagogical
practices. These reveal how schools are beginning to rethink ways the building and
campus may shape student behavior and be tools for learning. There is less evi-
dentiary support within these realms, however, for the value design strategies con-
tribute to learning outcomes (Higgins et al. 2005). More research is needed to better
understand the potential socio-psychological impacts of learning space designs and
how such knowledge might influence the reconceptualization of school architecture.
At the top of the pyramid, the Empowerment Realm reconsiders the role of student
and school in society but, aside from participatory design strategies, it is unclear how
school designs are (or should be) re-envisioned in this area. This realm is perhaps the
most challenging for school designers and other stakeholders to reach, however it
has the most potential to significantly rethink learning space design. As students face
an increasingly globalized economy, demands for personalized and authentic
learning through engagement in meaningful and real-world problems suggest that
architects and planners must consider how technology and distributed models of
learning will shape the form and structure of schools for the future.
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Schools as 3D Textbooks
for Sustainability Education

Marta Brković and Rosie Parnell

Abstract Some architects and researchers claim that sustainable school design can
raise awareness of sustainability issues and stimulate children to explore the same,
thus acting pedagogically as the ‘third teacher’. However, existing design guidance
explaining how to achieve sustainability in the school environment neglects this
pedagogical potential. Studies delineating the ways in which school design might
respond to education theories correspondingly encompass few sustainability issues.
Identifying this gap, we searched the literature aiming to explain how the physical
fabric of a sustainable school could provoke learning about sustainability, and on
which pedagogical ideas these designs build. This paper critically reflects on the
findings, drawing on relevant findings from a participatory post-occupancy study in
a Spanish ‘sustainable school’ in order to establish principles and draw out mes-
sages that could be important for debates in the intersecting fields of school design
and education. The findings are discussed under three core themes: food and
healthy nutrition; celebrating cultural diversity; and managing the environment. It is
concluded that in order to reap the pedagogical benefits of ‘sustainable schools’, the
use of space needs to be choreographed through a collaborative development
process with teachers and pupils.

Keywords Sustainable schools � The ‘third teacher’ � Built environment educa-
tion � Spatial pedagogy

Faced with an ever-growing number of social, environmental and economic chal-
lenges, in 1987 sustainable development was proposed as a possible strategy for
solving contemporary problems (Brundtland 1987). Since this time, education has
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been frequently proposed not only as the means to support understanding of the
ubiquitous concept, ‘sustainability’, but also as the means to understand the myriad
ways in which sustainability can be implemented at a local level (Stanners et al.
2008; UNESCO 2009). Since education has a central role to play in transforming our
lives on the planet into more sustainable forms (Wade and Parker 2008), the
transformation of education itself is surely one of our greatest challenges. It has been
suggested that the “sustainable school is the most appropriate strategy for renovating
educational processes and achieving quality education” (Gough 2005, p. 339).

A small, but increasing number of architects have realized that schools designed
with sustainability in mind have potential, not only to reduce their impact on the
environment, but also to greatly influence learning about sustainable development
(Taylor 2009). A school’s spaces and design features can effectively act as ‘3D’
teaching tools (OWP/P Cannon Design et al. 2010, p. 10), raising awareness about
sustainability issues and stimulating teachers, pupils and local community members
to explore these further. Such architects believe that sustainable school spaces can
in this way teach important lessons and act as the ‘third teacher’ (OWP/P Cannon
Design et al. 2010).

There have been many relatively recent articles, books, and studies devoted
entirely to the design of sustainable schools. Additionally, Education for
Sustainable Development is such a widespread movement, that many schools
around the world have adjusted their curriculum in order to incorporate its prin-
ciples. However, few authors have discussed the issue at the intersection of these
two fields; that is, how teaching the principles of sustainability might be embodied
in the very design of a school building. During the last decade, as Scott (2010)
notes, many schools “were built along green principles and had environmental
education as part of their program in some form or other, but the interface of the
two was much more difficult to uncover” (p. 91). In an extensive review of liter-
ature, we identified remarkably few publications which explained the link between
the physical fabric of a sustainable school building and pedagogy of sustainability.
Existing design guidance explaining how to achieve sustainability in the school
built environment almost entirely neglects pedagogical potential. Similarly, studies
delineating the ways in which school design might respond to education theories
encompass few sustainability issues. Identifying this gap and wishing to contribute
to the debate, we first reviewed the literature about school design as seen through
two perspectives—sustainability and the ‘third teacher’.

Sustainable Schools as the ‘Third Teacher’

The idea of a school environment as the ‘third teacher’ has its roots in Maria
Montessori’s concept of a ‘prepared environment’. In her book “The Secret of
Childhood” she explains that “the first aim of the prepared environment is, as far as
it is possible, to render the growing child independent of the adult” (Montessori
1966, p. 267). Montessori believed that all the material artefacts in an environment
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affect the temperament and the development of a child. It followed that in such a
conducive environment, children would be able to learn without the support of
traditional teaching methods. The embodiment of this idea can be found in the work
of Loris Malaguzzi and the Reggio Emilia schools. Reggio Emilia schools
“reconceptualized space as a key source of educational provocation and insight”
(Strong-Wilson and Ellis 2007, p. 40), and established the term ‘the third teacher’
(Forman and Fyfe 1998, p. 256).

Examining the school design literature, discussion addressing both sustainability
and the ‘third teacher’ concepts is fragmented and appears in design guides,
practice-based literature, theoretical texts and to a lesser extent in empirical studies.
Thematically, three core groups of relevant literature can be distinguished. The first
group focuses primarily on how school design elements can respond specifically to
environmental sustainability requirements. Within this group, some publications
take a step further and acknowledge the teaching potential of schools. To illustrate:

– the UK Department for Education and Skills observes that a building could be
used as a ‘teaching tool’ (DfES 2006, p. 9);

– the architectural practice LPA (2009, p. 50) explains that a sustainable school is
a ‘living laboratory’ where the students and the community can learn about the
environment on a daily, practical basis;

– similarly, Ford (2007, p. 6) says that sustainable school can be a ‘living labo-
ratory’ which can engage the pupils in learning about science, building arts, and
environmental stewardship;

– Gaia Architects and Gaia Research (2005, p. 1) stress that the role of sustainable
school design is crucial in demonstrating and imbuing in learners, awareness
about sustainability issues;

– Gelfand and Freed (2010, p. 248) argue that school facilities could be a vehicle
for learning, because transparent demonstration of sustainable behaviour has
educational potential. According to these authors, environmental sustainability
systems should be made visible.

The second group of studies links pedagogy and sustainable school space. The
majority of these studies are practice-based explorations, though some claims in the
work done by Taylor (2009) are supported with empirical evidence from her
research. The studies by Taylor and also that by an international team of architects
and designers—OWP/P Cannon Design et al. (2010)—are significant not just for
using examples to demonstrate how school design responds to many sustainability
aspects, but also for framing these examples with appropriate educational
philosophies. The third group of publications by authors such as Nicholson (2005),
Hertzberger (2008), and Nair and Fielding (2005), although not specifically con-
centrating on sustainable schools, provide some very useful and relevant insights by
explaining the pedagogical potential of school spaces in general.

Through examination of this literature and wider practice-based sources we
identified examples of aspiring sustainable schools in which design was developed
to respond to particular sustainability themes and to act pedagogically. A number of
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these examples were further studied through participatory post-occupancy studies
with teachers and school students.

How the “Third Teacher” Teaches—Linking School Design
with Sustainability Themes and Underlying Pedagogic Ideas

Below we critically reflect on the findings of the literature review described above,
drawing on some of the spatial examples and our own empirical findings, in order
to explain how a school building can ‘teach’ sustainability principles. A selection of
sustainability themes has been chosen for this chapter:

• food and healthy nutrition;
• celebrating cultural diversity; and
• managing the environment.

More extensive explorations can be found elsewhere (Brković 2013).

Food and Healthy Nutrition: Learning
About Connected Systems

Today, there is a substantial literature demonstrating the health, educational,
knowledge, skills and behavioural benefits of cultivating food in schools (Nelson
et al. 2011). Raised beds and food growing facilities become valuable learning
spaces. Playgrounds filled with natural elements, plants, trees, flowers, water, small
animals and bugs present endless opportunities for discovery, play and exploration
(Burke 2005). Additionally, activities around producing, preparing and consuming
food in schools present an opportunity for children to learn new skills, exercise
responsibility (Desmond et al. 2004), be informed about healthy nutrition, appre-
ciate and understand environment, and establish relationships with school and
community members (Orme et al. 2011).

The edible schoolyard project is a good example where raised beds for growing
food during the warm months, and greenhouses for growing food during the colder
months, are interlinked with spaces for preparing, consuming and composting food
in schools (Cliento 2010) (see Figs. 1 and 2). Just providing areas for food growing
is not enough. Energy and heat producing systems, rainwater collectors, and
off-grid waste sorting systems transparently show children that all of these systems
are interlinked. Sustainable schools should accordingly be designed in ways that
connect the school building with the nature in which the building is embedded, and
with the children themselves. Orr (2004) frames this clearly when he proposes that
all education is environmental, yet the environment must be understood more
holistically—as a network of systems embedded one within the other. Sustainable
schools should therefore be designed to demonstrate this clearly and to support
pupils to explore these interrelations.
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Additionally, our recent post-occupancy evaluation of the aspiring sustainable
school, Fort Pienc, in Barcelona, suggests that places for growing food are praised
by children not just because they are a valuable learning resource, but also because
they help them to socialize and to demonstrate their skills and abilities (Brković

Fig. 2 Edible Schoolyard (Photo rendering and design Work Architecture Company)

Fig. 1 Edible Schoolyard—spaces with technical equipment, kitchen and greenhouse (Source
Drawing by Work Architecture Company)
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Fig. 3 Pupils planting in Fort
Pienc School (Photo Marta
Brković)

Fig. 4 Raised beds in Fort
Pienc School (Photo Marta
Brković)

Fig. 5 Dragon’s breath
corridor in Erika Mann
School (Photo Jan Bitter;
Design die Baupiloten)
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2013, p. 102) (see Figs. 3 and 4). The garden in the school was envisaged as a place
where a sense of community, both within the school and beyond, could be estab-
lished and developed through joint food production. Pupils explained that raised
beds are useful learning areas and social skills catalysts because activities around
these resources are well-connected to the curriculum, with many teachers, parents
and community members coming to work with pupils there.

It seems that growing and cultivating food brings pupils into direct contact with
nature, supporting development of positive attitudes and skills for stewardship and
sensitivity to their environment (Chawla 1998). Furthermore, joint food production
and consumption seems to enable pupils to socialise and develop a sense of
community. Lastly, when pupils have the opportunity to explore the full food
growing cycle—from planting, cultivating, to consuming and composting—it can
help to develop systems thinking, identified is a prerequisite for change towards a
more sustainable society (Sterling 2003).

Celebrating Cultural Diversity: Developing
Socio-Cultural Fluency

The design of a sustainable school should celebrate cultural diversity. As centres
and icons of communities, schools have an opportunity to reflect local ethnicities
and local character. Symbols of local culture provide inspiration and design
opportunities. The Oprah Winfrey Leadership Academy for Girls and the “Dragon’s
breath corridor” in the Erika Mann School suggest ways in which cultural diversity
might be celebrated through spatial design. For example, symbols of local Zulu and
Tsoto cultures were carved onto the walls and ceilings of the Oprah Winfrey
Leadership Academy for Girls (see web site http://www.owla.co.za/). In Erika
Mann School, one wall of a corridor is clad with a highly light-reflecting polished
steel (see Figs. 5 and 6), while on the other there are pictures of the children in the
school, changed with each new generation coming in. A picture of each and every
child is reflected in the polished steel on the opposite wall. In this way the diversity
of the local community has been made visible through design, and the message is
transmitted that the school is proud of every child, no matter what his/her age,
gender, nationality or religion. Our interview with the architect suggested that this
corridor makes pupils very proud (Brković 2013, p. 122). She explains, “the school
could become a place of identification and support, as well as of multicultural
communication” (Hofmann 2004, p. 121).

Interpretation of the rich cultural traditions of school students through design “is
a mark of respect that tells students that where they come from matters as much as
where they’re going” (OWP/P Cannon Design et al. 2010, p. 127). Today, children
live in multicultural worlds. They have to develop “sociocultural fluency” (Taylor
2009, p. 33) in order to understand and tolerate difference. Incorporating the
symbols of local culture into the design of schools overtly supports this idea.
According to Nicholson (2005), the environment can in this way symbolically
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transmit to children that they are to be “inspired, trusted, respected, loved, protected
and understood” (p. 64). Iconographic messages inscribed in walls, seats varying in
size, handles and light switches at children’s height, colour-coded doors, and
similar features are all physical elements of school buildings that communicate a
variety of subtle messages to children. School design that builds on local cultural
diversity is identified as significant in the context of sustainability, as it can con-
tribute to creating a school community that is less excluding of disadvantaged
people, disabled and newcomers, and more inclusive of all age, cultural and ethnic
groups.

Managing the Environment: Learning About
Saving Resources

Involving teachers and pupils in the operation and maintenance of lighting, heating,
cooling, water, and energy production systems can support more effective operation

Fig. 6 Reflection of pupils’
photos in Erika Mann School
(Photo Jan Bitter; Design die
Baupiloten)
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of those systems, reduced costs, and more comfortable life and work in the school
generally (Taylor 2009). More importantly when these services are revealed and
transparently, but safely, built into the school, they offer a valuable teaching tool.
Integrating displays, signs and lighting can improve the learning environment and
promote energy- and resource-saving (Shiver and Dale 2011).

To illustrate, an interactive kiosk in the heart of Stoddert Elementary School
enables the ‘Energy Patrol’ and their classmates to monitor and analyse the school’s
use of energy (Perkins Eastman and Ehrenkrantz Eckstut & Kuhn (EE&K)
Architects 2010). The interactive whiteboards installed in all classrooms make the
performance data available to all. Similarly, the toilets of Earlham Primary School
have been redesigned to act as a three-dimensional textbook (Prue Chiles Architects
undated) (see Fig. 7). The diagram at the entrance of the toilets explains water and
electricity usage and incorporates readouts so that pupils can constantly monitor
consumption of these resources. Nair and Fielding (2005, p. 69) and Taylor (2009,
p. 153) suggest that engaging with various parts of such installations can support
the development of multiple intelligences (Gardner 1983). For example, visual
presentation of these systems through diagrams can support the development of
visual/spatial intelligence; analysing and calculating the consumption of energy and
water—their costs as well as the savings—can support the development of math-
ematical or logical intelligence; and reporting and presenting the results to peers
supports verbal or linguistic intelligence. An understanding of these kinds of
diverse learning opportunities can support students in finding their own preferred
way to engage with such an installation.

In these two schools the physical attributes of learning environments present
prompts or cues provoking learning. Taylor (2009) explains that “a cue or prompt in
the physical world is a material or concrete object that invites students to learn not
only about subject matter areas, but also leads them to an understanding of the
underlying ideas, patterns, and the principles of the universe…” (p. 181). These
schools teach by providing a rich experience for pupils. According to OWP/P
Cannon Design et al. (2010), environments rich in positive stimuli present
scenographies for interactive situations, learning through discovery, investigation,

Fig. 7 Entrance in the toilets
in Earlham Primary School
(Photo and design Prue
Chiles Architects)
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exploration, experimentation and play. Hertzberger (2008) explains that schools can
initiate exchange of information, provoke questions and provide pupils with an
opportunity to accumulate “interest and love for the richness of the world around
us” (p. 46). In this way sustainable school buildings can be the best physical
manifestation of good educational practice (Nair and Fielding 2005).

Conclusions

The ways in which school design addresses sustainability issues can directly or
indirectly act pedagogically. The physical fabric can sometimes be a direct trigger
for learning, as in the case of Earlham and Stoddart schools. Alternatively, it can
indirectly or more overtly transmit a variety of subtle messages to pupils, as in the
case of Oprah Winfrey Leadership Academy and Erika Mann School. Sustainable
schools might support learning through demonstration, through symbols, or
facilitation.

Although the layout, design features, technical and technological installations
intended to be used as teaching tools necessarily emerge from the contextual
challenges, they should also be in accordance with teaching and learning activities,
methods, and approaches, so as to be pedagogically valuable. Our recent findings in
Fort Pienc School align with Hes and Howards’ (2010) findings, and suggest that
facilities in school can be a valuable learning tool only when the learning activities
around them are well-structured, connection to the curriculum is clear, and the roles
and responsibilities of teachers, pupils and community members are well-defined.

Lastly, architects’ designs and visions do not translate directly into the desired
behaviors, engagements and learning experiences of occupants. Even when archi-
tects integrate design features and installations, which have pedagogical potential,
such as solar water heaters, photovoltaic panels, and similar, they cannot assume
that this is enough to provoke learning. Choreographed space uses, taking into
account the space, the participants in the learning process, and the activities, need to
be developed collaboratively with the occupants to allow teachers and pupils to
skillfully and knowledgeably transform their school space according to their needs,
wishes and teaching and learning methods. The transformation process during
inhabitation can potentially become a learning process through which occupants
explore, get to know and positively appropriate their environment. Building on the
ideas of Brand (1995), such informed modifications, besides being pedagogically
potent, are one of the keys to the sustainability of school design. Working in the
fields of school design and built environment education, as both researchers and
practitioners, we believe that the emerging principles above could help us to
maximize the teaching potential of sustainable schools and assist us in using sus-
tainable schools as a learning and curricular resource.
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The Struggle for Educational Space
in the Programme ‘Building Schools
for the Future’

Pat Mahony and Ian Hextall

Abstract This chapter is based on research undertaken from 2009–2012 into the
former british Labour government’s ‘Building Schools for the Future’
(BSF) Programme and its withdrawal by the Coalition government. This chapter
begins with an introduction to BSF including a brief account of its origins within
New Labour’s political project and a summary of the main concerns raised about it.
The authors identify the major policy shifts consequent on the newly elected
Coalition government’s cancellation of BSF in 2010. They end by presenting major
reviews of literature on school architecture and building before considering
emerging evidence on the impact of BSF, concluding that more research ought to be
conducted on BSF schools in order to learn what combination of factors make a
difference or not.

Keywords Policy � Community � Transformation � Equity � School building �
Educational space

This chapter is based on research undertaken from 2009–2012 into the former
Labour government’s ‘Building Schools For The Future’ (BSF) Programme and its
withdrawal by the Coalition government. We analyzed policy documents, case
studies in six local authorities (LAs) and undertook 34 semi-structured interviews
with policymakers and educationists. In the chapter, we first introduce BSF and its
origins within New Labour’s political project and summarise the main concerns
raised about it. We then identify the major policy shifts consequent on the newly
elected Coalition government’s cancellation of BSF in 2010. We briefly discuss
major reviews of literature on school architecture and building before considering

P. Mahony (&)
Department of Education, University of Roehampton, London SW15 5PJ, UK
e-mail: p.mahony@roehampton.ac.uk

I. Hextall
University of Roehampton und Goldsmiths College London, 60 Old Shoreham Road,
Brighton, East Sussex BN3 6GF, UK
e-mail: ianhextall@tinyworld.co.uk

© Springer International Publishing Switzerland 2017
A. Million et al. (eds.), Education, Space and Urban Planning,
DOI 10.1007/978-3-319-38999-8_8

91



emerging evidence on the impact of BSF. We conclude that more research was
needed on BSF schools in order to learn more about the significance of different
factors.

BSF was an extremely ambitious programme introduced in 2003 by the former
Labour Government to refurbish or rebuild all 3500 secondary schools in England
and estimated to cost £55 bn by 2023. England was not alone in investing in school
building (OECD iLibrary 2014). An account of the Portuguese experience, which
parallels the trajectory of BSF in England, is presented by Marques et al. (2012).

When New Labour, under Tony Blair, came to power in 1997 after 18 years of
Conservative government, they inherited a negative view of the public sector and
“levels of poverty and inequality unprecedented in post-war history” (Hills et al.
2009, p. 2). This meant that “few Labour politicians chose to promote equality for
fear of losing electoral support” (Hills et al. 2009, p. 8). Blair’s ‘Third Way’
politics espoused “democratic socialism and liberalism” (Blair 1998, p. 1); demo-
cratic socialism was expressed in commitments to “equal worth”, “opportunities for
all”, “community” and “responsibility”, and [neo]-liberalism was evident in man-
agement and finance policies that continued the privatisation of and in the public
sector. BSF clearly expresses Third Way principles in being a key part in New
Labour’s educational and social policy intended to make Britain “a more equal
society” (Mandelson 1997, p. 7). It was never intended to be just about buildings;
educationally, there was an accompanying change management programme and an
overall commitment to community transformation. Initially, BSF focused on
localities with high levels of deprivation and social need, primarily in urban con-
texts. In this sense it was intentionally redistributive, albeit, according to Hills et al.
(2009), in a stealthy and quiet manner. There was also a requirement that each local
authority (LA) project was to be highly consultative with local visions being dis-
cussed by governing bodies, LAs, parent groups, and school communities,
including students. So principles of transformation, redistribution, regeneration
and participation underpinned the BSF initiative. Meanwhile its implementation
procedures and financing arrangements were overtly neo-liberal. For example, the
management of projects was by Local Education Partnerships (LEPs), 80 % of
which were owned by the private sector, whilst the Private Finance Initiative was
utilised to fund new buildings (Mahony and Hextall 2013). Having worked in
decaying inner-city schools, we strongly supported the material investment in
education and communities that BSF represented, but problems with the policy
emerged as our research progressed (Mahony et al. 2011).

Problems with BSF

Present in the original BSF ‘vision’ were a range of aims and benefits including:
providing modern facilities for staff and pupils, supposedly leading to improved
standards and motivation; local community involvement in design and use of
schools; transformation of education and communities and developments in new
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models of funding. These lacked clear focus. The 7-stage implementation process
was deemed to be expensive, bureaucratic, complicated and wasteful. It consisted of:

1. Pre-engagement assessment of the LA’s submission;
2. Strategy for change (SfC) documents are developed;
3. Outline business case—the SfC vision is further developed;
4. Preparation for procurement—LAs aims are set out, guided by over 100 official

documents on all aspects of BSF procurement and contracting;
5. Procurement—begins with publication of a notice in the Official Journal of the

European Union (OJEU). The LA selects potential bidders, then a preferred
bidder. A joint venture is set up between the LA, a consortium of private sector
contractors and a government company. LEPs deliver BSF projects;

6. Financial close—the final business case is submitted and, once approved,
rebuilding and refurbishment of schools can begin;

7. Operational LEPs and repeat waves—once schools are in use, outcomes are
assessed against the planned objectives for the project, through mechanisms
such as ‘post occupancy evaluation’.

Headteachers became frustrated with project delays. Concerns were raised over
whether the public/private project management arrangements offered
value-for-money and whether there were adequate mechanisms of governance and
accountability. BSF involved large sums of public money being paid to private
sector supply chains which were difficult to track. It continued the trend towards
privatising public services, resulting in tensions between demands of commercial
confidentiality and local democratic engagement underpinning initiatives of
‘community transformation’. The Labour Government was dealing with some of
these issues but BSF was cut short in May 2010 when it lost the election and a new
Conservative and Liberal Democrat coalition was formed.

The 2010 General Election and Subsequent Policy
Developments

The Conservative Party (2007) had already announced in 2007 that they would
re-allocate money from BSF to fund new state schools (Academies and ‘free’
schools) (Conservative Party 2007), independent of LAs. Over 700 BSF school
projects were cancelled in 2010 resulting in more than £200m being wasted by LAs
on preparatory work for cancelled BSF projects (Dunton 2010). There was much
controversy and a Judicial Review requested by six LAs judged that the Minister for
Education (Michael Gove) had failed to consult properly and to take adequate
account of equalities implications. The judge said that the way projects were
stopped was “so unfair as to amount to an abuse of power” and that failure to
consider the impact on equality was “glaring and very telling” (Shepherd 2011). In
fact, the Minister’s department had undertaken an equalities impact assessment
revealing that there were “statistically significant differential impacts” for pupils
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who qualified for free school meals, and/or had English as an Additional Language
and/or who had Special Educational Needs (Trades Union Congress 2010).
However, the Minister did not restore any BSF projects.

The James Review

A Review was commissioned and funded by the Minister and published after a
year’s delay. It recommended that the main criteria for school building should be
“the need for pupil places and the condition of the local school estate” (James 2011,
p. 6). Other recommendations focused on efficiency, speed, standardisation of
drawings and specifications, and centralised procurement and management. BSF,
although ‘not only about buildings’ had been intended as an ambitious venture in
the world of school design and contracting. The investment was meant to produce
‘exemplary designs’ and facilities aimed at building schools fit for the future,
generating benefits for the commercial sector, for jobs and training, for ameliorating
under-achievement and deprivation, for enhancing social mobility and for regen-
erating both local and national economies. These assumptions and aims were
questioned at almost every level in the ‘findings’ of the James Review.

There was a complete denial of the educational and community transformational
agenda; the Review claimed that there was no consistent definition of the meaning
of ‘transformation’, and that BSF was overambitious, producing overspend against
an agenda which was neither realistic nor desirable. Terms such as ‘overambitious’,
‘overspend’, ‘realistic’ or ‘desirable’ were not defined.

The Review also moved away from local consultation or accountability, which
was claimed to be overly disruptive, uneconomical and time-consuming. Rejecting
the importance of context or of local democratic engagement in the ownership and
governance of schools, James proposed establishing a ‘central body’ entitled the
Educational Funding Agency (EFA) within the Department for Education (DfE), to
procure and manage contracts for building projects. The Royal Institute of British
Architects (RIBA 2011) expressed concerns about these developments, believing it
to be a mistake to reject any form of user engagement. RIBA amongst others was
also critical of the Review’s espousal of building ‘standardisation’ in pursuit of cost
efficiency. Perhaps such critical reception provoked the shift to the concept of
Baseline Designs. In their Progress Update, the Review Group acknowledged the
“differing requirements by site and some reluctance to impose a very homogeneous
look and feel across the estate” (James and Brown 2013, p. 18). As a result they
said:

Baseline Designs do not go as far as the original Review perhaps envisaged. At present, the
designs form a starting point for discussion rather than the intended off-the-shelf design
which contractors simply build from. Contractors are not forced to use the designs but are
encouraged to improve on them (James and Brown 2013, p. 18).
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In January 2012 following the Review’s recommendation that capital alloca-
tion should be made using objective information on the need for pupil places and
on the condition of the local school estate, Tribal, a major private technology
company was awarded the contract to collect these data on the existing stock of
27,000 school buildings (PfS 2012). This exercise caused LAs difficulty in effec-
tively handling their school estate because of uncertainty about the criteria on which
the data would be interpreted. These concerns were tested in May 2012, when
schools were told whether they had been successful in bidding for money under the
new Priority School Building Programme. Of the 587 schools that applied, 261
schools received money aimed at rebuilding those in the worst condition. Of these
the Minister said “42 schools were being prioritised because they were in greatest
need” (Harrison 2012). Councillor David Simmonds wrote: “This funding […] will
go some way to addressing the problems facing some of our most dilapidated
schools. But more than 300 run-down schools have been left in limbo. […] the
condition of some schools is so bad it’s getting in the way of providing a good
education” (LGA 2012). There remains uncertainty as to how these new procedures
will be enforced and the criteria according to which they will be implemented.
However, in the current climate of public spending austerity, there is little doubt
that cost reduction is likely to be given first priority. What this will entail in terms of
social justice and equity is that there will be a three tier school estate consisting of
BSF new builds, cheaper more standardised new builds and those remaining in poor
condition.

Buildings and Their Effects: The Evidence Pre-BSF

The debate in England over the establishment and purposes of BSF in many ways
reflects a historical and international discussion about the role of school buildings in
the achievements and opportunities of young people and their communities. Whilst
there seems to be some consensus about the important contributions of school
buildings, little clear evidence of their precise nature and impacts has been available
until recently, when a good deal of effort has gone into clarifying what factors
comprise ‘good’ educational spaces in the form of three large-scale literature
reviews. The OECD pilot study focused on:

Capacity of the space to increase access and equity to education […] [and] Capacity of the
space to improve educational effectiveness and promote acquisition of key competencies”
(OECD 2009, p. 13).

Similarly, in Victoria Australia, Blackmore et al. (2011) examined the connec-
tions between learning spaces and student learning outcomes. Both the OECD and
Blackmore et al. refer to the diverse nature of the tangible and structural/relational
aspects of educational spaces, which need to be taken into account in evaluating
impact on ‘outcomes’. Blackmore et al. (2011, p. iv) say:
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Claims in the literature about the possible effects of various aspects of learning spaces on
student learning are often not substantiated empirically. The review is therefore as much
about what is missing from the research as it is about synthesising evidence to support
connections between learning spaces and student outcomes.

Similarly the OECD Report (2009, p. 17) stresses that: “there is little existing
research that focuses on how educational spaces are used as tools to facilitate the
changing needs and demands of curriculum and pedagogy”. Nonetheless it con-
tinues: “However a growing body of literature highlights the need for learning
environments to better respond to these needs and demands” (our emphasis).

Woolner et al. (2007, p. 47) also conclude that:

[…] while the research indicates the parameters of an effective environment, there is overall
a lack of empirical evidence about the impact of individual elements of the physical
environment which might inform school design at a practice level to support student
achievement.

In contrast, there seems to be little dispute about the negative impact of poor
environments upon learning outcomes. Higgins et al. comment (2005, p. 36):

Physical elements in the school environment can be shown to have discernible effects on
teachers and learners. In particular, inadequate temperature control, lighting, air quality and
acoustics have detrimental effects on concentration, mood, well-being, attendance and,
ultimately, attainment. […] Beyond the level of meeting basic standards, there is not
enough evidence to give clear guidance on how to set priorities for funding, or to evaluate
the relative value for money of different design initiatives.

Here we find a definite focus on the clear impact of ‘tangible’ factors, which play
a dominant part in the debates amongst designers and architects. In their conclusion,
Blackmore et al. (2011, p. 38) stress the need to move beyond questions of ‘ar-
chitectural determinism’, by highlighting the critical role of teacher professional
learning and pedagogy, and by foregrounding “issues of identity, ownership and
agency in relation to use of space and time, as well as the intangibles that include
the affective, cognitive, and social aspects of teaching and learning, and organi-
sational change”.

Buildings and Their Effects: The Evidence Post BSF

Evidence about the impact of completed BSF schools on the performance, attitudes,
and morale of learners and the overall impact on patterns of teaching and learning is
not straightforward; findings so far on impact seem to vary depending on what the
evidence is about and when it is collected.

On its own the widely cited National Foundation for Educational Research
(NFER) evaluation (Rudd et al. 2008, p. 28) which reported finding “a good deal of
evidence to indicate that student attitudes had become more positive after the move
into the new school buildings” amounts to very little. The evaluation focused on
one school very shortly after its opening and was based on questionnaires to two
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year groups of pupils and interviews with only eight teachers. However, put with
other reports, the findings become significant. For example, evaluations commis-
sioned by the Labour Government conducted by PricewaterhouseCoopers LLP
(PwC 2008, 2009, 2010) provided growing evidence of positive outcomes. For
example, the third and final report (PwC 2010) suggested:

• BSF investment appears to be impacting on staff in terms of continuing pro-
fessional development (CPD); staff morale, recruitment and retention; and the
teaching and learning environment (ibid., p. 61) and,

• there are improvements in pupils’ attitudes, aspirations and behaviour (ibid.,
p. 64).

The report makes it clear however, that:

[…] the extent and rate at which BSF investment will impact, is dependent on the quality of
teaching and learning and the leadership in place, both prior to and in the early stages of the
BSF. […] new BSF school buildings will not, on their own, impact significantly on pupils’
attitudes, aspirations, attainment and behaviour (ibid., p. 69–72).

An analysis of pupil profile and performance data was carried out on over 1000
schools involved in the early stages of BSF (PwC 2010), which would enable more
long-term comparable evidence to be collected, but to our knowledge this has not
been utilised in any longitudinal study. Finally, in 2012, a report (PfS 2010) came
to light which had been prepared two years earlier, just after BSF had been can-
celled. Ministers were accused of suppressing for two years a report demonstrating
that “schools rebuilt under BSF showed ‘significant’ improvements in exam results
and declining truancy”. The report concludes:

There are clear patterns of improvement that compare favourably with both local and
national data. The patterns are significant and need further investigation to provide
explanations about the impact of the BSF process. […] the evidence of impact is over too
short a period of time to be secure and data will need to be examined annually until at least
one cohort of students has passed through each school. […] The patterns of improvement in
this sample of schools are particularly significant because of the low starting point for many
of the schools (Vasagar 2012, p. 6).

During our own research in six case-study LAs 34 interviews were conducted
with a range of personnel. We gathered accounts of: processes of designing schools;
the impact of BSF on the community, parents, teachers and students; how sceptics
‘played the game’; on the need to systematically collect evidence and on the kind of
evidence it is possible to collect. In the final months of our project we were able to
visit four open BSF schools and a further three LAs to explore the question of
impact in greater depth. Here we cannot do more than summarise some of our
findings (cf. Mahony and Hextall 2013).

A picture emerged of BSF having made a positive impact in relation to a range
of stakeholders including students, school leaders and staff, and LA officers. It was
claimed that student behaviour, achievement and attendance had improved. The
‘climate for learning’ was said to be better; teachers could see and help each other.
Staff attendance and teacher recruitment improved. Parents were reported to be
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more positive about the new school, but community involvement (let alone trans-
formation) had yet to develop. Involvement in designing BSF schools (for as little
as 10 min per week) was said to be important in encouraging school staff to explore
and re-evaluate their educational values, enabling architects to express these in and
through buildings. Education professionals contributed a depth of experience on
pedagogical and social issues born of many years of ‘living a school’. This had
many dimensions, obviously including teaching and learning. We recognise the
limitations of our case study evidence in relation to what it ‘proves’ about the
success of BSF that is measured. What could not be disputed was the enthusiasm,
appreciation and pride expressed by teachers and students alike as we were shown
around their schools.

Conclusion—The Need to Collect Evidence

One of the themes that emerged strongly from all but one of our interviews con-
cerning the impact of open BSF schools was the need to collect evidence in a
systematic way. One LA officer disputed this claiming, that evidence was irrelevant.
Human rights, he said dictated that everyone should have a good environment for
learning and working.

This returns us to two original aims of BSF, namely, achieving educational and
community transformation to rectify wildly different levels of basic provision
between different communities and promoting the rights of those communities to
have a say in the nature of community and educational facilities in their areas. Such
values do not underpin the current Government’s policies, which have been widely
criticised for targeting the vulnerable and the poor. Since the Conservatives had
already announced in 2007 their intention to use BSF money to fund Academies
and Free Schools, its withdrawal seems to have been more ideological than eco-
nomic, especially since at the point that BSF was cancelled, empirical evidence was
emerging that could have improved implementation and cut costs without ending
BSF altogether. The Education Minister did not initiate research that could inform
future school rebuilding even though there is much to be learned from
post-occupancy evaluations. It is important to conduct further research into BSF
schools, if for no other reasons than to maximise the effectiveness of public
expenditure, and to determine whether BSF made a difference, to whom and in what
ways.

Such research would need to be: large scale, using existing data-sets of
centrally-recorded measures of school performance and long term to ascertain
whether improvements reported are sustained. It should include social development
using a variety of data on, for example, exclusions, staff and student attendance,
records in incident books, and parental involvement, and incorporate in-depth
qualitative school research to try to find out why and how change occurred (or did
not). Undoubtedly any large-scale research project would be expensive and some
might argue that in times of austerity it cannot be afforded. But, how can we not

98 P. Mahony and I. Hextall



afford it if we care about finding the best way to school a nation? For without a
much richer and detailed picture of the different relevant influences that maximise
the benefits of BSF, an opportunity will be lost to explore the ingredients of success
for schools in the future.
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Part II
Education and the Neighbourhood



The Interrelationship Between Education
and Urban Development

Frauke Burgdorff

Abstract Changes in social policy have changed the significance of educational
establishments, and especially schools, with regard to the future of urban districts
and cities as a whole. This piece takes up the subject of trends in the education
system and the effect they have on the city, seen from the point of view of urban
development. It focuses on the idea that in cooperation between school develop-
ment and urban development, especially, various options can be activated leading
towards a less segregated urban society offering more equal opportunities. The basis
for this is sociospatial data shedding light on integrated, strategic location planning
for schools, and neighbourhood-based educational work. The aim of municipal
politics must be to achieve an integrated urban development policy which, along-
side conventional spatial subjects (e.g. transport, the environment, housing), also
examines education.

Keywords Neighbourhood development � School location planning � Integrated
urban development � Urban development policy � School construction �
Educational work

In the 1950s, the urban planner and architect Rudolf Schwarz asserted in his paper
“Das Neue Köln” (The New Cologne) that schools would be the new centre-points
of neighbourhoods, replacing churches and social clubs in this role: “The true
supporting structure of a settlement thus appears to us to be neither the church nor
the social club, but the school” (Schwarz 1950, p. 20). His theory anticipated two
opposite tendencies, which today still greatly affect urban development. Schools are
gaining in importance as the central focus of community life in neighbourhoods and
districts. They leave their mark on how the district is seen as a place to live; their
character and quality open up paths for district development, though blocking
others. Not only the churches but also the parish halls and community centres are
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plummeting in their significance as places of community life and as the central
focus of urban districts. In some cases Christian belief is not the only constitutive
focus of German municipalities. In other cases the number of district libraries,
community halls and youth centres is declining.

Tasks previously carried out by churches and the municipality (work with
children, youth and old people) will be spread across a number of shoulders. This
does, of course, include services provided by all the different denominations, by
clubs and by community-run libraries. The only broad shoulder on which the
people in a district can generally lean that is not linked to any specific faith or social
status will in future be the kindergartens and primary schools, and in some cases
secondary schools. The thinning, changing care environment has changed the
meaning of schools with regard to the development of districts and of the town as a
whole.

Three Trends with Consequences for Town District
Development1

First of all, educational qualifications have gained a great deal of significance as the
basis for individual development. Whereas, in the 1990s, it was still just about
normal to gain the lowest school qualification (Hauptschulabschluss) and enter into
a regulated profession, or to get an intermediate school leaving certificate
(Realschulabschluss) and get an administrative job, today employers generally look
for the highest qualifications possible. This means that those with the highest
school-leaving qualification (Abitur) are also entering skilled trades and adminis-
trative work. This has so much sidelined the lowest link in the chain—Hauptschule
—that its pedagogical qualifications are no longer recognised, or cannot be
recognised. They have become a “leftover” school. As there is unfortunately no
sign of more inclusive school systems being generally introduced in Germany over
the years to come, urban renewal and urban development measures continue to be
based on a divided school system. However, the type of school at the centre of a
neighbourhood will make all the difference, as it could also decide which families
choose to move closer to the neighbourhood, and which specifically choose not to.2

Secondly, more and more schools are becoming Ganztagsschulen, a German
extended or full-service school. The primary schools, especially, are taking this step

1Of course, there are a great deal more trends currently changing the relationship
between the school and the town. Ulrich Paßlick (2012), head of the planning department
in Bocholt, presented a good overview for the project “Schulen planen und bauen” (Planning
and Building Schools) (Paßlick 2012).
2Unfortunately, there has been no extensive, convincing empirical research in Germany into the
connection between people’s choice of residential location and available schools; thus, in this field,
recourse must be sought in discussion and descriptions from practice.
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deliberately not only to offer working parents attractive services but also to make
use of the opportunities provided by rhythmic all-day activities combining
project-based learning with a mixture of instruction and self-learning. This is all
much easier to fit into a whole day than into a minutely packed morning timetable
with 45-minute lessons. Some secondary schools are entering into all-day schooling
almost without realising it; simply stretching out their timetable into the afternoon
because of the large amount of teaching material to get through. Ideally, the
Ganztagsschule improves learning and rids families of the stress of learning at
home. Less ideally, it may raise the pressure on children and young people’s
schedules: they have hardly any time left to take part in normal leisure activities of
their choice. Both results are having major effects on the districts and their insti-
tutions. Clubs are desperate for young members, or offering to work in partnership
with schools; if the schooling is organised traditionally, over the entire day, the city
is empty of children and young people.

Finally, the segregation of social spaces is an increasing burden on the school
system, and in some places it is completely overwhelmed: “Mainstream” schools
are coming across “exceptions” which are now far from being the exception. In
2009, for example, two years before starting school, 40 % of children in the
Cologne district of Kalk were not able to speak enough German to attend primary
school.3 This startling figure, or something similar, can be found in other German
cities. This is well beyond schools’ capabilities, and additional state support is not
sufficient to help children and young people during and at the end of their schooling
to get an equal, satisfactory position in society and on the labour market. This is
thrown into sharp relief by a report on local educational funding from the district of
Hasenbergl in Munich, quoting the following extract from the expert interviews
carried out in 2010, describing the situation: “Our main educational problem is that
the children get zero stimulation early on. They arrive at kindergarten and the staff
in Hasenbergl do a great job, but they simply cannot make up for what has been
missed out in the first three years. And that is the problem, which drags on into
primary school. We have to teach the children the basics first. Other schools, in
other parts of town, are at a totally different level right from the start”
(Landeshauptstadt München 2012, p. 31).

3“Altogether, in 2009, 2848 children who were due to start school two years later were found to be
in need of additional language support. The city total was thus, as described before, 29.7 %. If this
percentage is seen at the level of districts, it is clear that these values fluctuate sharply. While the
district of Lindenthal has the lowest percentage, at 10 %, the district of Kalk, by contrast, has the
highest need for language support (40 %) among 1044 children tested in that district. Kalk is
closely followed by Chorweiler, where 39 % of the 803 children tested have additional need for
language support” (Stadt Köln 2011, p. 8).
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Cooperation Between School and City Planners
as the Basis for Change

Of course, not all issues related to inequality can be answered via the education
system, and certainly not on a municipal level. Yet there are options, which can be
applied at a municipal level in order to (as described by one strategic positioning
taken by urban planner Michael von der Mühlen) at least make the most of the
opportunities which do lead in the direction of a less segregated urban society with
a fair equality of opportunity.

Data to Act on

In 2008, the city of Mülheim an der Ruhr joined up with the Centre for
Interdisciplinary Regional Studies (ZEFIR) to present an analysis of social spaces
with the subheading “Daten für Taten” (Data to act on) (Ernst 2008). Since then,
this has formed the central basis on which the municipalities equip and support
kindergartens and crèches in different parts of the city. A deliberate focus was
placed on the educational status of children entering crèches and kindergartens.

The then head of the Department of Education and Social Affairs based the plans
on the idea that encouraging younger children’s linguistic and motor skills by
supporting childcare institutions and families was crucial to the possible success of
individual educational paths. The aim was (and is) not to put an end to segregation
by means of education, but to use early-years education to offer chances for indi-
viduals to escape a socio-economic “prison”. In the educational development plan
for 2015/16 set out in 2011, the concise conclusion was even expressed that
“inequality should be treated unequally”, specifically meaning excess pupil num-
bers not being reduced, or special support packages being put together for primary
schools in those districts (Stadt Mülheim 2011).

Location Planning for Educational Institutions

Classic school location planning is based on extrapolating trends in pupil numbers.
It is rarely linked to municipal education topics (youth work, adult education, local
support systems). The city of Cologne has taken an initial, innovative step by
preparing an integral plan for youth welfare and school development. It does, at
least, break down the walls between school institutions and youth welfare services.
The analysis also makes use of data on social spaces, describing the challenges
facing the city’s districts. However, there is little that municipalities can do to
actually react to these challenges. There are only few additional means of sup-
porting schools (social workers, equipment); no money is available for new youth
facilities. On top of this, the districts, which are capable of articulating themselves
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politically can generally argue their way past the rankings set up by youth welfare
and school development planning. As a result, of all places, it is the districts, which
cannot speak up for themselves which end up with less educational investment than
before. This does not render the analysis itself worthless, but it is clear that such
integrative planning only gains strength when at least some requirements for
implementation are in place. It also needs a culture of negotiation in urban society,
which allows investments in education to be in line with needs. After all, in the
medium and long term, the already valuable analysis of social spaces could be
complemented by data of educational provision, if the municipalities had the chance
to manage those resources. Some municipalities are their own worst enemies in this
regard, spreading responsibility for external school development (school administration
offices, equipment, maintenance and facility management, construction and repair)
across different authorities and departments. In the federal state of North Rhine-
Westphalia, internal school development is the responsibility of the federal state or
provincial governments, which do not necessarily feel tied down to the results of
municipal development planning. Thus, in addition to the vertical stratification of
authorities and departments on a municipal level there is also a horizontal stratification
between the federal state, provincial government and municipality. It creates an even
greater obstacles to the implementation of what is actually the excellent idea of reacting
to specific sets of problems with specific programmes.

Neighbourhood-Based Educational Work

Over recent years, the city of Munich (see also Schweppe and Brehmer in this
volume) has made a huge leap towards giving a further, pragmatic form to link
neighbourhood/social space and education. One key foundation for this is the city’s
development planning department, which does not see itself as an extension to the
City Planning Office but instead, under supervision of the Mayor of the city, it
develops goals and observes indicators on all topics touching on urban policy. This
means that trends in educational opportunities specific to social spaces can be
monitored and evaluated in the medium term. Steps can be then taken to counteract
them.

On this basis, however, plans are not only made for school equipment and
locations; targeted educational strategies are also set out for each district, reacting to
local needs. Here, the report on district-based educational work in Hasenbergl, in
the north of Munich, is particularly important. Both the analysis of the initial
situation and the resulting conclusions and consequences extend well beyond the
education sector (Landeshauptstadt München 2012). The report examines life in the
district as a whole in order to derive strengths, weaknesses and strategic goals.
Importantly, this neighbourhood-specific approach is an especially direct reaction to
the immediate needs of the people in the district and the institutions, which take
care of them. In Hasenbergl, more than 30 target-group-specific projects were
developed on this basis and new, transparent cooperation structures developed,
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which will hopefully also have a medium-term effect on local educational
opportunities.

Education as a Task for Local Politics

In its last two statements on education policy, the Association of German Cities
called for municipalities to establish active educational monitoring and manage-
ment to meet the challenges posed by unequal educational opportunities in the city,
and to make more effective use of education as a resource to add to a location’s
qualities (Deutscher Städtetag 2012). This call for action is, of course, addressed at
state institutions and the federal and state governments. More resources and more
subsidiarity are required in education. However, another addressee must be
municipalities themselves. If, after all, in the worst case, learning and childcare
provisions involve inappropriate profiles in suboptimal locations. At the end pitfalls
in cooperation between municipal administration departments will eventually end
up hitting learners. The municipalities setting a strong pace in this field are
encouraging a view of integrated urban development policy which, in future,
encompasses not only the original spatial themes of transport, the environmental or
housing development, but also the retail sector and, finally, education as a key
driving force behind processes of urban development and renewal.
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‘Spielräume’—Beyond the Distinction
Between Education and Urban
Development

Fabian Kessl and Christian Reutlinger

Abstract This chapter views education and urban development as two systemat-
ically interrelated processes—even when this in no way represents the state of the
art in current planning, policymaking, or scientific discussions. On the contrary, this
multidisciplinary context first has to be continually created anew and developed
systematically. This has been implemented both theoretically and empirically with
the pilot project SPIELRAUM. This programme initiated by the Deutsche Kinder-
und Jugendstiftung integrates the assumption that educational and urban develop-
ment processes are structurally entangled. It focuses on converting or redesigning
concrete big-city locations as recreational spaces for youth (e.g., soccer, skateboard,
or basketball grounds) as the starting point for local SPIELRAUM activities in
Austria, Germany, and Switzerland. However, this physical-material development
factor is linked right from the start with a conception of these sites as education
spaces. Finally, central summary ideas for further discussions on designing projects
in the context of education and urban development are drawn from the scientific
evaluation process.

Keywords Acquisition � Education spaces � Planning � Interdisciplinarity �
Scientific process evaluation � Urban development

In German “Spielräume” covers two meanings in one: free spaces and recreation areas. We use
the German term to symbolize the double meaning.

This chapter is based on the introduction and summary of the book Urbane Spielräume: Bildung
und Stadtentwicklung [Urban free spaces: Education and urban development] edited by both
authors and published by Springer VS in 2013 (Kessl and Reutlinger 2013a).
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It is still unusual to view education and urban development as two systematically
interlinked processes. Symbolically, this can already be seen in both the adminis-
trative and disciplinary classifications of the corresponding fields of policymaking
and research in German-speaking countries. Educational policy is located mostly in
a separate department or in a department together with research or sometimes also
youth, family, and social policy. In contrast, urban development is generally part of
a department responsible for physical infrastructure. In Germany, this is revealed in
the current distribution of responsibilities across federal ministries (Federal
Ministry of Education and Research [BMBF] and Federal Ministry for the
Environment, Nature Conservation and Nuclear Safety [BMUB]). First exceptions
to this, such as the recently founded Faculty “Education, Architecture, Arts” at the
University of Siegen, only confirm the general rule.

This administrative and institutional separation is also matched by a separation
between individual specialist discourses. One expression of this is the classification
of university departments and faculties into educational science, social work, or
educational and cultural sociology on the one side and urban, regional, and land-use
planning along with architecture on the other. The disciplinary communication
structures follow corresponding patterns: There are only discipline-specific spe-
cialist journals and separate disciplinary publication structures but also parallel
discourses—each remaining firmly within its own referential context and read only
by those within their own discipline without any attention being given to what
others are doing beyond their disciplinary borders.

Nonetheless, not only educational, social, and cultural sciences but also urban
planning repeatedly examine the same objects. This can be seen in the discussions
on the need for participation in urban space and how it should be promoted.
Discussions in educational science along with those in social policy and the soci-
ology of youth address such issues as adolescent acquisition practices, social-
space-related informal youth education, or resident activation, whereas the urban
development discussion deals with them under headings such as participation
procedures or in the context of construction.

In our opinion, these parallel perspectives are not the problem as such, because
interdisciplinarity can only emerge when there are different disciplines to start with.
Nonetheless, we consider that the failure to engage in discussions that transcend
administrative and disciplinary borders turns all too easily into a narrowing of
perspectives—a narrowing that repeatedly has to be overcome anew in relation to
the subjects addressed (cf. Reutlinger and Lingg 2012). At least three trends in
urban development and attempts at interdisciplinary cooperation in the recent past
confirm the need for such a multidimensional perspective:

The first and foremost trend is the simple fact that the 20th century was a century
of urbanization: At its beginning, approximately 7 % of the world population lived
in cities. By the beginning of the 21st century, this had risen to more than 50 %.
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As a result, urban space has now become the context of the ‘self-educational
processes’ for the majority of human beings (Kessl and Reutlinger 2010). The
discourses in social theory that have long emphasized the relevance of urban space
for human development also point to this fact. However, they have only attracted
broader attention in recent years, as shown in the rediscovery of the theoretical
work of Henri Lefebvre (Guelf 2010; Harvey 2012; Schmid 2005; Vogelpohl
2012).

Second, the relevance of Spielräume is also becoming visible on a concrete
level: for example, the ways in which different urban contexts either allow or
constrain different educational opportunities for those who live in them. At the
beginning of the 21st century, the major cities in German-speaking regions are
characterized by a marked spatial segregation, meaning a “disproportional distri-
bution of population groups across suburban areas” (Friedrichs 1983, p. 217,
translated). As a result, some authors have long been talking about segregated cities
(Freyberg 1996; see also Farwick 2011). However, it is not just internally that major
cities reveal socially stratified contexts; there is also a growing inequality between
cities. The degree and form of the spatial segregation of urban contexts reveals
enormous regional differences at the beginning of the 21st century, and this, in turn,
exerts a major influence on the conditions underlying the opportunity for education.

Finally, there has been a rediscovery of the fundamental role of the location of
educational and cultural relations as an important topic in pedagogic and educa-
tional theory (Böhme 2009; Dirks and Kessl 2012; Reutlinger 2008).

First attempts to mediate between educational and urban development per-
spectives can be found in the discussions on an integrated or “learning-friendly
urban development” (Paul-Kohlhoff 2011, p. 143, translated). In response to
massive urbanization tendencies, segregation, and the accompanying increase in
competition (education as a relevant location factor), this focuses awareness not
only on the importance of the institutional design of the local education system but
also on the challenge of being able to design the “city” as a location of learning in a
comprehensive sense; that is, as a context that encourages informal learning pro-
cesses (cf. Leipzig Charta 2007). The linking of educational and urban development
perspectives in these discussions should be made visible particularly by new job
profiles such as “city manager” or “community management”. A look at the cor-
responding programs indicates that the specific disciplinary origins of the corre-
sponding agents seem to be losing relevance and are being replaced by a focus on
the self-definition as an intermediary not only between the different political and
administrative departments but also between the level of controlling and the level of
the local city district, which is also an entity working with participation-oriented
procedures. However, it has yet to be clarified whether an inter- or even intradis-
ciplinary self-definition can actually be constructed here, and how far it has really
been possible to achieve multidimensionality along with a reflective attitude that
takes into consideration the different interest groups and power structures.

Currently, there are some signs of different programmes and approaches such as
‘intermediarity’ ‘resident participation’ that have emerged within the context of the
modernization of local governments. However, these are not yet sensitive enough to
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respond to the different interest groups and power structures. In this sense, the
necessary structural features (or characteristics) have been ignored and there has
been a failure to provide the appropriate social infrastructure in different areas of the
city, as well as access to adequate educational and cultural facilities.

Due to the structural limitations and handed-down cultures of thinking in the
German-speaking world that form the context of the considerations presented here
(Kessl and Reutlinger 2013a), one can only point to the necessary multidimen-
sionality of education and urban development. Efforts to bring together educational
and urban development perspectives in an appropriate way are just beginning.

‘Spielraum’—The Programme

Our deliberations on the relation between education and urban development
emerged following a concrete education and urban development programme enti-
tled SPIELRAUM. This programme initiated by the Deutsche Kinder- und
Jugendstiftung (German Children and Youth Foundation, DKJS) is founded on
integrating the fundamental assumption that educational and urban development
processes are structurally entangled. It is characterized by a focus on concrete
metropolitan locations at which constructional measures to convert or redesign sites
as recreational spaces for youth (e.g., soccer pitches, skateboard parks, or basketball
courts) represented the starting point for local SPIELRAUM activities in Austria,
Germany, or Switzerland. This physical-material development factor was simulta-
neously linked to conceiving these sites as spaces for education. To ensure that this
would happen, funding proposals submitted to the DKJS had to be joint submis-
sions by political-administrative and social work actors. The specific social work
providers (e.g., providers of child and youth work or outreach work agreed by
contract to be responsible for the educational structure and development of activ-
ities at and around the concrete site, whereas the local government actors were
responsible for its physical layout.1 In 2009, the SPIELRAUM programme was
implemented by the DKJS in cooperation with the sporting-goods manufacturer
Nike in five locations in Berlin, Frankfurt am Main, Hamburg, Vienna, and Zürich
together with the corresponding local partners.

When describing its work, the DKJS characterizes the programme as follows:
“SPIELRAUM promotes initiatives to work together with young people in trans-
forming unused spaces into more hospitable locations—for team sports and for
personal development. Hence, the programme uses the opportunities provided by
sport that will enable socio-educational youth work to gain access to young people in
a way that they will accept. Ideally, everybody joins in and helps: parents, neigh-
bours, and anybody else who can assist young persons” (DKJS 2012, no page,
translated). This names the first main programme level: the level of youth and the

1Results of a scientific evaluation of the SPIELRAUM development programme can be found in
Kessl and Reutlinger (2013a).
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goal of extending capabilities on this level that should be achieved particularly by
getting them to participate in both designing the site and implementing educational
processes at and around that site. On the second main level, the programme is
designed to gain the sustained commitment of adult partners, above all, the
socio-educational organizations involved and the professionals working in them.
SPIELRAUM aims to use new forms of networking and cooperation. It tries “to
overcome jurisdictional boundaries and form communities of responsibility.
Different actors such as youth work providers, parents, the youth welfare office,
schools, or sports clubs help to transform an unattractive space into a visible and
known location and an important meeting point for young people in the neigh-
bourhood. Where they can do what they like to do and get the support they need”
(ibid).

Looking at the design of the programme, SPIELRAUM does not try to transform
the two aspects of education and urban development into each other. Instead, it tries
to use the conversion or redesigning of a site and its occupation by—potential
and/or existing—users to enable and potentially already initiate education processes
by integrating the users into the design process. Hence, the programme does not see
itself as aiming to do something for children and adolescents, but to encourage a
process of development and change through their participation. The programmes
gain access to children and adolescents through their physical activity or, more
precisely, through sport and play.

Like all DKJS programmes, the SPIELRAUM programme emphasizes that
although it refers to “promoting the individual, this is not [remaining] on the
individual level, but [aiming toward] the structural level of creating educational
spaces” (Streblow 2007, p. 179, translated). This is why discussions with those
responsible for the programme led to the emergence of the concept of educational
spaces as a theoretical focus that was then developed into a heuristic model (cf.
Kessl and Reutlinger 2013b). At this stage, we cannot say how far this can be
developed further into an analytical perspective for the discussion on social space
and educational landscapes in general.

The SPIELRAUM programme aims to strengthen the capabilities of children and
adolescents by facilitating and encouraging educational processes. The scientific
evaluation studied how far this can succeed within the intended participatory design
of a site, the subsequent use of that site, and the accompanying sense of belonging
among the children and adolescents.

Education and Urban Development as Developmental
Factors for Spielräume: Some Suggestions

Before drawing some summary conclusions from the results of the evaluation, we
want to point out that corresponding research findings in German-speaking coun-
tries reveal some support for the twofold perspective on education and urban
development underlying the SPIELRAUM programme. For example, the results of
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the scientific evaluation of the national German programme Entwicklung und
Chancen junger Menschen in sozialen Brennpunkten (E&C, Development and
opportunities of young people in socially disadvantaged areas) and the umbrella
programme Stadtteile mit besonderem Entwicklungsbedarf – Soziale Stadt (Urban
districts with particular developmental needs: The social city) indicate that an
exclusive concentration on constructional improvement measures is just as insuf-
ficient as an exclusively pedagogic focus on individual “disadvantaged” population
groups. The former leads to the risk of failing to address the interests and
decision-making structures of the users and the way they run their daily lives. The
latter, although certainly attracting attention in the form of a political and profes-
sional focus on specific residential areas, city districts, or places, simultaneously
encourages stigmatization—rather than the desired improvement in the sense of
increasing the possibilities of participation for the residents.

Against this background, we consider the following summary considerations
from the scientific evaluation of the SPIELRAUM programme to be of central
significance for further discussions on designing projects in the context of education
and urban development:

Development Through Overlapping Interfaces

Initiatives such as the SPIELRAUM programme can open up local developmental
potentials for implementing concrete service structures. In SPIELRAUM, this took
the form of concrete projects designed not only to encourage different and inno-
vative pedagogic service structures but also, in part, to make them possible. In the
concrete implementation of the project in the various locations, efforts focused
initially on converting or redesigning a single site in which children and adolescents
could engage in some kinds of sport.

To handle this process, the site representatives had to invest a great number of
working hours and also acquire competencies outside their field (e.g., on building
regulations). This points to the high demands and the accompanying difficulties
involved in linking together education and urban development as developmental
factors. Of course, this should not deter an engagement in this direction, but is
something that should already be taken into account explicitly in the programme
design.

Site-Specific Inner Logics as a Particular
Strength of SPIELRAUM

During the scientific evaluation, it became clear that each local site is characterized
by its own inner logic. This could be seen, first, in the specific structure of service
providers and staff; second, in the accompanying professional self-definition; and
third, in the form of local framing conditions. The far-reaching opportunity to
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develop these inner logics is one of the great strengths of the SPIELRAUM pro-
gramme. To a large extent, this also goes hand in hand with the territorial approach
to the specific site: By focusing on concrete sites, the directly local constellation
acquired a major importance for the success of the individual project. Because the
SPIELRAUM programme did not exert a marked influence on this constellation, the
site-specific inner logic was able to evolve. Hence, SPIELRAUM left space for each
specific local constellation. Nonetheless, this approach does harbour one problem:
those providers who are able to profit from such programme proposals as
SPIELRAUM are, under some circumstances, only, or primarily only, those that
already possess a functioning cooperation structure and that—in addition to their
daily work—can afford to invest the effort in applying for such funding as that
offered by the SPIELRAUM programme. Hence, the experiences gained here sug-
gest that it may well be worth considering whether future programmes could also
arrange funding for providers to make applications.

Professionalism as a Regulatory Measure

Because the SPIELRAUM programme is conceived primarily in relation to edu-
cation as the developmental factor, the decisive dimension for the programme is the
pedagogic one. This called for a correspondingly professional programme design at
each site. The challenge facing the SPIELRAUM programme was to enable and
ensure professional pedagogic standards in line with the programme goals at each
site while simultaneously respecting the inner logic of the local constellation. The
evaluation findings show that this can succeed only through a strongly
process-oriented programme controlling that supports the professional autonomy of
the socio-educational site representatives in line with the conceptual focus on the
goals of the programme while simultaneously granting them sufficient personal
scope within the specific local context.

SPIELRAUM Has Delivered Only the Initial Framework
for Establishing Local Education Spaces

The constructional conversion or redesigning process was dealt with successfully at
all locations, although the amount of time required varied greatly. At the time of the
completion of the scientific evaluation, developments were nonetheless not so
advanced as to permit an appropriate judgment on the sustained establishment of
local free spaces as educational spaces for children and adolescents. Hence, it will
only become possible in the future to determine whether the pedagogic goal of
SPIELRAUM has been achieved at all sites. Therefore, follow-up activities in the
SPIELRAUM programme should focus on further work on designing and
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sustainably establishing such local education spaces and broader educational con-
texts. It is precisely the developmental factor of education that needs to be a strong
future focus. This work on the pedagogic dimension of the SPIELRAUM pro-
gramme could be supported specifically by a future funding agency providing, for
example, pedagogic further training sessions for the site representatives.

The Need to Formulate Transparent Programme Goals

The central philosophy of the SPIELRAUM programme along with any possible
follow-up programmes should repeatedly be made transparent to the site repre-
sentatives. In other words, the goal should be an explicit curriculum. This is the
only way to achieve a cooperative programme implementation and thereby ensure
professional social-pedagogic work on site. In this context, it is necessary to pay
attention to which opportunities to exert an influence on the design of the pro-
gramme itself are available not only to the site representatives but also to the young
persons who come there. This makes it necessary to think about which actors
should be able or not able to exert how much influence on the programme either
implicitly or explicitly at which point in time. Corresponding opportunities for
participation have to be ensured.

The Programme Coordination Requires an Exit
Strategy that Is Compatible with Local Conditions

The various phases of a programme such as SPIELRAUM require different forms of
engagement and cooperation between the site representatives and the programme
controllers. Initially, there are intensive phases of engagement during the imple-
mentation phase of the programme at the site. These manifest in the participation of
the programme controllers in specific opening events on site or in the preparation
and careful implementation of network meetings. However, when it comes to the
final phase of the programme, it is also necessary to reach an agreement on both
when and in which way the programme controllers should withdraw from local
on-site activities.

Finally, it is important to note that the SPIELRAUM programme can be nothing
more than a pilot project within the framework of a more comprehensive “inter-
vention” that will systematically and productively merge together education policy
and urban development perspectives in order to ensure the necessary future pro-
vision of Spielräume for children and adolescents. Hence, initiatives such as the
SPIELRAUM funding programme can in no way serve as a substitute for the public
provision and sustained equipment of urban free spaces but only contribute to their
further development. Nonetheless, the experiences gained within the context of the
SPIELRAUM programme highlight some fundamental aspects that will need to be
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taken into account in future initiatives aiming to link together education and urban
development.
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Urban Poverty Areas and Education

Alexandra Nonnenmacher

Abstract This chapter offers an overview of the current results of quantitative
empirical studies on how the district in which children and young people live affects
their education. After an introduction proposing the theoretical modelling of con-
textual effects of this type, two central areas are covered: institutions and social
capital. Until now, findings in both fields have been inconsistent, indicating that
firstly there is no direct causal effect from schools’ equipment or social structure,
the social capital available in the neighbourhood, or children’s and young people’s
educational success; instead what needs to be studied is indirect effects imparted via
processes within the school, or by social networks: social mechanisms. The second
point which becomes clear is that the existing findings bear little relation to one
another and that there is as yet no systematic theoretical framework to explain the
influence which poor urban neighbourhoods have on education.

Keywords Contextual effects � Education � Institutions � Social capital � Norms �
Social control � Social structure � Social mechanisms

Poor neighbourhoods have likely existed as long as there have been cities large
enough to allow a spatial segregation of different social classes. The question of
whether living or growing up in a poor area influences individual preferences and
modes of conduct is also not new: since the inception of the Chicago School in the
1920s, a comprehensive set of theoretical and empirical works have been based on
the basic principle that social problems can be explained by the conditions of urban
contexts (e.g. Shaw and McKay 1969, first edition 1942).
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Since that time, an increasing interest in the significance of the socio-spatial
environment, as well as its influence on education, has been recorded in the field of
social science research. Between 1985 and 2014 the number of articles submitted to
the Social Science Citation Index with the keywords “education” and “neighbour-
hood” increased by a factor of 26, yet only by a factor of 4 for “education” alone.

The findings of this enhanced research in the field of contextual effects on
education form the first central theme of this paper. The overview of the state of
research is limited to quantitative-empirical studies whose methodological approach
is suitable to effectively substantiate contextual effects, e.g. with the help of
multi-level analyses. The second central point concerns the unanswered questions
which still exist.

Components Relevant to Education in Urban Areas

Referring to Johnson (2012), urban areas can be fundamentally considered as
systems which consist of the socio-structural composition, institutions, the func-
tional environment and the social processes within and between these three com-
ponents. The fact that there is currently no systematic theoretical model for the
mutual influences of these components on each other restricts the empirical analysis
of neighbourhood contextual effects on the education of children and adolescents.
The findings submitted thus far are few and far between and do not correlate well
with each other.

Figure 1 presents an attempt, with no claims of completeness, to illustrate
potential (and in part empirically proven) connections between components relevant

Fig. 1 Influence of neighbourhoods on education
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to education in urban areas. On the macro level, the neighbourhood, there is a
connection between functional and social structure. For example, poor areas are
comparatively densely built-up areas with low-quality buildings, have fewer green
areas and are more heavily affected by noise and other forms of pollution.

A number of studies are available on the influence of neighbourhood social
structure on the educational achievement of children and adolescents. Crane (1991)
or Crowder and South (2003) show, for example, that with increasing deprivation
of an area, the potential that an adolescent will drop out of school also increases.
However, it is unclear how this effect arises. It is helpful here to differentiate
between direct and indirect effects of urban areas. Indirect effects are negotiated via
the meso level, more precisely: through the institutions available in urban areas and
through social contacts. Regarding direct effects, it would have to be accepted that
growing up in a deprived area has an influence on the education of children and
adolescents by itself. The chapter on 'Social capital in the Neighbourhood' deals
with the problem of explaining such effects.

Institutions

The institutions which Leventhal and Brooks-Gunn (2003, p. 211) allege to have an
influence on the educational development of children and adolescents include
didactic venues such as libraries, education-enhancing recreation facilities (music
courses, advisory institutions) as well as kindergartens and schools. In addition,
associations and other organisations which contain educational processes can be
included.

Empirical findings on the availability, quality, facilities and social structure of
institutions are available mainly for schools. “Education” is understood as formal
scholastic education and is evaluated with regard to school grades, test scores and
transition recommendations at the end of primary school (at the age of about 10, i.e.
after Year 4 in most German Bundesländer).

On the subject of school facilities and quality, US studies have only shown in
some cases that schools in poor areas are worse-equipped in terms of functional
features as well as the qualifications, experience and motivation of their faculties
compared to schools in other areas (e.g. Whipple et al. 2010). In any case, it is
questionable whether such factors are conclusive on their own. According to
Whipple et al. (2010), schools should not be considered in isolation but rather have
an effect on the educational development of children and adolescents only in
interaction with risk factors in the neighbourhood (e.g. the level of education).

The social structure of schools fundamentally reflects the distribution of the
social and ethnic features of the neighbourhood (cf. Frankenberg 2013). But since
parents with a high level of education are more inclined than other parents to select
schools located in better neighbourhoods for their children, and since migrants and
ethnic minorities, respectively, tend to prefer schools with a high proportion of
migrants or at least to not avoid them (cf. Tarawasa 2012), social and ethic
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segregation in schools is rather more prominent than it is in the neighbourhood.
However, it is not conclusive whether or not social composition of schools and
school classes has an influence on academic performance. Empirical evidence on
the influence of a large proportion of migrants is inconsistent: Kristen (2002) shows
that the likelihood of children moving on to “Realschule” (secondary school) or
“Gymnasium” (grammar school) (instead of to “Hauptschule” [lower secondary
school]) at the first education transition reduces with an increasing proportion of
migrants in primary school classes, and that this is independent of the academic
performance and individual migration background of the child. In contrast, Schulze
et al. (2009) are not able to determine any such effect, along with van Ophuysen and
Wendt (2009) for the development of performance in mathematics. Furthermore,
findings on the influence of social status and the average level of education of the
students’ parents, respectively, are only of limited significance. The influence of the
parental level of education on their respective children is apparent throughout (e.g.
Schulze et al. 2009); an additional effect of the average parental level of education
on all students, independent of their respective educational origin, appears in the
PISA study (OECD 2005) as well as in Baumert et al. (2006), yet not in
Scharenberg (2014).

These inconsistent findings consequently mean that social structure has no
direction causal influence on individual school performance and that it is necessary
to investigate indirect effects mediated via internal school processes. Baumert et al.
(2006, p. 126) present four corresponding areas in their comprehensive model:
parents’ normative culture (e.g. performance and behavioural expectations), school
groups’ normative culture (e.g. performance norms), processes of comparison at the
student level (e.g. within the school class), and the curriculum and the teaching (e.g.
teachers’ expectations). A comprehensive examination of the model is still to be
carried out; individual findings are, however, available. In reference to normative
culture among students, Scharenberg (2014) shows that the average acceptance of
performance norms in the classroom accompanies better individual reading com-
prehension. According to the studies summarized by Hattie (2002, p. 457ff.) di-
dactics and teaching positively correlate with the teaching faculty’s estimation of
students’ capabilities and hence lead to strengthened encouragement for
well-performing students. The influence of the parents’ performance expectations
on the academic performance of their child can be regarded as a well-backed
finding (e.g. Schneider 2011). Whether the average level of parental performance
expectations in the class has an impact on the performance of all students—in-
cluding those whose parents do not have high expectations—is so far unclear.

Social Capital in the Neighbourhood

In order to describe the connection between the social structure of a neighbourhood
and its social capital, it is helpful to differentiate between the social capital of the
entire neighbourhood, understood here according to Putnam (1993, 1995) as the
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entirety of social relationships between its residents, shared norms (and their
enforcement through social control), and mutual trust, and social capital as an
individually utilisable resource achievable through social relationships as described
by Bourdieu (1983).

The density of the neighbourhood’s social network, i.e. the quantity of children,
adolescents and adults who are members of the same associations and organisa-
tions, who spend time together in their free time etc., is positively correlated with
academic performance (cf. Sun 1999). It is unclear, however, whether this finding
represents a causal effect and how it can be explained.

Empirical findings concerning the second component of the social capital in
urban areas—norms and social control—show relatively unequivocally that the
residents of poor areas tend to have normative preferences divergent from the
majority society. These findings, however, have no bearing on education (e.g.
norms regarding willingness to work hard, attitude towards work, etc.); instead,
they relate particularly to the explanation of criminality and deviance (e.g. the
concept of collective efficacy; see the systematic overview by Sampson et al. 2002).
A similar picture is displayed by the results of those studies which pinpoint the
enforcement (or lack of enforcement) of norms via social control as an explanation
for criminality and deviance (e.g. among adolescents). Due to a lack of social
control, teenagers in poor areas have the potential to become sexually active early
(Browning et al. 2004) or to “hang out” unsupervised (Sampson and Groves 1989).
For Germany, though, collective efficacy and social control have so far not proven
to be mediating factors (cf. Friedrichs and Oberwittler 2007; Kunandt 2013).

The norms prevalent in the neighbourhood and the extent to which social control
enforce them comprise the conditions for collective socialization. It is assumed that
children and adolescents in the neighbourhood are either conveyed deviating norms
or that an insufficient amount of social control prevents their internalisation of
conventional norms. It is questionable, though, whether the whole neighbourhood
and all its residents are relevant for this process. For this form of social learning, it
would be sufficient for children and adolescents to infer from observable features of
the neighbourhood’s low social status or from the behaviour of strangers on the
street that deviancy is acceptable. According to Cialdini et al. (1990, 1991),
however, such “descriptive norms” have only a small influence on behaviour. It is
more likely that people linked by social relationships are crucial, i.e. the social
capital available in the social network (cf. Wilson 1996, p. 71).

Which potential friends and acquaintances are available for children, adolescents
and their parents in the neighbourhood is dependent on its social structure: The
higher the proportion of neighbours with a low level of education, low academic
performance expectations etc., the larger the potential to meet people with such
features (the meeting, as it is described in network research terminology).
Nevertheless, fundamentally, the potential exists to associate socially only with
children whose parents have a high level of education or other “positive” features.
However, Nonnenmacher (2009) shows that while this kind of selection does exist,
it is not extensive. Accordingly, the neighbourhood’s opportunity structure leads to
social networks which have fewer resources available to them than networks in
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other neighbourhoods (cf. Small 2008), and this can be assumed also to apply to the
social networks of children and adolescents in poverty areas: they meet and
befriend others whose parents, like their own, have a low level of education and
therefore have no access to resources such as information about higher education,
educational aspirations, norms relevant to education etc. Such social relationships
amongst children and adolescents form the basis for the second mechanism (besides
collective socialization) through which conventional or deviating norms spread in
the neighbourhood: social contagion between the members of a peer group (e.g. of
adolescents). If the peer group represents deviating norms, they can act as a source
or reinforcement of deviating normative preferences, as shown, for example, by
studies on truancy (cf. Wagner et al. 2003).

Unanswered Questions

Despite the existing empirical findings, there is still a lack of systematic proof for
the effects of growing up in an impoverished neighbourhood on the educational
processes of children and adolescents. It would seem worthwhile to check to what
extent the theoretical approaches and findings of other disciplines can be applied to
this question. This is particularly applicable for the described findings on the effects
of norms and social control. It should, however, be borne in mind that one cannot
assume there to be a deterministic explanation model with contextual influences
which are clearly separable from each other. Firstly, the action space of children and
adolescents increases as they grow older; it remains to be determined how relevant
the neighbourhood is to education opportunities, motivations and processes (see
Oberwittler’s (2004) findings on the correlation between the spatial limitation of
friendship circles and the magnitude of neighbourhood effects on adolescent
delinquency). Secondly, even if only the neighbourhood is considered, the con-
textual units overlap: the students in a classroom belong to various peer groups, the
parents of a student are friends with parents whose children belong to another
school class with different performance norms, etc. These overlaps present theo-
retical and empirical work with the challenge of specifying mutual dependencies
and separating the effects of the various contextual units from each other.

Thirdly, it has been shown that—depending on individual features—some
children and adolescents are more susceptible to neighbourhood effects while other
are “immune” to them. In the context of the “Moving to Opportunity” experiment
(MTO), it was determined, for example, that, only for girls, moving from an
impoverished area to a less deprived area can improve academic performance
(Kling et al. 2007).

It is possible that the “Situational Action Theory”, which explains delinquency
among adolescents (cf. Wikström et al. 2012), offers a guiding principle. If its
findings are transferable to the education of children and adolescents in poor areas,
three preconditions are necessary: didactic opportunities, corresponding beha-
vioural dispositions and collective norms and social control, respectively. Whether
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it is more promising to exclusively aspire to the creation of these conditions in
schools or in the whole neighbourhood is unclear, not least because of the con-
founding of these two contexts, as described above. If it is exclusively a matter of
scholastic education, the results of various studies indicate that the school context is
more important (e.g. Brännström 2008). If education is understood in a broader
sense, it appears necessary to consider parents and other neighbourhood actors in
addition to schools.
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Schools as Components of the Inner
Development of New Neighbourhoods

Christina Simon-Philipp and Gerd Kuhn

Abstract In recent years social change has led to fundamental changes in the
cities. Life in the neighborhoods is becoming increasingly diverse and individual; at
the same time the gap between rich and poor is widening. With these changes, the
need for socially inclusive urban development is increasing. How can the pluralized
world be held together and what kind of meeting places are necessary in neigh-
borhoods of inner-city development? The various educational institutions are
growing in importance as central modules for sustainable neighborhood develop-
ment. They are inclusive places for encounters where tolerance can be practiced on
a daily basis and neighborly life can grow. Various innovative examples that have
been realized in recent years show great potential for city neighborhoods.
Pioneering educational landscapes arise especially when the various areas of urban
development co-operate and the educational institutions form a network with the
neighborhoods.

Keywords Education � Educational landscape � Neighborhood development �
Urban neighbourhoods � Urban development � Interior development � Integration

In recent years the social gap in our society has been widening. To develop more
equal opportunities and future prospects for all residents, greater importance has
been placed on city neighbourhood concepts with integrated educational set-ups.
Urban planners and urban researchers of Stuttgart University of Applied Science, in
cooperation with the City of Stuttgart and as part of the National Urban
Development Policy, have worked out a new neighbourhood concept for a former
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freight depot (Institute for Applied Research, Stuttgart University of Applied
Science, 2007–2009, city planning: Pesch and Partner, Stuttgart/Herdecke). Gerd
Kuhn and Christina Simon-Philipp carry out research work in the areas of housing
and development, public space and the social mix.

Learning—A New Component of the Inner
Development of New Neighbourhoods

With the wave of conversion beginning in the early 1990s and in the wake of the
on-going economic structural change, housing on brownfield sites in the city has
become a central theme of urban renewal and urban redevelopment. There are two
aims: on the one hand the realization of larger contiguous neighbourhoods on
wasteland with additional new infrastructure and public facilities and on the other
hand the insertion of neighbourhood additions of different sizes, taking advantage
of what is already available. In recent years there has been talk of a renaissance of
city living (cf. Harlander et al. 2007); densely populated areas have found a wider
acceptance. The development of new residential areas on brownfield sites in
addition to the appreciation of existing neighbourhoods is one of the most important
areas of a qualified internal development. In the last 25 years many urban waste-
lands have sprung up, especially as a result of de-industrialization. “Non-places”
have been recovered for housing in the city in the sense of re-urbanization, and in
consequence of that the image of living in the city has changed for the better. In
many cases, integrated development strategies have been implemented, which place
particular importance on social infrastructure, education and care facilities.

Education and Places of Learning
Profit from a Changing Society

The key data on population development are well-known: people are living longer,
the proportion of children in our society is decreasing and they will be growing up
in an international, multicultural society. Family structures are changing, the pro-
portion of children with a migrant background will continue to rise and with it the
challenge of education and integration. Apart from the new composition of the
population, a fundamental change in household structures is striking. Traditional
two-generation households—a married couple and one or two children—are no
longer a typical mode of habitation (cf. Federal Office of Statistics 2013; GfK
2013). These fundamental social changes are often described as individualization—
freedom from traditional constraints—but they also give cause for concern. The
question of what keeps society together is becoming more urgent. Where do the
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different socio-demographic groups come together, and how can peaceful coexis-
tence be achieved? It is obvious that the focus of urban development policy is
changing and is being directed at the inner-city multicultural neighbourhoods. This
focus is no longer on the deficits, but on the potentials of these city areas that point
to their future as places of integration and coexistence. The city, which was
described as an “integration machine” (cf. Häußermann 1995, p. 96; Heitmeyer
1998, p. 443), requires new spaces and practices of urban collaboration (cf.
Rauterberg 2013). We should strengthen those social cohesion forces that promote
cohesion in the neighbourhoods (cf. Harlander et al. 2012). Educational institutions
are increasingly entering the focus of urban development and education policy
debates (Stuttgart University of Applied Science 2009, p. 8, 29, 61), with schools
acquiring “the role of social stabilizers in difficult, often deprived neighbourhoods.
There they act as the centre of the local community by linking education with social
and cultural district work” (Reicher 2012, p. 143, own translation).

The aspect of enabling all members of the local communities to find their place
in the educational institutions of the district must be the focus for sustainable
neighbourhood development. Since poor levels of education are particularly to be
found in immigrant families, and since in the big cities the students with migrant
background are now a significant portion of the total number of students, the
priority must lie in eliminating inequalities and bringing about educational
opportunities for all residents. “So far, children from higher social classes and
academic families usually attend a grammar school, while children from socially
disadvantaged families go to a nine-year elementary school or a school for
special-needs students or to a comprehensive school. (…) With an inclusive ped-
agogy that does not know ‘special treatment’ for certain groups, we could coun-
teract social disintegration and hence the dissolution of society as a whole.”
(Butterwegge 2012, p. 314, own translation). We have to strongly promote the
expansion of educational institutions outside families. Facilities for early-childhood
education, Ganztagschulen1 and comprehensive schools can be significant places of
social, inclusive urban development.

For families—i.e. communities in which at least one child lives—local educa-
tional opportunities have become a decisive criterion when choosing a residential
location. Schools’ level of performance is met with heightened public interest
(Häußermann et al. 2008, p. 197). The network of high-quality education facilities
with a differentiated housing supply is a not-to-be-underestimated challenge of
sustainable urban and neighbourhood development. This raises the question of how
places of education can become engines of integrated sustainable urban and
neighbourhood development and how they can alter the housing environment (cf.
University of Applied Science Stuttgart 2009). In existing structures, it has been
found, it is difficult to activate schoolyards after school, though this is very nec-
essary in densely populated sections of the city (cf. Arbeitsgemeinschaft
Baden-Württembergischer Bausparkassen 2002, p. 53). The networking of public

1Schools which provide activities after the traditional lunchtime end to the German school day.
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spaces requires a re-encoding and “hybridization” of private and public spheres (cf.
Kuhn et al. 2012; Menzl 2010, p. 164). Only then will places of education become
an integral part of urban development. What opportunities and prospects are
opening up for urban development? What limits and barriers exist? There is still a
need for research on these issues.

School and Education in the District—Innovative Examples

School planning with innovative pedagogical and architectural concepts that radiate
to some extent into the environment is frequently found. New, ambitious approa-
ches often start from private or church organizations. In Scandinavia and the
Netherlands, in particular, we find interesting projects. The places of learning are
designed as educational centres, such as the Futurum School in Häbö (Sweden) or
as multifunctional community school organized with community centres, sports
centres and apartments, as in the concept of the Brede School in the Netherlands
(for instance the Haarlem Community School) (cf. Harnack and Schluchter 2009,
p. 39). In Germany, too, there are innovative experimental schools such as the
Laboratory School in Bielefeld or the Helene Lange School in Wiesbaden. The
projects realized in Germany and other European countries show that new places of
education with a particular concept and a good urban integration can lead to an
urban upgrading and to the social stabilization of neighbourhoods. They have the
potential to call forth life and living qualities in the neighbourhoods and to promote
social interaction (cf. Stuttgart University for Applied Science 2009, p. 61–66).

Even before the beginning of the funding program “Social City” (financed both
by the Federal Government and the sixteen states’ governments) educational pro-
jects were used as initial projects for neighbourhood development. Within the
framework of previous programs such as “Districts with Special Development
Needs” in the federal state of North-Rhine-Westphalia, education and schooling
have a prominent rank. The goal was, above all, to further social stability in poor
neighbourhoods such as satellite towns with a high percentage of immigrants. One
example is the Protestant Comprehensive School in Gelsenkirchen-Bismarck,
which was placed in a district with structural and social problems. As a key project
of the Emscher Park International Building Exhibition (IBA, Bertelsmann Stiftung
2014) the building of this comprehensive school was intended as a “beacon of hope
for new social approaches” in the Northern Ruhr area. The competition documents
for the new building said the goal was a comprehensive school which had to
provide a stimulus for the existing and the new residential area in educational,
social and urban planning perspectives. The participatory approach to the con-
struction of the school, the concept of an open building, the school as a public
meeting place and the integration of foreign and Muslim children have greatly
contributed to its success. The premises, parts of which were built by the users
themselves, serve as a cultural centre within the district (Figs. 1 and 2).
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Fig. 1 Gelsenkirchen-Bismarck protestant comprehensive school—Pupils building their school
(Source Peter Hübner)

Fig. 2 Gelsenkirchen-Bismarck protestant comprehensive school—Classroom with new atmo-
sphere (Source Peter Hübner)

Schools as Components of the Inner Development of New Neighbourhoods 131



Since then, education and schooling has been a subject of the IBA, for instance
the IBA “Re-development in Saxony Anhalt, 2012”, or the IBA Hamburg, 2013.
The IBA Hamburg chose the theme of education and schooling as the key topic of
the territorial development of the Elbe Islands. The goal was achieved by presenting
a forward-looking educational landscape with attractive educational opportunities
(Figs. 3 and 4). The chances of children and young people living in the district were
to be improved, and Wilhelmsburg, a residential area, was to become attractive for
young families. More than 100 institutions joined “IBA shipyards”, i.e. community
centres with schools, sports and social and cultural activities. All-day community
centres are used to extend language support, raise the level of qualification, and
better link the wide range of educational opportunities. Short-term initiatives such
as the University of Neighbourhoods enrich the broad selection of educational
offerings.

Fig. 3 “Gate to the World” educational centre in Hamburg-Wilhelmsburg (Source Gerd Kuhn)
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Fig. 4 “Gate to the World” educational centre in Hamburg-Wilhelmsburg—multifarious offers
form the new centre of the neighbourhood (Source Gerd Kuhn)
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The City of Cologne—accompanied by the “Montag Foundation Urban Spaces”
and in cooperation with the “Montag Foundation Youth and Society”—realized an
innovative educational project in an urban, densely populated residential area with
multicultural residents. Seven educational institutions are forming a network for a
new educational landscape in the centre. The various educational locations are
planned to be connected by a network of re-shaped public spaces (see also Niemann
in this volume).

The City of Stuttgart—supported by funds from the “National Urban
Development Policy Program” and together with Stuttgart University of Applied
Science—set forth a development strategy for the former freight depot area in
Stuttgart-Bad Cannstatt with the aim of using educational and care institutions as
engines for district development (cf. Stuttgart University of Applied Science 2009).

Fig. 5 Education as a location factor for new neighbourhoods (Source Hochschule für Technik
Stuttgart, Nils Jansen)

134 C. Simon-Philipp and G. Kuhn



Based on a field development for problematic areas they tried new, cooperative
planning strategies, and the area was equipped with special, compelling location
factors. Unlike the conventional practice of urban planning, the spectrum of future
institutions for care and education was part of the planning process before the urban
design started. The fallow site is located in Bad Cannstatt, which, with its 70,000
inhabitants, is Stuttgart’s largest and oldest district. Difficult conditions such as its
insularity shaped by urban barriers, its heterogeneous commercial structures, bad
road links with the community centre, the river Neckar and recreation areas, the
lack of green space and the disturbance from traffic noise and major events gave the
area a negative image. Approximately 450 residential units, partially implemented
as building communities, are being realized on the site supplemented by infras-
tructure, services and non-disruptive businesses. The neighbouring Stuttgart district

Fig. 5 (continued)
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of Veielbrunnen—a re-development area—is, with its 2240 inhabitants, a resi-
dential area with a particularly high proportion of residents who need social ben-
efits. The proportion of non-German inhabitants is over 40 %; about 90 % of the
children have an immigrant background. The percentage is well above the Stuttgart
average of 58 %. The urban design goal of brownfield development is a lively
district with numerous family-friendly apartments, a high-quality education, espe-
cially in the pre-school and elementary school sector, innovative approaches in the
field of energy and service offerings, and an environmentally friendly business
structure. The centre of the neighbourhood will be an attractive outdoor area and an
education centre which unites different providers under one roof. “Education as a
location factor “—a National Urban Development Policy demonstration project—
has managed to anchor the importance of educational institutions in the public
consciousness and urban policy (Fig. 5).

School as a Component of New
Neighbourhoods—Summary

The research on innovative projects in Germany and Europe has made it clear that
there is basically no shortage of successful architectural solutions and new exper-
imental educational concepts. Education and childcare facilities require particularly
careful urban and architectural planning and integration into the environment.
Spaces and places are teachers, at least in the unanimous view of social workers and
architects. There is no lack of examples of good architectural solutions, but a lack of
coordination between different authorities and disciplines. Joint strategies for
developing and formulating ideas often do not succeed (for instance future forums
or model processes, joint planning with future users).

To implement pioneering educational landscapes in the re-shaped neighbour-
hoods, proactive, collaborative planning is necessary. The urban development
policy should be linked—at all levels—with even more different political areas:
education, social affairs, health, culture, labour and employment. An early intro-
duction to the debate with all parties opens up new possibilities for living, learning
and working in the city. Professional project management can be beneficial. The
task of urban policy and neighbourhood development cannot include the refor-
mation of the education policy, but we should realize that education is a central
component of neighbourhood development.

During recent years—triggered by the shock of the 2001 PISA Study—new
educational concepts have been created which require new spatial concepts, new
skills, new educators and teachers, and different communication among the edu-
cational institutions. There is neither a lack of ambitious concepts in education, nor
of good examples of architecture and interior design concepts. But there is rather a
lack of cooperation at the interface between the two spheres, and, above all, a lack
of targeted links with the city development and urban renewal. The educational
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institutions in the city and their representatives are indispensable actors in the
development of the neighbourhood and district: schools, day-care centres, com-
munity colleges and institutions for children and youth. Cooperation with housing
associations and the involvement of local businesses can be a valuable contribution.
Leaning does not only take place behind closed doors. District and public space are
places of learning that have until today been significantly underestimated in their
importance. When we consider education as part of urban development, the focus
must be directed to locations and buildings. The quality of liveable urban areas is
based on an urban situation in which functioning neighbourhoods and mixed
structures can grow. For vibrant neighbourhoods, it is important to have urban and
spatial integration over paths relations, and for educational institutions to open up to
the district. This is possible if the institutions do not only fulfil their educational
mission but also take action in and on behalf of the district and get involved in the
process of urban development. Those tasks require not only a change of awareness
among its actors but also a climate that is open to new ideas and provides resources.
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Appropriating Spaces as a Form
of Urban Education

Ulrich Deinet

Abstract In the first part of this chapter, the terms “indoor childhood”, “isolation”
and “suppression” are used to discuss aspects related to changes in public spaces for
children and young people. These does not just mean conventional public space as a
public area which people move about in within the town (town squares, parks, etc.)
but also what is known as semi-public space which, in the form of shopping malls,
fast-food outlets etc., can present a great challenge to young people. The school,
too, has become a public space; it is used all day long as a place where children and
young people live, and many school playgrounds are also open as public spaces
even outside school hours. To understand how children and young people behave in
different public spaces, the concept of appropriation, used in critical psychology, is
especially suitable to shed light on children’s and young people’s behaviour as a
way of appropriating spaces; as spacing, extending their sphere of action, changing
situations, connecting different spaces, etc. This approach also reveals that appro-
priative behaviour always incudes educational aspects, not so much in the field of
formal education but more in that of informal, “everyday” education.

Keywords Appropriation � Education � Educational landscape � Informal educa-
tion � Spatial appropriation � Public space � Space for appropriation � Isolation �
Spacing

This chapter deals with the changes to public spaces for children and young people,
and their behaviour in open spaces, interpreted using the term “spatial appropria-
tion”. When young people use, shape and change public spaces, educational aspects
play an important role, and must therefore be included in the development of
educational landscapes.
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Changes to Public Spaces for Children and Young People

When it comes to the issue of education in public spaces, the first question which
arises is: What are public spaces for children and young people today? Urban
sociology, urban geography and other sciences provide widely differing definitions
for this field of public life, which is mainly characterised by its free accessibility.
The following typification by Frey (2004) shows the transition from the conven-
tional meaning of public spaces as green spaces, parks and streets to a view of them
which also considers indoor public spaces:

• “open-air public spaces” (green spaces, parks, playgrounds, streets etc.)
• “publicly accessible indoor spaces” (department stores, shopping malls, railway

stations, etc.)
• “institutionalised public spaces” (sports facilities, clubs, music schools,

schoolrooms, church rooms, etc.) (Frey 2004, p. 223)

The last two typifications, especially, point to a quality of public spaces which is
created through a certain type of use, i.e. spaces are given their specific quality by
the way in which they are used, as well as by appropriation, reinterpretation and
definition. This means that institutionalised public spaces (such as schools) may
take on a specific quality in terms of appropriation to children and young people.

Schubert, by contrast, develops a far more nuanced view (cf. Schubert 2000,
p. 60): his typification goes well beyond that of Frey to include, for example, virtual
urban public spaces or mobile transit spaces (bus services, etc.). The term “pattern”
gives an important indication of the particular definition and quality of spaces,
which differ from one user group to the next.

From Street Socialisation to an Indoor
Childhood and Youth

Over the last 30 to 40 years, research into childhood and youth has used many
terms to describe the changes taking place during these stages, and even their
disintegration, such as Neil Postman, who spoke of the “disappearance of child-
hood” as long ago as 1983. The term “destructuring of the stage of youth”, used in
the sociology of youth, also points to a fundamental change in this stage of life,
which could once be relatively clearly defined as a moratorium; a status passage
between childhood and adulthood. With regard to the conditions offered by social
spaces, and thus to public spaces, the terms “indoor childhood” and “isolation” are
central points of access to the changing stages of childhood and youth, which are
increasingly taking place within institutions. This is currently influenced by the
change in the school system from schooling until midday to the Ganztagsschule,
which offers afternoon activities. This creates an image of the school as a central
living environment, without the institutions themselves yet being able to shape this
facet in any notable way.
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“New” Public Spaces for Young People

In conventional public spaces, i.e. open spaces, streets, squares or green areas in our
towns, young people are increasingly coming into conflict with other groups,
especially with senior citizens, who make substantial use of public spaces. There
are numerous conflicts of use in playgrounds, parks, etc., during which young
people get into difficulty just from the way they join together, e.g. by appearing in a
clique.

For this reason, young people are escaping to the freely accessible spaces which
our society is offering in increasing number, i.e. the large commercial areas which
have been built over the past few decades, and which appeal to every population
group. This means that they do not have the fast food chains and shopping malls to
themselves, either; however, a society which revolves around youth as much as
ours does presents itself in these commercial areas, especially, in a youth-centred
manner in terms of music, accessories, fashion, etc. From that point of view, young
people cannot cause much real disruption in these places: it might be said that they
take the offerings seriously, but also adapt the places in question for their own
purposes. McDonald’s has crept into the position of being Germany’s most popular
“youth centre”, and the shopping malls exert such a fascination that even young
people from distant rural regions travel hundreds of kilometres at the weekend to
visit them. For young people, taking on the socially idealised role of the consumer
is no problem at all; they are, after all, the group which is the best equipped in terms
of media and the most skilled in terms of technology.

Summed up extremely briefly, a tendency could be described thus: instead of
park benches, recreation grounds etc. being used as typical meeting points in public
spaces, today indoor public spaces, such as McDonald’s restaurants or the ubiq-
uitous shopping malls, are increasingly taking on the functions of a meeting-place.
These are fundamentally spaces which adults tend to judge as being problematic
and negative, but which young people apparently see as having particular qualities.
What is interesting is that the school repeatedly appears as a location, and has
gained in significance, probably, in part, because of the “repositioning” of the
school as it moves from schooling finishing at midday to the Ganztagsschule,
offering afternoon activities. This is increasingly becoming a central place for
children and young people to spend their lives; where they spend many hours of
their day.

In view of the changes to the social spaces of childhood and youth, as outlined
above, the concept of appropriation used in critical psychology, and its more
advanced form, in activity theory, offers an important basis for understanding the
behaviour of children and young people, and relating it to education according to
the intention of this chapter. Starting out from the world being actively opened up,
with the subject deliberately tapping into its physical symbolic and cultural
meanings, the aspect of spatial appropriation takes on a special significance with
regard to public spaces. The concept of appropriation provides a better under-
standing of the ways in which children and young people act in these spaces.
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Spatial Appropriation as a Pattern
of Behaviour in Young People

Young people are able to experience and bring life to important social spaces—not
only the school but also commercial spaces such as shopping malls (cf. Neumann
2008), fast-food chains etc. in their own way, i.e. developing their own youth life
there and creating their own spaces alongside the space’s official function as an
educational institution, shop, place to eat, etc. This takes place by means of
redesignation and changing spaces and situations. Conditions are favourable, e.g. as
they are not forced to buy food and many areas are relatively unrestricted.

Spacing: In view of the descriptions by Löw (2001, p. 231ff.) respectively by
Scherr (2004) on the significance of “countercultural spaces”, such spaces appear
necessary in order for adolescents to develop agency when faced with the ado-
lescent. Spaces of this kind come about when young people find a way to live out
their cultures, or bring out some aspect of them. These processes can be understood
as processes of appropriation.

The levels of thematisation and development in youth culture appropriation
patterns can differ widely and may not be visible to other people. One key
dimension of appropriation can be seen in (visible) physical displays (e.g. skate-
boarding) or by young people positioning themselves in “niches, corners and
stages”, as well as virtual displays in the media.

From the point of view of appropriation theory, public spaces can be interpreted
as a place where young people create their own spaces, but to do so largely have to
use or adapt to their structures and standards, especially when it comes to the key
topic of consumerism.

Changing situations: another important act of appropriation by children and
young people is independently changing the given situation. This dimension of
appropriation is about altering individual structural elements of situations, such as
changing the subject, environment and contexts of action. This is significant in that
spaces which are accessible to adolescents and “which they can shape themselves
are sources of self-esteem and places where they can experiment with themselves”
(Böhnisch 1993, p. 124). Considering that adolescents are increasingly hemmed in
within their environments, as outlined above, the question arises of what oppor-
tunities they have to make changes in situations in the given spaces and media
environments.

Linking spaces: today, children and young people are growing up within an
isolated lifeworld and a media-saturated society with new forms of communication,
meaning not only that they develop discontinuous concepts of space but also that
they develop the ability to inhabit multiple spaces at once. They build links between
different spaces, such as the specific geographical spaces where they currently find
themselves (given meaning through appropriation so that a social space develops)
and distant places and social spaces which they can communicate with at any time
(by mobile phone/smartphone or on their computer) and virtual spaces on the
Internet (chatrooms) which are sometimes also understood as social spaces. Thus,
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indicators for the appropriation of different spaces can be seen in links between both
specific geographical islands and virtual spaces.

The aspects of youthful behaviour in public spaces (“spacing”, etc.) described
under the concept of appropriation can be further interpreted in light of the dis-
course on education.

Public Spaces as a Space for Appropriation and Education,
as Part of the Educational Landscape

In terms of the usual differentiation of educational processes in formal, non-formal
and informal, the means of appropriation outlined above fit especially well into the
category of informal education. As public spaces offer settings for youthful beha-
viour patterns in peer groups, scenes and cliques, they also provide a stage for the
informal educational processes which take place there. Over recent years,
increasing emphasis has been placed on the importance of this type of education
(e.g. BMFSFJ 2005).

The term “everyday education”, coined by Thomas Rauschenbach, also backs up
the idea of informal fields of education which play a significant role in children’s
and young people’s everyday lives. Public spaces also provide the right conditions
for these fields, as this is where children and young people can escape to some
extent from the excess institutional burden placed on them as part of the
Ganztagsschule system, etc. Though they also experience life within a peer group
in such institutions, that life can develop very differently in public spaces without
the presence of adults or teachers. However, the term “everyday education” also
emphasises the importance of the everyday (of the local, seen from the point of
view of social space theory), described by Coelen (2000) using the concept
“municipal education”.

What is significant is the interrelationship between the different fields of edu-
cation, rather than how they are segmented. The significance of informal educa-
tional processes is recognised (indirectly) in the school system, e.g. in that the
classroom atmosphere, functioning relationships in the classroom etc. are consid-
ered highly important for formal education processes to be a success.

Accordingly, these places and spaces where informal, everyday, local, municipal
appropriation and education processes occur also need to be a topic brought up by
developing educational landscapes. Using a broad definition of education, it cannot
suffice merely to improve communication between the educational institutes,
however important and sometimes also difficult that may be. For this reason, when a
local educational landscape is planned and designed, public spaces play an
important role: on closer examination, they are spaces of appropriation and edu-
cation of the kind outlined above.

However, in the study on local educational landscapes produced as part of the
project by the German Youth Institute (Deutsches Jugendinstitut, DJI), “Local
Education Networks in Cooperation of All-Day Schools and Youth Services”, the
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authors complain, among other things, that in the local education landscapes they
investigated, not enough focus was placed on the perspective of informal and
non-formal education as outlined here. “In the researchers’ view, the neglect of the
subject/appropriation perspective needs to be identified as the most important
desideratum when designing local education networks. This is in stark contrast to
the key perspective named consensually across all institutions and regions: that of
an ‘integrated’ understanding of learning and education” (Bradna et al. 2010,
p. 168).

The aspect which the DJI authors complained of—the failure to consider
appropriation—could particularly be brought into the developing educational
landscapes by mobile and community youth work. No other field of youth welfare
operates so greatly within public spaces. Even its institutional conditions—espe-
cially the principle of openness and the physical design of institutions, with their
open areas—makes youth work a fundamental part of public space for young
people. Many services involve various institutions in their work, which takes place
in public spaces, e.g. by supporting cliques in parks, etc. or setting up hangouts for
young people in public spaces.

Youth work focusing on social spaces understands subjective educational pro-
cesses, especially, as processes of appropriation within social spaces, taking place
in social spaces, or the spaces which children and young people create for them-
selves. These often contrast with official, institutionalised educational spaces and
places of the kind which currently form the main subject of discussion on local
educational landscapes. Based on the concept of appropriation, community work
with children and young people can contribute to an understanding of educational
places and spaces covering multiple dimensions, opening them up to the discussion
on local, regional or municipal educational landscapes.
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The Neighbourhood as a Place of Learning
for Young People

Andrea Benze and Urs Walter

Abstract In the context of architectural teaching at TU Berlin and work with
children and young people on the relationship between culture and construction,
research is carried out into the role which planning games can play in establishing
the neighbourhood as a place of learning. This means not only learning in and about
the neighbourhood, but also seeing the neighbourhood as a space in which various
experts can have their say and negotiate on future developments. Personal expe-
riences of space are just as important as cultural, social, functional and economic
relations. Games (in this case planning games) make a suitable tool, as they can be
used in urban development, not only analytically but also for research and acti-
vation, and appeal to children, young people and adults. Existing planning games
are to be used to reveal possibilities and boundaries, involving laypeople in urban
development. Two games specially developed for a neighbourhood are used to
show how the dynamics of a planning game can be used for research within the area
and to create future scenarios, leading to sometimes surprising results.

Keywords Planning games � Urban development � Educational landscapes �
Participation � Education on the cultural relationship to construction � Spatial
perception

Streets and public places are important spots for children and young people to
spend their time. However, when such places are being planned, these groups are
barely taken into account. Therefore, neighbourhoods, as places of learning, can be
understood in two ways: Children and young people learn from a district by
reading, analysing and understanding it; in addition to this, young people are
already experts in their everyday life in the neighbourhood. Their knowledge is
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indispensable for developments in the district. Ideally, the neighbourhood is a space
for learning in which different experts have their say, learn from one another and
plan future developments together.1

Here, the neighbourhood is understood not just as a built-up area but as a varied
political, social, cultural and economic network, in which individuals have different
spatial experiences.2 These involve a large number of fleeting combinations,
interrelations and meanings, which require mediating, activating tools to make them
visible and accessible. In this context, games are particularly fertile ground, as they
can tie in with children’s and young people’s lifeworlds, and have both an analysing
and activating character: games are “used to build models which can be used to
better understand reality; this does, however, also change reality” (Rötzer 2013,
p. 9).

Rötzer (2013, p. 21) distinguishes between games which are described as such in
everyday life (where the players are aware that they are playing a game) and games
which “are played in reality—and have to be played, even if we are not aware of the
fact that they are games and we are players in them”. This possible double role of
the game as a self-contained world and as an illustration of, or even part of reality,
is what makes games such fertile ground for urban development. Real conflicts can
be acted out at a distance from prejudices and well-rehearsed routines.

Can the City Be a Game?

In recent years, some games have evolved which are used as a means of partici-
pation in urban development. In Germany, one worth mentioning here is
“Stadtspieler” (City Player), a board game created as part of a pilot project on
national urban development policy by the former Federal Ministry of Transport,
Building and Urban Development (BMVBS). Mainly following an educational
approach, it is designed to give players a fundamental awareness of urban planning
processes, unconnected to any specific issues around urban spaces. In Britain, the
“Building Futures Game” opens up considerably further-reaching opportunities.
This was brought out officially as a “workshop in a box” in 2008 by the Royal
Institute of British Architects to enable local initiatives with no previous planning
experience to participate in the development of their city area.

1Compare the term agora as “the new public space where science and society, the market and
politics, co-mingle” (Nowotny et al. 2004, p. 253).
2See Michel de Certeau: “space is a practiced place. Thus the street geometrically defined by urban
planning is transformed into a space by walkers” (de Certeau 1984, p. 117). This refers to the
meaning of the fleeting moment in which a certain person walks along the street, drawing the
conclusion that there are “as many spaces as there are distinct spatial experiences” (de Certeau
1984, p. 118).
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“Play the City” from Amsterdam follows a different strategy. A team of
architects and urban planners developed a facilitation process in the form of a live
role-play game allowing a large number of people, such as local actors and
interested parties, to participate in specific urban development projects. The fol-
lowing will offer a description of how these two planning games (the “Building
Futures Game” and “Play the City”) use different means to give laypeople an
understanding of planning processes and (following Rötzer) to create simulations
allowing what goes on in reality to be better recognised and controlled. The aim is
to test the extent to which these games can make even ephemeral city structures
and individual experiences of space usable for the planning process. The subse-
quent chapter then presents two games which make young people, in particular,
capable of examining their neighbourhood as a space for learning and of proposing
possible developments.

The City as a Happy Families Game

The British “Building Futures Game” is a set which comes in a box and can be used
to develop specific developmental scenarios for any area as a 10-year step-by-step
plan which can be discussed in the neighbourhood and with the planning author-
ities. The idea of the “Building Futures Game” is to learn from the plans they make.
At the heart of the game are 56 “Proposal” cards with best-practice examples. As in
a game of Happy Families, they are sorted into categories following a points
system, and can be negotiated during the game as possible development aims for
the area.

To prepare for the game, the players define the narrative framework with event
cards. Based on the players’ own judgement, statements are made which describe
the district and raise some fundamental problematic issues. Statement cards, which
describe possible futures in everyday language, introduce the players to the ter-
minology used in planning processes. Based on their local knowledge, players can
judge whether they consider certain developments appropriate, whether they wel-
come them or view them with concern. Together, they can use proposal cards to
create future scenarios.

The different stages of the game are set out on evaluation posters, providing a
clear overview of results which is easy to follow for later planning. The game does,
however, call for a great deal of baseline motivation on the part of those involved.
The entire game is planned as at least a half-day workshop. The game materials
give players a deep insight into the possibilities of urban planning concepts, though
the selected planning categories and examples guide them towards a certain
viewpoint. Unconventional proposals which push the envelope of pre-given cate-
gories are less likely to be expected.
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The City as an Arena

Unlike the “Building Futures Game”, “Play the City” does not only use the
opportunities which the game offers to come up with initial ideas for programme
development. The idea is to involve as many actors as possible in a role play which
simulates a long planning process; this decision-making process is intended to
create an “evolution of ideas” (Tan 2009). “Play the City” thus falls somewhere
between project facilitation and a game. The main clients using “Play the City” are
municipal and private district developers.

Intensive research before the game is used to create a special game set for each
planning project. This reflects the actual economic, political and social set of
interests in a simplified form (cf. Christiaanse 2012). The game is played in a
room-sized model of the situation with a realistic level of development and, ideally,
with the actual interested parties and decision-makers. In the game, they take on
roles which reflect their real-life position, with their options and obligations clearly
defined within the game. The well-researched dataset is intended to ensure that
newcomers to planning and professionals can negotiate on a level playing field with
regard to specific neighbourhood issues.

A space for negotiation is created which enables a wide variety of ideas to be
brought into urban planning, helping the district to be developed in line with needs.
During the game, experience is simulated and negotiation is used to encourage
strategic alliances and an understanding for others’ interests. Across several moves,
realistic planning scenarios are created which are evaluated by the facilitation team
and made accessible to the public. The motto “Do not plan, play the city” (Tan
2009) underlines the fact that any planning process already bears certain charac-
teristics found in games, which can be portrayed in abstract form within a game.
The planning game creates an artificial framework allowing players to fast-forward
through developments, revealing the key aspects of planning. They thus set off on
an experimental journey into the future, simulating innovative results which have
not yet been taken into consideration.

The Neighbourhood as a Playing Field

Though the “Building Futures Game” and “Play the City” follow very different
approaches, they show that planning games can be, and are, used to develop
specific locations. In both games, the players are addressed as experts on their
neighbourhood, and clever use is made of the potential of the game situation,
somewhere between reality and imagination. Both games do, however, neglect the
players’ personal experience of spaces and thus related indications of ephemeral
local structures or informal phenomena: the planning game’s potential for a
neighbourhood as a place of learning is not fully tapped.
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Below, two games will be presented which were developed for specific situa-
tions in the Berlin borough of Neukölln. Both games explicitly include individual
spatial perceptions, and can thus be used as a research tool for the neighbourhood
and as a planning tool for developing future scenarios or for unusual strategic
alliance within the neighbourhood. The ideas behind the games can be transferred
to other places.

Young People Discover the Educational Potential
of Their Neighbourhood

The planning game “Agenten & Komplizen” (Agents and Accomplices) was cre-
ated at the Institute of Architecture on behalf of the Donaustraße-Nord
Neighbourhood Management scheme and developed especially for the Donau
neighbourhood in the north of Neukölln. The game looks into how the Rixdorf
primary school could open up to the district, doing justice to its new role as a place
to learn and live all day long and to society’s aspiration to learn at every stage of
life. The plan is to track down existing educational potential in the neighbourhood
and link it in with the school. As with “Play the City”, the key focus of the game is
on joint negotiation on actual and simulated experiences. The game reveals places
and actors which are important for the people in the neighbourhood, uncovering
previously hidden and informal potential which can be used as an educational
resource. Players discuss which fields of education should be boosted in the
neighbourhood and form new strategic alliances for innovative educational net-
works in the neighbourhood based on their local knowledge.

In brief stages, a wide range of different strategies are produced with the help of a
large number of different players. The game makes it easy to gain access to widely
differing sectors of the local population. The game was played by about 70
Architecture students in 70 local rounds.3 As well as organised games at clubs or
initiatives, many games took place spontaneously in cafés or pubs. As the main
exchange of ideas during the neighbourhood game is between the players, discus-
sions are generally very lively and there is no hierarchical structure, with the inter-
viewers as supposed experts and the interviewees as laypeople (see Figs. 1 and 2).

The game results portray the neighbourhood from the point of view of its res-
idents, including informal, ephemeral phenomena typical of the area Altogether, the
187 players who took part in the game identified almost 170 places thought to have
a positive influence on the neighbourhood, and to which the players ascribed
specific educational potential (see Fig. 3). The educational categories proposed in
the game are used to position these places in an urban planning context. For
example, the neighbourhood streets, which might come across as inhospitable for

3See the detailed documentation by Benze et al. (2013) and abstracts in Benze and Walter (2012,
2013).
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outsiders, are considered important places for meeting and moving around.
Everyday retail outlets such as supermarkets, department stores and shopping
centres are brought in by children and adults as places for learning about health and
nutrition or how to deal with money. This allows certain places to be seen in a
whole new light.

The game looks into the strengths of the neighbourhood, leaving aside negative
clichés, which strengthens people’s positive identification with their own sur-
roundings in a neighbourhood which is generally associated with deficits. The
scenario stage of the game should be understood as an ideas generator which can be
very fruitful at an early stage of neighbourhood analysis and to define concrete
planning tasks. Many of the starting points for change cannot be identified by
analyses employing standard tools (e.g. the Integrated Urban Development Plan,
INSEK, or the Integrated Action and Development Plan, IHEK).

Fig. 1 Schoolchildren
discuss their favourite places
in the neighbourhood
(Photograph © TU Berlin)

Fig. 2 Young people come
up with strategic alliances for
new neighbourhood
educational networks
(Photograph © TU Berlin)
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Fig. 3 Map of educational potential—the 30 most important places in the Donau neighbourhood,
of 176 mentioned (Photograph © TU Berlin)
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Young People Negotiate the Rules for Their Neighbourhood

The “Karl-Marx-Spiel” (Karl Marx Game) came about as part of the [Aktion!
Karl-Marx-Straße], an initiative by Neukölln District Council. During a participa-
tory workshop, young people got together with students at TU Berlin (Berlin
Institute of Technology) to develop the “Karl Marx Game” as a staged planning tool
with which they can actively involve their points of view and needs in the devel-
opment of the public space along Karl-Marx-Platz in Neukölln. They created a
sensitive participatory tool which sounds out existing lines of conflict in a playful,
inventive manner and offers possible ways to overcome them: a scenario game for
the future of the square which reflects the rules according to which people get on
together in everyday life.4

Karl-Marx-Platz in northern Neukölln is a square where many actors (sometimes
with contradictory needs) work, trade, live and carry out community activities. In
this densely developed area, the square offers one of the few public spaces where
young people, who make up a growing part of the population, can meet.

Similarly to “Play the City”, the young people used precise observations of the
square to develop playing characters modelled on actual people and groups. During
the game, they set forth skills and needs which were previously not taken into
account, but which make perfect sense. For example, a child playing has the power
to liven up the square and motivate other children to go outside, too. A street
musician has the power to change the atmosphere of the square for a moment, while
a market stall operator creates temporary hiding-spaces thanks to the crowds vis-
iting the market.

The players take on the roles of altogether 13 different characters with different,
sometimes complementary strengths when it comes to pushing through their
specific interests. On a table-sized playing board, an abstract representation of
Karl-Marx-Platz, they negotiate 117 specific goals for using the square, reflecting
the particular needs of the people in the neighbourhood (see Fig. 4): from a
self-service vacuum cleaner for car enthusiasts to a racetrack for sportspeople; from
a dog talent agency to a shady park bench. The characters can achieve some of the
goals on their own; for other goals they need co-players as partners. This forces the
players to discuss their plans intensely so as to forge alliances with one another (see
Figs. 5 and 6).

The game is based on precise observations both of the square’s qualities and of
its deficits, which the young people use to derive requirements for how the square
should be organised in terms of time and space. For example, the shops which move
into the retail premises are an important indicator of the square’s attractiveness. At
different times of day, the players have different opportunities to affect the pro-
gramme in the centre of the square, the street and the retail units.

4See the full documentation at http://kms-nk.net/?p=30. The young people involved tested the
game locally with residents at markets and neighbourhood fêtes, and it is now at Neukölln borough
council City Planning Office.
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Fig. 4 The neighbourhood as
a space for learning—young
people play out future
scenarios for
Karl-Marx-Platz, on
Karl-Marx-Platz (Photograph
© TU Berlin)

Fig. 5 117 missions tell the
story of the needs of the
neighbourhood people
(Photograph © TU Berlin)

Fig. 6 13 characters from the
neighbourhood with
unexpected skills (Photograph
© TU Berlin)
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The game does not involve any proposals for shaping the structure of the square;
instead, players create opportunities for cooperation, dual uses, hybrid mixtures of
uses and priorities. Unlike “Play the City”, they do not only negotiate interests
related to the economy and building law; the game also reveals fleeting phenomena.
The game concentrates on the process through which urban situations are developed
and raises players’ awareness of the importance of negotiation, compromise and
cooperation. As with “Play the City”, the game situation is clearly felt to be a game,
but at the same time it is a model which can help provide a better understanding of
reality. This provides the perfect arena for individual actors to outdo themselves and
for creative solutions to come about.

Urban Development in Dialogue with Young People

The neighbourhood has a dual meaning as a space for learning. Firstly, it is a place
in which and from which people can learn. Children and young people learn to
understand social, cultural and political situations by observing and analysing what
goes on in the neighbourhood. This is what they do outside in the neighbourhood.
Secondly, young people are part of the neighbourhood; it is where they gain per-
sonal experience of spaces, and they are experts in the neighbourhood and their
needs in the city. The neighbourhood is also a space for learning, as a place where
different interests and needs are negotiated. To gain new knowledge about the
future development of the neighbourhood, a great deal of different expertise should
be taken into account, even that which initially appears of minor importance.
“Agents and Accomplices” and the “Karl Marx Game” show that planning games
are a particularly good way to tap into this ephemeral expertise, as the players argue
their personal points of view in the temporary reality of the game, and because they
can transfer their everyday experiences to the abstract context of a game.

The strong point of games is that they break down existing hierarchies, and that
players with different levels of prior knowledge can enter into discussion on an
equal footing. This makes games the perfect tool for young people to participate
equally in planning processes, even those which are long and complex. The
example of “Play the City” shows clearly that these processes can be simplified into
an exciting role-play, and used by a highly heterogeneous team of players to
develop both specific and visionary contributions towards urban development.

However, both the concept of “Play the City” and that of the “Building Futures
Game” offer only few footholds for young people to become involved. They both
require a great deal of motivation and time, and are aimed at specific development
targets for roughly a decade, which is far beyond the imagination of adolescents. At
the same time, they do not take into account the players’ particular insights into
their area, which would mark out young people as indispensable experts.

By contrast, “Agents and Accomplices”, as a research tool, is based on indi-
viduals’ personal experiences of spaces in the neighbourhood, simplifying some of
the analytical categories from the “Building Futures Game” and transferring them to
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another context. It shows how a “pub-friendly” game lasting about 30 min can
reveal countless surprising, unexpected ideas about possible development strate-
gies. As a staged planning game, the “Karl Marx Game” picks up on and alters the
idea of “Play the City”. The game’s development is already part of the planning
process, which also extends the basic concept of participation. As developers of the
game, the young people not only express their own needs but also put themselves in
others’ shoes, experiencing the needs of other user groups within the neighbour-
hood. While players mainly negotiate aspects relating to financing and building
legislation in “Play the City”, the “Karl Marx Game” adds aspects linked to their
personal experiences of spaces. Everyday rules and limits which affect how people
perceive the quality of urban life can thus be set up as parameters in the game.

The game results show that young people are in possession of expert knowledge
which is indispensable for a qualitative investigation of the public sphere; a
knowledge which can be tapped into by means of brief workshop formats. Seeing
the neighbourhood as a place of learning means setting up a continuous dialogue
between young people, residents and people rooted in the area, as well as with those
responsible for urban development. Games, such as planning games, can be used to
involve young people on an equal footing at different stages of planning. Even
playing once within a neighbourhood has a lasting effect as an equal exchange of
ideas.
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Young People’s Appropriations of Life
and Education in the City

Joana Lúcio

Abstract It is in the city that one finds better and more diverse opportunities for
acquiring knowledge, developing skills and experiencing significant interactions
that enable the construction of identity and a sense of “belonging.” As individuals
and as part of groups, young people have their own ways of perceiving, living and
imagining the city as a space of creation, conviviality and memory. In this paper,
we will present and discuss data pertaining to the urban social and educational
experiences of over 80 boys and girls between the ages of 5 and 17, from Porto
(Portugal). We will discuss ways in which space and its fruition influence the
construction of a sense of “community,” as well as the meanings, manipulations and
projects that young people allot to the city.

Keywords Urban education � Youth � Citizenship � Participation � Community
development � Educating City � Qualitative research � Focus groups

Cities today, larger and more densely populated than ever, are also, increasingly,
contexts for isolation and exclusion (Sennett 2002; Borja and Muxí 2003). In the
context of the city, and especially the cities of the contemporary Western world, we
can identify a number of obstacles to the construction of a viable image of the space
one inhabits (Benevolo 2006; Lynch 2007, 2009; Ascher 2010). Nevertheless, cities
are privileged spaces for the integral development of individuals and groups.

A shared experience of space is a fundamental condition for the dynamics of
cooperative work to emerge, since it is this common understanding that a certain
space (the city, the neighborhood, the street etc.) is full of both individual and
collective meanings and memories that allows the emergence of the city as a
platform for education and development.

“First we shape the cities—then they shape us” (Gehl 2010); what is, then, the
role of young people in this process over which they have, for the most part, little (if
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any) influence? In this paper, we will discuss the ways in which young people meet
the standards of “urban experience”, but also the ways in which they subvert these
conditions and shape themselves the spaces, the times and the future of urban
contexts.

This paper presents original data obtained over the course of the project
“Massarelos, Educating Civil Parish”, developed in Massarelos, Porto (Portugal),
between December 2007 and July 2011. This project was part of a Doctoral
research and its final product was a thesis presented at the Faculty of Psychology
and Education Sciences of the University of Porto in May 2012, titled “Social and
Educational Mediation in the Construction of an Educating City” (Lúcio 2011).

The City: Urban Space, Public Space and Educational
Meaning(s)—A Framework

In “The Image of the City”, Lynch (2009) discusses the relationship between
structure and identity, establishing that a viable image depends on the acknowl-
edgement of a peculiarity. This can only be made possible through a structural or
spatial connection of the object (in this case, the city) with they who observe it and
with other objects.

If we consider the current situation in a few European capitals, we can identify a
series of more or less homogenous traits: the progressive desertification of urban
historical centers or their transformation into areas of commerce and services (as
opposed to residential areas); a certain “ghettification” of green areas (which are
progressively pushed towards the city’s outskirts, gathered into massive parks); the
transformation of streets into spaces of traffic (of vehicles and people), as opposed
to their appropriation as spaces of permanence, gathering and creative use (for
adults, but also young and elderly people); the urban preference for vertical building
arrangements (the building perpendicular to the street), as opposed to occupation
rationales based on a continuity between the open space (�public space) and the
closed space (�private space). All of these constitute effective limitations to the
relationship between the individuals and the city, as they interfere with the pro-
duction of practical and emotional meanings. This phenomenon is often related to
the buildings’ configuration, and to whether they include elements that induce a
sense of barrier (narrow entrances, gates, significant unevenness on the pavement,
bollards to prevent cars from parking etc.). In his book “Cities for People”, Gehl
(2010) illustrates these limitations by referring to the buildings’ edges, pointing out
that “the edges provide the opportunity for life in the buildings or immediately in
front of the buildings to interact with life in the city” (Gehl 2010, p. 75). These
edges (window sills, staircases, doorframes and others) can be, and frequently are,
used as areas for staying and resting, as “our backs are protected, and our frontal
sensory apparatus can comfortably master the situation” (Gehl 2010, p. 75)—and
can potentially be areas for experimentation and interaction. When that does not
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happen, i.e. when what people encounter are “long closed walls, few doors, sterile
glass sections that signal ‘move on’” (Gehl 2010, p. 81), there are fewer reasons to
remain in the street and allow oneself to dwell in the shared experience of the public
space. In “Good City Form”, Lynch (2007) argues that “the identity of a place is
intimately connected with personal identity. The statement ‘I am here’ supports the
statement ‘I am’” (Lynch 2007, p. 128).

According to Ascher (2010), one of the main traits of contemporary urban life is
a constant questioning produced by the diversity and the intensity of stimuli and
demands: the level of uncertainty (and risk) rises exponentially, and people can
hardly draw upon their own memories of similar challenges or those of significant
others. This happens, among other reasons, because proximity and co-presence are
no longer determining factors for many social practices. This “de-localization” of
interactions “translates effectively into a progressive weakening of local commu-
nities” (Ascher 2010, p. 39). In practice, this means that people can easily develop
the several facets of their lives in completely distinct contexts, between which there
is no link other than the individual itself: hour-long daily commutes are fairly
common; extended family members often live several hundred kilometers apart (or
even in different countries); with the rapid ascent of virtual social networking
(Facebook, Twitter, Skype etc.), a significant percentage of free time is spent online,
where one often interacts with people one has never met face-to-face. This ubiquity
and multi-temporality translates into reticular social structures, “based on weak and
fairly numerous links” (Ascher 2010, p. 46).

The concept of “city” that we explore here is, in our view, more closely related
to the word’s Greek root, polis, which does not refer to the ensemble of spaces, but
rather to the exercise of citizenship. Likewise, the Latin word civitas refers to the
group of citizens, bound by law, which grants them responsibilities and duties.
Therefore, the Roman civitas was not a gathering of individuals, but rather what
linked them as citizens. So, this is a discussion about the city as a territory, and not
so much as an administrative entity (hence, the idea of an “Educating Civil Parish”,
by reference to the concept of Educating City, which will be discussed further on).
This territory is not only a context, but also an identitary construct.

It is through a process of subjectivation that a certain space becomes a “place” or
territory: the interaction that one establishes with the physical elements of the city
constitutes a symbolic dialogue that informs the definition of one’s individual and
relational identities: “the city, the urban space, the streets, the buildings, need to
have a significant order for us, well-defined limits onto which we can project our
inner world” (Canadell and Vincens 2010, p. 38).

With globalization, we have witnessed not so much a dissipation of the territory,
but rather a reconfiguration. In contemporary cities, individuals and groups expe-
rience a multitude of territories: physical territories, such as the house, the work-
place, leisure areas, the street; virtual territories, such as online social networks;
emotional territories, such as the family and friendships; global territories, such as
European citizenship. Some of these territories interconnect, while others are
entirely separate. In all of them, the individual takes on a series of roles that are, in
the end, aspects of their identity.
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What do we mean when we try to establish a connection between “city” and
“education”? What role do educational processes and phenomena have in urban and
communitarian development? Roig (2007) states that “the future of a city is tightly
linked to the educational process […] understood as the process of acquiring
knowledge and learning values […]. It is an always-unfinished process, of per-
manent learning, that takes place through the relationship with others” (Roig 2007,
p. 173). From this, we can draw a series of key points for the discussion: the tight
correlation between education and development (in the sense of progress); the idea
that learning, and education in a broader sense, are not limited to the transmission of
content, with the shared construction of a value system and rules of conduct also
playing an important role; the idea that the educational process takes place along
and across the individual’s life; and, finally, the idea that the educational process is,
like most human actions, a relational process.

With the massification of education, and the belief in it as a lever for social
ascent, we have witnessed a progressive broadening of the school’s mandate. It has
become, in some contexts, the main instance of socialization, where young people
experience:

• most of their contact with peers and adults,
• contact with a value system,
• rules of conduct and diversity, and
• the development of a sense of identity, based on the apprehension and the

expertise of certain (linguistic, esthetic, behavioral) codes.

The relative success with which the academic educational model has colonized
the families’ lives has, to a certain extent, led to the progressive upstaging of other
dynamics that do not fit the same structure: non-formal and informal logics of
socialization (such as those one experiences with peers, with the elderly, in the
street, within citizens’ associations etc.) have lost relevance in view of the goal of a
diploma.

In summary, the city is a context in permanent transformation and, in most cases,
expansion. Because a large percentage of the world population is concentrated in
urban areas, these are, inevitably, contexts of gathering and potential conflict.
Despite that—or because of that—they are especially favorable to the integrated
development of people and communities.

Education is multidimensional and multireferential. Urban spaces, while emi-
nently physical, are also social constructs, even in terms of the definition of their
limits. Aside from their condition as meaningful spaces, cities are also contexts for
individual—but also collective, and even communitarian—action and appropria-
tion. The city as dialectics is particularly relevant in this sense, since what is at stake
is not consensus, but rather participation. It is participation, in its plurality, that
warrants the emergence of initiatives that truly respond to the citizens’ demands.
The “collective” emerges with the purpose of configuring fuller and more complex
ways of experiencing citizenship and human rights.

162 J. Lúcio



Methodology

The project “Massarelos, Educating Civil Parish” was based on the principles that
founded the Educating Cities Movement, which conceives the city as an educa-
tional environment (“it is possible to learn in the city”), an educational content (“it
is possible to learn the city”) and an educational agent (“it is possible to learn from
the city”). As it had a clear focus on the issues of social and educational mediation,
this project (and the research process that framed it) intended to firstly discuss the
principles which guide the type of organization of urban life proposed by the
Educating City model and the ways by which rendering the city a more educative
space is being/can be achieved. Secondly it aimed to discuss the role that mediation
platforms and professionals can have in managing the decentralization and dein-
stitutionalization processes envisaged within this paradigm.

The operationalization strategy used in this project was based on the concept of
the Integrated Training System (Villar 2007). In such a system, as education and
socialization are seen as transinstitutional processes, five territorial agents con-
tribute to an integrated and consensual development project: the local
government/administration (which leads, plans and catalyzes efforts and interests),
the families (who ensure the individuals’ educational itinerary is not limited to their
academic path), the citizens’ associations (which enable direct connections to the
city), the production system (offering rich and complex experiences to the territory)
and the educative/training institutions (which transform life experience into cultural
experience).

Having had the opportunity to communicate with several locally relevant entities
within the research process that this paper refers to, for this particular discussion we
will be using data resulting from our interactions with young people (between the
ages of 5 and 17) who lived and/or studied in Massarelos. In 2010, we developed a
series of six focus groups: one group of kindergarteners (ages 5–6), one group of
1st and 2nd graders (ages 6–8), one group of 3rd and 4th graders (�8–10), two
groups of 6th graders (�11–12) and one group of 9th graders (�14–17). The option
for focus groups was made for two main reasons: first, the expected number of
subjects required an adequately extensive and complex methodological approach;
secondly, it was related to an understanding of their potential as instruments for
participation. What truly distinguishes focus groups from other group data collec-
tion methods is the discussion aspect, namely what is generated by the interaction
between individuals and the expression/confrontation of their ideas. “[…] There is
always the potential for the focus group process itself to initiate changes in par-
ticipants’ thinking and understanding, merely through exposure to the interactive
process” (Barbour 1999). At the community level, especially in the urban context,
there are not many opportunities for discussion among peers about the experience
of “living in the city”, and that was what we expected to provide.

At the time this study took place, the Portuguese educational system was divided
into non-compulsory (kindergarten and secondary school) and compulsory (all
others) levels, the latter being grouped in cycles: the first cycle corresponding to the
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first four years of compulsory education, the second cycle to the following two
years, and the third cycle to the three years after that (a total of nine years of
compulsory education, followed by an optional three more years of secondary
education). To reduce bureaucratic concerns, and because the project was based on
the Civil Parish Government (which had a close and positive institutional rela-
tionship with the local school group), the choice was made to limit the sample to
young people studying within the local vertical school group (including schools of
different levels).

After obtaining permission from the school group’s direction and the students’
legal guardians, and ensuring the anonymity of the participants, a more or less
flexible script was designed. This document listed a series of issues to be discussed,
and it was planned to help produce an understanding of the perceptions of young
people who lived and/or studied in Massarelos about the educational potential of the
territory they inhabited.

The focus groups were registered exclusively via audio recording. After tran-
scribing and submitting the focus groups to a content analysis, it was possible to
identify a few main consistencies. These can be seen as aspects of these young
people’s perceptions about this issue (their discourse) and of their appropriations
(their projects), either past, present or future.

Being Young in the City: A Threefold Analysis

As was previously mentioned, a single script was designed and used for all six
focus groups, covering fairly comprehensively the social and educational experi-
ences about which we were hoping to gather the young people’s views. Obviously,
as it was a script and not an exhaustive list of questions, the actual structure of these
six focus groups, (i.e. the way the questions were posed or how the discussion was
stimulated) varied widely. This also meant structurally distinct content analysis
grids for each focus group, with the underlying concern of identifying the afore-
mentioned consistencies. Among the aspects/themes brought up during the focus
group discussions were: what is a city, who makes the decisions about the city, how
relevant is playing in the street, where in the city can one learn and what kind of
learning takes place there, what rights and duties does one hold (and/or should hold)
towards the city, what improvements would be relevant in the urban context and
what could the several local agents do in terms of those improvements.

One of the dimensions emerging from the analysis is the reference to “The
Physical City”. It is the city of infrastructures: buildings, services, outdoor/green
areas, places of commerce, monuments and large conglomerates of people and
vehicles. It is also a place in relation with the world, with a set of traits that make
“our” city different from some and similar to others. Concerns with the environment
and sustainability also emerged from the discussion about “The Physical City”,
which are especially pressing amongst the younger participants. The city is also
made of (re)claimed spaces: structures that do not exist yet, that are inaccessible or
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subpar (in terms of what the young people want). The city was also discussed as a
place of action: work, opportunities, events. It is ever mutating, as it reflects the
history of the community and the passage of time. “The Physical City” can also be a
grey city: the older participants, particularly, talk about the degradation and
abandonment of urban spaces.

A second dimension of these young people’s discourse about the city is what can
be labeled as “The City of Rights and Duties”. The participants perceive themselves
as having feeble autonomy in terms of both their participation in the
decision-making process and the usage/appropriation of spaces. They discussed the
city as a space of possibility, but also a context of prohibition, establishing a set of
dichotomies: a space of rules versus transgression; a concrete versus desired space;
a space of action versus inaction. Civic and political participation (i.e. the oppor-
tunity to participate, as well as the limits and disadvantages of participating) are
some of the concerns these participants express. Young people between the ages of
11–12 seem to be those who have greater confidence on the range of their action,
but also seem more concerned with the responsibility that participation brings.
Older intervenients convey a more cynical stance towards the limits of participa-
tion: they feel they have the right to an opinion, but they also feel there is a great
probability that it may not be heard.

Finally, a third dimension pervaded in the analysis of these focus groups: “The
City of Relationships”. This discussion revolved around

• neighborhood networks (the relevance of knowing and interacting with one’s
neighbors),

• urban relationships from a historical point of view (how local history can help
explain current interaction dynamics—or the lack thereof) and

• the city as a co-habited space and, therefore, a space subject to diverse, and
eventually incompatible, styles of usage and appropriation.

Concerning “The City of Relationships”, young people also discussed con-
viviality as a commitment (i.e. something that depends on one’s ability to manage
time and activities, but also on collective efforts to reduce risks associated with the
urban experience).

Closing Remarks

For the purpose of this paper, we focused on some of the results obtained from the
use of focus group discussions with young people, but the analysis of these indi-
viduals’ perceptions and appropriations of the city is merely one aspect of the
developed project. These findings support the notion that young people have,
indeed, highly complex perceptions of the physical, acting, learning, experiential,
relational and identitarian urban spaces. In reference to the concept of an Integrated
Training System (Villar 2007), we find it worth mentioning how only the local
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companies (the production system) were entirely absent from these participants’
discourses and discussions about the city. This seems to validate, to an extent, the
data gathered from the companies themselves, which point towards a meager
implication in the local social-educational dynamics.

The data presented here has also supported our initial idea that mediation
platforms/professionals could have a role in developing a series of initiatives to
promote the young people’s direct contact with the physical, historical, social,
cultural and relational resources of the territory they inhabit, such as photographic
wanderings, fairs, visits to local organizations and a more active engagement with
the local government’s activities.

In future research endeavors, we would like to further stimulate the debate about
the role of young people in building (physically and figuratively) urban spaces
which are more enabling of individual and community development, with special
emphasis on non-formal and informal dynamics and formats.
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All-Day Schooling in Educational
Networks

Vicki Täubig

Abstract The creation of educational networks and the more recent development
of all-day schooling in Germany have happened simultaneously, and both devel-
opments are seen a reciprocal. This chapter traces the genesis of these from a
neo-institutionalist perspective. The respective different socio-spatial locations of
the two measures within district and municipality are a constitutive element.
Multiplication is described in conjunction with standardization, which is demon-
strated empirically in the assigning of municipal local authorities as the space of
educational networks.

Keywords All-day schooling � Educational networks � Social space �
Neo-institutionalism � Rationality myth � Isomorphism � Cooperation � Informal
education

Educational networks and the recent all-day school structure in Germany have both
emerged at the same time, and both developments are regarded as reciprocal (Durdel
2009; Eisnach 2011; Bollweg and Otto 2011; Coelen and Rother 2014). This chapter
traces the genesis of these from a neo-institutional perspective. The respective dif-
ferent socio-spatial locations of the two measures are a constitutive element.

The Creation of Educational Networks and All-Day Schools

Educational networks as well as the more recent all-day school structure in
Germany began with the first PISA study (German PISA Consortium 2001).
Although the evidence regarding the connection between participation in education
and social background in Germany was known before, the “PISA shock” had a new
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impact on the public and education policy. Educational networks and all-day
schooling have therefore been established as measures taken to counter, for
example, inequality in education (Bollweg and Otto 2011; Kuhlmann 2012). In
addition to this main motivation, further objectives are involved:
Objectives of educational networks (Bleckmann and Durdel 2009; Stolz 2008,
2012)

• Reduction of educational disadvantage
• Improved compatibility of family and career
• Education as a location factor for municipalities
• Dealing with demographic change (in particular the fall in the number of

children and the increase in the proportion of families with a migration
background)

• Reintegration of educationally disadvantaged young people
• Preservation of human capital
• Development of all-day schooling

Objectives of all-day schools (Rauschenbach et al. 2012; Stötzel and Wagener
2014)

• Equal opportunities and reduction in educational disparities respectively
• Improved compatibility of family and career
• Improved acquisition of specialist competencies
• Individual support for gifted and disadvantaged pupils
• Integration of pupils with a migration background
• Cooperation between schools and extracurricular actors

These separate lists indicate a great proximity, and to a certain extent even
congruency, in the rationale for educational networks and all-day schools. In par-
ticular, the objectives that are focused on implementation prove the reciprocity of
both developments: the objective of educational networks is the development of
all-day schools, while all-day schools (are supposed to) achieve cooperation with
extracurricular actors. In this initially convincing complementarity Rauschenbach
et al. (2012, p. 19) critically represent a “difference in perspective as a type of
mutual masking.”1 To exaggerate a little, the function of (all-day) schooling within
the educational network is relevant from the point of view of educational networks;
from the point of view of all-day schooling, however, the function of educational
networks is relevant for (all-day) schooling.

It becomes clear here that there is a spatial (positional) relationship between
all-day schooling and educational networks. Because all-day schools are arranged
into educational networks, the latter seem to be the spatially larger unit. Assuming
with Löw (2001) that spaces reach their limits where the synthesis of individual
sub-components ends, it is clear that there is a different demarcation or location for
educational networks and all-day schools: the space of the all-day school is the

1Own translation.
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school building or, if the school opens out, the district (e.g. Baumheimer and
Fortmann 2011), whereas educational networks are positioned across districts
within regions or municipalities.

The more recent growth in all-day schooling started with the German govern-
ment’s investment programme “Future, Education and Support” (“Zukunft, Bildung
und Betreuung”, IZBB) which provided 4 billion euros for the organization and
development of all-day schools, as well as undertaking accompanying research
from 2003 to 2009 (BMBF 2014a).2 It is predicted that there will be a system
transformation: classical German half-day schooling will become all-day schooling,
whereby the latter will be the norm (Kolbe et al. 2009). Since 2002 there has indeed
been a continual increase in the number of all-day schools (Autorengruppe
Bildunsgberichterstattung 2014). In 2012, depending on the type of school, at least
every second school was able to demonstrate all-day schooling, and a third of all
pupils were participating in this (Sekretariat der KMK 2014).

In contrast to the rapid implementation of the “All-day Schooling measure”,
“educational networks” first developed within education policy discourse. On the
one hand, this takes up a new understanding of education that goes beyond the
school and that is expressed by the triad of terms informal/non-formal/formal
(Täubig 2009). On the other hand, educational networks, with their spatial posi-
tioning within regions or municipalities, are connected with regionalizing
socio-political approaches—regarded as “government of social proximity” (Kessl
and Otto 2007, p. 7; see Täubig 2013; on this see also Emmerich in this volume). In
this sense, “regional”, “municipal” or “local” are placed as an attribute before
educational networks. In addition, the concept of education network is characterized
by definitional ambiguity and conceptional openness (Mack 2008).

The genesis of educational networks can be easily traced—in accordance with its
discursive character—through documentation. The following documents, in
chronological order, represent milestones:

• the resolutions by the Youth Minister Conference and Culture Minister
Conference on schools and youth welfare working together for the “strength-
ening and further development of the whole context of education, upbringing
and support” (JMK and KMK 2004),

• the Twelfth Children’s and Youth Report by the German government (Zwölfter
Kinder- und Jugendbericht der Bundesregierung) with its concept of “education
before and alongside school” (Deutscher Bundestag 2005),

• the Aachen Declaration of the German Association of Cities and Towns (die
Aachener Erklärung des Deutschen Städtetages), which states, the “principle of
the towns‘engagement is the municipal educational network” (2007, p. 2),

2The formulation “more recent” development in all-day schooling is intended to indicate that
all-day schools are not a 21st century invention in Germany either, that there certainly are tra-
ditions of reform pedagogy, and that a few all-day schools did exist before the development began
in 2003 (Ludwig 2005).
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• the discussion paper of the German Association for Public and Private Welfare
(Deutscher Verein für öffentliche und private Fürsorge), which demands “con-
sistent orientation towards the image of a municipal educational network”
(2007, p. 3) as well as

• the funding directives of the programme “On-Site Learning” (“Lernen vor Ort”),
devised by the German government and German foundations, aim to “encourage
districts and towns without districts to (further) develop municipal education
management by calling for proposals” (BMBF 2008, p. 4).

The new understanding of education is institutionally demonstrated by the fact
that, above all, child and youth welfare appears, or is addressed, as an educational
actor alongside school (Rauschenbach and Otto 2008). The municipalities demand
their place in education policy in terms of the regionalization of education. The
latter in particular is taken up by the programme “On-Site Learning”. Here,
municipal local authorities are invited to apply for subsidies. The programme is
supporting 36 sites with 60 million euros nationally from 2009 to 2014 (BMBF
2014b, c). The provision of these subsidies marks the transition from the discursive
term “educational networks” to the course of action. The following sections will
explore the resource-relevant discourses.

Neo-institutionalist Considerations

The titles of the two texts that are considered the central, fundamental texts of
neo-institutionalism—“Institutionalized Organizations. Formal Structure as Myth
and Ceremony” (Meyer and Rowan 1991) and “The iron cage revisited.
Institutional isomorphism and collective rationality in organizational fields”
(DiMaggio and Powell 1991)—already indicate the usefulness of
neo-institutionalist theory in the exploration of educational networks. Not only
individual organizations are investigated, but also organizational fields which—like
educational networks—consist of several organizations and their consumers or
addressees. The question of the borderline of such an organizational field can be
answered as an empirical question. Moreover, the founders of neo-institutionalism
addressed the field of education very early on (Meyer 1977).

Rationality Myths Securing Success

The concepts of institution, institutionalization, myth and collective rationality
testify to the basic idea of collective bodies of knowledge that develop out of
institutionalization (Berger and Luckmann 2012). Neo-institutionalism is concerned
with rationalized, institutionalized rules or myths that involve “rationality as
institutionalized expectation” (Koch 2009, p. 114). These “rationality myths”

170 V. Täubig



(Walgenbach 2006, p. 359) identify socially legitimate aims and means to achieve
these objectives. They secure the success of organizations and, ultimately, orga-
nizational survival.

In Fig. 1 the figure of organizational survival (Meyer and Rowan 1991) has been
transferred onto the organizational creation of the all-day schooling and educational
networks measures. It includes the objective and means involved in all-day schools
and educational networks as rationality myths. As already detailed, the central
rationale for both measures is the objective of reducing educational inequality due
to the pupil’s background. The means by which this objective is achieved is, for the
all-day school, cooperation within the district; for the educational network it is
being networked within the municipality.3 Rationality myths are the objective and
the means because their correctness and rationality is believed. They simply cannot
be questioned. Who would doubt the objective of reducing educational inequality,
or object to the means to this objective: cooperation within the district and being
networked within the municipality? Rationality myths shape the organizations or
organizational fields. In accordance with the myths, organizations designated
all-day schools cooperate within their district, and “educational networks” are
networked within the municipality. Both, of course, have the objective of reducing
educational inequality. The myths resonate within these designations. They are
characteristics of these formal organizations, and these are consistent above and
beyond any all-day schools and educational networks respectively. Setting up

Fig. 1 Organizational creation of all-day schooling and educational networks (Source Own
representation)

3Stolz et al. (2011) similarly write about the “myth of networked education” (own translation).
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organizations or an organizational field as an all-day school or educational network
confers a high level of social legitimacy. This is not only apparent in the financial
resources made available. Examples of this are the “IZBB” programme (“Future,
Education and Support”) for all-day schooling and the programme “Lernen vor Ort”
(“On-Site Learning”) for educational networks. Resources in turn have an effect on
the formal structures of organizations because the organizations adapt to the
requirements of the programmes. Ultimately, the financial reward of organizational
conformity reinforces processes of homogenization.

Isomorphism: Multiplication and Standardization

These processes of homogenization are described in neo-institutionalism as iso-
morphism (DiMaggio and Powell 1983). Three forms of isomorphism are distin-
guished. Mimetic isomorphism reacts to uncertainty or problems with unclear
causes, and it means imitating other “successful” organizations. Normative iso-
morphism is based on processes of professionalization. Coercive isomorphism
encompasses governmental requirements such as directives and laws.

It is possible to trace individual forms of isomorphism for both educational
networks and all-day schooling. Their common beginning in the PISA shock means
educational networks and all-day schools per se were the reactions of insecure
organizations and policy respectively to the PISA shock. All-day schooling in other
countries is seen as the decisive factor in producing a successful performance in the
PISA study, and it is therefore imitated. This involves assimilating to an interna-
tional standard (Allemann-Ghionda 2009). It is clear that educational networks,
independent of the very heterogenous starting points of individual regions, involve
isomorphic formal structures. Education offices and regional educational mentoring
are being set up everywhere. Multi-professional teamwork is cited as a requirement
for all-day schools and educational networks (Coelen 2009; Speck et al. 2011);
social work features cooperation as a type of basic professional attitude (for a
critical approach to this see Kessel 2011). Governmental requirements, of which the
national support programmes are a part, necessitate assimilations. All-day schools
and educational networks are shaped by the laws of individual German states.

Empirical results show clearly that, for the spatial demarcation of educational
networks, the multiplication of educational networks is accompanied by their
standardization (Täubig 2013). If at one time the attribute “local” before “educa-
tional network” was intended to be conceptually open to different spatial demar-
cations of the respective educational networks (Täubig 2011), in the meantime there
has been a delineation of the discourse and therefore of the shape of educational
networks. The prerequisites for subsidies and legal requirements demarcate edu-
cational networks with the help of the municipal local authorities, necessitating
standardized spatial expansions of educational networks on the basis of their
resource relevance.
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Conclusion

From the neo-institutionalist point of view, the genesis of educational networks and
all-day schooling are success stories. They are increasingly taking shape, legit-
imized as successful organizations. Starting from the PISA shock, tracing the
creation of educational networks and all-day schooling demonstrates the constitu-
tive spatial relation in these success stories. In so doing, a distinction must be made
between a spatial arrangement of all-day schooling within the district and a spatial
arrangement of educational networks within the municipality.

A shape for all-day schools and a clarity around what all-day schools are, or
rather what is supported as an all-day school, have been achieved sooner mainly
because the discourse “all-day school” was immediately underpinned by resources.
Educational networks, however, have existed for a long time in the shadows of
education policy discourse. Now, with the later announcement of support pro-
grammes—in comparison with all-day schooling—educational networks are,
belatedly, taking shape and becoming disambiguated. In formal-structural shaping it
is the space-related rationality myths of the discourse that take the lead, narrowing
into coercive isomorphisms upon resource allocation.
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Abstract There is a rising interest of urban planners and designers in the field of
education, while in the field of education social-spatial settings are acknowledged as
places for learning. Thus the implementation of “educational landscapes” is of interest
to both groups of actors. The chapter presents intermediate results of an interdisci-
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Academic and increasingly also political debates on urban development and edu-
cation policy (Bleckmann and Schmidt 2012; BMFSFJ 2005; BMVBS 2012;
Coelen et al. 2016; Million et al. 2015a) are ascertaining the significance of the
conceptual and spatial design of so called educational landscapes (Germ.
“Bildungslandschaft”, also known as “Bildungsverbund”, i.e. “Educational
Alliance”) in the context of neighbourhood development. Across Germany, poli-
cymakers in cities and towns are working to implement educational landscapes
practically and are searching for integrated approaches to public education services,
youth and child welfare, urban planning and design. In this context, we understand
urban development as policies, strategies and projects to plan and to develop cities
and regions, city districts and neighbourhoods.

From 2014 to 2016 we have been researching into the interfaces and intercon-
nections between education and urban development in a research project funded by
the German Research Foundation (DFG). At TU Berlin’s Institute for Urban and
Regional Planning (ISR) and the Siegen Centre for Socio-Scientific Educational
Research (SiZe), the project “Local Educational Landscapes and Urban
Development—Interfaces and Interlacings” systematically identifies conceptual and
practical points of contact with regard to the content and spatial aspects of the
education system and urban development on different scales.

In an interdisciplinary team of researchers from the fields of regional and spatial
planning, architecture, educational and social sciences, we are analysing how
educational policy and local educational practitioners try to affect urban develop-
ment and planning and vice versa. At the same time, we are looking into the
potential and limits of integrating the two areas and investigating the physical
design of educational landscapes by case studies. The chapter presents key results,
by following the logic of the two parts of the study: (1) exploring shared topics and
themes in educational policy and urban development policy on the federal, state and
inter-municipal level and (2) exploring local educational landscapes as social and
built spaces in cities and communities.

Educational Landscapes

In the discussion within German national educational policy, research, and theory
on the increasingly municipal nature of education, the term “Bildungslandschaft”,
i.e. “educational landscape” (also known as “Bildungsverbund”, i.e. “educational
alliance”), has become a new key term (cf. Mack 2008). Educational landscapes are
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long-term cooperative ventures by various formal and non-formal institutions
involved in child raising, child care and education on a regional, municipal or local
level (cf. Bleckmann and Durdel 2009; Deutscher Städtetag 2007; Deutscher Verein
2007). The key institutions are often (all-day) schools (cf. Edelhoff and Uttke
2010). Over the past few years, various programs and studies have played a role in
creating and analysing various educational landscapes in Germany, such as studies
by the Federal Ministry of Education and Research (BMBF), the German Children
and Youth Foundation (DKJS) and the German Youth Institute (DJI). For example,
the great interest aroused by the On-Site Learning initiative, run by the Federal
Ministry of Education and Research (2009–2012), can be seen as a sign of the
increasing importance of educational landscapes.

Across Germany, the term “educational landscape” covers a very wide range of
elements in practice. Berse (2009) identifies different types of educational landscape
based on certain criteria: the definitions of “space” and “education” they are based
on; the actors involved; the real-life significance of the cooperation between the
youth welfare services and schools, and the management practices applied.
Consequently, the author developed a typology used to distinguish between the four
fundamental concepts behind educational landscapes (ibid., pp. 198–207):

• Type 1: Cooperation between the youth welfare services and schools
• Type 2: Schools and school development
• Type 3: Lifelong learning, continuing education, business-related learning
• Type 4: Social spaces as a places of learning

In terms of connections and interplay between the fields of action of education
policy and urban development, Type 4 seems especially productive. In educational
landscapes of this type “education policy networking is based on social spaces as
educational locations”, and “shaping the living conditions of social spaces” is seen
as “foundation for educational processes” (ibid., p. 202). It involves urban devel-
opment as a related and shaping element to municipal educational planning (cf.
Deutscher Verein 2007). Reasons for that are the increasing concentration of urban
development planning on the already built city; the growing focus on the neigh-
bourhood as a central field of action in urban development; the growing orientation
and changing understanding of educational planning and urban planning and design
towards social spaces, coupled with the rising significance of cooperation in edu-
cation, planning, and management.

Examples of educational landscapes with this kind of relationship to social
spaces can be found in the following federal and regional programs and projects:

• the urban development funding program “City districts with special develop-
ment needs—Social City”, by the Federal Ministry of Transport, Building and
Urban Development (BMVBS), since 1999,

• the BMVBS model project on national urban development policy (2008–2009),
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• the DJI projects “Local educational landscapes in cooperation between
all-day-schools and the youth welfare services (2007–2010) and “Local edu-
cational landscapes in cooperation between the youth welfare services and
schools” (2008–2010),

• the DKJS and Jacobs Foundation program “Schools as a lifeworld—linking
local actors and resources for individual child advancement” (2008–2010),

• the BMBF funding program “On-Site Learning” (2009–2012).

As there are about 400 educational landscapes right now implemented in
Germany, only about two dozen of them work actively on shaping social spaces as
places for learning.

Research Question and Research Design

The central question behind our research is: Where do the topics and spaces
occupied by education and urban development meet and interconnect? This
research question will be dealt by zooming in: from the federal, state and municipal
policy level to the built space of local educational landscapes (see Fig. 1).

In part A of the study the policy cycle (Blum and Schubert 2011, pp. 15f., 51f.
based on Löbler 1990; Schneider and Janning 2006, pp. 32, 48) is used as an
overall heuristic concept to reconstruct how policies on education and urban
development are sectorally interlinked in the analytical dimensions of (a) topics and
subjects of discussion, (b) defining problems and agenda-setting, (c) determining
programs and policy and (d) implementation and management.

The central focus is on a detailed discussion of common topics, shared or
overlapping perceptions of problems, aims, programs, and implementation strate-
gies at the point where education policy and urban development policy meet. They
are explored on the federal, state and inter-municipal scales by analysing the
content (Westle 2009, pp. 334ff.; Mayring and Gläser-Zikuda 2008) of relevant
(e.g. political) documents and interviews with experts. On federal and state level
these are the Federal Ministry for the Environment, Nature Conservation, Building

Fig. 1 Research design of the project “Local Educational Landscapes and Urban Development—
Interfaces and Interlacings” (Source TU Berlin/University of Siegen)
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and Nuclear Safety (BMUB), the Federal Ministry for Education and Research
(BMBF) and the Federal Ministry for Family, Elderly, Women and Youth
(BMFSFJ), pertinent state ministries in the three German States Hamburg, North
Rhine-Westphalia and Saxony. The leading inter-municipal organizations repre-
senting cities and towns on federal and state level are the Association of German
Cities (DST) and the German Association of Towns and Municipalities (DStGB).
Expert interviews with and documents of these associations where analysed to
study the inter-municipal policies.

The part B of the research project looks into the question of how the content and
spaces of educational landscapes are defined and used as educational setting and for
urban development. Within the study this research part received our main attention,
since here—at the local level—educational processes are happening and policies
and plans become actions and architecture. Focal points are educational landscapes
in which social spaces are conceptualised as places for learning. The decisive factor
when choosing case studies for theoretical sampling was a concrete link between
educational landscapes and social spaces. In other words, educational landscapes
were only chosen for our investigation if their program and implementation develop
(or will develop) a direct effect on spaces through changes to the neighbourhood in
terms of construction/space, design or other aspects. As such the production of the
educational landscape as social practice and as background and environment for
learning the built environment is studied. Eight case studies are selected which can
be labelled as national forerunners: Some of them still being in the process of
(design) planning or under construction (Berlin, Bremen, Heidelberg, Cologne),
others fully built (Bernburg, Hamburg, Leipzig, Osterholz-Scharmbeck).

For the analysis, study trips were taken to the eight sites, guided expert inter-
views (Meuser and Nagel 2010) were held with central actors and extensive spatial
analyses (Reicher 2012; Curdes 1997) were carried out. The main categories used
to assess each educational landscape are their spatial structure, hard and soft
infrastructure, open space and built character. The spatialities of the educational
landscapes in their cities, towns or neighbourhoods (depending on urban context for
each educational landscape) were analysed and mapped (Uttke 2009, p. 233), such
as key spatial elements (e.g. typologies, urban grit, landmarks), public spaces (e.g.
street scape, squares, green infrastructure), land use and their mix (e.g. educational,
public institutions, residential areas, commerce etc.), natural landscape features (e.g.
water ways, topography), traffic infrastructure (e.g. public transport, cycle and
pedestrian routes), socio-demographic and socio-economic characteristics and
spatial atmosphere (Böhme 2006, pp. 126–139; Hasse 2012, 2015). In combination
with the interviews of actors and their motives and aims, the case studies allowed us
to understand how educational and urban development aims and objectives are
translated into the built environment and what desires and expectations actors have
implementing educational landscapes.
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When Educational Policy Meets Urban Development Policy

Our investigation of the interplay between educational policy and urban develop-
ment policy on federal and state level showed a wide range of shared and over-
lapping subjects and lines of discussions. First there are general themes of todays’
challenges in the (German) development of education and cities such as rising need
for public participation and the on-going demographic development of growing and
shrinking cities, towns and regions. Also named by the interviewed administrators
were demands for better integration (but not as much stressed as it would be after
the numbers of refugees since 2015). Four intersecting topics can be named which
are heading the list of common themes of education policy and urban development
policy on federal and state level:

• socially disadvantaged neighbourhoods,
• children and young people,
• quality of neighbourhoods and peoples educational biographies,
• school programs and school construction.

In both areas of policy, these intersecting topics are spanning more or less across
different levels and crossing borders on a federal, state and inter-municipal scale.
The general normative tenor of all political institutions surveyed was that the fields
of discussion and practice around education and urban development are already
seen as being principally integrated and linked. However, deeper analysis of the
empirical material studying the dimensions of defining problems/agenda-setting,
formulated programs and policies, and their implementation and management,
explicitly indicates some clear programmatic and spatial focuses while others are
neglected.

Focus on Socially Disadvantaged Neighbourhoods

A central topic at administrative level of federal and state policies in education and
urban development are socially disadvantaged neighbourhoods. Policy on educa-
tion and urban development links such living environments to long-term negative
consequences both for individuals (e.g. failed educational biography, hindering
peoples professional integration, resulting in social exclusion) and for the city’s
social structure (e.g. processes of segregation and polarisation within social spaces,
tendencies for social inequality to be spatially determined). In both fields of policy
deprived neighbourhoods create a great deal of pressure to take action. Socially
disadvantaged neighbourhoods are therefore prioritised by federal and state
strategies and funding programs, while other parts cities, town and regions are
hardly targeted.
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Focus on Children and Young People

Children and young people are the primary target group where education meets
urban development policy (see also Million et al. 2015b). Special attention is paid
to adolescents in socially disadvantaged urban neighbourhoods, as these neigh-
bourhoods are associated with living and growing up in disadvantageous condi-
tions. Although the concept of lifelong-learning is recognised as key target within
education policy, adults or even older people play only a marginal role as age
groups at points where education and urban development intersect.

Focus on Qualities in Neighbourhoods and Peoples
Educational Biographies

Public investments from federal or state policy programs are mostly made in the
quality of local educational programs, institutions and infrastructure in deprived
neighbourhoods. Policymakers and administrators in education and urban devel-
opment see investments in the local educational infrastructure as a way to foster
successful educational biographies of children and young people from socially
disadvantaged urban neighbourhoods. The central idea by the policy stakeholders is
that individual opportunities for education and participation should not depend on
the neighbourhood where people live and grow up. The improvement of local
educational institutions and programs is linked to the aim of achieving greater
educational equality. They further connect these actions to aims like minimising
existing disparities between neighbourhoods, or achieve social stabilisation within a
city or district. Policy programs thus clearly present the funding priority of deprived
neighbourhoods as a vehicle for promotion social spatial approaches in education
and achieving a positive neighbourhood development in the long term. The scale of
neighbourhoods and city districts has been chosen as territorial access to deal with
today’s socio-political challenges in education and urban development.

Focus on Schools

Although there can be found a wide variety of educational institutions in urban
neighbourhoods, the focus of federal and state policy are schools as formal settings
for learning including the construction and refurbishment of school buildings.
Schools are the starting points for national and federal strategies aimed at improving
the quality of local educational institutions and programs.

Also educational landscapes often start out, before anything else, with the
establishment of all-day schools (Ganztagsschulen) cooperating with various,
usually non-formal educational opportunities and institutions (e.g. youth clubs). Yet
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the urban development policy addresses the design of public space and green
infrastructure, but it does not recognise its role as spaces for informal learning.

Though policies on education and urban development share common themes and
objectives with regard to these described focuses (achieving educational equality,
improving the profile of disadvantaged urban neighbourhoods, etc.), policymakers
and administrators in education and urban development on federal and state scales
work quite independently of one another. There is little coordination of federal and
state funding or support program. It must be assumed that, in the context of shaping
local educational landscapes, interdepartmental cooperation between education and
urban development is more likely to be found at the municipal scale.

Educational Landscapes as Social and Built Space

The case studies allowed us a better understanding and description of educational
landscapes, the reasoning of actors behind them and the shaping physical elements
of them. The in-depth analysis of the individual educational landscapes and the case
comparison show that the definition given by Berse (2009) and resulting criteria for
theoretical sampling provide only an abstract, vague description of educational
landscapes as social spaces as a subject of investigation. The extensive and detailed
empirical knowledge was thus used to reconstruct the constitutive elements of
socio-spatial educational landscapes, and thus to make the subject of investigation
more concrete, allowing it to be understood better.

Elements of Socio-Spatial Educational Landscapes

Based on the problem statement, agenda-setting, backgrounds, motivations,
implementation process including methods and instruments, resources and support,
and the political context we conclude that socio-spatial educational landscapes are
undergoing a highly complex process of creation. They are largely stimulated and
driven by particular sets of problems, innovative approaches and exceptional
structures of funding and support. At the end it demonstrates connectivity in
bringing activities and institutions together, rather than isolated objects and separate
functions, in structured cooperation between different partners under the roof of an
agenda (mostly labelled with a logo or slogan), and with an overall concept, that
incorporates and pedagogical and spatial understanding.

• Spatial connectivity: one trait shared by the educational landscapes is that they
are conceived as components of the city. As such they both link in with the
spatial context and have a specific character in terms of urban development and
architecture (e.g. the educational landscape’s spatial connections, its character in
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terms of urban development and architecture, the history of the area, the
biography of the location, characterisation of the area including its potential,
problems, change).

• Cooperation structures: the educational landscapes share the feature that the
institutions involved see themselves as partners and develop structures within
which they can work together (Categories investigated include the legal form
and management of the educational landscape, written agreements on cooper-
ation, financing, shared point of reference, such as a label).

• Institutional partners: the educational landscapes share the feature that different
institutions are involved which look for an institutional connectivity (Categories
investigated include early years education, education at all-day schools, adult
education, work with children and youths, cultural education, public or
municipal maintaining bodies, independent sponsors from civil society, spon-
sors under association law or private, commercial sponsors).

• Overall concept—pedagogical and spatial aspects of the educational land-
scape: the educational landscapes share the feature that they have an overall
concept containing both pedagogical and spatial aspects equally (Categories
investigated include characterisation of the educational landscape, overall con-
cept in the form of a mission statement or similar, pedagogical concept and
pedagogical aims, spatial/design concept and targets related to urban develop-
ment, conflicting targets).

The Built Form of Socio-Spatial Educational Landscapes

In connection with the interviews, the spatial analyses show that there are three
central subjects which are significant to the design of the eight socio-spatial edu-
cational landscapes: centrality or centralisation, connectivity between the educa-
tional landscape and the surrounding neighbourhood and duality of spatially closed
and opened up spaces for learning.

• Centrality or centralisation: all eight educational landscapes are based on the
assumption that the spatial proximity of the educational institutions and settings,
and the coordination of their programs, have positive effects on the form and
successful outcome of people’s educational biographies. Accordingly, the pro-
jects either use an existing location of spatial and functional centrality to
implement an educational landscape, or an educational landscape is created
through a process of centralisation—both include the relocation of existing
educational institutions (see Fig. 2). Often the design of a campus is used,
characterised by an overall plan over individual buildings and open spaces.
Through shaping educational landscapes as places of centrality they gain a high

Educational Politics and Urban Design for Learning … 185



level of importance within urban development. Its impact depends on the size of
the municipality. The results of urban analyses show that—compared to the
context—educational landscapes are rather big development projects (see
Fig. 3). Designed as a campus they have often an introverted character with
fences, parking-lots and by turned back of buildings to the neighbourhood. The
campus design can be questioned about its benefits for accessibility and tran-
sitional processes in education, as well as for their contribution to a wider
community. In functional terms, centrality is of particular significance to
neighbourhoods or city districts if educational landscapes also take on the role
of community centres (alone or jointly).

• Connectivity: one important approach used in the eight case studies is to create
or strengthen connections in the sense connecting spaces and uses, institutions
and people. The aim is to create synergies, promote cross-programming and
programmatic integration, multiple use. Connectivity is treated at different scale
levels: site, neighbourhood, and city. The spatial proximity of the different
educational establishments offers the potential to make an educational campus
easier to access, explore and experience (see Fig. 3). Networks are created

Fig. 2 Centralisation strategy of middle and secondary schools to the medieval town centre of
Bernburg forming the “Campus Technicus” (Source TU Berlin/University of Siegen, Graphic:
Zuzana Tabackova, based on IBA-Büro GbR 2007, p. 4f., 11–13, Map data © OpenStreetMap
contributors)
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which have both a spatial and an institutional effect and have (are intended to
have, will have) an influence on the morphology of the city. When it comes to
connectivity, attempts are being made to break down physical barriers and to
lowering thresholds by spatial connection (visual axes, access routes, etc.). The
spatial proximity of the different educational establishments offers the potential
to make an educational campus easier to access, explore and experience.

• Open and closed spaces for learning: A central topic when planning educational
landscapes and putting them into practice is whether they are opened or closed
up. On the one hand educational landscapes may open up to the outside world,
with regard both to their programs and their spaces and design (f. e. by fences,
walls, entrance gates, facades, network of roads and walkways) (see Fig. 4). On
the other hand, educational landscapes may define physical borders between
institutions on the campus itself. There are discussion about whether schools
should open up and educational landscapes should connect with the neigh-
bourhood as a multi-used space for learning and community services, and on the
other hand about aspects of safety (incl. existing safety regulations) and
familiarity, especially with younger children. The result is that educational
landscapes are defined spatial zones within a local neighbourhood setting that
may have an educational programming on its own (see Figs. 5 and 6).

Fig. 3 Development of an educational landscape on a site of former military barracks adding
towards an existing swimming pool and elderly home (Photograph Miklas Wrieden, on behalf of
the city Osterholz-Scharmbeck)
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Fig. 4 Opening-up and closure of the educational landscape “Rütli Campus” (Source Berlin
Institute of Technology/University of Siegen, Graphic: Zuzana Tabackova, based on: Bezirksamt
Neukölln von Berlin 2015, Map data © OpenStreetMap contributors)
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Fig. 5 Educational landscape “Tor zur Welt” in Hamburg and its back facades towards the
neighbourhood (Source TU Berlin/University of Siegen, Photograph: Christine Loth)

Fig. 6 Educational landscape “Tor zur Welt” in Hamburg and its fences towards the
neighbourhood (Source TU Berlin/University of Siegen, Photograph Christine Loth)
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Conclusion

With this research a systematic empirical contribution is made to reconstructing the
links between the education system and urban development, which are frequently
mentioned as positive, though with little verification. The first part of our research
project shows via policy study shared and overlapping themes in educational and
urban planning policies on the federal, state and inter-municipal scales, such as the
foci on socially disadvantaged neighbourhoods, children and young people, quality
of neighbourhoods and peoples educational biographies, school programs and
school construction. On the other side blind spots and missed chances of
cross-policy programs and action can be identified, such as policies for life–
long-learning, informal institutional and spatial settings for learning. An integrated
urban development approach, which is demanded as prerequisite for federal or state
funding in municipalities is not yet practice at state or federal level.

Furthermore we can draw a clearer picture on the socio-spatial character of
educational landscapes. Spatial setups of educational landscapes are filled by the
actors with expectations towards a higher accessibility to education and better
transitions between educational institutions on the one side and the aim of urban
planners and designers, to develop cities, towns, districts or neighbourhoods by
location and spatial design of educational landscapes on the other side. When it
comes to the urban form and the programmatic setup of socio-spatial educational
landscapes, the campus idea is dominating. It incorporates spacing strategies of
centrality, connectivity and the opening up and closure of campus life towards its
urban context. At the end we can conclude, that the new idea of educational
landscapes uses a rather traditional spatial setup of the campus. The question for our
future research is whether this setup in atmosphere and programming is working on
a daily base towards the named expectations of educationalists and urban planners
and designers.
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Educational Landscape Straddling Spaces
and Education

Petra Bollweg and Hans-Uwe Otto

Abstract The idea of an educational landscape is linked to education policy goals,
theoretical considerations, models and reports from practice. The “ideal” landscape
opens up new constructive options for municipalities, offering increased social
justice and ways for all citizens to develop, but also blocking paths. Until now,
especially at the stage of childhood and adolescence, conventional approaches
to educational landscapes have focussed on places—places of learning and
education—where people learn, are brought up and taught in linear temporal
sequences. As such, their implementation has thus only included topographical
observations of pedagogically stage-managed “exclusive” settings (educational and
otherwise), which need to be surmounted for future educational landscape projects.
This chapter looks at educational landscapes “from the bottom up”, i.e. seen from
the point of view of the subject, and topologically determines them taking into
account the aspect of education within urban spaces. To achieve this, not only
considerations from spatial theory but also positions from child and youth welfare
policy are used to describe space (e.g. urban space) as a space for opportunities,
especially for disadvantaged children and youth; this is discussed from the pints of
view of access, use and democratic co-determination.
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The term “educational landscape” accentuates the interaction between childraising,
education and day-care in social spaces (usually local), the planning of which is
increasingly falling under local, municipal and regional responsibility. As a key
term used in discussion on educational policy, it points towards the heterogeneous,
territorial strategies designed to improve the circumstances in which learning and
education take place, so as to stand up to national and international competition.
The main goal, meanwhile, is to create “successful” conditions for education in a
region, municipality, city or city district, and to encourage them to take root. From
the point of view of policy on children and young people, apart from anything else,
this topic opens up questions of how to encourage them appropriately, with equal
opportunities and individual development. In this respect, municipalities have a
duty to come up with and provide new approaches and options for cognitive, social
and emotional development for all children and young people—and, taking a
broader view, for all the citizens in a community. This means that the term “edu-
cational landscape” brings up questions related not only to infrastructure and urban
development but also to the spatial dimension of education (e.g. within a city),
involving access, use and, in the end, democratic rights to participation and
involvement. Here, education needs to be understood as a process affecting indi-
vidual subjects, equally entailing “not only discovering their identity and the skill to
live their own, independent lives but also relationship skills, solidarity, public spirit
or the ability to take on social responsibility” (cf. Rauschenbach and Otto 2004,
p. 23). In addition to this, education can also be understood as a “component which
transcends the given conditions” (Stolz 2006, p. 128).

In our opinion, combining the terms “education” and “landscape” does not go far
enough if this is understood merely as adding up the mathematically calculable,
empirically observable measures and offerings in a local community and bringing
them together to interact and influence one another in a jointly run educational
scheme. A scheme of this type leaves aside non-institutionalised, non-functionalised
areas where the subject goes to gather experience and opportunities for development,
or which are produced through the flexible use of spaces, such as public spaces.1

However, these areas appear to be absolutely vital if the subject, or the subject’s
perspective, is to consistently be placed at the centre of an educational landscape,
and in order to move from a topographical understanding, relating to a specific place,
to a topological understanding relating to spaces. Linking in with this dual per-
spective on the educational landscape, the following initially roughly outlines the

1Where the term “subject” is used here and below, we are referring, among other things, to the
work of Scherr (2008), who dealt with the terms “subject” and “subjectivity” in the context of
educational theory. The central issue behind the theory of education in the social sciences is
analysing “social conditions and arrangements […] which shape the realm of possibility for
processes of subject formation can take place” (ibid.). Despite any reservations about the use of the
term “subject”, Scherr believes, “it can be put to use in education theory as long as it is not used to
fix and ʻtotaliseʼ self-awareness and the capability for self-determination as ʻindividual qualitiesʼ,
but is employed to denote ʻpotential which can be sorted into grades and dimensions of ways of
life which can be described empirically” (ibid., p. 143).
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focuses of a corresponding educational discourse, before going on to examine the
move from topographical to topological planning. Our underlying assumption is that
spatial issues only come up as a result of a relational, dynamic and/or flexible
relationship between the subject and the spaces they actually experience (cf.
Behnken and Honig 2012, p. 11; Löw 2001) and spaces which they are able to
experience, once again raising yet more clearly the issue of what enables and hinders
their development, especially in the case of the opportunities open to disadvantaged
children and young people.

The Educational Landscape: Between an Idea
and Its Implementation

The idea of an educational landscape is linked to education policy goals, theoretical
considerations, models and reports from practice. The “ideal” landscape opens up
new constructive options for municipalities, offering increased social justice and
ways for all citizens to develop, but also blocking paths. In this context, two central
aspects can be identified which can be described as questions about the rationales
behind (1) and debates (2) about educational landscapes. This brings to light a third
aspect linked to questions about the topographical features of an educational
landscape (3).

1. The rationale behind an educational landscape usually involves a deleterious or
negative perception of local problems, seen as issues specific to a certain area, to
which a locally adapted answer is provided. This is based on the features offered
by the local infrastructure, seen together or as a whole, focussing not only on the
school or other institutions (pedagogical or otherwise) but also taking into
account transitional systems between the kindergarten and the school or between
the school and work or vocational training, and how they correlate. The local
area, as a territorial unit (region, community or town) acts a basis for planning,
coordinating, launching and keeping tabs on processes (cf. Minderop and
Solzbacher 2007). At the heart of this combination of municipal strategies and
concepts from educational theory are social and socio-political questions,
challenges and policies (cf. Mack 2008). Usually, the emphasis is on the need to
modernise schools, and the focus is on municipally rooted institutions, organ-
isations, clubs and/or facilities from civil society, seen as actors in the field of
education. This view of different educational places and actors “as a whole” is
all about a change in how the different places of education see themselves
(inward perspective) and their interaction with other institutions, facilities and
offerings (outward perspective). With regard to their integration into an overall
concept which is binding for all parties involved, this means them “seeing
themselves from now on as part of a larger, framing whole” (Reutlinger 2011,
p. 56f.).
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2. The systematic debate on differentiating between formal, non-formal and
informal education has produced a crucial, far-reaching change in the way that
approaches to learning and education are viewed (cf. Thiersch 2006). In this
context the term “Ganztagsschule” (denoting schools which offer extracurricular
educational activities, extending the German school day) is a code word for a
concept built upon social theory, used to provide “opportunities for children and
young people to build an identity and gain skills” and to bring those opportu-
nities together “based on the particular features of each institution, and thus its
structural principles with regard to education” (Coelen and Otto 2008, p. 17).
On this basis, the concept of an educational landscape can be used to stop the
entire day being misappropriated for purposes of planned childraising and
education, instead allowing different contexts of learning, teaching and expe-
rience to be included, integrated not in an abstract manner (focusing on per-
formance or market value) but in concrete terms (focusing on practical value)
(cf. Otto and Ziegler 2004).

3. Organising an educational landscape means basically, and necessarily, recog-
nising all the places of learning and education in a local, municipal and/or
regional community. Viewed from a narrow, topographical perspective, his-
torical institutions entrusted with an educational task are just one part of this (a
relatively small part in biographical terms), as the “lifelong” processes of
learning and education can no longer be restricted to specially organised,
planned, “exclusive” settings. A quantitatively larger part comes about through
the subjective use of time, places and content in “spaces of opportunity”
(Rauterberg 2013, p. 13). The urban space in which individuals act and interact,
gain experience and search for opportunities is becoming a constitutive issue for
“flexible” education. From a topological point of view, the significance of the
subjective “liveability” of a space comes up especially when that liveability is
not only the aim of an institution as, for example, when a school opens up to the
nearby social environment. Instead, the point is to integrate the spaces and
freedoms which allow for cognitive and social development and are “objec-
tively” beyond the reach of any pedagogical staging of education (cf. Bollweg
and Otto 2011). When it comes to conceptualising the educational landscape
concept, the interplay of existing formal, non-formal and informal possibilities
offers numerous views of and prospects for alternative approaches to learning
and education.

Viewed with a critical eye, the various discussions on the reasons for creating
educational landscapes have each produced their own, usually conventional set of
topics, leading to totally different strategies. On closer inspection, through the
ideological policy they generate, they reveal the structure of power and interests
behind each of these programmes (cf. Bollweg and Otto 2011). This turns the
educational landscape project into a labyrinth of political interests, in that man-
agement becomes a central criterion (cf. Bollweg 2014) (on this subject, see also
Niemann in this volume).
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If this project is to be implemented sustainably and both as a theoretically
founded and analytically transparent model for a greater variety of opportunities,
increased self-determination and more self-fulfilment, what is required is a funda-
mentally new start to municipal organisational responsibility. The question which
the following intends to answer is: What would this involve?

From the Place to the Space

In pedagogical thought and measures, spaces are a focal category and “centrally
determine how children and young people grow up: private family spaces, spaces
set up for educational purposes, such as schools and youth welfare centres, and
public spaces”, which means that they offer “occasions and opportunities for
educating children and young people; hangouts and places where they can meet”
(Mack 2008, p. 743).

Until now, with regard to their focus on places of learning and education,
conventional concepts for educational landscapes have (only) pointed to the fact
that people move “between places which are primarily understood in geographical
terms” (Deinet 2010, p. 7). With reference to the stage of childhood and adoles-
cence, this usually means a temporally linear series of places where children and
young people are “schooled, advised, cared for or raised” (ibid.). The wider defi-
nition of the educational landscape takes in a systematic combination of places
which can be described in different territorial terms and placed in a hierarchical
order (cf. Bollweg and Otto 2011). It can be assumed that individuals do not move
outside the spatial contours of the social norms, rules and restrictions conferred
upon places: the point is the scope for action, broader horizons and personal
opportunities for development which the existing setting offers, and how individ-
uals can tap them for their own purposes and use them subjectively (in fact or
potentially). When the educational landscape is examined from the point of view of
education theory, additionally encompassing the spatial perspective, the issue is
studied of which windows for negotiation and connection between the subject and
the space (and vice versa) are opened up in which spaces; which windows are
closed, or why they are not included in empirical observations, or are skipped over.

When the landscape construct is used, the question of which “places” are
important to children and young people leads to the question of which opportunities
occur for the subject to determine or help determine the shape of those places. On
one hand, this points to a need to integrate considerations from the sociology of
space, as presented, for example, by Martina Löw (2001). On the other hand, it also
raises questions about access (1), use (2) and democratic co-determination (3) when
it comes to jointly considering space and education and integrating them into the
architecture of “urban education”.
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1. The shape taken by an educational landscape can initially be laid out based on
the question of access or access requirements to “educational spaces”, construed
as interactive spaces. For example, for children/young people, formal (struc-
tured) access to the school, as a place of learning, comes more or less auto-
matically from their role as schoolchildren, assessed as capable of attending
school, and lasts for all nine or ten years of compulsory full-time schooling.
Moreover, as schools are consistently opened up to their local environment,
their pupils also gain institutionally guaranteed access to cultural and social
resources (e.g. for learning and education) which were previously not something
they could take for granted. However, this involvement of the local environment
takes place on the performance-focused basis of “using” it for school lessons
and teaching units (at the same time giving the school an approach which is
based more on “real life” and people’s lifeworlds), meeting the requirements of
general education policy (cf. Bollweg 2014). This disregards the issue of public,
fair, equal access to opportunities for learning and education for those not in the
role of a schoolchild, and the issue of conditions for self-determined develop-
ment and growth, especially for people to whom free access was previously
barred or made difficult. These issues call for a broader perspective: the starting
point for this is a focus on an educational landscape based on outgrowing
pre-existing structures and institutional content, and focusing on the position of
the subject. Related to this is a shift from institutional to subject-based nor-
mative power.

2. Assuming that municipalities would like to play an active role when it comes to
redefining formal, non-formal and informal fields of education which were
previously separate (or considered to be separate), there always seems to be a
place at the heart of any thoughts or actions. This place is available to the
municipalities; it is the base from which they can construct processes and
reconstruct history. From the perspective of spaces (e.g. social spaces), local
geographical places appear to have a longer-lasting effect on individual
biographies pertaining to learning and education. The tendency (which can be
taken from the debate on this subject) to equate place with space is as inadequate
as equating the form of learning with the place of learning (cf. Stolz 2006). If
people’s experience of and with space are to be pinpointed and described as one
aspect of subjective, individual conditions in the context of a person’s educa-
tional biography (within a municipality or otherwise), the first step required is to
create a brief topographical sketch of the pre-existing places brought into this
description. By contrast, when the subject is the transversal, individual use of
space in terms of time, social elements and content, as in a topology, this is all
about a qualitative factor, crucial to the subject, which cannot be pinned down to
any topographical purpose or, thus, any “predefined” or “intended” path.
Looking forwards, the individual deman for experience space allows public
spaces (of education and otherwise) to be used as an opportunity for develop-
ment and self-fulfilment which is locally based, individually flexible and
subject-focused. A good example of quite how flexible, short-lived, creative and
sometimes even subversive the use of urban spaces can be comes from the
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various activities identified as “urbanism from below” (Rauterberg 2013, p. 35)
which, under headings such as “urban gardening” or “guerrilla knitting”, not
only attract media attention but also, as in the case of “transition town” projects,
for example, signalise an interest in alternative ways of living urban life (ibid.).
This raises central questions of who in fact has what kind of interest in using
urban spaces as a space for gaining experience and opening up opportunities,
and who uses those spaces how. Conversely, who will honour or give credit to
“free”, creative activities in public spaces if they have no pedagogical intention
and are initiated by children or, especially, young people themselves? Until
now, from the point of view of policy on children and young people, the main
issue has after all been how to get young people reintegrated into public spaces
(cf. Deinet et al. 2009).

3. If the educational landscape is to be addressed as a space for flexible education
focusing on the dimensions of access and use, all developmental spaces have a
central position as spheres of opportunity and experience which form the basis
for education as a means of learning for life, and evade any requirements for
using or exploiting “objectively” definable educational “content” designed with
a specific (e.g. pedagogical) purpose in mind. It thus remains doubtful as to
whether the prioritisation of formal institutions for the stages of childhood and
youth evident until now in the general discussion on educational landscapes is
the most suitable method or really helpful. Nonetheless, schools and the field of
early childhood education open up an initial gateway to the educational land-
scape, and their binding regulations guarantee access to learning and education
in the municipality which generally also has an effect on the children’s and
young people’s families: children at kindergarten and school always have par-
ents or legal guardians, who can themselves be said to have increasing oppor-
tunities for decision-making and organisational involvement (cf. Bollweg and
Otto 2011). Through the “municipalisation of education” (cf. Bleckmann 2009;
emphasis in original), too, the end to the exclusive state monopoly on education
implicitly and explicitly hands responsibility for educational tasks to commu-
nities comprising a large number of actors, such as parents, the maintaining
bodies behind institutions for children and young people, state-run administra-
tive and decision-making levels, civil society organisations and local and/or
regional industry (cf. Duveneck 2011). This rearrangement redefines the rela-
tionship between educational actors and institutions following democratic
principles, with rights of exit, voice and choice that confront localisable insti-
tutions with the challenge of designing their educational offerings and measures
to focus on the subject and on users’ needs and interests (within their life-
worlds). The problem which could arise here is that, as well as the additional
opportunities for decision-making and co-determination produced within and by
means of communities entrusted with responsibility, a large number of educa-
tional actors, new or old, may appear who then, in turn, are given their own
“chances” to use the combined opportunities falling under the undefined,
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powerful term “education”, with its positive connotations, for their own inter-
ests. These may link back to performance-based education and economic
exploitation. This would, however, run in the face of the aspects of subjective
“experience of space” which are so central to implementing educational land-
scapes using the theory of space.

Education Within Urban Spaces: An Outlook

To conclude, it can be said that any idea of education within urban spaces which is
envisaged in the form of an educational landscape needs to ask questions about the
fundamental concept and its implementation, if the basis for that idea is to be spelt
out in terms of the theory of space. The dimensions of access, use and democratic
co-determination are the aspects which can be used to place the subject consistently
in the focus, linking in with the need to arrange opportunities for development and
self-fulfilment which are locally based, with an understanding of the locality:
picking out spaces where people gain, or can potentially gain experience from the
point of view of the subject is the relevant factor which goes hand in hand with a
recognition and awareness of the many exciting opportunities offered by the
municipality. A landscape which is based on encouragement, development and a
successful, self-determined way of leading one’s life emphasises the non-
predetermined, individual, personal and thus constitutive factor of living in/
experiencing a space, taking up the subject of spaces “between the positions which
they [people; author’s note] take up within society and the ways of life connected to
them” (Becker et al. 1997, p. 13). This means that the central point is an educational
landscape aimed at chances and opportunities for fulfilment, which involves
understanding the subject as a set of prospects (e.g. for development). This could be
an approach used to overcome institutional borders, opening up real chances and
opportunities within the municipality for children and young people, especially, to
take action; opportunities which can be extended as required. In political terms,
such as within the municipality, this then raises questions about what conditions,
educational and otherwise, are to be provided or prevented (cf. Scherr 2008).

Following the path of urban spaces thus means taking various different under-
standings of space into consideration, and the constitution of each space depends on
the vantage point or position from which it is viewed. The question which arises is
that of “the angle from which one relates to the space” and how the subject con-
stitutes and articulates “his or her” space; “describes, experiences, lives out, builds,
destroys, moves through, discusses it, etc.” (Reutlinger 2006, p. 260). The nature of
space should thus be understood as a social process which is inherently flexible, and
dependent on social and material conditions. Here, social actions and social
development are linked to social hierarchies (of power), meaning that spaces are
created in a constant flow, with a structuring, reproductive effect (cf. Löw 2001).
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From the point of view of policy on children and young people, in the context of
educational landscapes the aim is to “leave spaces and create spaces in the sense
of contexts of enablement” (Reutlinger 2009, p. 20; original emphasis). As “spaces
of democracy”, these spaces need to be made accessible to all people, with all their
different ideas (e.g. of education), coping strategies (e.g. for coping with life) and
creative processes (ibid., p. 19). This raises the question of which political actor
(collective or otherwise) is ready and able to demand, with the necessary insistence,
that this plan be carried out, driven by the overriding aim of achieving social justice
and personal autonomy for everyone involved: who can put it into action in its
entire breadth, opening up greater chances for development and self-fulfilment not
only for all children and young people but, especially, for all those whose situation
in life forces them onto the margins of social possibility.
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Education in the City from
the Perspective of Social Spaces

Wolfgang Mack

Abstract Recent educational discussion has started to adopt a perspective focusing
on social spaces which also frames the city as a central point of reference and
reflection. Cities have always been special places of education. Thanks to their
central spatial function with regard to their surroundings, cities fulfil relevant
functions in the field of formal education, and act as important places and oppor-
tunities for non-formal and informal education. At first sight, education and the city
—or policy on education and the city—have the same interests and positions. This
merely underlines the agenda in terms of shared objectives and interests relating to
educational and urban policy. However, the relationship between education and the
city should be viewed with a critical eye, placing issues resulting from conflicts of
interest and social disparity on the urban policy agenda, as well as broken promises
and as yet unresolved conflicts.

Keywords Social space � City � Education � School � Appropriation � Educational
inequality � Segregation

Education needs the city; the city needs education. Current discourses on education
and the city can be boiled down to this formula. Social pedagogy, especially, recent
educational discussion has started to adopt a perspective focusing on social spaces
which also frames the city as a central point of reference and reflection. Urban
sociology reveals that the structure and organisation of the education system have
an interdependent relationship to processes of segregation in urban spaces. For
urban planning and development, education and the structure of the city’s publicly
funded educational programmes are a critical, highly important reference point.
How, then, is the city important for education, and what importance is ascribed to
education by the city?
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Looking into the links between education and the city, or between educational
policy and urban policy, at first glance the congruent interests and positions seem to
answer the question. However, this only underlines the shared aims and interests of
policy on education and urban issues. The links between education and the city
should in fact be examined critically. This brings to light conflicts of interest and
social disparities; unfulfilled promises and unresolved contradictions appear on the
political agenda around education and the city.

The Municipal Interest in Education

Cities have always been places of education. Since the Renaissance, educational
establishments have been set up for the bourgeoisie and universities have been
founded in cities. There are, of course, exceptions, from monasteries as a place of
learning in the Middle Ages to the schools of pedagogical reform founded in the
provinces at the start of the twentieth century. Nevertheless the city remains a
special place of education. It is not only their spatially central function with regard
to their surroundings which gives cities an important role in the field of formal
education (especially at secondary level, with the Gymnasium and vocational
school); cities provide important places and opportunities for non-formal and
informal education.

Currently, a new interest in education is being articulated within cities which
calls into question traditionally ascribed tasks and responsibilities. Until now, in the
school sector municipalities have only been responsible for “external school
affairs”; for providing and maintaining school buildings, for managing and
organising them. With regard to “internal school affairs”, cities and municipalities
are more or less on the outside; they are not involved in key decisions on school
issues. This is changing with the introduction and expansion of all-day schools,
with new forms of schooling such as the district school or community school as a
new form of comprehensive school. This, in turn, is reflected in a new interest in
education within municipal politics, as expressed by the Association of German
Cities in its 2007 “Aachen Declaration”. This declaration focuses on cities’ work in
educational policy, from early childhood support at day-care centres to education
programmes at adult education centres. There is particular interest, however, in the
cities’ new role in shaping schools; this is no longer restricted to “external school
affairs”. As the Aachen Declaration expresses, for cities education is primarily a
location factor, and thus plays a role in cities’ economic stability and development
(see also Jahnke and Hoffmann in this volume). In intercity competition, good
conditions for education are a key factor behind attracting well-qualified skilled
workers for local industry. Moreover, it is only through good education opportu-
nities for the city’s children that their social status can be maintained from one
generation to the next, giving them the chance of upward social mobility.

However, municipal education policy can no longer be content with merely
creating the conditions for attractive formal and non-formal education programmes
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in the city. In the complex mix of citizens’ different, contradictory interests,
municipal education policy is increasingly being called upon to find a balance
between these interests and positions through political decisions on issues around
school location and new school types introduced to the city. It is also called upon to
mediate and create links between formal and non-formal educational schemes, as
well as increasingly being charged with important, if not indispensable coordination
tasks within education, especially regarding the transition from school to training
and work.

Spaces and Opportunities for Education in the City

Education is an active process carried out by subjects who engage with and
appropriate the world. One key to understanding education is to recognise the
subject’s independent activity during this appropriation and engagement, through
which they create a specific personification of their own life. Education in this sense
means the self-constitution of the subject by “appropriating reality and developing a
profile of their life through this appropriation” (Thiersch 2004, p. 240).

As an independent activity carried out by the subject, education cannot take
place in isolation from the world, without interaction with others. In this under-
standing, education is a process of co-production involving the subject’s activity
and the social conditions of the process itself. The subject in education relies on
other, opposing actors within the education process who are indispensable for
processes of appropriation and engagement. Thus, what gives the education process
its distinctive shape is the subject and the section of the world in which the pro-
cesses of appropriation and engagement occur. On the part of the subject, as the
actor, this means that the education process is determined by the resources and
structures which exist and are made available, while on the part of the co-producers
it is largely shaped by significant other parties and the sections of the world which
they represent. Thus, education is socially determined.

Social disparities are expressed directly in what goes on in education. The
definition of education outlined here provides an insight into the social conditions
for education and into the way that social inequality affects the shape of individual
education processes. This allows education to be linked to the actual living con-
ditions of children, young people and adults, opening up the educational discourse
to the social sciences’ ‘focus on subjects’ situations in life and the demands made
on them to retain their agency in those situations. As a result, the relationship
between education and the city can also be examined.

This means of access via the social sciences turns the link to subjects’ social
situation into a constitutive element of thought on education and of educational
programme planning. From the point of view of educational biographies, the focus
is on educational events as a whole. Here, formal, informal and non-formal edu-
cation are analytical categories used firstly to more precisely define contributions to
an educational process covering subjects’ entire biographies, and secondly to more
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precisely analyse weak points and problems with relation to individual educational
processes (cf. Twelfth Report on Children and Youth 2005).

If thought on education theory does not remain limited to individual institutions
and specific functions of education—i.e. if educational events (cf. Thiersch 2011)
are viewed as a whole—then one issue to be examined is the educational conditions
and opportunities inherent to the city. This means informal education in children’s
everyday lives, in families, especially the intergenerational transmission of habitual
attitudes and practices in families (cf. Büchner and Brake 2006); it means informal
forms of education as the “everyday eduction” (cf. Rauschenbach 2009) which the
school has traditionally built upon as an institution of formal education, and on
which it can rely less and less. This is why it becomes necessary to mediate between
forms of education which take place in people’s everyday life in their family, in
non-formal education schemes and options arranged by the youth welfare services
and the formal educational schemes and expectations in school. All these forms of
education can be found in the urban context; the issue is thus the structure and
quality of the city as an educational space.

Challenges and Perspectives

From the point of view of social spaces the issue is how social inequalities are
reproduced in terms of social spaces within the educational space of the city, and
how educational opportunities are unequally distributed within urban space as a
result. Here, structures and institutions for formal and non-formal education need to
be examined, as well as the quality of opportunities and possibilities for informal
education within the urban space.

Social Disparities as a Challenge for
Municipal Education and Youth Policy

In schools in socially disadvantaged neighbourhoods, or in schools whose pupils
come from marginalised living areas, inequalities in the education system and the
lack of educational opportunity among children and young people frequently come
to a head. Processes of segregation in social spaces produce disadvantaged districts
and residential neighbourhoods. The development and consolidation of margin-
alised neighbourhoods have many causes in the fields of housing construction and
construction policy, economics and labour, social policy, education policy and
integration policy. In the long term, policy decisions for building social housing and
planning new housing developments create conditions which can only be reversed
with great effort. Unemployment and increasing poverty in Germany are also
leading to the creation of new socially marginalised neighbourhoods and the
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entrenchment of socio-spatial segregation in areas which are already poor. The
selective school system in Germany also forces parents to make decisions about
which school their children will attend, and which scholastic path they will take:
another key factor behind socio-spatial segregation. Unsolved issues around the
integration of minorities, especially migrants, and decades without decision-making
on integration policy, also need to be included as factors behind socio-spatial
segregation.

In certain circumstances, socially disadvantaged neighbourhoods are drawn into
a downward spiral, with existing segregation in social spaces aggravated by socially
selective migration processes. Residents with higher social status and economic
capital move out of these neighbourhoods while residents with lower social status
and less economic capital are forced into them. Three neighbourhood effects have a
negative influence on residents of disadvantaged neighbourhoods (cf. Häußermann
2008). Firstly, social milieus are created in which behaviours and ways of thinking
predominate which deviate from socially recognised norms and behaviours. This is
of disadvantage to residents of marginalised neighbourhoods with regard to social
participation, especially on the labour market. Secondly, the physical characteristics
of a neighbourhood, such as its housing quality, accessibility and infrastructure,
also have a disadvantageous effect on its residents. Thirdly, the image of such
neighbourhoods has a segregational, stigmatising effect on its residents (ibid.,
p. 340f.).

Meanwhile, this creates schools in socially marginalised neighbourhoods which
attract pupils from families in the lower social status groups. These are at risk of
becoming problem schools with nothing to offer for their pupils, and which
themselves struggle to cope with the resulting problems. This is why measures are
required which put schools in socially disadvantaged neighbourhoods in a position
to offer an attractive educational programme for children and young people living in
disadvantaged circumstances.

The Significance of Schools in the City
from a Socio-Spatial Perspective

What role do schools play in the community? What relations are given between the
school and the district? How do schools get involved in the context of their social
space? How is the school’s location important for its work and its acceptance
among users? This is the type of question which arise when this institution of the
school is seen from the perspective of social spaces. This does not call into question
the functions of the school as an institution within the education system: the school
is the central place of formal education in childhood and adolescence. However, it is
not a close enough examination of the school. The school is part of the community;
in terms of its pedagogical work, its effects and its acceptance among users and the
population, the school has to be examined from the point of view of social spaces.
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This connote issues around the relationship between the school and the district;
around the expectations and interests of school users, and around how the school
can help create a municipal educational landscape containing not only schools but
also other institutions and places for education, with which individual schools need
to interact. This view of education and schooling from the point of view of social
spaces takes along new challenges and demands for municipal planning on edu-
cation, young people and social issues.

For this reason, three levels of meaning are of significance for a socio-spatial
analysis of the relationship between schools and the city:

1. The school in the city district

This perspective is about the question of what function a school has for the district
where it is located. In other words it is about the relationship between the school
and its users’ everyday world, as seen in a school’s specific work and the pro-
grammes it offers. It is about the significance a school has for a community, going
beyond its function as a formal institute of education.

2. The socio-spatial arrangement of school sites and its significance for urban
society

The way that school sites are distributed across a city and the paths for accessing
different school forms in a hierarchically tiered school system also shape
socio-spatial circumstances within urban society. From the point of view of social
spaces the question thus has to be asked of how locational issues and decisions
about school structure affect the city’s social structure.

3. The role played by the school in constituting young people’s social spaces

In a multitrack school system, the school is a central factor which can open up or
close off social spaces to children and young people. This means the children’s and
young people’s scope for action and activity. What places and what social contacts
are opened up or closed off to them by the school? Socio-spatial analysis also picks
up on this view of the constitution of young people’s social spaces by the school.

Socio-spatial analyses of schools can be carried out in the context of urban
planning processes and municipal school development planning. Considering
demographic development, analyses of this kind are crucial when decisions are
made to close schools. During what are often very irrational and emotional strug-
gles between proponents of the different school sites, they help bring factual
arguments into the discussion by focusing on schools’ significance within people’s
everyday worlds and on the quality and structure of education within the city. Thus,
socio-spatial analyses of this kind could help take account of education as a public
task and as part of people’s everyday world within the city.
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Educational Landscapes Caught
Between Individuals, Organisations
and Municipalities

Stephan Maykus

Abstract In this chapter, a theoretical model is developed starting out from the
term “educational landscape” and the change in management between educational
organisations. This model provides greater clarity when identifying the conceptual
basis of networked education, allowing target perspectives to be assessed. It
describes dissociations which make up the conceptual basis of the educational
landscape as a category within educational science. In addition, a possible heuristic
is presented for the model of “significant spatial planning experiences”. Understood
as an operative network concept, educational landscapes can offer favourable
conditions for shaping educational infrastructure, if the groundwork is laid for this
in organisations and contexts of municipal administration and planning.

Keywords Educational landscape � Cooperation � Networking � Education �
School � Child and youth welfare � Municipality � Recognition � System �
Lifeworld

The imagined aims of networked municipal places and qualities of education
involve complex long-term processes which touch on various levels, do not follow
a strict logic, follow a far from linear course and are empirically difficult to describe
(cf. Emmerich 2010, p. 363f.). In addition to this, the boundaries of the education,
child raising and childcare system have blurred, giving rise to an important
objective among professionals which has the effect of potentialising the complexity:
according to the central theory of the professional debate (e.g. cf. Bleckmann and
Durdel 2009), in a modernised society, education, childcare and child raising need
to be made accessible to municipal planning and management (shaping policy
based on professional reflections) as a needs-based, flexible, professional reaction to
dynamic lifeworld developments. To sum things up, it can be said that “educational
landscape” is a pre-scientific term with more of a symbolic than an analytical effect.
Above all, it underlines the perspective of infrastructure and organisation, which
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points to a new, far-reaching quality of networking, reorganisation and harmoni-
sation of transitions between the various municipal institutions. The nature of
subjective education processes and the municipal space as an independent educa-
tional context are not brought up: the subject is still all too frequently that of
changing educational management in existing, spatially neighbouring organisa-
tions, rather than changing the educational support given to young people in the
relationships of their lifeworld (for a fundamental perspective of the theory see
Maykus 2012). This may be related to difficulties with implementation, as practice
on the ground requires clear links and prioritisations, connected, most importantly,
to a plannable infrastructure (cf. Maykus 2010, p. 322f. and, for the example of
municipal inclusion, Maykus 2014a, p. 292f.), but it does not move the issue
forward. The solution thus lies not in turning the situation around, i.e. only
emphasising subjective aspects related to the lifeworld, but in defining a conceptual
basis which helps analyse education and the spatial conditions to which it is subject,
using the results to create principles of organisation and infrastructural design. This
would lead to a different pattern of thinking about the aspects of the subject,
municipality and organisation, while nonetheless assigning them conceptual
equality. The limits of what is by comparison a one-sided attitude to networking are
also evident from the current extent to which educational landscapes have been
implemented in Germany (see also Brüsemeister et al. and Stolz in this volume),
revealing a developmental dilemma.

The Developmental Dilemma and Its Consequences
for the Guiding Principles of Networked Education

The 12th Report on Children and Youth describes in three different ways the
dissolution of boundaries in the system of education, child-raising and childcare.
This description is currently being used to work out the relevance to municipal
planning, attempting to describe both the trend towards the blurring of boundaries
and find an answer to the resulting developmental dilemma (a vague plan of action,
the educational landscape, is meant to deal with a vague problem). This situation is
outlined in Fig. 1, whose content sums up BMFSFJ, 2005, p. 73f in the form of an
original illustration which adds planning-related aspects to the topic. Here, no
distinction is made between education, childcare and child raising (the three aspects
which together constitute pedagogical efforts to successfully bring up young people
in opportunity structures under public responsibility). Only education is addressed
as the metacontent of the analysis.

The categorical and thematic complexity associated with educational landscapes
should be replaced by another category of educational science. After all, taking the
term “municipal educational landscape” (cf. Maykus 2012, p. 22), the “municipal”
merely represents the spatial aspect and a new appreciation of administration and
policy. Education, by contrast, is a pedagogical concept, a theory of personality
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development and learning, and at the same time a function, capability and means of
integration; its terms have a clearly normative character (even in this context).
Accordingly, if urban development and education (including the significance of
space to education) are to be examined, then I advocate the category “space as a
sphere of structuration”, which is linked to educationally relevant dissociations, i.e.
reveals the spatial aspects of the dissociative dimensions of education. Then, net-
work development alone will no longer be the central perspective for theory and
planning in this context (as illustrated in Fig. 1), but also differentiation between
spatially represented dissociative dimensions which give rise to educational pro-
cesses—and sometimes, though not always, require an educational practice
improved by networking. From this point of view, space in urban districts or
municipalities represents various educationally relevant dissociations which take
effect in educational biographies and which call for subjective educational pro-
cesses. These dissociations are: that of knowledge and education (increasing pri-
ority on practical knowledge for vocational integration rather than personality
development), that of individual and social interaction (changing the constitution of
communicative public spheres by mediatising and institutionalising them), that of
normative references for individuation and social integration (pluralisation effects
of modern societies), that of institutions and their freedom-enabling effects (the
primacy of the functionalization of institutions, instead of opening up freedom-
guaranteeing communication, as Honneth (2011, p. 89) called it), and finally a
resulting new quality of the dissociation, wrapped in modern vocabulary, between
systematic guidance and lifeworld experience which would form the basis for
people individually managing their own lives, and resists the pull of “technocrat-
ically uprooted democracy” (Habermas 2013, p. 92). Why such a complex way of
categorising educational networks, considering that they sound like actual practice

Fig. 1 The dissolution of boundaries in the education, child raising and childcare system:
relevance to planning. Source cf. Maykus (2011, p. 128)
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rather than social verification? Because there is a lack of benchmarks for them;
instead, network quality is used as a benchmark for evaluation, filling a gap that is
by no means conceptually determined and, in addition, overlaps on the ground with
educational management as shapable practice (see also Brüsemeister et al. in this
volume). The category “Space as a sphere of structuration” (which can create
associations through pedagogically designed opportunities acting to create bound-
aries, reinstate a balance and unleash potential) puts forward four proposals for
identifying educational spaces with an accordingly extended understanding of the
conceptual nucleus of the educational landscape:

1. Education as the development of life based on liberal principles. The spatial
context of dissociative dimensions of education should be reconstructed to
counter their freedom-limiting effects: There should be municipal institutions
which will (or can) make it possible for people to experience cooperative,
negotiative participation, while at the same time being subject to organisation
and change. Individual participation in institutions as a process based on liberal
principles would be one aim of educational landscapes (cf. Honneth 2011,
p. 81ff).

2. Municipal public spheres as the framework for negotiation and communication.
The democracy-building potential of a space should be part of an overall idea of
space-building: urban districts and municipalities are places for discussion
within people’s lifeworlds, opening up the chance for them to actively shape the
way they live together. The democratic structures of clubs, associations, ini-
tiatives etc. can have corresponding educational and developmental effects,
especially for young people, even bringing together the conceptual cornerstones
of the municipality, identity and education (cf. Richter 2008; Maykus 2012).

3. Education as a cumulation of manifestations within a space. In the context of
space, education means being guided by the plural manifestations of personality
development: people always have their own ways and means of approaching
topics, occasions and opportunities, so the guiding principle should be not
“educational chains” (as a trivialised, standardised form) but instead educational
spheres or prospects. They represent the local manifestations which make up
society, which Nassehi (Nassehi 2011, p. 14ff.) describes as a “polycontextual
world” (ibid., p. 27). An urban society thus always also means a polycontextual
educational world which makes demands on subjects and organisations.

4. Educational networks as an operative goal. It thus follows that the development
of networks and organisations cannot be seen as the conceptual nucleus of
educational landscapes (which is in fact made up of points 1–3). Instead, they
are a creative means of achieving the conceptual characteristics of networked
education more effectively, at least to some extent.

In essence, developing educational landscapes locally means working towards
designing spatially sensitive educational processes for young people as a whole (as
a single educational biography), creating the prerequisites for these processes in that
organisations bring this conceptual nucleus on board and, where necessary, form
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networks in order to achieve their goals better, or, by communicating, to refocus
attention on and individualise that nucleus. Locally specific features would then
appear from the individualisation of the nucleus, rather than that of the network. By
this means, the relevance for the target audience, types of organisational logic and
municipal spaces are each sorted out separately, then brought back together as
elements of the overall project: the educational landscape.

Relevance for the Target Audience, Types of Organisational
Logic, Municipal Spaces

One aspect which is not explicitly addressed in any form in educational landscapes is
the city council, as a municipal private/civic public sphere which also expresses
itself in the municipality. The same is true of the political public sphere. Neither do
proposed concepts for implementing educational landscapes describe the city
council as an aspect of practice which needs to be produced (for an explanation of
the different dimensions of the public sphere, cf. Habermas 1999, p. 86ff and 225ff.).
This affects the views of participation which are connected with educational land-
scapes. Thus, the municipality (public space) does not come up at all in this context
as a sphere in which participation is practised. There is hardly any consideration of
the influence that the service users (e.g. young people) have on political decisions, on
youth-related topics and fields of interest, along with accompanying pedagogically
guided processes to unlock potential means of democracy building (cf.
Sturzenhecker 2013; Walther 2010; Knauer and Sturzenhecker 2005). After all, the
point is that municipal, networked education supports significant learning experi-
ences and education processes which Stecher (2012) brings together with the issue of
beneficial educational schemes and structures in the “significant learning experi-
ence” model: young people learn in contexts which are influenced on one hand by
their educational practice (resources and habitus) and on the other hand by the
quality of the schemes on offer (structures, processes, results). The aspect of space
can very easily be added to these contexts, in that they are seen as places of active
and passive participation (see Fig. 2).

After all, municipal spaces provide local links which are relevant to individuals’
identities. A spatial orientation can initially be seen as an interaction (developing an
identity through the interaction between a person and a space/environment as in the
duality of structure, see Löw’s sociology of space, 2001), and thus acts as a
framework for educational processes and personality development. Networked
education links back to promoting educational opportunities (the pedagogical
dimension of guidance and enablement) and to compensating for educational dis-
advantage (social pedagogical support with coping with life and integrating into
society). It thus seems essential for the basic features of a sociological theory of
identity—which, according to Müller (2011, pp. 119ff.) describes interactions
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between biopsychological, social, moral, universal temporal and geographical/
ecological contexts—to be extended to include the category of the municipality,
especially with regard to the final aspect. From this point of view, the municipality
would be a distinctive characteristic for the process of identity development; a
context in which individuals can express their way of life; a condition as a space for
availability and a subjective matrix of a biographical experience of time
(cf. Maykus 2012). Pedagogical equivalents would be the creation and promotion
of places in which subjects can develop (identity development as a link between
processes of individuation and processes of integration) and the analysis of their
conditionality in the space provided for that purpose. The issue of spatially sensitive
educational promotion which is brought to light here would be brought closer to the
imagined aims of municipal educational theory (cf. Richter 2008) and thus cate-
gorised: it “thus lies in forming and motivating various segments of a local,
democratic public sphere as shared forums, both spatial and social. The munici-
pality acts equally as an empirical basis, pedagogical medium and political
perspective” (Richter and Coelen 2007, p. 228). Networks are meant to correspond
to this multidimensional perspective and reproduce it through cooperation between
professional actors and organisations. This attempt to create an equivalence is
quickly declared a solution; the crux of the requirements of educational
landscapes—though without reflection on the distinctly visible problems
(cf. Maykus 2010, p. 318f.).

Educational landscapes do not break down the organisational rules of those
participating in the network; the system must always be expected to have its limits.

Fig. 2 A nuanced view of educational landscapes as a framework for significant spatial
educational experiences: space as a sphere of structuration. Source adapted from Stecher (2012,
p. 108), extended to include spatial education
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Networks do not provide a set of regulations on a higher level which are adopted
and practised by all those in the network. In fact, patterns of inclusion and
mechanisms of exclusion are more likely to grow exponentially in a network, some
conflicting with one another and being based on the functions of the system rather
than on subjective situations of disadvantage and young people’s needs for inclu-
sion (cf. Maykus 2012, p. 35ff.). The developmental dilemma which plagues
educational landscapes, as described in Chap. 2, thus always appears when net-
working is the only benchmark. A systemic perspective demonstrates that extensive
networking is almost impossible, and that it is only of significance if it improves
pedagogical work (and educational success). For this reason, the concept of the
network should be viewed in a more nuanced manner, in that it is related to the
conceptual nucleus of educational landscapes, and thus relativized to an operative
medium.

From this point of view, the educational landscape represents an effort to
improve the quality of educational infrastructures and schemes (generally: oppor-
tunities) in districts and municipalities; opportunities which, among other things,
require contexts which people can experience. Such contexts might, for example, be
experiences in school, during lessons and projects, full-service community educa-
tion, resulting from the appropriation of social spaces, meetings which are open to
all or being involved in clubs and cliques. A subjective educational process always
takes place in the space which becomes established based on the respective edu-
cational habitus and available resources, and is influenced by generalised dimen-
sions of dissociation. Thus, it is not only the space itself which needs to be analysed
in terms of its effects on education (education as a component of the city); what
mainly requires analysis is the spatially represented dimensions of dissociation (the
city as a component of education). Together, the qualities of the contexts and
subjective educational processes in conditions of dissociation in municipal space
describe an overall model of “space as a sphere of structuration”, and therefore the
relationship between urban spaces and education: thus, they should also be the
cornerstones of thought about educational landscapes (see Fig. 2). What does that
mean, finally, about how educational conditions should be planned in city districts
and municipalities, and what tasks should theorists tackle in future?

Practical and Theoretical Perspectives of Local Cooperation
in New Educational Infrastructure

Without conducive conditions in the fields of practice, policy and administration,
educational landscapes can hardly fulfil their potential: after all, they do not
(yet) represent the much-demanded readjustments to the municipal systems of
education, childcare and child raising (cf. Maykus 2014b). Accordingly, this
chapter pleads for a change of perspective: practice should not rely on networking
as an ideal, but should instead push for an understanding on education and what it
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means to grow up “well”. Practical issues for the near future are: communication
within public bodies, the fact that urban society is polycontextual, consciously
pursuing lifeworld links within educational networks, appropriating topics and
agreeing upon priorities (a municipal educational action plan as a participative and
communicative process) and sensitising the programmes of local organisations to
these issues. Practitioners flesh out the conceptual nucleus of the educational
landscape—space as a sphere for structuration—with local experience, while the-
orists should concentrate on further narrowing down the conceptual nucleus
favoured here. Finally, an exchange between theory and practice can help net-
worked education refocus on relevance to the target group by guiding young people
as they live in and experience educational places and spaces (cf. Faulstich and
Faulstich-Wieland 2012): this can act as a gauge for municipal planning processes
around education as a component of the city, and thus also for life in a city which is
a component of education.
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Towards a Social Pedagogy of Urban
Design

Sven De Visscher and Hari Sacré

Abstract The social and cultural position of children in the city is largely influ-
enced by urban design logics. Urban designers have a social pedagogical role when
they design spaces for children in the city. We discuss three clusters of childhood
constructions that affect current prescriptive ideas on the perfect child in the perfect
city: the private, the autonomous and the public child. The aim is to focus on the
particular interrelations between these constructions, pedagogical theories and
perspectives on design. In conclusion, we will suggest an approach to design as a
collective learning process, in which children are addressed as political subjects and
fellow citizens who take part in this collective research and negotiation process with
other citizens about possible future scenarios for urban spaces.

Keywords Social pedagogy � Urban design � Research by design � Community
development � Citizenship

Space matters in pedagogy. Not only as the context of pedagogical provisions or
activities, but also as an educator in itself with diverse pedagogical assumptions and
agendas that shape societal relations (De Visscher and Bouverne-De Bie 2008; De
Visscher et al. 2012). The social and cultural position of children and young people
in the city is largely influenced by design logics. As such, it is reasonable to state
that urban designers have a pedagogical role, even when they are not referring to
any intentional pedagogical program or theory. In many cases, however, particular
views on childhood and pedagogy do underlie the spatial design of children’s
lifeworlds. Throughout the 20th century, the content of this prescriptive perspective
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evolved from the urban playground movement (as far back as the early 19th cen-
tury) to the play-inclusive design of public spaces and—more recently—child-
friendly and child-oriented design guidelines (De Visscher and Bouverne-De Bie
2008; De Visscher 2014). They all share the assumption that the child as well as
society can be engineered and controlled from outside. Each of these models starts
out from an implicit or explicit view of the perfect child in the perfect city.

However, the pedagogical question that we want to address in this contribution
is: who is the child in all these design theories and to what kind of pedagogy does or
should urban design contribute? History shows that our current discussion about
‘the child’—and the most dominant design ideas for places for children in the city
that derive from that—entail different views on childhood. We will discuss three
clusters of childhood constructions: the private, the autonomous and the public
child. The aim is not to present a comprehensive overview of Twentieth century
childhood constructions, which can be found in other publications (e.g. James and
Prout 1997; Cunningham 2005), but to focus on the particular interrelations
between these constructions, pedagogical theories and perspectives on design.

The Private Child

A first cluster of childhood constructions refers to the child as an individual being
that belongs to the private sphere of the family. The publication of Ellen Key’s The
Century of the Child in 1900 clearly characterized the Romantic image of the child
that was constructed in that time. The child appeared as a ‘pure’, ‘divine’ creature.
‘Original innocence’ is the basic trait of the Romantic view on childhood. This
innocence is expected to be safeguarded until adulthood and protected against
malicious societal influences. More recently, the Romantic view on childhood has
been complemented by other approaches that fit in with the focus on the private
child. Zelizer (1985) showed, for example, how in recent decades the affective-
emotional value of children has increased enormously, whereas their utilitarian-
economic value has decreased or even disappeared. Children have become a scarce
and emotionally valuable resource within families. As a consequence she observed
a strong sentimentalization of the child and of childhood, resulting in a more
protective attitude towards children.

The focus here is on the personal development of the child from a psychome-
dical point of view. The dominant psychomedical approach to childhood departs
from an average or normal development, and therefore risks ignoring diversity
between children, as well as the diversity of broader contexts in which education
and socialization take place. The perfect child is represented in these development
models as the child who has acquired all the necessary skills, dispositions,
knowledge, values and competences that are prescribed in the model. Designers can
contribute to this ideal by designing spaces for children that contribute to their
developmental tasks and by creating safe environments outside of adult society
where children can explore and discover the world. The Romantic ideal of
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childhood has dominated a view on the perfect pedagogical environment as being a
rural, natural, ‘anti-urban’ environment (James and Prout 1997). Jean-Jacques
Rousseau (1817) had a great influence on modern pedagogical thinking by making
a distinction between nature and society within the child’s education. According to
Rousseau, nature is the regulating principle to which all education should be ori-
ented. The primary concern of the educator should be to keep the child far from the
degeneration of culture that disturbs its natural development (Depaepe 2000). In
this perspective urban public space has become a big bad wolf (as in the fairy tale of
Little Red Riding Hood), representing a known but unpredictable threat in the
outdoor world against which children should be warned and prepared (De Visscher
2008). The streets have become a symbol of the potential threat posed to the safety
and integrity of vulnerable children by so-called stranger-danger, heavy traffic and
accidents, and ecological risks. This big bad wolf syndrome has resulted in the
design of playgrounds as separate, safe islands in the city. The idea that play is a
universal and timeless characteristic of childhood—and the planning of spaces for
children—is very strong (Hewes 2007). The critique on this Romantic image of the
playing child does not question the assumption that children like to play, but rather
the fact that play can have different meanings for the child, and that children’s play
cannot be isolated from the broader social, cultural and political context that cir-
cumscribes play. Play is a cultural element (Huizinga 1971). The space in which
play takes place and where the rules of play are defined is socially and culturally
constructed.

In this perspective children take a marginal position in design processes, as we
all know what children want. Children whose situation deviates from the (middle
class) norm or who participate in urban space in alternative ways are at particular
risk of being excluded or being seen as a problem. This translates into a very
ambiguous attitude towards children’s presence in urban space, pulling some
groups of children away from the indoors to the streets (because it benefits their
development), and pushing other groups (who do not fit the image of the perfect
child) away from the streets into structured, pedagogical settings such as youth
work.

The Autonomous Child

Paradoxically, individual pedagogy—based on protection and the design of sepa-
rate spaces for children in society—resulted in a construction of childhood as an
autonomous category, isolated from and even opposed to adults. The original goal
behind the segregation of children’s lifeworlds (to temporarily dismiss them from
public responsibilities and duties in order to safely prepare them for their future
adulthood) gradually shifted into the institutionalization of childhood as a separate
life stage. This political exclusion from mainstream adult society was compensated
for by allowing children more independence and agency on the sociocultural level.
Protection as a pedagogical goal was complemented by empowerment and
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emancipation, allowing and encouraging children and young people to create their
own networks, cultures and activities. The childhood period has become a time to
build different forms of social and cultural capital among peers. This has resulted in
the paradoxical situation where children are allowed more sociocultural freedom
(e.g. in terms of consumption), while at the same time staying economically
dependent on their parents increasingly longer. As a result, children have become a
primary market for the consumer society, and furthermore the commodification of
childhood resulted in the design of commercial spaces for children in the city
(McKendrick et al. 2000). The growth of commercial playgrounds is an example of
this development, as is the growing Disneyfication of the design of spaces for
children (Mannion and I’Anson 2004). The commercial image of the child (white,
middle class, independent, smart and happy) is taken as a standard. These more
emancipatory perspectives on the child also affected views on urban design.
Participatory approaches to urban design were introduced that gave children a voice
(for example: in the choice of materials, attributes and functions of a particular
place). Exploring what children want gradually became an extra stage in the design
process. The traditional playground approach was further supplemented by a
growing focus on children’s perspectives on the play value of streets and various
other elements found in public space. Imagination and creativity are presented as
being characteristic of how children see and experience public spaces. Many studies
within this approach (e.g. Rasmussen and Smidt 2003; Burke 2005) concluded that
informal play spaces (generated by children themselves) are often more appealing
to children than the designed and formal playgrounds.

The Public Child

The attention paid to children’s “own” lifeworlds and perspectives resulted in the
development of a sociology of childhood (Honig 1999), aiming to contribute to a
set of approaches that start out not from the child as part of the private sphere, but
from the child as a member of a broader society and his/her position as a (future)
citizen. Children are theorized as social agents, and childhood as a social, cultural
and historical construction. Furthermore, children’s socialization is seen as an
interactive process instead of a one-directional, individual process in which the
child is introduced into the mainstream (adult) society (James and Prout 1997).
Socialization is not a matter of teaching children how to act and behave in their
future social life, but is a collective learning process of all members within society
that children equally contribute to through their own everyday social actions. Biesta
(2014) suggests making a distinction between a socialization conception of this
learning process, which is about the learning necessary to become part of an
existing socio-political order, and a subjectification conception, which focuses on
the child ‘coming into presence’ as a unique person, and as a unique citizen within
current society. Whereas a socialization conception of civic learning is about
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learning for future citizenship, the subjectification conception of civic learning is
about learning from current citizenship.

Positioning children in the public sphere raises questions about their position as
fellow citizens. Biesta (2014) stresses the difference between social and political
dimensions of citizenship. The social dimensions of citizenship focus on how
children are able and allowed to participate in different social networks and social
practices within the community. It is mainly about being part of society. The
political dimensions of citizenship pay attention to children’s potential to influence
political decision-making within society. Thus the social participation opportunities
(that were already granted to the autonomous child) are complemented with
political participation rights, which include the right to have a voice and be heard
within the socio-political debate. Applied to the city, Lefebvre (1968) states that the
recognition and promotion of the urban citizenship of marginalized groups requires
on the one hand equal opportunities of appropriation and use of urban public space,
and on the other hand equal opportunities for the production of urban public space
(Bezmez 2013). Both strategies are summarized as promoting every citizen’s right
to the city. This means that all groups within the city (including different groups of
children) should be able to find and appropriate physical and mental spaces within
the city that they can identify with and that enable different social and cultural
relations and modes of expression. Next to that, it also requires that different groups
within the city should be able to influence the further planning and production of
urban space.

Towards a Social Pedagogy of Urban Design

The notion of the public child opens up different perspectives on the social peda-
gogical role of the designer—by connecting pedagogical interventions to a social
and political dimension. From a historical point of view, social pedagogy came into
existence as a reaction to the new kinds of social problems and increasing social
needs caused by industrialization and the breakdown of social order (Hämäläinen
2012). Hence the fundamental social pedagogical question is if and how social
problems should be translated into pedagogical questions, and whether this is an
accurate translation seen from the perspective of the most marginalized groups in
society (Coussée and Verschelden 2014).

As such, a social pedagogical perspective on urban design includes a double
shift of perspectives. First, it moves away from an abstract image of the perfect
child in the perfect city towards a pedagogy that builds on existing ways of living
(together) in particular urban environments and the social problems that derive from
them. In this respect, the community is no longer merely subject to urban design,
but more and more its undeniable creator. Urban design should build on the existing
problem definitions derived from the everyday practices of citizens (including
children) and take these as the starting point of a collective learning process.
Second, the social pedagogical perspective shifts the categorical focus on children

Towards a Social Pedagogy of Urban Design 227



towards a spatial focus on shared urban spaces. Reading urban space in fact means
studying the dialectic relation between the built environment and sociocultural
practices that arise in it (Gehl 2010). As a result of this spatial turn, the role of
children in urban design should be redefined as that of political agents who
co-construct the city.

Urban Design as a Collective Learning Process

From a social pedagogical perspective, urban design should constantly move
between the city as-it-is and as-it-could-be. Reading the city as it is means studying
the dialectic relation between the built environment and sociocultural practices that
arise in it (Gehl 2010). Against the obvious idea of urban designers reading the city
from above, de Certeau promotes a bottom-up perspective focusing on the everyday
practices of urban dwellers. These ordinary practitioners of urban space are walkers,
whose bodies follow the thicks and thins of an urban ‘text’ they write without being
able to read it (de Certeau 1984). Hence, de Certeau speaks of two positions or
realities: the position of the urban designer and the reality of the urban dwellers.
The position of the urban designer is representing geographical or geometrical
space. Designing strategies to structure city life, urban designers tend to see urban
space as a static and frozen entity. Living in this urban space, the position of urban
dwellers refers to another spatiality, in which sociocultural practices are produced
as tactics to deal with these abstract strategies in their everyday lives. Urban pro-
jects often take only one position into account, which implies they will only grasp a
fragmented notion of urban space. In fact, the two realities do not exist separately,
but meet and modify each other in lived space. Therein, sociocultural processes are
subject to the urban environment. On the one hand transformations in the built
environment will change sociocultural processes in between, on the other hand
sociocultural processes transform places into spaces, and sequentially produce
space (Lefebvre 1974).

Because meaning in this lived space is complex and layered, de Certeau suggests
a dialogue about the existing complexity of urban space before redesigning it. In
that sense, urban designers cannot position themselves outside the community, as
their aim to redesign this lived space makes them a part of it. According to Wolfrum
(2013), de Certeau’s arguments are nowadays rediscovered by the movement
Performative Urbanism, as they focus on the staging of inherent potentials in urban
transformation processes, and therefore stimulate a dialogue between urban
designers and urban dwellers.

From a social pedagogical perspective, this dialogue should focus on the dif-
ferences between functionalities and possibilities of urban spaces. Defining urban
space within the framework of institutional structures, designers regularly deter-
mine its use and function. In this regard, public space is, for example, predeter-
mined as being public, instead of becoming public through a multiplicity of
citizens’ actions, relations and performances (Hawkins 2013). Urban dwellers, on
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the other hand, overwrite these urban spaces with sociocultural practices and
thereby question the functionality of spaces. In this regard, reading the city should
be understood as a collective process to see new possibilities of existing spaces in
the city.

Research-by-design as a Forum

The field of research-by-design creates opportunities for designers to create a forum
where collective learning moments can take place, and in which the design process
is seen as a way of investigating and producing knowledge that is exploratory rather
than solution-driven. It involves an iterative process of analysis and design.
Sequential alternative designs form the basis for a collective research and negoti-
ation process with citizens about possible future scenarios for a certain (contested)
space. During this exploratory process, the political dissensus and negotiations
among the participants about desired and undesired ways of living together in the
city are more important than the final plan, turning the process into a form of
community development. Multiple means of participation can be elaborated for
involving the community in general (and children in particular) to co-produce urban
space (Spencer and Blades 2006). When it comes to children in such projects, urban
spaces on which they could formulate their opinion are often demarcated (such as
playing areas or schools). Furthermore, projects regularly start from the question of
what children want instead of what they—as fellow citizens—think their neigh-
borhood or city needs. As fellow citizens, children do not merely interact with peers
in urban spaces, but with the bigger community. Therefore, it is odd to imagine
children’s voice being restricted to certain policy domains or urban spaces, which
throws into question the pedagogical role of the urban designer. Is it just about
designing playing areas and schools, or is it about coproducing the bigger city?

Moving from a social towards a political understanding of citizenship,
research-by-design has (to a certain extent) the potential to equalize the power
inequalities within the community and to address children not as an age group but
as competent political subjects. As both adults and children are entangled in the
perception and production of a common urban space, research-by-design does not
distinguish children from adults as it operates primarily with the community. In this
way, a social question about children’s position in the city is turned into a peda-
gogical challenge for urban design. Designers have a social pedagogical role, which
turns the negotiation process in research-by-design into a dialogue about peda-
gogical values. This dialogue enables citizens and urban designers to read the same
urban space in multiple ways. According to Jacques Derrida, this process of reading
the city by deconstructing it has emancipatory force as it reveals new, previously
hidden possibilities (Wolfreys 1998).
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Educational Landscapes and the
Reduction of Socio-spatial Educational
Inequality in the City

Thomas Olk

Abstract This chapter deals with the question of whether, and in what conditions,
a strategy for a municipal educational landscape can play a role in reducing seg-
regation and educational inequality within social spaces. It starts out from findings
gained through urban and regional research showing that processes of ethnic, social
and demographic segregation have a negative effect on the educational opportu-
nities of children in socially disadvantaged living areas. The author analyses the
strategic approaches, instruments and institutional innovations with which the cities
of Mannheim and Nuremberg, selected as examples, are attempting to improve the
educational situation in specific urban districts.

Keywords Disadvantaged urban districts/neighbourhoods � Segregation �
Educational inequality � School � Educational landscapes � Neighbourhood
development

The term “regional/municipal/local educational landscapes” addresses conceptual
debates and actual developments signalising the increased value placed on the
spatial dimension in education as a field of action. One key focus is on developing
appropriate strategies within education policy to counter tendencies for children and
young people’s educational and developmental opportunities to polarise in different
social spaces, especially in larger towns and cities. Thus, for some time now,
empirical urban and regional research has seen the emergence of socially disad-
vantaged urban districts characterised by the cumulation of various sets of problems
(e.g. cf. Neu et al. 2011). Ethnical, social and demographic processes of segregation
lead to districts with a large number of inhabitants of immigrant origin,
above-average poverty, childhood poverty and unemployment figures, and a pop-
ulation with a large proportion of children and young people, contrasting with
districts with the opposite characteristics. This polarisation of contextual conditions
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by social space affects people’s educational opportunities: the proportion of chil-
dren measured as overweight at school entry medical examinations, and the per-
centage of children whose school entry is delayed, are above average in socially
troubled districts, and the number transferring to the higher Gymnasium level of
secondary education is considerably lower.

While developing programmes for municipal educational landscapes, some cities
have thus started to make city-wide efforts to develop instruments specific to each
social space, countering these processes by which unequal educational opportuni-
ties become established in social spaces. An empirical research project was carried
out to discover what strategic approaches, instruments and institutional innovations
this involves, and what effect they have; the following shall set out some selected
findings from that project. First, the research design and the issues addressed by the
project are presented. Then a comparison of the approaches used in two cities
studied will be used to answer questions about strategic solutions to segregation
processes in certain social spaces and their effects. Finally, there will be a pre-
liminary summary.

The Project “Educational Governance—Municipal
Educational Landscapes”

The research project “Educational governance—municipal educational land-
scapes”1 investigated the process of setting up municipal educational landscapes in
urban social spaces in three West German cities. The methodological procedure was
a mixture of expert interviews, participant observation and socio-spatial education
monitoring.2

The theoretical framework for this was the governance approach, used in
political science (cf. Benz et al. 2007). The term “governance” refers to all forms of
regulation and coordinative mechanisms between actors with some amount of
autonomy, coming from different social sectors and fields of action, and whose
actions affect each other. To that extent, this perspective widens the view from that
of one or a few privileged controlling actors (the state, municipal policy) to include
a larger spectrum of potential players, i.e. those previously seen (e.g. in the field of
education policy) as marginal or having little influence (actors from industry and
civil society, for instance).

1The project was based at the Institute of Pedagogy, Martin Luther University, Halle-Wittenberg,
and funded by vhw e.V., the Federal Association for Housing and Urban Development (03/2010 to
08/2013). The project was led by Prof. Dr. Thomas Olk, and the team of academics included
Thomas Stimpel, Ivanka Somborski and Constanze Woide.
2To gather information on the social and educational contextual conditions in the districts
investigated, the project also developed a special instrument for socio-spatial monitoring (e.g. on
education), then tested it out using the statistical data provided by the relevant city institutions.
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The initial problem when developing strategies for educational landscapes to
counter the consequences of social and ethnic segregation processes is that the sets of
problems identified are interwoven across “borders” (cf. Kussau and Brüsemeister
2007, p. 31ff.). Although, as the different functions have been allocated, there has
been a process of separating work responsibilities by hierarchical level and hori-
zontal connections (specialised departments), the problems to be tackled—and thus
the problem-solving strategies required—are interdependent, meaning that decisions
and action taken need to be coordinated between different hierarchical and horizontal
levels. This is also the case for the problems which are of interest here. When
tackling the results of segregation processes in social spaces, issues related to the
education (and educational networking) of the different actors in the social space
cannot be viewed in isolation from urban planning processes related to the neigh-
bourhood as a place where young people and their families live and are housed. After
all, the socio-spatial conditions and structures which dominate in a district also
determine the neighbourhood’s quality as an educational space, and thus the con-
textual conditions for young people’s processes of education and development (cf.
Mack 2008). On the research project, education-related strategies were thus analysed
not just as departmental policy (e.g. in a municipality), but also, above all, as the
object of cooperation between municipal education policy (in an extended sense)
and developmental policy for a city or city district. Accordingly, the principle
research question can be formulated as follows: How, and to what extent, can
municipalities succeed in linking the education policy targets around the develop-
ment of municipal educational landscapes to specific regulatory forms, committees
and measures for networking (etc.) in a way that actually allows the education-
related contributions made by the different actors and settings in the multi-level
system of the city to be systematically integrated, improving educational outcomes?

The investigation studied three cities (Mannheim, Karlsruhe and Nuremberg)
which had all, prior to the start of the research project, started not only to introduce
ambitious educational targets on a city-wide basis but also to develop and test
instruments and institutional innovations on subsections of the city, to tackle the
consequences of socio-spatial segregation processes.

Strategies and Instruments to Tackle Socio-spatial
Educational Inequality

In the following, the case examples of Mannheim and Nuremberg will be inves-
tigated to discover the means used by actors with political and administrative
responsibility to combat the polarisation of educational opportunities and the threat
of exclusion facing young people living in socially disadvantaged districts. It is no
coincidence that these two cities see a need to take action on this. Increased need for
action can be identified both in the district of Neckarstadt-West and in “West
Nuremberg”. These two districts are social spaces with many social problems
(indicated by the above-average proportion of inhabitants of immigrant origin, the
high proportion of children receiving social benefits, the high unemployment
rate, etc.).
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The Project “One Square Kilometre of Education—
Education in the Grid”

The key project set up by the city of Mannheim in the district of Neckarstadt-West
is planned to last ten years and named “One square kilometre of education—
education in the grid”, referring to the grid-like street pattern in the area. Since
September 2009 this has been trying to improve the educational success of dis-
advantaged children and young people in the district. The project is jointly run by
the city of Mannheim and the Freudenberg Foundation in Weinheim. Its focus on
the social space of a primary school district is intended to help develop a net-
working strategy supporting individuals’ biographies and centring on one of the
two primary schools in the district. The establishment of this project is linked to
three strategic aims:

• improving the educational opportunities of the children and young people living
in this district by means of a culture of learning and encouragement which
supports individual biographies and involves various institutions,

• potentially mobilising all educationally relevant actors in the district,
• testing out the model project with the aim of transferring the knowledge gained

to other districts if it is a success.

As the driving force behind the networking strategy, a “pedagogical workshop”
was set up to provide coordination and support on the project (cf. Stadt Mannheim
2013, p. 172). The central fields of action are: encouraging network structures to be
set up and extended between the actors, supporting the development of day-care
centres and schools, and improving processes for the transition from kindergarten to
school and cooperation with parents (ibid.). Another task consists in encouraging
actors in education from different fields of action and sectors to network on the level
of the social space (cf. Jahre and Werner 2011, p. 281). Moreover, the success of
the project is being assessed using academic process evaluation (cf. Dickhäuser and
Gronki-Jost 2012).

“West Nuremberg Landscape for Learning and Education”
Working Group in the Weststadt District Team

“West Nuremberg” is a social space characterised by huge industrial wasteland sites
(AEG, Quelle etc.) which is in the process of post-industrial structural change. To
achieve the interdepartmental management and coordination of strategies which this
requires, based on policy on economics, district development and education, in
2008 the City Planning Office took charge of a “Weststadt district team” involving
almost every municipal department and acting as a means of implementing
strategies for integrated urban and district development, an intermediary between
the strategic and operative levels. This district team is intended to coordinate district

236 T. Olk



development and initiate approaches for development and participation, as well as
inspiring projects. On this district team, representatives from the educationally
relevant business areas of schools, young people, culture and social and family
issues take on responsibility for developing the “West Nuremberg landscape for
learning and education”, thus acting as the driving forces behind the process of
local education-related development. Interviews with experts identified the key
tasks of this informal working group as getting to know networking structures,
establishing needs, controlling resources for support in line with needs, supporting
actors and mediating between different (hierarchical) levels of urban policy. The
2012 integrated urban development plan (INSEK) for Weststadt also emphasises
the fields of education and learning as prominent elements in the process of urban
development, naming strategic projects for improving the educational infrastructure
in “West Nuremberg” in terms of construction and content. “Strategic projects” are
to be used as a basis upon which networks can develop among educationally
relevant institutions, and provisions and services can be agreed upon and coordi-
nated together.

In addition, also in 2008, two district coordination centres were set up for the
area investigated, based at the department for Young People, Families and Social
Affairs (run by the office for social space development). The central tasks of the
district coordination centres are local networking, increasing district communica-
tion, and mobilising additional support for the district (e.g. by gaining corporate
sponsors, creating opportunities and occasions for district meetings and developing
spots to support and act as an anchor for local residents). The content does not focus
on the usual tasks of district management; instead, the central target group is the
district’s children and young people, and the subject is extending the local edu-
cational infrastructure.

Effects of Innovation (E.G. by Institutions)
on the District Level

As outlined, the project “A square kilometre of education” offers an approach which
accompanies people’s biographies by helping develop a conveyor-belt process
“from the start” which relates to such biographies. This is not about all the children
in the entire district of Neckarstadt-West, but only about the children who live in
the catchment area of the primary school at the heart of the network’s development.
The biographical link is thus systematically connected to the link to a formal
education institution. The network arising from this construction has two biases.
Firstly, in this kind of school-related network, formal institutions are preferred as
network partners. The (limited) quality of education in the social space of
Neckarstadt-West can thus only be taken into account as such if a formal actor picks
up on the matter. However, that is unlikely in view of the second bias: the implicit
preference for network partners which define themselves as relevant to processes of
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scholastic education. Our findings in the context of qualitative network analysis
show, in any case, that as the network develops around the primary school
investigated, intensive cooperation occurs the most among those partners in the
network which are in some way seen as relevant to scholastic education processes,
either by themselves or by others. Apart from daycare centres, these particularly
include institutions offering language support, homework tutoring or special music
classes (for details see Olk and Somborski 2013).

The links among actors of this kind in the district which provide relevant support
for children at this primary school constantly grow denser while all other actors—
ones which may also be educationally relevant—tend to drop out of the network’s
range of vision. Accordingly, the qualitative interviews with relevant actors
working with young people, in social care, culture and migration show that though
these actors are aware of the project, they only have loose ties to the main actors on
the project as they do not always see themselves as relevant to scholastic education.
This means that the educational potential of the institutions and actors which tend to
provide non-formal and informal education is not put to optimal use within this
pilot project. Another consequence of this selective recruitment of network partners
is that the project cannot meet expectations that, alongside its core task, it will also
mobilise the district.

The “West Nuremberg learning and educational landscape” working group in
the Weststadt district team, and the district coordination centre, also made it their
aim to create more links between the educationally relevant actors in the Nuremberg
West, thus allowing the educational activities offered by individual institutions to be
coordinated better. As a result, network structures can be identified in both districts
which consist of a combination of some networks working towards a particular
target and others which do not. The non-targeted socio-spatial networks include the
central district working groups in Gostenhof-Ost, Gostenhof-West and Muggenhof.
These district working groups include all actors of relevance to the district. The
targeted networks include the “School support working group” in Gostenhof and
small-scale cooperative associations made up of schools, crèches and day-care
centres. In addition to this there is also a “West Nuremberg” working group
combining crèches, primary schools and day-care centres.

Though the actors involved are basically extremely satisfied with these forms of
socio-spatial networking, the district actors do see some need for further devel-
opment. Thus, those interviewed believe that the district working groups should
mainly be for sharing information and experience, and are a platform for developing
smaller initiatives and projects. In their opinion, however, there needs to be more
development of “small-scale networks” among institutions, e.g. between kinder-
gartens, primary schools and after-school day-care centres, or linking secondary
schools with important educational partners in their surroundings. To that extent,
some of those interviewed identified considerable need for development with regard
to opening up secondary schools to the district. However, these actors also pointed
out that in view of the professionals’ heavy workload and the high transaction costs
related to developing and maintaining cooperative relationships, there is a need (see
also Niemann in this volume) for supportive structures and additional resources (on
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the problem of maintaining cooperation see also Stolz 2013). A look at the
“strategic projects” in INSEK 2012 also clearly reveals that, in terms of content,
progress within cooperative relationships has so far relied far too strongly on the
initiative of committed individuals (such as school directors), as there is a lack of
reliable supportive structures and resources. Moreover, according to the experts
interviewed, when schools work with external partners, the ideas and interests of
the school still dominate, meaning that some partners on cooperative projects still
feel more like service providers rather than partners.

Summary

This chapter looked into the question of whether (and in what conditions) a
municipal strategy for educational landscapes can play a part in reducing segre-
gation and socio-spatial educational inequality. This was investigated using the
specific procedures and innovative institutional measures in the cities studied:
Mannheim and Nuremberg.

Very generally, the question can be asked of how the cities dealt with the
problem of intersectoral coordination on the conceptual level. In this respect it can
be seen that, even on the conceptual level, the project “One square kilometre of
education” in Mannheim is already a sectoral approach, focusing exclusively on
improving the educational situation of a certain part of the district’s pupil popu-
lation. The project is not a comprehensive response to the particular social, ethnic
and educational characteristics of the district, and indeed the systematic aims of the
project do not include improving or developing those characteristics. In other
words, issues around developing urban planning and education in Neckarstadt-West
are not conceptually related to one another. By contrast, the procedure used in West
Nuremberg is an integrated approach which involves seeing interaction between
district development and education from the conceptual level on, and creating an
intersectoral development strategy on that basis. In both cities, the selection of
instruments and institutional innovations is part of a systematic context of setting
priorities for the city as a whole. Thus, even on a citywide level, Mannheim is a
best-practice example of “joined-up” municipal education policy, with structural
decisions, planning instruments and management strategies for district develop-
ments being put together in the overall context of citywide education department
policy. By contrast, the development of a local learning and educational landscape
in Nuremberg is an important element of urban/district development strategy for
West Nuremberg. This systematically links the concept of the educational land-
scape with the socio-spatial perspective, seeing both the contexts and solutions to
problems as locally dependent. This link is maintained at the point where the
strategic and operative levels meet. The West Nuremberg district team was estab-
lished as an interdepartmental platform for interdisciplinary exchange and the
development of complementary strategies basically allowing the process to be
coordinated at every stage of implementation. By contrast, the project “One square

Educational Landscapes and the Reduction … 239



kilometre of education” is part of the City of Mannheim’s hierarchical educational
department, with no systematic links to the urban development department.

On the level of connecting educationally relevant actors and institutions in the
district, the strengths and weaknesses of the two case examples complement one
another. The institutionally centred networking approach in Mannheim, focusing on
a primary school and accompanying people’s biographies, facilitates the leap from
mere networking to better-coordinated educational programmes (if at the cost of
narrowing down its sphere of influence). The socio-spatial West Nuremberg
approach, meanwhile, initially prioritises networks without a single focus, which
are then expected to produce smaller networks for specific tasks. Though
task-related networks of this kind have indeed developed, they are still “islands”
within a fragmented educational landscape in West Nuremberg.
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Educational Work in the Municipality

Heinz-Jürgen Stolz

Abstract The social division of our cities is driven to a significant extent by
selection effects in the education system. Low levels of income and education,
dependency on transfer income, poor health (defined in psychosocial terms) and
deviant social behaviour can always occur separately within society. However,
multiple forms of deprivation are now increasingly found in one person or one
place: entire “dropout” neighbourhoods. To battle these persistant, chronic prob-
lems, local governments are increasingly turning to municipally coordinated edu-
cational landscapes and chains of prevention. This chapter sheds light on the social
function of such approaches and describes the conditions in they can succeed. The
defined target is the perspective of integrated urban/district development planning.

Keywords Educational landscape � Chain of prevention � Local governance �
Full-service community education � Segregation � Social space � Educational
monitoring � Socio-spatial monitoring � Effect-focused management

In the mid-1990s, the term “educational landscape”—prefixed by “regional”,
“municipal” or “local” as preferred—ushered in a political discourse among pro-
fessionals which was new to Germany. While a matter of course in
English-speaking countries, among others, with their dominantly pragmatic
understanding of education and the approach of “community education” (cf.
Buhren 1997), this discourse had long been foreign to the nature of German
humanist and neohumanist thought. We will not enter further into this topic (the
history of ideas); let us just say that Germany’s universalist education theory cannot
deal with the subject of educational regionalisation, as it sees education as tran-
scending unpredictable aspects such as the situation in a place or social space.
Additionally, if education means “Anregung aller Kräfte” (stimulating all our for-
ces), then according to educational theory it is seen as a purpose in itself, not
primarily as cultivating usable skills. In humanist thought, education shapes people
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themselves and does not (as in pragmatism) provide subjects already equipped with
logical thought with the “tools” needed to live their lives independently. This
humanist educational ideal found its true expression in the socially highly selective
Gymnasium grammar school.

The situation regarding education theory which is sketched out simplistically
here also has a long-term effect on current discussion on educational landscapes,
both local (cf. Stolz 2009) and municipal (cf. Weiß 2011): for example, Gymnasium
schools are still wary of this approach, while primary schools and the “lower” levels
of secondary school are increasingly coming to terms with the paradigm of a focus
on social space. In the worst-case scenario, the current professional discourse on
policy could thus be a sign of a widening gap in the understanding of education:
“purposeless” humanism for the upper and middle social milieus,
“human-capital-creating pragmatism” for the rest. In an optimistic scenario, by
contrast, educational landscapes lead to fairer equality of opportunity:

• by context-sensitive resource management with greater support for socially
troubled neighbourhoods and institutions (“treating different things differently”),

• by making family life and work more compatible through more all-day care,
• by improving transition management, including raising the percentage of pupils

attending Gymnasium and studying.

The empirical truth between these two poles, which are perhaps more about
educational strategy than educational theory, is not somewhere in the middle, but in
a different place for each educational landscape, i.e. for each place.

The current discourse on education policy can be understood (especially in terms
of its focus on regionalisation) as a kind of fragile “historical compromise” between
the two scenarios described. For example, institutions of education and advice can
be made interculturally receptive as a purely humanist purpose, to create fair
equality of opportunity, and/or to tackle the lack of professional staff by employing
migrants. The same is also true, for example, of the guiding principles of raising the
percentage of pupils attending Gymnasium and studying, or improving the com-
patibility of family life and work. In addition, the direct economic and exploitative
interests in the context of gaining human capital are accompanied by the particular
local interests of the municipalities. In times of increased mobility, especially in
densely populated urban areas, the municipalities have come to see improved
infrastructure in the field of education, child raising and childcare as more than just
“soft” pull factors: after all, people today no longer necessarily work in the
municipality where they live.

Interest in creating local educational landscapes is thus overdetermined, so to
speak, without absolutely being a sign of a paradigm shift in educational theory: it
is simply a perspective on planning which currently meets with unanimous
approval, no more, no less.1

1This overdetermination can also be seen in the “Munich Declaration” made by the Association of
German Cities on the subject of “Joint responsibility for education” in November 2012. Online at:
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The Municipal Aspects of Education

It would be optimistic to say there has been a paradigm shift in education theory,
e.g. towards full-service community education (Ganztagsbildung, cf. Otto and
Coelen 2004; Stolz 2006). Nonetheless, in the context of local educational land-
scapes, education is increasingly becoming an integral, central element of municipal
public services. Even here, however, the aim is rarely to achieve a major break-
through in regulatory policy, for example by demanding the strict municipalisation
of schools. Instead, though people actively welcome the fact that education policy is
now a municipal matter, they also expect sufficient regional funding according to
the principle of federal and regional duty-sharing laid out in Article 104a of the
German Basic Law (Konnexitätsprinzip). The lack of any paradigm shift in edu-
cational theory can be seen on this level, e.g. in the still very rudimentary state of
multiprofessional cooperation, which is of course required as part of the
Ganztagsbildung concept. Local work currently tends to concentrate on issues
around management and cost control (e.g. setting up a municipal educational
monitoring system and integrated professional planning), especially the topic of
managing the transition from kindergarten to primary school and from school to
work. Another important focal point of planning is the dimension of social spaces,
partly in the subdivision of networks: at the neighbourhood level within cities or at
the level of municipalities within rural districts. The educational management
required here (cf. Stefan and Greskowiak 2011) to create local and socio-spatial
networks is “unified” in that it

• is intersectional in design (school, continuing education, youth welfare, health
promotion, social security systems),

• involves public and private sponsors, the former in the shape of a
responsibility-sharing alliance between the state and municipalities, across the
multi-level system of political governance (ignoring and sometimes explicitly
infringing the Kooperationsverbot restricting the state’s influence on the edu-
cation system),

• is designed to favour participation and consensus (here, a distinction must be
made between the participation of institutional stakeholders, which is generally
more well-developed, and the direct co-determination and participation of the
neighbourhood population, parents, children and young people, which is gen-
erally weaker),

• lifts the restriction to formal education in schools, at least in terms of its agenda,
by introducing Ganztagsbildung, and

(Footnote 1 continued)

http://www.miz.org/dokumente/2012_muenchner_erklaerung_staedtetag.pdf. Accessed: 30 March
2014.
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• increasingly addresses the spatial dimension of education (e.g. on funding
programmes such as the “Social City”2) and includes it in its design (see also
Böhme and Franke in this volume).

In the optimistic scenario, this creates the conditions which allow increased
multiprofessional cooperation with a needs-based design reflecting people’s life-
worlds. In the pessimistic scenario, this all serves merely to improve the efficiency
of social engineering without changing the “additive” division of labour among the
institutional educational actors, and without any real chance of creating a truly
beneficiary-based, multiprofessional outlook on action. The question which still
remains unanswered is thus whether local educational landscapes do actually help
bring educational settings themselves closer to people’s lifeworlds and increase
their social justice—or whether there is actually just better coordination of some-
thing which has long existed (see also Olk in this volume).

The many municipal aspects of education feature the following characteristics
and limits:

• in the context of (integrated) professional planning, coordination and network
management, municipalities create the infrastructural conditions for a paradigm
shift in educational theory, but cannot themselves bring that shift about;

• designing local educational landscapes at municipal level is always also based
on value judgements derived from guiding principles and the particular com-
promises over stakeholders’ interests (caught between humanism and
pragmatism);

• municipalities position “education” within the overall context of municipal
public services, which also include, for example, social security, the provision of
psychosocial support and the promotion of good health. This wider planning
context is currently described using the term “chain of prevention”.

The following will outline the educational aspects of this wider context of
municipal chains of prevention. It will include the author’s experience as the head
of the regional coordination office for the North Rhine-Westphalian regional pilot
project “Leave no child behind! Municipalities in NRW take preventive action”, run
in cooperation with the Bertelsmann Foundation.

Education in the Context of Municipal Chains of Prevention

The term “chain of prevention” is basically associated with the following target
ideas:

2Basic information at: http://www.staedtebaufoerderung.info/StBauF/DE/SozialeStadt/soziale__
stadt__node.html. Accessed: 30 March 2014.
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Think from the child’s point of view

In Germany, the support and funding systems are structured strongly around
institutions. The child is turned into a “case” and labelled under the legal system
(e.g. as burdened with a “specific developmental disorder” which threatens to put
their social participation at risk as described in Section 35a of German Social
Security Code (SGB) VIII). “Thinking from the child’s point of view” means that
when long-term learning difficulties occur, the school quickly activates a municipal
support network. This involves different professional psychosocial services (youth
welfare services, health system and special needs education) developing tailor-made
support with the parents. Here, the school retains the main responsibility throughout
for ensuring that the child learns reading, writing and arithmetic—but is not left to
cope with the task alone!

As the next step, “one-stop services” could then be organised so that the parents
do not have to jump through bureaucratic hoops or require extraordinary knowledge
management skills just to get information on the support and funding available to
them. Complicated application processes and a sheer lack of knowledge about the
existence of support and funding facilities are key factors in the social production of
educational and developmental disadvantage. In this regard, the Lübeck Education
Fund3 can be considered an example of national good practice. This combines the
low-threshold provision of “one-stop services” in standard facilities with a corre-
sponding solution for funding and billing. As so often, this kind of innovative
solution does not stand alone, but is lined to other socially inclusive models: in the
case of Lübeck, one example is full-service community education activities which
span various schools and school types, including some at places of learning outside
school, e.g. when Gymnasium pupils carry out theatre projects along with SEN
pupils as part of standard full-service community education, with those involved
placing no special emphasis on this individual breach of the school system’s cat-
egorisation structure (cf. Meinecke et al. 2009).

Combine Evidence-Based Work with Results-Based
Management

When designing municipal chains of prevention and local educational landscapes,
there is a particular need for data on individuals. This can be used to study lon-
gitudinal developments in children's and young people's biographies (educational
and otherwise) depending on the economic, social and cultural resources offered by
their home and social space. The data can then be complemented by small-scale

3Initial information on the concept: http://www.alleinerziehende-bmas.de/tl_files/nwhfa_
downloads/publikationen/Produktionsnetzwerke%20und%20Dienstleistungsketten_Reis_
BMFSFJ_2010.pdf. Accessed 30 March 2014.
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information from the municipal planning department (see also Gehrmann et al. in
this volume). Evidence-based “education as a component of the city” cannot, after
all, be achieved if

• fair comparisons cannot be made between establishments for education and
childcare (e.g. between individual kindergartens or schools) based on social and
school indices,

• small-scale monitoring cannot be carried out of education, social issues and
health (ideally down to street level) so as to investigate the sociospatial segre-
gation tendencies at neighbourhood level,

• systematic municipal contexts cannot be set up for results-based management
and participation-based urban development and maintained as an aspect of
integrated professional planning.

In the context of municipal planning, evidence-based and participation-based
practice and results-based management (see also Niemann in this volume) are
inextricably linked. However, there is considerable resistance to this integrated
planning philosophy of “education as a component of the city”.

Multiprofessional Cooperation

Another reason for the fragmented way of thinking, not based on people’s situations in
life or biographies, is the fact that professional cultures have historically evolved
separately (cf. Speck et al. 2011). Healthcare, social work and educational subdisci-
plines (based on a narrow definition of education) view children's and young people’s
lives and learning from very specific aspects and over very specific timeframes (e.g.
school years, the length of a support process or a series of family advice sessions). They
never get the whole picture of the biographies (e.g. educational biographies) produced
by “unequal childhoods” (cf. Betz 2008). Often, this temporary focus on children and
young people is further restricted to an intervention linked to a certain deficit-based
diagnosis: the child becomes a “case”, a “specific developmental disorder”, an example
of repeating a school year or some other stigmatised typification.

Multiprofessional cooperation is still possible even with this restriction (e.g. in
case conferences and among advisory teams). However, this kind of cooperation,
primarily based on institutional interfaces and separate responsibilities, offers far
less potential. In these settings the child remains a “case”, a “file”, and is not seen or
involved in the social and material contexts of his or her human ecological system.

Conclusion

As a “component of the city”, education is not only related to infrastructure around
education and childcare; it is also a key factor in the process of our cities’ increasing
social and segregational division into troubled and untroubled neighbourhoods. The
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educational background of a child’s parental home is known to have a decisive
influence on the next generation’s educational and developmental opportunities. It
affects the specific facilities for education and childcare (kindergartens, schools)
which are selected, and decisions on the next stage in the school system they will
take. Later a family's education can affect their choice of university or training, their
selection of a city (commuters) or a residential neighbourhood. It also affects their
knowledge management when they access educational and developmental support,
as well as the amount of social capital available in the family's surroundings which
is useful for their educational biography. Education is highly correlated to good
health, family income and other key factors in successful childraising as known
from international research on children’s wellbeing (cf. Ben-Arieh and Frønes
2007). It makes little sense to look for links in the sense of causal analysis, as all
these factors actually interact following the principal of the previously mentioned
Matthew effect: “Unto every one that hath shall be given”.

In sociological terminology, sociospatial segregation, or to put it more clearly
the social divide within our cities, can be said to describe a timeless trend. Anyone
wanting to effectively combat the associated spatialisation of social inequality
requires integrated plans of action. Urban and district development can no longer be
restricted to urban planning in its narrower sense. Instead, the construction of urban
spaces must always also be seen as the creation or removal of territorial barriers, or
as the creation or removal of chances to appropriate spaces. Education, the pro-
motion of good health, social prevention and urban development must thus be
brought together in the context of evidence-based, integrated urban and district
development planning. Today’s pillarised municipal planning structures are still
light years away from this outlook, and integrated reporting on education, health
and social issues tailored to individual municipalities and social spaces is still a
thing of the future.
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Educational Planning and Urban
Development in Munich

Rainer Schweppe and Wolfgang Brehmer

Abstract Education and urban development are closely linked in the city of
Munich. The Education Guideline serves as the strategic foundation as an element
of the urban development plan PERSPEKTIVE München; in 2013, the third
municipal education report was published. The challenges in education planning are
enormous not least due to the predicted population growth, this is further aggra-
vated by the close connection between social background and education results that
exists in many cities. That is why creating more educational equality is a top
priority for municipal education management. This chapter presents the socio-
spatial strategies and measures adopted by the city of Munich, as well as partner-
ships which have already been established between various departments and actors.

Keywords Education and urban development � Municipal education manage-
ment � Social index � Education report � Educational equality � Munich support
formula � Bildungslokale

Munich is a “high tech” region with a considerable population growth. Since 2007
alone, the population has increased by 140,000 inhabitants to currently 1.45 million.
By 2030, a further growth (by 200,000) to 1.65 million is forecast. For municipal
educational planners, the development in the age groups of children and adolescents
is the main focus. In the last years, the age group of children visiting crèches and
kindergartens grew most.
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The composition of the city population in Munich is characterised by interna-
tionalisation and immigration. A total of 38.6 % of the inhabitants had a migrant
background in 2012, in the age group of those younger than 18 years old, it was
54.7 %.

Education and urban development are traditionally closely connected in the City
of Munich. There is a broad consensus in urban society that education is the key to
the future for our society, the basis of individual development, but especially for
participation. Munich is committed to the concept of a “municipal educational
landscape”. Its main characteristics are a comprehensive understanding of education
that takes into account the entire educational biography including social, cultural
and sports education as well as the cooperation and networking of all actors in the
spirit of a comprehensive system of education, care and supervision.

Munich already has a well-established system for data-based municipal educa-
tional governance with the Educational Report (cf. City of Munich 2006; cf. City of
Munich 2010; cf. City of Munich 2013), the Educational Guideline (2007, 2010) as
part of the urban development programme PERSPEKTIVE München as well as
annually conducted strategic management closely linked to budget planning as its
core elements. Municipal Education Management is an organisational unit with
cross-divisional responsibilities that is permanently integrated into the Department
of Education and Sports. It systematically and continuously links the responsible

Fig. 1 Early childhood education, care and supervision: share of children receiving remedial
language training (preparatory German class), school entry health examinations 2011/12 (in %)
(cf. City of Munich 2013)
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players in education across the city and within the city districts (local education
management) by taking into account additional staged management levels
observing their respective responsibilities.

As the data in the Educational Report demonstrates, there is a close connection
between the social background and education results in Munich—as is the case in
many cities. This already becomes evident in early education periods. Across the
city, for example, 19.8 % of the children examined in the school entry health
examination in 2011/12 received remedial language training by means of the
preparatory German class, but, depending on the city district, there was a deviation
of between 6.9 and 34.5 % (see Fig. 1).

A socio-spatial analysis of the transfer rates to the Gymnasium (secondary
school that ends with a degree entitling students to pursue higher education)
according to school districts demonstrates how closely the educational path and
education success are already linked in the primary school age. The transfer rate to
the Gymnasium tends to be higher the less “burdened” the school district in which it
is located or the higher its social index value (see Figs. 2 and 3).

Fig. 2 Transfer rates 2011 to the Gymnasium from public primary schools according to school
district and social index 2011 (Munich Educational Report 2013)
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The PISA studies demonstrated that especially in Germany, there is a strong link
between a child’s successful participation in education and its parents’ social status.
It is therefore necessary to examine the general conditions to conduct differentiated
education management.

The Statistical Office Munich establishes a social index with three parameters to
evaluate the school district in terms of the social space. Methodically, it is strongly
inspired by the approach taken by education planners in Zurich (cf. Zurich
Department of Education 2012). In it, three parameters are condensed to form an
index value per unit of space. The share of households with Abitur or Fachabitur
(school-leaving certificates entitling the student to pursue higher education) of all
households, the spending power index and the share of foreign citizens in the
population with principal residence are used as proxies for the socio-economic
location.

The creation of more education equality is defined as the biggest challenge in the
Education Guideline that was passed unanimously by the Munich City Council in
2010. It is pursued with special strategies and measures that shall be examined in
more detail in the following.

The participation in the “Lernen vor Ort” (“local learning”) initiative, the most
comprehensive educational programme to further develop education management
on a municipal level, is used to achieve this objective just as the successful
application as an educational region in Bavaria was.

All structural approaches and projects initiated in the first funding period of the
“Lernen vor Ort” initiative (2009–2012) are based on the strategies for imple-
mentation as defined in the Education Guideline and serve to increase equal

Fig. 3 Transfer rates 2011 to the Gymnasium and social index 2011 of the public primary schools
in Munich (Source Statistical Office Munich, ZIMAS, own representation)
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opportunities and establish educational equality. They were implemented in specific
cross-departmental and cross-institutional communities of responsibility (Fig. 4).

In the second funding period (2013–2014) of the “Lernen vor Ort” initiative, this
approach to cooperative eduction management was further developed into seven
subject areas along the education chain. The engagement of foundations is espe-
cially worth mentioning in this context, for example those foundations operating
within the newly founded Education in Munich network of foundations that is
coordinated by the Kuenheim Foundation of BMW AG.

Munich’s application as an “Educational Region in Bavaria” in 2013 demon-
strates that there is a high degree of alignment between the five pillars of this state
initiative and the subject areas of the federal “Lernen vor Ort” programme. We
expect the cooperation of all players involved in education, but especially of the
cities and the state, to be considerably improved and stabilised based on this
approach. Special emphasis is also placed on a stronger connection of school
development planning and youth welfare planning efforts. Munich already complies
with the expectations phrased in the position paper of the Bavarian State Youth
Welfare Committee (Bayerischer Landesjugendhilfeausschuss) to a great extent.
The cooperation between youth welfare services and schools mentioned in the
fourth pillar of the Education Regions Initiative is especially developed further in
the context of the efforts to expand full-time education.

Munich is faced with enormous challenges not least due to the predicted population
growth. The subjects mentioned in the fifth pillar (“Facing challenges resulting from
demographic change”) are therefore of paramount importance. This holds true for
sustainable school building management, for which the City Council set a clear signal
most recently with its school building offensive, but also for a stronger regional, i.e.
urban, school and education development. In total, an investment volume of roughly €
2 billion will be implemented in the next years in school construction.

Fig. 4 Munich approach to cooperative municipal education management (own representation)
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In this context, the further development of full-time education that is urgently
needed from the perspective of education and family policy and which in Munich is
supported by a municipal service agency that is unique in Germany should also be
mentioned.

The Munich City Council defined how a modern learning environment for
full-time education can be designed structurally and organisationally in its “learning
house” concept for the future. It meets the demands of a flexible and multi-
functional space allocation plan and supports the core elements of school devel-
opment. In further developing full-time schools by doubling the number of full-day
programmes at municipal secondary schools as was decided in July 2013, the City
of Munich is leading the way in an exemplary manner.

The “Munich support formula” for the more than 1.200 publicly funded child-
care facilities is an outstanding example for the “Munich approach” of integrating
structures, instruments and innovation in education: Based on a decision by the City
Council, a special community of responsibility was established—an advisory
committee—in which all relevant internal and external players are represented. The
Municipal Education Management unit is responsible for the overall responsibility
and coordination. Data from the Educational Report and the social monitoring is
used as the essential instrument. Innovation in education, i.e. what reaches the
citizens, is a considerable improvement of the general conditions for systematic,
individual support for children with difficult initial learning capabilities, irrespective
of the institution or the place of residence. This innovative concept, in particular,
meets the requirements described in the third pillar of the educational regions
initiative (“no talent must be lost”) and can also be applied to other municipalities.
The Munich City Council provides up to an additional € 50 million until the
completion of the final stage.

Fig. 5 Fields of action in demand-oriented school development (own representation)
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The transfer of this concept of a more demand-oriented budgeting to schools is
already being implemented at selected schools. In an exemplary cooperation, the
school, youth welfare services, the city, the state, structural further development and
practical implementation have been linked (see Fig. 5).

The conceptual design and implementation, however, require just as much
engagement of the players involved and the respective resources as the management
and further development of the support formula does. It is about change manage-
ment in the best sense of the word.

The local education management with local education counselling that was
conceptually developed and implemented in the three neighbourhoods Hasenbergl,
Neuperlach and Schwanthalerhöhe during the first funding period of the “Lernen
vor Ort” programme has been transferred to a fourth neighbourhood, Neuaubing, in
the second funding period. It is especially in this approach specific to a major city
but at the same time local that all five pillars of the education regions initiative take
effect, but especially the meaning of “education as a location factor” mentioned in
the fifth pillar. The objective is to reduce background-specific disadvantages in
education and to operatively build effective and sustainable structures for cooper-
ation in the city district. In these efforts, education becomes the driving force of
district development and contributes to improving the quality of the respective
location. Du to the convincing results of the evaluation, the Munich City Council
decided as early as in December 2013 to make the previous “BildungsLokale”
permanent and to establish two additional ones.

The paramount importance of the subject “Organising and accompanying tran-
sitions” mentioned in the first pillar is accommodated by structurally anchoring
strategic transition management as a core element of municipal education man-
agement. Closely linked to monitoring, all transitions are systematically recorded
and conceptually handled. Especially in case of the transition from school to a
professional career, the newly developed community of responsibility is used to
turn a transition system with a historic tradition into “transitions with a system”
(Fig. 6).

Fig. 6 Cooperation structure: transition from school to professional career in Munich (own
representation)
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The exemplary characteristic of transition management in the learning and
adventure camps for students at Mittelschulen or the so-called LuKS—learning
environments at the transition from kindergarten to primary school—have already
been established with a lasting effect.

The setting of priorities in the “Lernen vor Ort” programme in the fields of
action “integration” and “family education/work with parents” is also very
important for the further development as an education region because these are vital
challenges with regard to content for the education system in Munich.

The coordination and further development of content for the “early support”
developed as a model based on data of the educational and social monitoring has
already been transferred to three further city districts. After a special evaluation, the
City Council decided to make the efforts permanent by implementing an overall
concept for “early support” that further sets the course so that children and parents
in risk situations are supported as early and as precisely as possible.

In conclusion, we can state that in Munich, significant steps have been taken to
achieve more educational equality and to effectively support children right from the
start. Caught between increasing tendencies towards segregation and the foresee-
able skills shortage, enormous challenges remain.
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Managing Educational Landscapes

Lars Niemann

Abstract The topic of this chapter is the management of the processes on the
intersection of space and education. When the realization of educational landscapes
is connected to spatial activities such as the construction of buildings or an urban
concept for the distriet, implementation is highly complex. Both educational actors
and planning professionals have work together with the public administration to
accomplish the project. This network creates nodes, which are very different from
one another. No practice and structure for cooperation is established either on the
side of the educational institutions or on the side of public administrators and
planners. Nevertheless, there has to be a coordinated process. Management struc-
tures are necessary to lead the project towards its goal.

Keywords Educational landscape � Management � Urban planning � Space �
Pedagogy

The different types of educational landscapes generally pursue aims which are to be
achieved by means of actors from various disciplines cooperating. However, on
such projects, there is often no precise idea of what path can be taken to achieve
these aims, which actors can take on which roles and tasks, and how the existing
and new structures in educational landscapes can cooperate. Even though the need
for management in this context has been emphasised (cf. Deutscher Verein für
öffentliche und private Fürsorge e.V. 2009, p. 7; Reutlinger 2011, p. 55) and initial
studies on management issues have been carried out (cf. Niemann 2014), the
subject has not yet been sufficiently included in project implementation. This can
cause difficulties with cooperation which can, for example, lead to delays.

This chapter presents some selected management aspects related to local edu-
cational landscapes. They are largely derived from the Altstadt Nord educational
landscape project in Cologne, which was investigated as part of my dissertation. To
this end, the term “management” is first defined so as to gain a uniform under-
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standing of what management is, and what form it can take in the context of
educational landscapes. Next, the qualities of local educational landscapes are
described in more detail and circumscribed. Their particular features are then used
to present a selection of tips on their management. The aim is to put forward
findings on the management of local educational landscapes which can be used to
check whether methods can be transferred to future projects.

Management

The term “management” is used in many contexts relating to social structure.
Whether in economics, politics or administration, management is usually about
using mechanisms to steer or alter a system, in order to reach a target. Following
Mayntz and Heinrich, it is not necessarily assumed that management activities
always result in actions being taken, or have to lead to success (cf. Mayntz 1997,
p. 188ff.; Heinrich 2008, p. 34). This might at first seem surprising, as one would
generally assume that the whole purpose of management is to initiate actions.
However, bearing in mind the form taken by managerial activity and its effects in
complex groups of actors, it soon becomes clear that in modern times, people do not
understand management as rigidly pushing through tasks: instead the focus is on
coordinating activities carried out by different actors following specific kinds of
logic. The results achieved by actions depend on a variety of mutual influences (cf.
Altrichter 2011, p. 124ff.). This understanding has changed over history, and is
described by Malik (2008) as the opposing poles of “construction” and “evolution”
(ibid., p. 79ff.). From this point of view, constructed management is linear, regu-
lated and hierarchical. It offers actors little leeway and shows a high level of
formalisation. In evolutionary terms, meanwhile, management is characterised by
the actors being involved in social interaction (see Fig. 1). Heterarchies and

Fig. 1 Evolutionary management, in which the aim and coordination are negotiated among the
actors (Source own representation)
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networks form the basis, while communication and independent action with
decentral decision-making and a low level of formalisation are characteristic.

Every system—according to Rüegg-Stürm (2003, p. 17ff.) and Malik (2008,
p. 36) that means all forms of enterprise or organisation—lies somewhere between
these two poles and uses elements of both managerial extremes. Depending on the
specific kind of system and how the actors are structured, rules are defined within
enterprises which act to coordinate them. This coordination always takes place with
reference to certain individuals, who act as the smallest unit within a system.
Meanwhile, individuals can be part of a larger structural context. They can have an
influence as collective actors (e.g. on a committee) or be part of a corporate context
(e.g. an organisation). Decisions are then made within the system depending on the
role and its associated opportunities or restrictions. Figure 2 is a representation of
the actor groups and their possible connections.

For local educational landscapes, there is no exclusive managerial model. The
key elements (aims, actors, structures and mechanisms) depend on the project and
have to be individually negotiated.

Local Educational Landscapes

The term “educational landscape” (German: Bildungslandschaft) has become
highly popular in recent years when discussing cooperation between actors in
education on different spatial levels. As far back as 2007, the Association of
German Cities described the municipal level as a specific space for educational
processes (cf. Deutscher Städtetag 2007). If the understanding of locally rooted

Fig. 2 Individual actors and how they may be connected in collectives or corporations (Source
own representation)
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learning is extended to include the aspects of urban planning or construction, this
creates a model for educational landscapes which Berse (2011, p. 41) described as
“social space as an educational space”. To extend this typification, introducing
other characteristics and properties described in the past (e.g. cf. Bleckmann and
Durdel 2009; Otto and Bollweg 2011; Mack 2007), this chapter is based on the
following definition of a local educational landscape: “Local educational landscapes
are long-term cooperative ventures under municipal responsibility carried out by
actors from formal and non-formal educational organisations within a defined urban
space, expressed through construction, acting professionally on a defined basis (in
terms of structure and content) as a recognisably unified system and predicated on
the learners’ perspective” (Niemann 2014, p. 32). The aspects which seem espe-
cially important to me in this context are that an educational landscape explicitly
ties in with a specific urban space, and that actors from the field of education
cooperate with those from the field of planning and construction. The point is on
one hand to take into account spatial aspects on the level of the neighbourhood and
the building within the concept of the educational landscape, and on the other for
the professions’ activities to interconnect.

Local educational landscapes are confronted with many challenges. The actors
come from different professions within the professional fields of education and
planning, and their cooperation is complex. Until now, these fields have rarely come
into contact and thus have little experience of cooperation. Moreover, the profes-
sions work in fundamentally very different ways. The field of spatial planning and
construction generally works in cyclical projects with a clear beginning, end and
timeframe. The fields of education, by contrast, frequently work on ongoing pro-
cesses and continuous developments which are not defined by temporal or product-
based milestones. Though the aim—creating a local educational landscape—is
pursued by all the actors, the subdevelopments are carried out by different groups of
people, meaning that these processes have to be coordinated with other working
methods.

Case Study

A case study is intended to make clear the specific issues with which projects may
find themselves confronted. The Altstadt Nord educational landscape is a project at
the point where educational cooperation meets spatial development (e.g. in a city).
It is centrally located in the structurally dense city centre of Cologne. Six educa-
tional organisations are grouped around an urban open space (Klingelpützpark).
The motivation behind the cooperation arises partly by the need to extend and
restructure the building and open areas, and partly by the hope of improving the
general situation of the institutions in a way that recognises their value. The jointly
defined guiding principle is the meaningful learning intended to form the basis of all
activities. The driving forces behind the project, which was launched in 2006, come
from the municipality and civil society in the form of Cologne city administration
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and the Montag Foundations, from Bonn. In 2013, after several years’ preliminary
work, a competition was carried out to decide how the structures and open spaces
would be planned.

Findings

The investigation into the Altstadt Nord educational landscape in Cologne suc-
ceeded in showing that the management of targets, actors, structures and mecha-
nisms plays a key role in the development process. The following descriptions will
highlight some selected aspects.

Timeframes

It can already be seen from the case example that creating educational landscapes
can take a long time. In Cologne, seven years went by just between the start of the
project and the decision to hold an architectural competition, and none of the
buildings have yet been restructured or newly built. Projects such as “Tor zur Welt”
in Hamburg or “Campus Rütli” in Berlin are working within similar timeframes.
There are many reasons for these long timespans. The Cologne is one of the first of
its kind in terms of how deeply it connects space and education; here, not enough
knowledge had initially been gathered through experience to carry it out. The fact
that the educational organisations cooperated together, as well as with the munici-
pality and a foundation, also required time for trust and acceptance to develop.
Actors had to obtain qualifications for new subjects and cooperative structures had to
be developed and established. Work for studies and competing spatial processes
required certain amounts of time and, on top of all this, at times the process in
Cologne almost came to a halt in terms of visible results due to a municipal election
and the activities of a citizens’ action group.

There are two sides to the aspect of time. On one hand, having plenty of time has
a positive effect on processes, as the actors have the opportunity to develop shared
positions with regard to the project and examine the effects of decisions in great
detail. Mutual trust can be built up, and an understanding can be gained of the
working methods within the group of actors. On the other hand, it is highly frus-
trating for those working on the project if there is no perceptible progress, and they
feel as if they are always discussing the same subjects from different points of view.
The expected results do not appear, and they may ask themselves whether the
project is worthwhile.

For the context of the timeframe, the following managerial recommendations can
be made (cf. Niemann 2014, p. 181ff.): To keep the actors constantly motivated,
firstly continual developments should be planned and secondly measures should be
made visible by means of milestones. Both of these steps help participants identify
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with the project and help the actors remain united over time, even if there are
staffing changes. The spatial plans are often a highly noticeable part of the process,
require decisions to be made on time and work towards a defined set of results. At
the same time, there are long periods during which there is no visible development
(e.g. when studies and investigations are being carried out). The educational dis-
cussions, by contrast, generally do not have a deadline. With regard to the different
speeds at which actors from the spatial and educational contexts work, it thus makes
sense to make use of spare time carrying out appropriate measures, thus creating
continuity within the process.

Project Participants and Structures

The point has already been emphasised that, within local educational landscapes,
actors work together from various professional fields. This in itself is not new, but
educational landscapes involve combinations of spatial planning and educational
development of a kind which have generally not previously come about. The actors
do not know one another, and have different working methods. Moreover, they
come from different structural contexts. Individuals’ actions mainly take place
within forms of organisation run by the state or civil society. As well as their
personal motivation, they always have to take into account the framework of the
organisation in question when cooperating in an educational landscape. When they
cooperate on committees, all these factors come together to create conflict within
the project.

In Cologne’s Altstadt Nord educational landscape, at the start of planning the
participants drafted a project structure for purposes of cooperation. During a series
of workshops, they discussed who should be on what committees and what their
function would be. The result went into a cooperation agreement signed by the
educational establishments, the city of Cologne and the Montag Foundation.
Though the structure was designed for the partners to cooperate together as equals,
it did have some hierarchical aspects. Figure 3 shows how the groups of actors are
linked.

The strength of the structure lay in the fact that it was not established by external
influences but through a process of negotiation by participants. This process created
a great acceptance and identification. In 2011 the structure was changed, with a
stronger focus on spatial/constructional activities. On the part of the educational
establishments, the “support committee” remains the central board. On the part of
the municipality, an Altstadt Nord educational landscape office was set up to
coordinate and manage the project by means of its direct link to the city’s mayor.
This function is highly significant, as it appears to be the only way that all the
project activities can be brought together and managed with simultaneous political
support. Of the committees, it can be said that their relevance lies in making actual
decisions or recommendations during this process. The establishment of irrelevant
structures soon leads to frustration among the actors and can make it a great deal
harder to carry out a project.
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Close involvement in management is a measure which is recommended for local
educational landscapes. The differences between the departments and lack of
internal cooperation structures mean that there should be a central office which can
take on coordination tasks. Cooperation which spans all the different authorities is,
after all, essential. Whether a central management body is established on a
municipal level, or instead (or in addition) there is coordination with close links to
the educational establishment, the management should have a communicative,
facilitative form. The complex structure formed by actors at the interface of spatial
planning and education should be understood from the various perspectives. An
attitude of pushing through regulations has proven counterproductive. For work to
be carried out, it is crucial that individuals and corporations are open to other

Fig. 3 Chart showing the groups of actors in a local educational landscape with corresponding
functions and management mechanisms (Source own representation)
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professions, attitudes, working methods and structures. This is the only way for
shared targets to be achieved.

In Cologne, developing the structures and formulating a cooperation agreement
were important spurs for the project, creating a firm basis for cooperation and
playing a key role in building trust. However, no project takes a linear course, so
structures need to be made dynamic, allowing for adjustment.

Commitment

As well as structural prerequisites, the question of commitment plays a crucial role
when managing local educational landscapes. Here, three basic mechanisms are
effective: working towards a goal, planning and maintaining developments, and
actors’ agreements/actions.

All actions taken and parts of the process carried out must be focused on an
achievable goal. The actors themselves should decide what that goal will be. In
Cologne, the cooperation agreement was a strong guideline at the start of the
project, creating a great deal of commitment among all participants with regard to
achieving the main goal.

The combination and overlapping of spatial and educational processes means
that actors in local educational landscapes find themselves confronted with influ-
ences from within and from outside their organisations. On the whole, the insti-
tutions can organise local cooperation independently: they can define measures,
carry out educational projects and arrange inter-institutional cooperation. They are
usually only limited by the systemic background conditions, though they can
determine these themselves to a great extent. This contrasts with urban construction
developments and construction carried out on the institutions’ existing or new
buildings. Here, actors initially have only limited influence: actions are largely
determined externally. However, the point of local educational landscapes is that
they link precisely these two fields: the spatial and the educational. As a result, there
are overlaps and old boundaries between responsibilities are blurred. The respon-
sibility for processes, meanwhile, is clearly regulated. However, the opportunity
arises, thanks to the overlaps, to define spatial prerequisites from the point of view
of education, and to support education by means of spaces. Accordingly, the def-
inition of the thematic boundaries should not take the form of assigning respon-
sibility to actors, but should instead be used in the interests of each plan. To achieve
this, clear roles need to be assigned. These role are to be understood as functional,
not depending on individuals. They help with differentiation and the division of
work, and at the same time with coordinating actions (cf. Steinmann et al. 2005,
p. 437ff.). If roles are defined or responsibilities delegated by means of committees,
it needs to be made clear what opportunities, boundaries and relevant points are
connected to the structural elements they involve. To encourage actors to take on
responsibility and create commitment, tasks can be divided into manageable
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packages which can then be worked on by independent groups, with a great deal of
individual responsibility.

In Cologne it turned out that though the structure defined at the start was
workable for several years, at the same time informal mechanisms for agreement
had developed, meaning that the committees sometimes showed a tendency to lose
their relevance. One explanation for this is that though the structural situation was
defined on the project, the workflows were left open. There was no definition of the
mechanisms of cooperation. As a result, responsibilities were not always clearly
defined and thus people were not effectively committed to their actions. As well as
structures, effective management thus also involves defining the procedure for
coordination between the structural elements.

Conclusion

Local educational landscapes are complex cooperative ventures at the point where
spatial and educational development meet. Numerous actors are involved in the
process of creation and development; they come from professions with funda-
mentally differing working methods and which are each part of individual structural
situations. Developments are not linear, and the different speeds of different part of
the processes creates greater need for coordination and consultation. Moreover,
planning is constantly subject to external dynamics and changing background
conditions as regards educational policy. Educational landscapes are thus not
independent projects; there is a great deal of dependence on internal and external
factors.

Management is essential if the educational landscapes are to reduce the ran-
domness of development, and if goals are pursued which may have different
temporal and thematic prospects. Management cannot follow a single pattern;
instead, individual structures need to be taken into account, which need to be
compatible with certain managerial mechanisms in each specific case. It is of
advantage if these structures and mechanisms are developed starting out from the
projects. A dynamic understanding of management is required, i.e. not hierarchical
but built on networks and heterarchies. Management needs to allow a great deal of
tolerance and openness for individual responsibility, without being arbitrary as
regards the goals pursued.

Local educational landscapes do not spring up from one day to the next, but need
their time. For local actors and for political responsibility, it is important to accept
this and to combine the necessary staying power with targeted measures to guide
the projects to success.
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Regulatory Areas of Municipal Education
Management on the ‘Learning Locally’
Programme

Markus Lindner, Sebastian Niedlich, Julia Klausing
and Thomas Brüsemeister

Abstract Developments towards stronger coordination and networking at the
regional and local level can be observed in the German education system since the
mid-1990s. This applies to forms of cooperation between schools and youth welfare
or local structures, which include further continuing education in the context of
regional development, district and neighbourhood-based education or the transition
from school into vocational education or work. In recent years, approaches that
place the municipality at the centre of regionalisation strategies have increased in
number. One of the most extensive of these types of approaches is the programme
“Learning Locally” (Lernen vor Ort) from the Ministry of Education and Research.
This chapter seeks to identify the regulatory areas for municipalities that typically
ensue when integrated municipal education management is to be developed.

Keywords Schools � Education management � “Learning Locally” � Municipal
education management � Governance research � Education sector

Since the mid-1990s a development can be observed in the German education
system towards stronger coordination and networking at the regional and local
levels (cf. Luthe 2009; Weiß 2011 as well as the articles in Bollweg and Otto 2011).
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In this regard, a series of initiatives have been developed in the past few years,
which apply to various educational fields1: cooperation between schools and youth
welfare or local structures, further education within the context of regional devel-
opment, district and neighbourhood-based education or the transition from school
to vocational training. In recent years, approaches that place the municipality at the
centre of regionalisation strategies have increased in number. One of the most
extensive of these types of approaches is the “Learning Locally” programme. In the
following, the “Learning Locally” programme will be examined from the per-
spective of educational governance research (cf. Altrichter et al. 2007; Altrichter
and Maag Merki 2010). The analysis is based on the results of the formative
evaluation of the programme.2 This chapter seeks to identify the regulatory areas
for municipalities that typically ensue when integrated municipal education man-
agement is to be developed.

The “Learning Locally” Programme

The “Learning Locally” programme, initiated by the Federal Ministry of Education
and Research, helps local authorities to create and implement integrated, coherent
management for lifelong learning (BMBF 2008, p. 4). For this purpose all
important educational areas should be incorporated and various areas of responsi-
bility should be merged in order to achieve better cooperation and permeability. The
key elements in this process are municipal education management and educational
monitoring. The core tasks of municipal education management include an
inventory of current educational activities at the municipal level and the grouping
and consolidation of responsibilities and stakeholders in the education system.3

Educational monitoring is intended to serve as the main data basis for the local
organisation of education. “Learning Locally” was initially limited to a timeframe
of three years (2009–2012). During this period, 40 municipalities received financial
support. After this period, supplementary financing was possible for two years.4

The formative evaluation consisted of a standardised survey of project heads,
project teams, cooperation partners and stakeholders from the project setting as well
as qualitative case studies with interviews in 14 of the 40 participating munici-
palities at two separate points in time. The following empirical findings are based
primarily on the case studies.

1An attempt at typologising regional educational programmes, although superficial, can be found
in Berse (2011).
2The formative evaluation has been conducted by Rambøll Management and JLU-Gießen since
2010.
3Cf. Lindner et al. (2014) regarding the tasks of municipal education management.
4In the continuation of the programme, 35 municipalities received financial support.

268 M. Lindner et al.



Municipal Education Management
and the Governance Perspective

Based on research previously conducted on educational processes and structures, it is
becoming clear that the programme “Learning Locally” is well suited to be described
and explained through a governance perspective:

1. In the past few decades, the state, the economy and civil society have created a
confusing proliferation of sometimes short-term, sometimes long-term educa-
tional programmes in municipalities, which has become impossible to oversee,
let alone manage. Problems dealing with education fall into the responsibility of
various departments and professions simultaneously or drag out into ‘problem
chains’ (cf. Birg 2013), without leading to further cooperation between the
institutions involved. Cross-boundary problems that cannot be addressed within
one area of responsibility (and furthermore have effects beyond specific pro-
viders) can only be tackled through a more integrated approach to problem-
solving: it is precisely such issues which have led to the development of a
governance perspective (cf. Benz 2004a, b, p. 127).

2. Both “Learning Locally” and the governance perspective reject “simple” notions
of political or administrative steering. The notion of steering based on this
understanding of governance assumes that multiple actors participate in steering
processes. Firstly, in the language of governance research, network-building
functions are addressed across municipal administration, external partners and
civil society and, therefore, tasks belonging to interorganisational governance.
Secondly, “Learning Locally” is anchored in the municipal administration,
which comprises intraorganisational governance functions. This mixture of inter
and intraorganisational tasks (cf. Kussau and Brüsemeister 2007, p. 69ff)
appears to be a distinguishing feature of “Learning Locally”.
The stakeholders who are intended to develop and participate in municipal
education management relate to each other on various levels which are both
horizontally and vertically differentiated. The relationship between these various
levels with regards to managerial and directive authority is, however, highly
unclear. Expert assessments have their own areas of autonomy that are in an
unclear relation (of power) when addressing problems in an integrated manner
among different experts. The solution to this dilemma can only be organised by
stakeholders through factual negotiations. Such negotiations are fundamental for
the governance perspective.5

In order to adopt this perspective, it is necessary to avoid a rationalistic bias that
overrates solutions und underrates the conflicts that actors have to resolve before

5Namely the analysis perspective. Governance areas can also function without negotiation, for
example only through hierarchical arrangements or when an actor changes his/her behavior
because he/she is being observed by someone else. The key to this is that none of these mecha-
nisms are normatively inflated, but that an analysis perspective is portrayed that is to be empiri-
cally tested.
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an integrated solution is possible (cf. Mayntz 2001 regarding “problem-solving
bias”). One aspect often neglected is a process perspective that shows the
conflicts within which stakeholders develop new structures—such as integrated
municipal education management in “Learning Locally”—together and in
conflict with one other. In order to address these research gaps, we have
observed the work of the stakeholders in “Learning Locally” while developing
the programme through Strauss’s perspective of his theory of profession.6

3. It is difficult to exactly locate the people in charge of steering processes.
Departments and professions contain their own hierarchical relations and
determine their own areas of influence, which they adhere to for historical
reasons. These structures do not provide sufficient justification, should multiple
stakeholders want to develop a comprehensive management system.
Traditionally, the idea tends to dominate that only municipal authorities should
have the responsibility to manage their municipality. If the municipality net-
works with other actors, the understanding of steering clearly has to be exten-
ded, for which we suggest the term “regulatory area”.
While the term “steering” holds on to the nominal authorities, the term “regulatory
area” specifies the activities and strategies that the stakeholders actually deal with.
From the perspective of organisational theory, this refers to the differentiation
between “talk” and “action” (cf. Brunsson 1989). In this manner, considerably
more regulatory areas for strategies can be available for municipalities as they are
nominally entitled to them as “officially responsible authorities”. Such regulatory
areas make up the core of “Learning Locally” at the level of actual strategies (as
opposed to strategies that are in only in certain agreements or other forms of
“talk”). In other words, a regulatory structure or rather a regulatory area is first
created without adding anything new. An integrative structure for educational
issues that increases the regulatory capacities of a municipality in the field of
education is to be constructed based on existing experiences—with personnel,
resources, ideas and stakeholders at different levels. Conceptually, “regulatory
area” denotes an area for the actions and strategies of municipalities that are, in
the first place,made possible through programmes such as “Learning Locally”. In
contrast, the term “regulatory structure” should be reserved for processes that are
part of a more long-term institutionalisation.

Management and Regulatory Areas of Municipal
Education Management

In the following, the regulatory areas will be introduced that concern municipalities
when developing municipal education management. The findings of the case
studies conducted as part of the formative evaluation will be summarised and

6Cf. Lindner et al. (2014).
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discussed. The cooperation and coordination among various stakeholders will play
a central role in this discussion. Based on our interview data, we differentiate
between five regulatory areas, which are displayed in the following Table 1.7

Subsequently, we will address the areas individually.

Regulatory Area: “Political Integration
of Education Management”

The first regulatory area is the political integration of education management in the
municipalities. The “municipal head” (mayor, district administrator, departmental
head, etc.) in particular plays a significant role. The municipal head can make an
important contribution towards integrating municipal education management into
administrative work processes by enabling access to stakeholders, communicating
the meaning of the subject and promoting participation while also making decisions
and issuing instructions. As opposed to his/her symbolic support at the beginning of
the project, the active and continuous involvement of the municipal head can

Table 1 Regulatory areas of municipal education management in “Learning Locally”

Regulatory areas in “Learning
Locally”

Central elements of the regulatory areas

Political integration of
education management at the
municipal level

• Support through administrative heads and local parliaments
• Education in the context of municipal goals, strategies and
guiding principles

• High priority of educational goals in the municipality

Cross-boundary cooperation
and communication

• Communication beyond organisational levels and borders
• Cooperation between different professions
• Mediation between differing understandings and traditions

Clarification of position • Agreement regarding scope and participation possibilities
• Clarification of roles, responsibilities and boundaries
• Establishment of mechanisms for conflict resolution and
settlement of interests

Knowledge-based
management

• Identification and development of necessary knowledge
• Provision of knowledge
• Distribution of knowledge in a manner appropriate for
target group

Visibility of municipal
education management

• Communication of goals and activities of education
management

• Visibility of developments and benefit of education
management (for example through “products”)

7The dimensions named in the table can also be presented as “governance equalizers”. This is not
included in the table in order to avoid overcomplicating the overview, (cf. Niedlich and
Brüsemeister 2011) regarding “governance equalizers” in “Learning Locally”.

Regulatory Areas of Municipal Education Management … 271



promote this capacity, in particular with regards to communicating the results from
education reports, contacting potential cooperation partners or implementing con-
crete measures. Municipal education management can have the effect of securing
this type of support on a continuous basis through the regular provision and
preparation of information for local authorities and political leaders (for example in
meetings among mayors or heads of administration). For this purpose it is necessary
to have comprehensive knowledge of administrative and political decision-making
processes so that information, draft resolutions, etc. can be fed into the process at
the right point in time.

In addition to political leaders and heads of administration, city and county
councils and the corresponding committees can play a significant role for several
reasons. Firstly, these institutions make the decisions regarding the mandate of
municipal education management and establish the financial conditions for local
educational policy on the basis of the budget. Secondly, the debates carried through
in these institutions open up the possibility of communicating the goals of the
municipality with regards to educational policy and the work of municipal edu-
cation policy to a wider public and building up pressure on political decision-
makers. Through regular reports in planning and expert committees, municipal
education management can have an effect on the objectification of political dis-
cussions and communicate the necessity of an integrated approach.

Regulatory Area: “Cross-Boundary Cooperation
and Communication”

A key feature of “Learning Locally” is overcoming the boundaries between
responsibilities and professions. The challenge of the programme is to make the
various stakeholders work together and to develop a general awareness of necessary
forms of cooperation. Handling problems jointly requires certain structures and
occasions for cooperation, in particular, diverse committees that bring together
stakeholders from various institutional and professional backgrounds on different
levels (directors, experts). It is crucial that the committees are tied to clear goals and
tasks, pass resolutions and compile results. The joint discussions and development
work offer a chance for the parties involved to reflect on others’ traditions and
self-conceptions, and for dialogues to evolve between different “cultures”.

Continuous cooperation and communication is just as important as cooperation
in committees. In this regard, municipal education management in “Learning
Locally” does not take place in a “top-down” process in which resolutions from the
upper levels are implemented at the lower levels. Even when this is occasionally the
case, municipal education management is precisely characterised through the fact
that it brings together contributions and impulses from different levels und find
ways of feeding them into discussion and decision processes—regardless of their
origin and to a certain extent eluding formal and conventional structures.
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Regulatory Area: “Clarification of Position”

In a municipality there are many stakeholders who have different fields of respon-
sibility, are affected by educational policy and outcomes in different ways and follow
different goals and interests. In order to be successful, municipal education man-
agement must “understand” the specific constellation of stakeholders in the
municipality. In other words, it must clarify which stakeholders, based on their fields
of responsibility and competences, can make a contribution towards solving the
problem. Furthermore, the relationship between the different stakeholders as well as
their ability to exert influence must be well understood. Interests must be sounded out
and balanced; the stakeholders must receive incentives and motivation to participate.

The broad involvement of stakeholders with the goal of discussing the problems
and needs in the municipality in a wider circle, and thus produce a wide-ranging
acceptance for the goals of municipal educational management, has proven suc-
cessful. At the same time, it can be necessary to involve stakeholders who have the
ability to exert significant influence through other means. Such solutions not only
serve to capture the interests of the stakeholders, they also constitute an instrument
of symbolic recognition. This results in a certain contradiction to the requirement of
producing cross-boundary communication processes, for which treating actors
equally plays a significant role. In this respect, municipal education management
faces the task of bringing inclusive and exclusive practices in balance. For this
purpose, continuous “relationship building” is necessary, in order to allay fears
regarding possible disadvantages or negative effects from the cooperation.

Regulatory Area: “Knowledge-Based Management”

A central function of municipal education management is improving the knowledge
basis for the management of the educational sector. It is assumed that the shared
knowledge possessed by local stakeholders on problems and needs as well as on the
other stakeholders in the educational sector increases the chances of a coordinated
approach. In this process, educational monitoring forms the basis of establishing
connections with the educational goals of the municipality and creating related
coordination and cooperation processes. Education management and monitoring are
required to present an overview of existing knowledge and knowledge carriers,
selectively collect and analyse knowledge as well as support and spread the
exchange of knowledge.

Knowledge management is not to be mistaken for a “technical” process that
consists purely of the collection and analysis of data.8 Data is not a purely objective
language; the generation of knowledge is always closely related to subjective

8For a comprehensive discussion of educational monitoring as a social negotiation process, see
Niedlich and Brüsemeister (2012).
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interpretation processes. Cross-boundary cooperation is necessary in order to clarify
which knowledge can be considered relevant, to gain access to required data and
information, to be able to understand data and information, to discuss the knowl-
edge gained, to draw conclusions and to feed knowledge into planning and decision
processes. The stakeholders in municipal education management establish different
ways of providing the right stakeholders with knowledge at the right point in time
(which, however, is always vulnerable to failure).

A further element in this regulatory area is the appropriate preparation and
distribution of monitoring results for the target group. The development or use of
participative integration and decision-making processes, such as when compiling
education reports in which central stakeholders read and comment on the individual
parts, is considered particularly conducive to this process. The education report is
marked as a shared product whose compilation involves various stakeholders.
Furthermore, in order for the monitoring results to develop operative relevance,
their targeted communication to policy-makers and the public is necessary. In this
regard, educational conferences have become an established format for this type of
communication. Educational monitoring can profit from public discussion in two
respects: firstly, it can make its advantages for the municipality clear; secondly the
debates can lead to new assignments for educational monitoring (for example
in-depth analyses), which can further legitimise its actions.

Regulatory Area: “Visibility of Education Management”

First and foremost “Learning Locally” aims to improve the management of edu-
cational policy in municipalities through structural changes. Such changes require
time. However, in order to secure support for municipal education management, it
is important that the activities of municipal education management are also quickly
made visible. One way of accomplishing this can be the creation of concrete
products. In addition to the products discussed above, which result from educational
monitoring, these products include educational development projects and their
results (e.g. hand-outs, training concepts). Such “products” increase the apprecia-
tion for municipal education management, since its advantages are made tangible.
At the same time, the development of products produces occasions for cooperation,
thus promoting the networking efforts of municipal education management.
However, the focus on fast results must not be allowed to lead to a failure to
develop effective cooperation and management structures. If this were to be the
case, the development of products would be more a form of blind actionism rather
than a meaningful component of municipal education management. In this regard,
municipalities must constantly deliberate, whether or not products are necessary,
and if so which ones—or whether resources could potentially be more useful
elsewhere. Ideally, products provide the starting point for further changes, for
example when it becomes clear that an education catalogue cannot be organised
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without additional support and as a result comprehensive decision-making pro-
cesses are introduced.

Conclusion

This chapter analysed the development of municipal education management
through a governance perspective. This approach proved to be productive because
the questions raised by such programmes are also those that make up the core of
governance research: the main concern at hand is motivating multiple stakeholders
to approach problem-solving together—beyond the boundaries of organisations and
areas of responsibility. The roles of individual actors as well their ability to exert
influence are initially unclear and must be negotiated amongst those involved. The
resulting aims are a shift away from traditional understandings of management,
which assume certain political and administrative responsibilities. Through this
shift, it is hoped to establish new regulatory structures that further the management
possibilities of the municipality with regards to education. However, before this is
possible, various regulatory areas must be addressed: municipal education man-
agement must be politically secured on the long-term; occasions and structures for
cross-boundary cooperation must be developed, interests and perspectives must be
communicated among the stakeholders, knowledge must be generated, shared and
utilised and municipal education management must be made visible and gain
acceptance.

The arguments in this chapter apply to municipal education management in the
“Learning Locally” programme. It appears plausible, however, that similar pro-
cesses could take place in other regional educational initiatives. Many of these
initiatives apply to small-scale contexts (e.g. schools and their local environment)
and it is to be assumed that the constellation of stakeholders is different. Last but
not least, further possibilities for the participation of citizens can ensue (cf.
Holtkamp et al. 2006). “Learning Locally” can also deliver interesting information
for such contexts.
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Regionalization of Education
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alization responds from a specific theoretical perspective: Starting with the dis-
tinction between social integration and system integration, it argues that
regionalization presents a regulatory policy strategy of (post-)welfare state system
integration, in the context of which education is redefined as a steering medium of
social and economic policy. In conclusion, the question is discussed whether and to
what extent regionalization is worth considering as one component of the solution
to structural problems in the educational system.
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Educational research is barely able to keep up with the momentum of these
reforms, due partly to the complexity of the subject itself and partly to the insti-
tutionalized obstacles to interdisciplinary cooperation in many academic fields.
What is still crucially lacking is an interdisciplinary theoretical framework that goes
beyond the primarily political definitions of the problem and that could provide a
basis for introducing and legitimizing regionalization as a means to explore possible
avenues of reflection and to systematically formulate new research questions. Due
to the complexity of the issue, however, this poses numerous methodical and
methodological problems, particularly in the analysis of effects: For instance, there
is currently no way to prove or disprove that, why, or whom regionalization
actually helps. So if regionalization is the answer—what was the question?

This chapter attempts to sketch out a possible framework for ‘critical’ social and
educational research on regionalization: Starting from the socio-theoretical dis-
tinction between social integration and system integration, we argue that region-
alization is a governance strategy of (post-)welfare state system integration that
takes its starting point at the municipal level and that entails redefining education as
a steering medium of social and economic policy regulation. We then discuss the
question of whether and to what extent regionalization can be considered a solution
to existing structural problems in the educational system.

Systems Integration and Social Integration

The primary structure of modern society results, according to Luhmann, from the out
differentiation of functional (sub-)systems like economy, politics, legislature, and
education. This “disintegration” of the social system by “decoupling of functional
systems” (Luhmann 2013, p. 25) would thus be the constitutive form of creating
social structures that replaces segmentation (of tribal communities, settlement areas)
and stratification (by status, class, stratum) as types of social differentiation.
Functional differentiation evokes a structural break in operative interdependencies
between, for example, science and the economy or politics and education. Yet this
does not mean that segmentation or stratification disappear in modern society.
Rather, they change form, since “chances of segmentation (e.g. on the basis of
organizations) and self-reinforcing dissimilarities (e.g. between industrial countries
and developing countries) grow with the complexity of the social system; and they
arise precisely from functional systems such as the economic system or the education
system using and thus enhancing similarities and dissimilarities as factors in the
rationality of their own operations” (Luhmann 2013, p. 108). The system type
organization in particular acts as a generator of segmentation: border regimes
organized as nation-states, territorially organized government administrations, and
the locations of industrial plants, hospitals, universities, etc. all have the effect of
“spatializing” unequal access to services and functional systems. By distributing
education and care services on local and regional level, also formal and informal
educational organizations create topographies of inequality on-site and thus make
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their own specific contributions to an organizationally based spatialization of social
inequalities (Emmerich and Maag Merki 2010).

Following Lockwood (1964), one can use the distinction between the two basic
problems modern societies have to cope with—that of system integration, which
occurs when subsystems take on their own independent existence, and that of social
integration, which addresses the incorporation of the individual actor into social
systems (p. 245)—in order to explore if an why social disintegration derives from
systems differentiation and “the organization of subsystems down to the last detail”
(Schimank 2001, p. 23). Thus, while “social system integration” takes place, for
example, in the form of “interorganizational networks spanning different subsys-
tems” (ibid., p. 33), all of the subsystems—family, economy, politics, justice,
morality, etc.—are responsible for the social integration of individuals. Luhmann
(2013, p. 16ff) discussed this in terms of inclusion, but also emphasized that these
systems are just as actively engaged in exclusion, that is, in the social disintegration
of the individual. Here, systems either facilitate or prevent individual participation
opportunities and access to the services they provide (such as education or medical
care)—and that requires organization. The political system reacts to the cumulative
results of systems specific practices of exclusion by organizing the “national welfare
state” (Bommes 1999).

Based on their internal operations of inclusion and exclusion, organizations—as
“engines of exclusion” (Nassehi 2004, p. 338)—generate a structured inequality
that becomes socially visible as a result of its spatialization. Concerning the German
education system, the visible result is well known: the “catholic working-class
daughter” of the 1960s came from a rural area (Peisert 1967), while the disad-
vantaged “immigrant son” of today lives in an urban quarter (Geißler 2005). These
statistical findings say little, however, about the mechanisms of organized social
disintegration, and precisely these should be considered when exploring the pos-
sibilities and limits of regionalization in the educational system.

Regionalization in the (Post-)Welfare State

The nation-state wide reduction of regulatory capacities resulting from deregula-
tion—a process that has been described using metaphors like “cooperative” (Ritter
1979;Mayntz 2004) or “activating” (Mezger andWest 2000) state—has also created a
lack of steering capability in the welfare state that is being compensated for increas-
ingly at the municipal and local level, but that also involves delegation of authority to
non-state and non-political regional actors. According to a core argument supporting
the idea of regionalization, the complexity of social problems has to be reduced to a
level on which these problems can be managed by available means of regulatory
policy: “This is more likely at the municipal level: there are fewer problematic situa-
tions to deal with, and the interests of the different social groups can be pooled
to work toward a cross-agency regulatory approach, in contrast to the frequently
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uncoordinated policies of the different national and state government agencies”
(Bogumil and Holtkamp 2004, p. 147).

This “renaissance of political steering at community level” (Dahme and
Wohlfahrt 2009, p. 55) is driven by policy models such as regional governance
(Fürst 2007) and local governance (Holtkamp 2007) that use quasi-market forms of
coordination such as negotiations, contracts, and interorganizational networks and
adapt these to different contexts including educational regions (Tibussek 2009). In
general terms, regionalization can be described as a strategy for integrating social
subsystems. Thus, it presents a functional equivalent to forms of welfare state
regulation that are differentiated by government agencies (Kaufmann 2005).
Although a shift is taking place from ‘guidelines and directives’ to ‘negotiation,
contracts, and networking’ in the regional context, the regulatory goal remains that
of system integration; the changes are merely in the modes and media of
regulation.1

Regionalization and Education

Despite differing goals and approaches to regionalization (Emmerich 2011), system
integration appears to be a key reference problem generally, and specifically in
relation to education. As early as 1971, the German Educational Council proposed
‘system-integrating’ regionalization measures as a means of reorganizing school
administrative structures (Bildungsrat 1971, p. 263), but it lasts until the 1995
recommendations of the Bildungskommission NRW (1995) that such proposals
were finally addressed in policy reforms and implemented in the “Independent
School North Rhine-Westphalia” (Selbständige Schule NRW) program (Holtappels
et al. 2008). The establishment of regional steering groups (Berkemeyer 2007) and
similar bodies is thus a reaction to the institutional (and organizational) separation
between municipal and federal school administrations as well as school and youth
services.

For municipal governments, regionalization offers greater educational policy
responsibility and increased decision-making authority (Hebborn 2009), since
regional networks avoid substantial intrusions into the formal structures of federal
educational administration but allow problem-specific cooperation and pooling of
resources. Politically risky structural reforms2 can thus be replaced by “project-
based” policies (Boltanski and Chiappello 2003) with limited scope and reversible,

1In the welfare sector, for instance, structures of “regulatory interpenetration” appear to establish
themselves between social welfare associations and government administrative agencies, and do
not so much reduce regulation as they do change the form of regulation (Heintze 2000, p. 44).
2The failure of the school reform undertaken by the CDU-Green coalition in Hamburg in 2010
bears witness to this.
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partial solutions. This is particularly evident in the regional approaches to com-
pensate for the transition problems typically emerging from tiered and tracked
educational systems (Emmerich 2011).

According to Article 1, paragraph 2 of the German Spatial Planning Law
(Raumordnungsgesetz, ROG), the task of spatial planning policy is to achieve “a
sustained large-scale balance in regional structures, with equivalent living condi-
tions in the constituent areas.” Regionalization appears to imply a deviation in
development strategy from this guiding principle: “Instead of working toward
greater equality in regional living conditions, evaluated according to a common
standard, the differences between contexts should be taken into account” (Benz and
Fürst 2003, p. 21). This logic was already apparent in the recommendations of the
Educational Commission of North Rhine-Westphalia: “equivalence in living con-
ditions” was to be pursued through the “development of equivalent but differenti-
ated educational landscapes in the educational regions” (Bildungskommission
NRW 1995, p. 288f). But when the principle of equivalence is subordinated to a
principle of regional differentiation, this underscores longstanding inequalities in
interregional competition in the educational sector, placing educational regions
under increased pressure to achieve effectiveness and efficiency, and changing the
regional coordinates for social integration as well. Reflecting these developments,
educational attainment is taking on ever-increasing importance as an element of
social and economic policy on the municipal level:

Furthermore, well-educated, creative, and imaginative people contribute to the preservation
of any municipality. The educational attainment of the population is a decisive factor in the
economic and social development of the regional location (BMBF 2014).

‘Education’ is thus redefined as a social and economic policy steering medium
that is used to foster two forms of integration: first, social integration of educa-
tionally disadvantaged individuals through education, and second, integration of the
educational and economic system ‘on-site’. Paradoxically, socially ‘disintegrated’
individuals are supposed to be re-integrated into society through the integration of
social subsystems, which—due to their internal rules of inclusion and exclusion—
are in fact responsible for the individuals’ social disintegration. As long as the
possible causes of educational exclusion are ascribed to the excluded individuals
themselves, and thus externalized, the paradox goes unnoticed: ‘Educationally
disadvantaged social classes’ emerge ‘in society’ as it were, naturally, while edu-
cational organizations are supposed to react only ‘preventatively’ to the corre-
sponding educational risks. According to Lepenies, “educational social policy” is a
“policy field with a fundamentally preventative orientation” (Lepenies 2003, p. 23).

But even if the active role that local school structures play in socio-spatial
segregation is taken into account, the mechanisms of exclusion by which the school
system creates educational inequalities are merely seen as a secondary factor:

Schools operate in a spatial and social respect as a mechanism of harsh segregation, whose
effects are expressed not least of all in unsatisfactory educational outcomes (Baumheier and
Warsewa 2009, p. 19).
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The argument that the school system only ‘expresses’ social composition effects
in student learning outcomes was made by Coleman as early as 1966. However, this
argument overlooks the fact that ‘unsatisfactory educational outcomes’ are them-
selves a significant part of the school based mechanism of ‘harsh segregation’—in
short: social disintegration.

Regionalization: Part of the Solution—Or Part
of the Problem?

What are the implications of this? There is substantial empirical evidence that
socio-regional disparities in access to the school and higher education system
increase within the differentiated structure of regional educational system (Ditton
2007). Not only do substantial differences exist between the german fed-
eral states—for instance, in the above-average rates of special needs school atten-
dance (with focus on learning support) among children from families with an
immigration background (cf. Kornmann 2006)—they are also found at the regional
level, for instance, between districts (cf. Weishaupt and Kemper 2009).
Sociological studies on urban segregation mechanisms also attribute a catalytic role
to schools (Baur and Häußermann 2009; Häußermann 2009).

In their regional study on “institutional discrimination”, Gomolla and Radtke
(2002) attempted to demonstrate that, and explain why, regional networks of
educational organizations appear as part of the problem leading to the emergence of
educational inequality: Schools and school administrations make flexible use of a
mechanism of “social closure” (Weber 1922/2005) that is evident, for example,
when ‘ethnic background’ is used as a criterion to exclude young people competing
for scarce spots at academic-track secondary schools.

For the analysis of regionalization in the educational system, this raises several
important—but only empirically answerable—questions: How do regionally ‘net-
worked’ educational organizations and professions generate social and educational
problems in relation to the targets of their programs and services? What role do
these networks of organizations play in the construction of ‘socio-spatial topogra-
phies’? And finally, what does this imply for processing inclusion and exclusion at
the local or regional level? For example, if a community redefines the ‘educational
risks’ the school system generates as future social integration risks and attributes
these risks exclusively to underclass immigrant students, it enables itself to activate
ready-made social welfare programs and social prevention policies which might
lead into an extensive educational clientalization. Whether or not the kinds of social
and system disintegration problems that emerge with the deregulation and mar-
ketization of the welfare sector can be compensated for depends on the extent to
which regional actors are aware of these problems.

Thomson (2007) describes school based social disintegration patterns in England
as “in/visible geographies of exclusion” (ibid., p. 126). ‘In/visible’ refers to the fact
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that, while the effects of school exclusion are openly evident, the complex under-
lying mechanisms of exclusion remain unseen. In order to provide a research-based
answer to the question of how regionalization in the educational system could
contribute to solving social disintegration problems, it would be necessary to move
from describing the visible to analyzing the underlying mechanisms (Radtke and
Stošic 2008). Regionalization currently answers only the question to what extend
local or regional steering policy conditions may define the possibilities and con-
straints for system integration. A convincing answer to the question of how to
improve the structural conditions for social integration in the educational system is
still lacking.
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The Relevance of Educational Landscapes
for Regional and Urban Development

Mario Tibussek

Abstract Education is increasingly being seen as key lever used to deal with major
social challenges. At the same time, greater focus is being placed on local and
regional aspects, as a reaction to globalisation, which also means a greater focus on
urban and regional development. This text starts out from the increasing relevance
of education, which can be understood as a cross-sectional topic. The relationship
between education and urban/regional development is at the heart of the analysis,
which is based on two central theories: education is relevant on an urban/regional
level, and (2) urban/regional development is relevant to education. Based on this
interaction, the investigation studies the extent to which the strategies belonging to
educational landscapes and urban/regional development are compatible. This means
a description both of commonalities in the approaches and synergies and of con-
ceptual insufficiencies.

Keywords Governance � Educational landscapes � Urban development �
Educational spaces � Social space � Lifeworld � Municipality � Local � Regional

In 1957 the architectural sociologist Lucius Burckhardt asked the question, “Is it
not, indeed, strange […] that the public does not take a public interest in the
appearance of towns and cities?” (Burckhardt 1980, p. 19). The implicit assertion in
this question can today no longer go unchallenged at a time when, for example,
there was a referendum in Berlin on how the area of the old Tempelhof airport
should be used. However, the question is very much still current, in an altered form:
is it not, indeed, strange that the public does not take a public interest in the link
between the city and educational processes, and the way children and young people
grow up?

In Germany, it is only in recent years that there has been a huge leap in the
significance of education as a topic related to the development of regions, towns
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and cities, with the concept of “educational landscapes” providing a framework for
discussion on integrated local education. So far, the “educational landscape”
approach, which is predominantly treated with hope, has not been able to unlock its
full potential. Though the concept promotes networks between educational insti-
tutions and cooperation between a wide range of educational actors, in practice
there are still too few links between the educational landscape approach and other
disciplines, departments and fields of life.

Mutual Relevance of Education and Urban/Regional
Development

This chapter discusses the question of what effect education can have on a region,
and what mutual connections can arise from the corresponding strategies of edu-
cational landscapes, on one hand, and urban/regional development, on the other.
Generally, education’s relevance for the city and region is explained in economic
terms, not infrequently focusing on problems and preventing “huge resulting social
costs” (Meier 2008, p. 15). Municipal actors’ motives for concentrating more on
education can frequently be traced back to this argument, or to improving education
as a locational pull factor (cf. Tibussek 2008).

There has also been frequent discussion on the visible relevance of the effect
on spaces wielded by places of education: there are already targeted attempts to
make use of such places’ establishment, closure, merging, linking or institutional
and physical opening up to their surroundings. For example, what happens to
urban spaces if individual schools stop being closed off and become “heteropias”
(Foucault 1986, p. 26)? In the town of Bernburg in Saxony-Anhalt, which wanted
to rein in the demographic changes which had had grave effects on the town
through concentric shrinkage, there were plans to shape the town centre by
integrating an open school campus, i.e. one with no physical boundaries. One aim
was for this to bring new life to the town centre; the other was to make the school
an integral part of urban social space by providing certain elements which the
entire population could access and use. The following will now explore in greater
detail the question of what effect the extended understanding of the process of
education has on urban and regional development. This broader definition of the
term “education” and the “perspective of the learning subject” emphasised in the
educational landscape approach (the perspective as defined by Bleckmann and
Durdel 2009, p. 12), shift the focus onto actions which affect spaces. Here, the
example used will be the simplified representation of a section from the educa-
tional world of a fictitious adolescent, 16-year-old Emre (see Fig. 1).1 The dia-
gram presents spaces and activities involving education, in the broader sense.

1The diagram is not intended to represent a space. This would contradict the discourse on space
explained in further detail later.
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Here, education is divided according to the established pattern into formal edu-
cation (e.g. school learning), non-formal education (e.g. learning at music school)
and informal education (e.g. learning at the cinema or through activities such as
making pirate copies).

Emre largely educates himself (use of the reflexive is deliberate) independently
of any pre-determined settings. Children and young people use the spaces open to
them in a way that is at odds with the functions defined and pre-set by adults:
children play and learn not only in the play areas and places of learning intended for
them but, as “keen researchers” (Malaguzzi 1984, p. 4) everywhere, all of the time.
Adolescents do not only learn in clearly definable places of education, either. For
example, through acts of informal learning “in the wild” (Böhnisch and Schröer
2001, p. 185f) such as parkour, skateboarding or spraying graffiti, Emre appro-
priates his educational environment and redesignates it for his own purposes. In this
way, young people have always managed to use even “non-places” (Augé 1994) for
themselves and, as the photographer Tobias Zielony described it, invented a “form
of social activity in passing” (quoted in Zitzewitz 2007, p. 97).

Fig. 1 Emre’s educational world (Source Own representation)
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If, as Selle (2012, p. 27) emphasises, “we all” develop towns and cities, then
children and young people are particularly active in this. In the context of the
broader sense of education, their actions are described as education, in the sense of
educating themselves: as a social educational process which prioritises individual
constructive efforts (cf. Frey 2004, p. 219). The triad of effects exerted by children
and young people as actively learning subjects, by education as a location’s pull
factor and by educational places and institutions can thus be summed up as follows:
“Education is relevant to [regional and] urban development” (Tibussek 2012, p. 8).

Viewed from the perspective of the theory of space, this conclusion can be
understood as follows. On one hand, space is the product of social practice (e.g. cf.
Löw 2001, p. 172; Werlen 2005, p. 9); on the other, in the fields of social geog-
raphy and the sociology of space, space is defined not only as a social construct, but
also as a producer of social reality (e.g. cf. Bourdieu 1991), i.e. ultimately created
through interplay between the subject, social processes and territoriality. In the case
of educational spaces, however, it is not (or not only) physical, geographical cir-
cumstances which should be examined, i.e. the question “What effect do spaces
have on Emre?” The much-cited “space as a third teacher” (alongside fellow pupils
and teachers) is surprisingly often interpreted in a narrow sense, in terms of physical
architecture (cf. von der Beek 2001, p. 197; Dreier 2004, p. 137). The Reggio
Emilia approach, by contrast, from which this solution is borrowed, sees it in a
broader sense, as the whole urban and suburban space. Here, space is a construct to
which the children themselves contribute (cf. Reggio Children 2002). The theory of
space and educational science are consequently less interested in pre-set circum-
stances, and more interested in those that can be shaped. Along with social contexts
(cf. Thuswald 2010, p. 22), these are “the respective content, choices and range of
possible actions” (Radtke and Stošic 2009, p. 46).

This approach gives urban development an enabling component (re spaces for
enablement see Böhnisch and Schröer 2002, p. 184). This comes close to the effect
which teachers have as enablers: the process of “educating oneself” cannot be
produced, let along forced upon anyone. It can only be enabled. If, as has been set
out here, urban development has an equally enabling effect on the education pro-
cess, it can be said that “[regional and] urban development is of educational rele-
vance” (Tibussek 2012, p. 7).

Compatibility of Educational Landscapes
and Urban/Regional Development

So far, this chapter has analysed the mutual relationship between education and
urban/regional development. What now follows is an examination of what this
means for local implementation, and of the extent to which educational landscapes
and urban/regional development are compatible.
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Governance Perspective

Both the educational landscape approach and urban/regional development—at least
in their modern interpretation, which is distinguished from conventional planning
(cf. Selle 2010)—draw upon network approaches taken from the discourse on
governance. This is based on the assumption that “the actions of multiple actors
within a space still have combined effects even if they are not explicitly related to
one another” (Tibussek 2009a, p. 203f). The aim is for the governance perspective
to help bridge the gap between an integrated approach, on one hand, and functional
pillarisation or isolation, with their silo effects, on the organisational side (cf.
Tibussek 2013, p. 5ff). This is shown in Fig. 2 based on the example of the
education process.

This means that the adaptation of structures and processes following the gov-
ernance perspective, in a bid to achieve coherence, can be seen as an enabling
strategy. These attempts at reform should not be viewed as a new project, but are—
with their ability to be adapted and updated to meet new requirements—a long-term
venture. For the governance perspective which is to be used to manage this, one
crucial observation is that, similarly to the regime approach (cf. DiGaetano and
Klemanski 1993; Mossberger and Stoker 2001), the actors responsible for it are not

Fig. 2 Isolated lifeworld (Source Own representation based on Hörrmann and Tiby 1991; Vahs
2005; Schubert 2008)

The Relevance of Educational Landscapes … 293



only from a public but also from a private background. However, responsibilities
for coordinating urban/regional development and educational landscapes are inte-
grated into the structures whose logic they are actually intended to replace. With
regard to this dilemma, Sennett (2012, p. 20) observes that “In principle, every
modern organisation favours cooperation. In practice, however, the structure of
modern organisations hinders that cooperation.”

Interdisciplinarity

Cooperative ventures arising from the governance perspective bring with them the
challenge of interdisciplinarity. During cooperation in practice, interdisciplinarity
also involves a form of interculturalism, expressed as different specialist languages
and ways of thinking. In contrast to the decades of conflict in cooperation between
schools and the youth welfare services, no dissent can be observed between edu-
cation and urban development which might shake the foundations of each disci-
pline’s self-understanding, meaning that though bringing the two disciplines
together is a task to be tackled, it is not a problem.

Spatial Aspect

The aspect of space on a small scale is constitutive for bringing together education
and urban/regional development. Another shared trait is a fundamental focus on the
active subject. Though the strategies of both educational landscapes and
urban/regional development emphasise a spatial aspect, it is precisely in that regard
that compatibility cannot be found between educational landscapes and
urban/regional development. This requires a closer examination of the differences in
their understanding of space.

In the discourse on educational landscapes, a certain helplessness can be
observed when it comes to delineating spaces—it is almost arbitrary. With good
will, the differentiation can be understood such that “local” means “nearby” and
“regional” is a rather larger spatial context within which the local is embedded.
“Municipal”, meanwhile, defines the spatial context from the point of view of limits
of responsibility. However, none of these attempts to distinguish between the
characteristics ascribed to spaces by educational landscape contexts help escape the
fact that they all have one thing in common: a Newtonian concept of an absolute
space which “remains always similar and immovable” (Newton 1988, p. 44). This
ignores the interplay described above, where space is both a product of social
practice and a producer of social reality.

However, the actors in the discourse on educational landscapes are not alone in
this view of space which might be better placed in the modernity (Beck 1997,
p. 49ff; see also Bauman 1992). In youth welfare practice, “demarcating and
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labelling parts of the programme or ʻsocial spaces’ largely remains an adminis-
trative concern” (Franke 2011, p. 192), which goes against the idea of social spaces.
The construct of social problem areas (soziale Brennpunkte; cf. Deutscher Städtetag
1979, p. 12), which was used as the basis for intervention in urban development for
decades, treated the spatially observable form of social expression as a reason, or
even the cause, for a social process, as if the place where problematic social
circumstances were expressed was the social problem itself (cf. Werlen 2010,
p. 257). Thus, political interventions, aligned towards the spatial form in which
social issues were expressed, aimed at social problem areas being cleaned up by
means of measures centring on those spaces (cf. ibid. and Dirks and Kessl 2012,
p. 10f). Häußermann (2001, p. 38) compared this with the image of a fire brigade
fighting the causes of a fire.

At a higher level of abstraction, too, governance-related discourses have fallen
behind the current state of the debate on space in urban/regional development. For
example, in terms of management, though the “urban regimes” have now been
brought up to a point where, like “policy networks” (Mayntz 1996, p. 473), they
necessarily include private actors (cf. Mossberger and Stoker 2001), here, too, the
focus on the municipal “container space” as a management space prevents a
regional outlook on space (cf. Bahn et al. 2003, p. 2). It is as if the regional
governance approaches, according to which space is specifically not described
using the fixed borders of a regional authority but as a “spatial context whose scope
is in fact flexible” (Benz et al. 1999, p. 25), have not been taken in.

What reasons could there be for this? With this view of space, the congruence
between an educational space and a clearly delineated municipal authority area
makes work easier (cf. Werlen 2010, p. 225). This becomes especially clear when
the many subjective spaces are taken into consideration. While Emre allows his
space to take shape through his activities, another adolescent will be constructing
her own space through her activities. Yet that is precisely why “there is good reason
to doubt whether administrative, state delineations do indeed take sufficient account
of the interests and needs of the population” (Luthe 2009, p. 71f). To that extent,
though the difficulties in transposing an appropriate concept of space into the
management structures of strategies for educational landscapes and urban/regional
development are understandable, they can be overcome.

What is required is a balancing act: thinking from the point of view of the
learning subject and acting from the point of view of a governance perspective
coordinated by administrative means (cf. Tibussek 2009b, p. 107). The spatial
delineations required for educational landscapes and urban/regional development
bring with them two challenges. On one hand they need to do justice to the
dynamics of spatial constructs which are capable of change. On the other, they need
to look out for the fine details of contexts. Luthe (2009, p. 72), for example, points
out that even the point behind social spaces (social integration) and the key
intention of educational spaces (learning progress) are an indication of differences.

The management structure aimed at can be seen as a series of “constantly
produced and reproduced interwoven fabric of social practices” (Kessl and
Reutlinger 2010, p. 20). Here, the structure of the fabric represents not only its
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heterogeneity but also a relative stability (ibid.). This image suggests a regionali-
sation in which the region becomes another level of action in the political system,
with “the existing organisation of the state into the federation, Länder and
municipalities is extended, without ‘the region’ having to undergo a fixed institu-
tionalisation” (Kilper 2010, p. 15f). This “detour” from the state’s administrative
spatial divisions makes it easier to enter into additional cooperative ventures which
overstep the borders of the sector set out by the state, business and civil society
and—a point which is particularly important in the field of education—those at the
federal level.

The question remains of how the regionalisation of educational spaces at the
point where educational landscapes meet urban/regional development can be car-
ried out in a managed way. So far, few models have been proposed which have
attempted to make possible the balancing act described above between the focus on
the subject and a management structure. Among other things, there have been
attempts to derive a typology from subjective educational spaces, as practised, for
example, in research into activity spaces (cf. Scheiner 1998, p. 60) or the lifeworld
model developed by the Sinus Institute (Calmbach et al. 2012). Another approach
consists in taking the complicated route from the “subjectively meant sense to
objective factuality” (Berger and Luckmann 1987, p. 20). Thus, in the model of
“proto-governance” (Christmann 2010), there is an attempt to use communication
to achieve an intersubjective, “collective” interpretation of space, the shape and
content of which form the basis for structures from the governance perspective
(ibid., p. 32f).

Whatever form the solution may take, it seems clear that for a spatial aspect
based on the learning subject, skills will be required from the angles of both
education and urban/regional development. This underlines the repeatedly stressed
need, in order to improve the way in which children and young people grow up, not
only to link education and urban development but also to align their strategies such
that the two approaches can learn from one another and, through their combined
efforts, take even more effective action. Education, whose effects are always felt in
the future, can thus reinforce the sustainability which is already present in the
structures of enablement (viewed from the governance perspective) of both
approaches: educational landscapes and urban/regional development.
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Regional Contexts in Quantitative
Educational Sociology

Alexandra Wicht

Abstract In recent years, quantitative empirical researchers in the field of educa-
tional sociology have become increasingly interested in not only whether, but more
importantly how exactly, regional contexts have a bearing on educational outcomes.
However, these analyses often exhibit a tension between theoretical conceptual-
ization on the one hand and operationalization of regional contexts on the other:
while, on a theoretical level, regional contexts are seen as constituted by patterns of
social interaction with blurred boundaries, in contextual analyses, they are typically
operationalized as “absolute” (administrative) places that are independent of each
other. Starting from a concept of space rooted in geography, I advocate for an
understanding of regional contexts that takes into account spatial relations of social
phenomena in terms of social interrelations and exchange. If such spatial interde-
pendencies are present conventional hierarchical models become inadequate.
I demonstrate the extent of spatial interdependencies by looking at the example of
data on youth unemployment on the level of districts (Landkreise).
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Multi-level analysis � Commuting flows � Spatial interdependence � Regional
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Social behavior and, hence, social phenomena and processes are not just structured
in terms of time, but are also localized somewhere, i.e., take place at a certain time in
a certain location. In light of this insight, social scientists, and educational sociol-
ogists in particular, have in recent decades increasingly become interested in
regional and local contexts (in this paper I will mainly focus on regional contexts).
Regional contexts are both the setting for and the result of social action. For this
reason, there is no doubt that their integration into empirical social research provides
an important contribution to understanding the development of social inequalities.
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In this paper, I will show that the operationalization of regional contexts in
quantitative empirical analyses often falls short of the theoretical conceptualization
of these contexts as social environments or contexts of action. This becomes par-
ticularly clear in light of the fact that administrative areal units and, hence,
administrative boundaries, often form the basis for the operationalization of
regional contexts. By contrast, I shall draw on a concept of space which is rooted in
geography and is increasingly finding its way into the social sciences (e.g.
Goodchild and Janelle 2004; Gulson and Symes 2007). From this perspective, the
specific focus of this paper will be on spatial relations of social phenomena.

In the following section, I look at the conceptual differences between “place”
and “space,” and at how these concepts relate to an understanding of regional
contexts. In Sect. 2, I discuss the consequences of neglecting spatial interdepen-
dencies and then demonstrate the extent of spatial interrelations on the basis of
explorative statistical procedures, using the example of youth unemployment on the
district level (Landkreise). Although I am focusing on regional contexts here, my
paper is equally relevant to research in the field of local contexts, such as
neighborhoods.

On Places and Spaces

The concepts of place and space have a long, contested history (see e.g. Agnew
2011 for a discussion of “place” and “space” or “absolute” and “relational space”).
Rather than entering into this debate here, I would like to focus on a concept of
place and space (Logan 2012; Massey 2005) which I consider valuable for con-
ceptualizing regional contexts on both a theoretical and quantitative empirical level.

Places have names and boundaries and thus are treated as seemingly given
objects to which we can unambiguously refer; we can plot them on a map and label
and compare their local properties. In this sense, administrative districts, counties,
cities, and other territorial units can be considered places. We could, for example,
ask whether one or the other of these districts on average exhibits higher or lower
unemployment or higher or lower tertiarization. However, the pure local properties
and heterogeneity of places as such are of little relevance for education and labor
market sociology (see Heineck et al. 2011, among others, for aggregate data
analyses). Places with their properties are actually more interesting as regional or
local contextual conditions of social action, i.e., as opportunity structures (Furlong
et al. 1996; Wicht 2011) or as socio-cultural environments (Garner and Raudenbush
1991; Helbig 2010) which structure social action (see also Nonnenmacher in this
volume). Such analyses of “place effects” require individual data that are merged
with regional data from relevant aggregate levels (for example, administrative
districts) using corresponding identification variables.

Such context analyses tend to be based on hierarchical models (Goldstein 2011;
Snijders and Bosker 1999), which are mainly used in quantitative empirical
research on schools (Raudenbush and Willms 1991) and with which the multi-level
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structure of data (e.g., students within schools and/or regions) is explicitly
accounted for statistically. The objective is to estimate undistorted and reliable
contextual effects by considering the statistical dependency of observations within
regional contexts. The statistical dependencies of observations from different con-
texts, however, are ruled out by the assumptions underlying this model. From this
perspective, observations within one and the same regional context are considered
to be more similar than observations from different contexts. This similarity can be
attributed to statistical dependencies, resulting from observations within a regional
context being exposed to the same contextual properties, which in turn differ from
context to context. From this perspective, regional contexts are seen as isolated and
independent regional units or places in the manner stated above.

The question arises, however, whether the concept of regional contexts as
independent places with defined boundaries does justice to considerations of why
such contexts have an influence on individual behavior (there is a growing interest
in this question as it bears on local contextual influences in the research of
neighborhood effects, cf. Morenoff 2003; Sampson et al. 1999). Theories of social
relations play a key role here. But social relations do not simply stop at the
boundaries of places. In research pertaining to neighborhood effects we can allude
to, for example, theories of social capital, and in research about the effects of
regional training markets to theories referring to relevant players on the training
market. “Effects of places” can thus be intensified or alleviated due to the influence
of other places (see Anselin 2003 for spillover effects and spatial externalities).
Following Logan’s statement (2012, p. 509): “Routinely, social scientists deal with
unmarked boundaries,” I want to go beyond an understanding of regional (and
local) contexts as places and argue instead that further-reaching social contexts
should be taken into account.

Spaces (we can speak of “social spaces” in the context of the social sciences)1

are more amorphous entities than are places; they are characterized by blurred
boundaries and relative localizations of social phenomena. “Space” refers not so
much to where a phenomenon is localized in absolute terms as it does to where a
phenomenon is localized relative to other phenomena: “Spatial thinking is about
where things are or where they happen, and it is especially about where they are in
relation to others” (Logan 2012, p. 508). If the emphasis is on relative localizations,
as in spatial analysis (Anselin et al. 2004; Ward and Gleditsch 2008), then spatial
dependencies between places and between observations from different places enter
the picture. These spatial dependencies arise from social interrelations and
exchange and are not given sufficient consideration in the previously mentioned
regional context analyses. The existence of these (further-reaching) spatial inter-
dependencies violates an important model assumption of the conventional
multi-level analysis, namely that of the statistical independence of regional contexts

1In sociology, the term “social space” is—following Bourdieu (1999)—also used as a
socio-structural metaphor. This is not how I am using it here.
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modeled in accordance with the concept of place. This means that contextual
influences on individual behavior cannot be reliably estimated.

The tension between the operationalization of regional contexts and their theo-
retical conceptualization becomes all the clearer if we consider that the regional
(and also local) units which are taken as a basis for socio-scientific contextual
analyses are rarely empirically defined regions (cf. Dietz 2002; Kropp and
Schwengler 2011, 2012 among others). Rather, as noted above, they are usually
merely of an administrative nature and thus often created artificially (e.g., states,
administrative districts, local government authorities, and electoral districts). We
cannot assume that these entities are congruent with spaces of relevant social
interrelation and exchange.

In the following, I discuss the development of spatial interdependencies in
general and then evaluate the related statistical problem of spatial correlation using
data about youth unemployment on an administrative district level as an example.

Spatial Patterns and Spatial Interdependencies

Spatial dependencies arise when an observation somewhere on the “map” is
dependent on one or several other observations on the “map.”2 Spatial dependen-
cies result in non-random spatial patterns in general and spatial clustering in par-
ticular (Waller and Gotway 2004). In statistical analyses, they lead to the problem
of spatial autocorrelation, the extent of which can be evaluated by specific global
and local statistical measures. While local indices of spatial autocorrelation provide
measures of similarity between each region and its spatially related regions, global
indices subsume all these measures of similarity in a single value by measuring the
overall degree of similarity between spatially related regions. In the recent litera-
ture, the Moran’s I statistic is the most prominent measure for both global and local
indices (Anselin 1995; Ward and Gleditsch 2008). Measuring the degree of spatial
autocorrelation requires the definition of an N × N spatial weights matrix, which
defines the pairwise connectivity between N regional units. Since the spatial
weights matrix has to be defined a priori, it is a sensitive component of spatial
analyses, and requires that careful thought be given to the underlying mechanism of
spatial dependencies.

Tobler (1970, p. 236) attributes spatial interdependencies to geographical dis-
tances, which can be expressed in terms of spatial neighborhoods, in meters,
kilometers, miles, or other units: “[…] I invoke the first law of geography:
everything is related to everything else, but near things are more related than distant
things.” It can be hypothesized that social interrelations and exchange between
regional units that are spatially close to each other are more probable than between

2As researchers for data protection reasons is rarely provided with geo referenced personal data,
social scientists generally have to limit their spatial analyses to a particular level of aggregation.
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those that are further apart (Anselin 2005). This raises the question, however, of the
meaning of “near” and “far.” Geographers generally understand distance in
Euclidean terms, whereby the connectivities of the N regional units to each other are
shown through their inverse distances (Ward and Gleditsch 2008). However, this
concept falls short, at least as regards the social sciences. Spatial dependencies also
hinge to a considerable degree on infrastructure, insofar as it arises through social
interrelations and exchange.

The importance of infrastructure can be illustrated by data on youth unem-
ployment in Germany (as a proxy for the share of youths without a training posi-
tion) at the district level. Figure 1 shows the density of youth unemployment rates
from the year 2011 (computed via kernel density estimation, cf. Waller and Gotway
2004), as well as the main commuting flows of apprentices between home and

Fig. 1 Kernel density estimation of youth unemployment rates (2011) and main commuting flows
of apprentices (2009–2011) in Germany (Source Own calculation)
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workplace (2009–2011).3 Areas with darker grey values indicate higher youth
unemployment and vice versa, whereas arrows with lighter grey values refer to
stronger commuting flows and, therefore, to a greater importance of the destination
region as a training location for non-local youths, and vice versa.

Figure 1 demonstrates a considerable degree of spatial clustering of youth
unemployment, with cities such as Dortmund, Halle, Leipzig, etc. appearing as hot
spots of youth unemployment. These urban centers draw a large number of youths
from surrounding locations and thus seem to concentrate training positions for
non-local apprentices. This makes it obvious that the relevant populations for
calculating youth unemployment rates at the district level are not independent of
each other. Furthermore, the lengths of the arrows indicate that observed com-
muting flows do not entirely correspond to pure geographical (Euclidean) dis-
tances.4 Rather, infrastructure appears to be of substantial importance for
understanding spatial dependencies—in our case, infrastructure in the form of the
density of training positions that are unequally distributed across the landscape,
with a high concentration of positions in urban centers. Such centers are more
attractive to apprentices than other areas that are equally distant or even closer (for
functional regions in general and labor market regions in particular, cf. Kropp and
Schwengler 2012, among others).

Fig. 2 Moran scatterplot of youth unemployment (administrative district, 2011); based on data
about commuting flows of apprentices (2009–2011) (Source Own calculation)

3The commuting matrix is standardized, i.e., it specifies the percentage of commuters from region
i into region j in relation to all commuters from region i. Thanks to Per Kropp from the Institut für
Arbeitsmarkt- und Berufsforschung (IAB) at Nuremberg for providing these data.
4The arrows connect the geographical centroids of the relevant administrative districts.
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Given the above considerations and the outcome of the explorative analysis, we
can now estimate the degree of spatial autocorrelation using Moran’s I. The
commuting flows between regions again provide the basis for the spatial weights
matrix. The global Moran’s I gives a value of about 0.6.5 This refers to a general
tendency of spatial concentration of higher or lower youth unemployment—as was
to be expected on the basis of the hot spots in Fig. 1. The scatter plot in Fig. 2
shows the local measure of Moran’s I.

Each value of y (z), i.e., the youth unemployment rates of districts i, is plotted
against its spatial lag (Wz), i.e., the respective average value of the weighted youth
unemployment rates in districts j. The weights result from the respective propor-
tions of commuters from district i into administrative district j.6 While the scatter
plot provides detailed information about the correlations in the data, the slope of the
regression line represents the global Moran’s I, i.e., the average spatial correlation
of the data. It becomes clear that districts that are connected by commuting tend to
have similar youth unemployment rates because of the exchange that takes place
between them. For this reason, these districts should not be regarded as independent
areal units. In comparison, a calculation of global Moran’s I based on a spatial
weights matrix of inverse Euclidean distances gives only about 0.2 (instead of 0.6).
This considerable discrepancy between the estimated values shows that a simple
distance-based matrix does not capture all the spatial dependencies in the data.

Outlook

In this paper, I used the example of youth unemployment data on an administrative
district level to show that the degree of spatial interdependencies between under-
lying regional units is significant. I also demonstrated that spatial interdependencies
resulting from social interrelation and exchange cannot be adequately depicted
using inverse Euclidean distances. The results of the explorative analyses confirm
my initial suggestion that there is a tension between the theoretical claim about the
conceptualization of regional contexts on one hand and their operationalization on
the other. This finding is all the more important when we are confronted with the
problem of distorted estimations in regional context analyses of contexts which are
statistically interrelated.

The findings of this chapter indicate that we need to find a new approach to the
problem of spatial interdependencies in context analyses. There are countless
ecological studies involving spatial analyses in which explicit spatial dependencies
of relevant characteristics on the aggregate level were accounted for by using a
spatial lag or spatial error model (Anselin 2005; Ward and Gleditsch 2008).

5Moran’s I allows for values between −1 (perfect negative autocorrelation) and 1 (perfect positive
autocorrelation).
6Both variables are standardized.
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However, this was done without checking for characteristics on the individual level
(see also the concept of structural instability, Anselin 1988). On the other hand,
there have been virtually no attempts to model spatial dependencies on the indi-
vidual level beyond the conventional regional context analysis. Recently, increas-
ingly “spatially integrative” approaches have been making both the degree of
correlation within places and the scope of correlation between places the subject of
their analyses. In hierarchical geostatistical models (Chaix et al. 2005), the vari-
ance on the context level is divided into a spatially structured and a spatially
unstructured part (see also the spatial multiple membership model or the condi-
tional autoregressive model, Browne 2012). In a different modeling strategy,
Morenoff (2003) and others (including Sampson et al. 1999) follow a two-stage
procedure, in which regional context effects on individual behavior are estimated in
a first step using a conventional multi-level model; in a second step, the spatial
dynamics of the outcome variables are analyzed in a spatial lag model on the
aggregate level. With such methodological developments, the quantitative analysis
of spaces could make valuable contributions to the testing of sophisticated theo-
retical concepts. However, a systematic, methodical comparison of the models
described here—including those that are based on analytically demarcated regional
units—has yet to be attempted.
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Sociological Research on Schools
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Abstract In most cases regional disparities of offered school infrastructure, par-
ticipation in education and acquisition of competencies are investigated in context of
specific structural conditions. Based on a brief overview of approaches and findings
the paper will consider some needs of development concerning the scientific
understanding of the terms space and region. The aim is to point out perspectives for
a justice-orientated school research following the approaches of spatial theory and
social ecology which takes into account the social embeddedness of school systems.
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Two approaches can generally be distinguished in this connection. On the one
hand, spatial differences within a school system or between school systems are
elaborated structurally and descriptively by showing data-based distributions and
characteristics as well as the socio-cultural specifics of a residential population. On
the other hand, regional structural aspects in terms of context variables are used as
predictive factors in interaction with individual aspects, modelled for primary and
secondary effects of social origin within the scope of analyses on rational choice
concepts with regard to participation in education (Becker and Lauterbach 2010).
Spatial analyses about different structural dimensions usually focus on a supply-
and/or demand-based aspect of the school system (Weishaupt 2009a). The
regionally diverging school infrastructures have proven to be relatively persistent
(Ditton 2008) and now, because of an increasing usage of monitoring instruments,
such as education reports (regional and otherwise), continually come into play.
Furthermore, it was shown that existing disparities with regard to the programmes
offered by schools and other institutions have different impacts on different users,
which seems to be especially problematic since lower socio-economic groups tend
to choose schools closer to home while parents who are involved in their children’s
education also take schools into consideration that are further away from home
(Clausen 2006). Thus, specific structures of school-related education opportunities
in a city or region and the respective numbers of schools attended correlate, as
Ditton (2007) was able to show with regard to secondary modern schools and
attendance numbers at that type of school. There is a structural cause for these
spatially disparate educational opportunities as clearly indicated by the match
between the percentage of graduates with a higher education entrance certificate and
the structures of secondary school choice, proven by sample data collected in
Thuringia (Germany) concerning general schools that, according to the education
act, offer a higher education entrance certificate1 (see Fig. 1).

Figure 1 shows the number of classes in schools that offer a higher education
entrance certificate within the regional authorities studied. Moreover, the propor-
tions of graduates with a higher education entrance certificate differ between the
research units. Also, the individual findings seem to be related. For this reason, a
wider choice of schools where students can obtain a higher education entrance
certificate is accompanied by higher proportions of graduates with a higher edu-
cation entrance certificate. This finding does not show causality with regard to the
conclusion that a wider choice of schools that offer a higher education entrance
certificate causes higher proportions of graduates, particularly when considering the
limited significance due to the chosen reference years. The social compositions of
the student body, as well as pedagogical processes that cause a production of
difference within schools, also have to be taken into account (Rabenstein et al.
2013). Still, considering the determined correlation of 0.75, the result can be

1These are comprehensive schools and grammar schools. Comprehensive schools that offer
school-leaving entrance certificates for higher education could be built to complement the existing
school programmes.
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considered as showing the effects of mediation of the regional structure with regard
to the certificate-related chances of success in education. In addition to such
analyses, which especially aim to show spatially disparate distributions of
school-related infrastructure and success figures, regional structural aspects are also
in part considered in studies of acquisition of competence or of behaviour with
regard to choosing an educational path.2 Baumert et al. (2005) showed that about
3 % of the performance variation in mathematics between individual schools can be
traced back to regional aspects such as the percentage of residents who are
unemployed, on welfare, or hold higher education entrance certificates, but without
proposing possible mediation factors (ibid., p. 360). Context factors influence
schools’ social composition, which is, along with the choice of schools, involved in
the development of different learning and developmental environments (Baumert
et al. 2006). Sixt (2013) was able to show that the choices of schools as well as the
regional degree of interrelation of regions (which indicates the accessibility of
school-related infrastructure) influence the likelihood of attending grammar
schools. Interaction between regional situations and behaviour when choosing
schools was proven earlier by Zymek et al. (2006), which indicates that school
opportunities have an orienting function in the socio-regional environment of

Fig. 1 Matching the percentage of graduates with a higher education entrance certificate with the
percentage of secondary classes at schools which offer a higher education entrance certificate in the
23 regional authorities of Thuringia, in the academic year 2011/12 (Source own representation)

2Kemper and Weishaupt (2011) and Ditton (2008) show extended findings on that.
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participants in education. This short overview concerning selected research projects
on space in empirical education research is very revealing. Firstly, it became
obvious that the question of a school’s geographical location is not negligible. The
structural differentiation of schools and the distribution of different types of schools
at secondary level are evidently highly important regarding pupils’ chances of
participation and success in education. In addition to these scientifically and
politically valuable insights, a few more characteristics can be identified on which
the aforementioned research is based; characteristics which relate to the under-
standing of space as well as a paradigmatic usage of categories that are rarely
reflected upon by the researchers in this field.3

First and foremost, the following three characteristics can be mentioned:

1. Concepts of space, such as “region” or “city”, are usually used for situationally
important (Weishaupt 2009b, p. 197) definitions for units of analysis, that is to
determine the level of aggregation of statistical data in sociology. They are
therefore useful to draw analytical borders without marking relevant structures
of order.

2. Assumptions about certain spatial levels, for instance regional authorities or
differences between the units studied, are evidenced along with this. However,
minor differences can be neglected, assuming that the study uses homogenous
units of analysis, which particularly affect local situations of social surroundings
and addressable school-related structures of opportunity (Kuper 2009).

3. Space is often understood as a context. Using categories such as “region” or
“city” usually aims at determining socio-structural figures on a higher level of
aggregation, which are then examined with regard to their statistical relation-
ships with individual choices of education (cf. Ditton 2013).

While such an understanding of space is acceptable in particular cases and
expedient when it comes to the empirical questions raised, it still has to be assumed
that due to the absence of any systematically organised theoretical reflection on the
mentioned terms and social aspects, much enlightening analytical potential with
regard to the question of spatial inequalities in the school system remains
unrecognised. Some theoretical contemplation on these briefly outlined criteria is
set out below (cf. Berkemeyer et al. 2014). Attention should be paid to the fact that
the concepts selected here have already found their place in the discourse of edu-
cational research.

The content-based accentuations aimed at an ecological- and spatial-theoretical
understanding of school systems are rather new about the undertaken contemplation
(ibid.).

3Initial attempts at a theoretically reflected discussion of space as an issue of analysis are still an
exception (e.g. Kemper and Weishaupt 2011; Sixt 2010).
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Conceptual Foundations: Spatial Theory
and Understanding Context

The following reflections regarding the premise that the analysis of spatial dis-
parities should be based on an understanding of system that is founded on Fend’s
(2006) concept of an institutional protagonist which emphasises the rule-guided
and action-mediating formation of school systems.

Due to their elaborated theoretical-conceptual approaches, social geography
(Werlen 2008) and works on spatial sociology (Schroer 2006) appear to be relevant
disciplines for examining the spatial-differential positioning of school systems.
They can be used to make sociologically substantiated and grounded conceptuali-
sations. These conceptualisations do not see spatial structures as passive
subject-matter, but as results of human action which illustrate the mechanisms that
form structures and perspectives thereof. Furthermore, those research perspectives
are explicitly focused on the interaction between the region and society, which,
from an educational perspective, suggests a stronger consideration of sociological
approaches as well as changes to social structures in order to grasp structural
interdependence in analytical models. Löw (2012) suggested a spatial-theoretical
conceptualisation. Having discussed classic sociological constructions of terms
(Lefèbvre 1993; Bourdieu 1991) and following Giddens’ (1988) theory of struc-
turation in terms of social theory, she suggests understanding space as a “relational
arrangement of social goods and humans (sentient beings) at places” (Löw 2012,
p. 224). According to this concept, social arrangements are actively produced by
two fundamental processes that can only be separated analytically: spacing (e.g.
building schools or allocating students) and synthesis (connecting social elements
about perception, ideas, and memories), and by that they become relevant in
practice as independent structures. Thus, understanding school systems as (re-)
produced arrangements enhances the sensitivity for institutionally organised
mechanisms for producing differences in local school systems.4 Because this spatial
theory concept paradigmatically belongs to the traditions of relational sociology,
which particularly focuses on network-like relationship patterns as well as on a
meaningful cultural embedding of relations (Mützel and Fuhse 2010), it proves
compatible for systemically oriented schools research. Therefore, it is possible
empirically to examine differential constellations of participation and their selective
impact by studying the geographical circumstances of school opportunities and
individual options of interrelation,5 i.e. collective patterns of interrelation (cf.
Radtke and Stošić 2009). At the same time it is important to stress the significance
of institutional arrangements for culturally and habitually conveyed structures of
preference that exist at specific places in different ways. Therefore, the respective
arrangements of school systems at different places also has to be understood as an

4In terms of organised institutional discrimination (Gomolla and Radtke 2009).
5Löw (2012, p. 214) distinguishes the dimensions of wealth, knowledge, rank and association.
Chances of participating in constructing space can be examined using these terms.
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expression of specific cultural identities (Assmann 1988) that establish structures of
acceptance and preference within social configurations (Elias 1997) and are realized
as regionally specific opportunities as well as the demand of school opportunities.

The aforementioned aspects of geographical system arrangements and cultural
identity show the need for a more systematic, context-oriented school system
research that does not simply see social context as material, institutional and cul-
tural environments (as in Becker and Schulze 2013), but shows an understanding of
social context at the same time. A hierarchical distinction of micro-, meso-, macro-
and exosystems was submitted by Bronfenbrenner (1993) within his social-
ecological concept of human development. This sophisticated understanding of
context shows complex initial conditions and interactions, which have to be located
and differentiated for regional school systems. When the school is seen as a
multi-level system (with a large number of agents and networks that are connected
to significant contexts) it is clear that a school offers a wide range of educational
opportunities and there is a need for recontextualisation. In line with this view, they
are at least in part involved in what constitutes arrangements of school systems and
its effects. For an empirical implementation of such an understanding it is necessary
to find a basis for understanding different social-ecological contextualisations of
regional school systems.

Perspectives of Sociological Research on Schools
with Relation to Space

The contemplations above are to be understood as initial attempts to find com-
patible and analytically substantial concepts describing school systems that promise
a broader understanding of spatial differences. Next to conceptual clarifications,
three research perspectives can be constituted for the current discussion of
spatially-oriented sociological school research.

1. Exploring empirical referential connections of socio-ecological positioning,
spatial arrangements and equal opportunities with regard to previous insights of
regional governance research as well as the systemic impact of social change.

2. The development of statistical values which describe, at the level of adminis-
tratively tailored units, characteristics of spatial arrangements (distribution
measures, degrees of segregation, circumstances of school locations, and resi-
dential areas characterized by different milieus). Alternative analysis units are
also conceivable that focus on specific flows of students (Leist and Pietsch
2013) rather than on administrative restrictions.

3. The regional analysis of different forms of governance and their interaction with
spatial-cultural conditions of structure with regard to their effects on inequality.

It also seems to be interesting to pursue the question of whether the influences of
school system arrangements can be modified with regard to primary and secondary
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effects of origin.6 Considering the aforementioned contemplations, an assessment
also needs to be made of whether normative evaluation frameworks for analysing
fairness have to be adjusted to include spatial sensitivity and local justice (Schmidt
1992).

It is therefore conceivable that regional school systems underperform in com-
parison to other regional systems, but, because of their location and the cultural and
socio-structural integration involved, tailored to the students’ expectations and
requirements, at the same time offer opportunities to participate in society. This
question also needs to be discussed.
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Data-Driven Planning and Regional
Educational Management

Axel Gehrmann, Sascha Pelzmann and Dominique Matthes

Abstract Education reports now represent a core element of data-driven educational
planning processes and serve as the basis for educational management at local and
regional level. The present paper seeks to reconstruct, categorise and evaluate the
structure of data-driven planning, provide some theoretical reflections thereon, and
suggest perspectives for future development in the context of the recent discourse on
steering focusing on ‘educational governance’. The production of education reports in
the German states of Baden-Württemberg and Saxony provides case studies of the
challenges and opportunities that can be expected with data-driven planning. That
data do not always lead straightaway to action, and that different actors on different
(horizontal and vertical) levels of the system prefer to tussle over the interpretive high
ground, is perhaps unsurprising from either a scientific or a steering-theoretical per-
spective; in practice, however, this can lead to potential problems and conflicts.
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This chapter will describe and attempt to draw conclusions about the structure of
current data-driven planning, its development and the extent of its success in
regional education networks, as well as the challenges that confront political
decision-makers acting within a conglomeration of widely differing local interests,
especially in rural areas.1 This is based on original observations and experience in
educational monitoring processes in the German states of Baden-Württemberg and
Saxony (Gehrmann et al. 2010, 2011a, b, c; Gehrmann 2012).

For a decade, the field of education policymaking has been crowded with diverse
output-oriented interests. This chapter will seek to untangle this state of affairs,
focusing on data-driven planning processes. We will examine the necessity of
data-driven regional planning in the context described, and question its effective-
ness when it is not in tune with the characteristics of local suburban or rural areas
and the actors within them. Finally, we will examine which of the developments
that have been set in motion in recent years could be emphasised or reinforced.
After some Opening remarks (1), Educational monitoring processes and education
reports (2) and the Framing (3) of data-driven planning will be placed in context.
Finally, we offer a Conclusion (4) evaluating the impact that data-driven planning
has had up to now, and outline some Future perspectives (5).

Opening Remarks

The last decade in education policymaking in Germany has been marked by a
constant engagement with ‘output’, that is, measuring the achievements of the
education system. In this context, international studies of academic achievement in
schools began to question whether the ‘input’ into the German system, in the form of
financial infrastructure, educational institutions and teaching jobs, was really ade-
quate to ensure a high quality of education—something that had long been taken for
granted. The studies TIMSS, PISA 2000 and IGLU challenged perceptions by
showing that the German educational infrastructure apparently did not guarantee a
favourable outcome in international comparisons. In fact, academic achievement in
German schools was rated only around the average (for a summary see, for example,
Köller 2008). Achievement gaps first became clear in international country com-
parisons, but were also evident in subsequent comparison studies between the
German Federal States (e.g. PISA-E). Furthermore, it became clear that pupils did
not have equal chances of success: the socio-economic status of a child’s parents was
a particularly strong predictor of higher academic achievement (e.g. cf. Baumert
et al. 2006; Becker and Lauterbauch 2008).

1The basis for this chapter is a lecture by Prof. Axel Gehrmann delivered at the conference
“Qualitative Entwicklung der Bildungsregionen—Bildungsmonitoring und datenbasierte Planung”
(“Qualitative development of educational regions—educational monitoring and data-driven
planning”) at the State Institute for School Development in Stuttgart, 24 October 2013.
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Not only did Germany come out with merely an average score in comparisons of
academic achievement, the OECD also published preliminary research results
(‘Education at a Glance’) that showed too many German pupils were leaving school
without a qualification. In addition, the figures for tertiary transitions to university
were below the international average; investment had also been stagnating for years
(e.g. cf. OECD 2010). The debate over domestic and international rankings, and over
the causes and conditions of shortcomings was born, and it still continues today.

It was against this background that the central actors in education policymaking at
both state and Federal level (BMBF, Kultusministerien, IQB, etc.) began to launch
action programmes after 2000, and cooperation between the different states’ Culture
Ministers culminated in 2006 in the Gesamtstrategie zum Bildungsmonitoring
(General Strategy for Educational Monitoring). In this document the Federal
Government committed to continue its participation in academic achievement
studies, formulate educational standards and carry out cross-state comparison
studies. It also established a framework for inter-state collaboration in the production
of education reports and the development of educational monitoring at both state and
Federal level (cf. KMK 2006). However, this was not only a top-down process—
individual cities and communities were also affected by these debates, as at local
level parents and employers began to ask how situations of inequality could be
addressed and how more young people with qualifications could be integrated into
the employment system. This quest for change grew more urgent as the demographic
importance of ‘leaving no child behind’ became increasingly clear. Local or regional
reports on education became a central element of data-driven education planning
(cf. Gehrmann et al. 2010, 2011a; b, c; Gehrmann 2012).

Educational Monitoring and the Production of Education
Reports

Education reports are a crucial element of current educational monitoring. The
production of an education report entails the continuous gathering of indicator-based
‘public information on the basic conditions, procedural characteristics, results and
returns of educational processes’ (Döbert and Klieme 2009, p. 317). Data are drawn
from official statistics (Federal Statistical Offices, as well as the statistical offices of
the German states and other regional data sources); social-scientific data about
educational histories on CVs are also included. Broadly speaking, educational
monitoring makes ‘education in society transparent, and thus provides a foundation
for targeted discussion and political decision-making. In the centre of focus […] is
the work of educational institutions from nursery school right up to adult further
education’ (ibid., p. 320; translation by the author).

At Federal level, the production of education reports is now established practice
(cf. Konsortium Bildungsberichterstattung 2005, 2006). Several reports have been
made available to the public. The practice has gradually become equally established
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in the German states, most of which have now published at least two or three
editions of their respective education reports since 2007. At state level, reports tend
to highlight particular areas, such as migration or cultural education. It is important
to note that the reports have not initiated a great deal of debate either in the national
or the state context—though their conclusions can no longer be denied. It is
important to emphasise this because data have indicated that new rationales for
further long-term transformation are urgently needed. Unfortunately, it is no sur-
prise to researchers carrying out empirical studies that their evidence is rarely used
to undergird data-driven planning, let alone forward-looking policymaking. This
point will be examined in greater detail below.

The education policymaking powers of local authorities at city, district and
community level are limited according to the German Constitution—a community
might put the building up, but ‘the lord of the manor is the State’ (Avenarius and
Heckel 2000, p. 157). Communities have no power over teaching content and no
say in the hiring of teachers, and can therefore be made responsible for output only
to a limited extent. Central steering of education policy was once seen as a big step
forward to break particular local interests and guarantee the universal right to
education—now, however, it is the focus of criticism. In rural areas the State is
perceived to be failing to guarantee universal rights such as social equality, and
communities are mobilising to demand more participation.

Cities and communities therefore represent both the start- and the end-point of
efforts made in education policymaking. The ‘Aachen Declaration’ by the
Association of German Cities emerged out of a move by the principal local-authority
associations to place education in the centre of focus (cf. Deutscher Städtetag 2007).

It should be noted that the Federal States have also instigated attempts to gather
data on educational development in local areas and to establish regional educational
networks (e.g. cf. the ‘Impulsprogramm Bildungsregionen’—Impulse Programme
for Educational Regions—in Baden-Württemberg) but the extent to which the
overall system can be steered from institutional centres remains limited. Differences
in local situations mean that possibilities for Federal action are restricted because of
(still) inadequate regional know-how, which means that, for example, local situa-
tions of inequality are not understood. There is a clear move in education policy-
making to acknowledge the control deficit that has existed since the 1980s, and to
promote greater delegation of responsibility.

A research done by the “School Space” study group at2 the Technical University
Dresden counted a total of 58 education reports from 38 cities (see Fig. 1) up to
October 2013, including short- and long-form reports from all over Germany. Some
cities’ reports are already in their second edition; others have progressed even
further. In addition, 25 regional education networks, mostly within administrative

2Project leader: Prof. Axel Gehrmann; researchers: Dominique Matthes, Anne Ohndorf, Sascha
Pelzmann.
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districts, have published 30 education reports. Only a quarter of these networks
have released more than one report.

Data-driven planning has therefore arrived in local areas, and has been devel-
oping since 2007. In cities, education networks have made faster progress with their
reports—even by 2010 and 2011, significantly more reports were emerging from
cities than rural areas. Rural districts have been catching up, however, especially
since 2012. More reports can be expected in the next few years—the Federal
programme ‘Local Learning’ (‘Lernen vor Ort’) places a commitment on all regions
to provide education reports.

The education reports have taken on a certain structure in the course of their
development, now tending to contain eight sections, A (framework and basic
information) to H (non-formal and informal learning spaces), reconstructing the
course of a school career (cf. Statistisches Bundesamt et al. 2010). At first, it was
difficult to establish the appropriate scale of transformational goals because action
fields were lacking. These are now being made clear, either in the reports them-
selves or in public debate after publication.

Framing Data-Driven Planning

The number of education reports being produced in rural areas has grown signifi-
cantly in recent years. Programmes launched by the Federal States to support closer
examination of education at local level represent only one side of the story: it is
increasingly clear that people in rural towns and districts are now motivated to

Fig. 1 Comparison of number of city and regional education reports, 2006–October 2013.
(Source own representation)
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engage in an active analysis of past, present and future realities in education. The
following ideas are represented.

The new focus on ‘quality control’ within the education system, which includes
the production of education reports, serves two ends within the discourse on
equality of opportunity, particularly in rural areas: firstly the re-measuring of
‘cultural objectivations’ (cf. Fend 1980, pp. 2–18—translation by the author) (i.e.,
what do we know about the education system?) and secondly the attempt to
reconstruct potential individual processes of acquisition through representations of
time scales (i.e., who succeeds in doing what?).

From the theoretical perspective of steering in relation to educational planning,
we can comment as follows: on the one hand we can see there is an attempt to
legitimate universal rights (those guaranteed by the State) against particular
(regional) interests (cf. Zymek 2001, 2008)—demographic developments alone
make it necessary to seek new solutions for specific places and for the distribution
of resources. At the same time, however, we see an attempt to define particular
(regional) interests as universal ones, because joining the problems in rural areas to
those in the cities reveals an inadequacy of resources as the respective parties seek
to secure their present education offerings. From the theoretical perspective of
actors, we can observe that within the field of steering many actors come into play,
pursuing extremely diverse interests with different options open to them—including
some from a legal perspective.

It is important to acknowledge what Helmut Fend described as the relationship
between the ‘score’ (Partitur) and the ‘performance’ (Aufführung) (cf. Fend 2008,
p. 15). Fend pointed out the unique structural logic and dynamics that have
developed in education systems; he suggested that constitutional reality comprises a
combination of legal frameworks, constitutional norms and implementation by
educational management (ibid.). It is plain that the regulatory ‘score’ usually seeks
to ensure that local authorities have leeway to work; whether this leeway is then
actually used for performing actions is, however, not always certain. Furthermore,
macro-political steering interests are often undermined on the micro level of indi-
vidual institutions because they are imperfectly understood or implemented by
educators and teachers. Ultimately, ‘translation problems’ must always be reckoned
with (cf. Altrichter and Maag Merki 2010, p. 15ff.).

Sometimes seeking to overcome these translation problems but often not
acknowledging them, existing regional education networks have tended to develop
similar organisational structures: they establish ‘education offices’ at the centres of
local administrations, and moderate their processes through ‘steering groups’
involving the central actors in education policymaking, seeking to enable the transfer
of these processes to the micro level through regional conferences (cf. Gehrmann
and Pelzmann 2010).

Such moves towards ‘translation’ also bring challenges, however, because data
need to be explained—in particular, questions about concrete action fields and
projects tend to arise very quickly. The process often takes place against a back-
ground where there is no legal framework or power of disposition, or no practicable
time scale for processes to unfold. A lot of new ground is therefore being trodden,

324 A. Gehrmann et al.



but real possibilities for change in terms of participation and goal-orientation are
already becoming clear.

Conclusion: What Is the Impact of Educational
Monitoring?

The difficulties of implementing regional educational monitoring at local level can
be summarised under the following areas:

• Personnel: lack of expertise in data-processing, limited understanding of wider
picture, departmental limitations;

• Technology: lack of basic data in local authorities, un-unified data processing;
• Time: persistent expectation of fast results, delays caused by data validation;
• Presentation: local perspective versus understanding of wider picture;
• Legitimisation: recommendations should be legally binding;
• Reception: local consequences of reports.

On the other hand, up to now we can observe the following positive results:

• Data foundations: increase in familiarity of local authorities with
data-processing, growth of expertise within departments and beyond;

• Quasi-longitudinal interpretation: cross-sectional data show changes in time
scales;

• Regional inclusion: no spot checks, local populations, local interpretation;
• Participation: production of reports according to ‘CV concept’ creates trans-

parency for decisions;
• Legitimisation: public debate on education questions helps improve distribution

of resources and data-driven planning.

Future Perspectives

For the future, it is clear that regional education networks can no longer exist
effectively without the support of appropriate data-driven planning (establishing
basic data). The smaller the represented scale of an education network, the more
clarity should be brought into the pursuit of particular goals, for example through
topic-specific reports (goal orientation). The involvement of different actors from
civil society is of vital importance, above all in the creation and implementation of
active measures, even if this only happens at the discussion stage after reports have
been published (participation). Education issues need to be included on political,
administrative, economic and civil agendas. The success of the decision process is
dependent on enabling consensus between the relevant actors; long-term vibrancy
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in education networks will require visible and significant results that are experi-
enced by actors in practice (decisions).

Nonetheless, it is often debatable whether education reports or educational
monitoring processes really are applied as intended, or whether they merely have an
‘expressive function’ (Drewek 2009, p. 185, translation by the author), at best
generating awareness of existing deficits and instigating a search for solutions. It is
important to pose this question, especially on the background of the ‘historical
inertia at the institutional macro level and the strategical flexibility at interactional
and actor level’ (ibid.). The focus thus shifts to an analytical governance-related
perspective, which acknowledges the differing logics of action and patterns of
communication between economic, political and education systems, and looks at
the reception of evidence-driven steering by the affected actors, with their own
rational approaches. Research results in this area are not yet available, but would be
very useful for the future.
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Regionalization as a Justice-Based
Support Strategy for School Improvement

Veronika Manitius, Anja Jungermann and Wilfried Bos

Abstract Currently, various measures of regionalization in the educational sector
can be observed in Germany. These can be understood as a decentralized and
cooperative reform strategy in the post-PISA era, next to the rather centrally
organized governance reforms. These measures are attributed with programmatic
objectives such as the promotion of educational equity. In the federal state of North
Rhine-Westphalia the local education offices are a central actor in these school-
system related regionalization processes. The paper theoretically considers possible
justice-based support services that regionalization measures can provide for the
school system. Empirical evidence of a baseline survey of the local education
offices is presented to show the support services of this actor and to relate them to
the considerations of justice.

Keywords Local education office � Regionalization � Justice � School develop-
ment � Support system

In the aftermath of the important large-scale assessment studies (PISA, PIRLS,
TIMSS) and their startling findings, different reform measures were undertaken in
the educational sector in all German states. Apart from the mainly output-oriented
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reform measures such as the definition of standards, school inspection, regular
nationwide student assessment, and educational monitoring, other reform efforts
can be identified which can be classified as a “development trend for regionaliza-
tion” (Brüsemeister 2012). These comprise, especially, the governing actors’ efforts
to implement support systems for educational institutions and stakeholders as well
as for school development processes by changing existing structures or imple-
menting new ones on the local level. The discussion on regionalization is partic-
ularly relevant in Germany, where educational decision-making power has so far
been concentrated on the level of the sixteen federal states (Länder), with inter-
mediary levels such as regions and municipalities having no say in educational
issues. In the German discourse, the regionalization measures are often linked to the
vision of creating “educational landscapes”. These rely on the assumption that the
central local stakeholders are the crucial “caretakers on the spot”, who can answer
the local educational actors’ specific needs with equally specific local resources and
solutions (Manitius 2013; Berkemeyer and Pfeiffer 2006). To coordinate such
regionalization measures, in the Western German state of North Rhine Westphalia
(NRW) local education offices (Regionale Bildungsbüros) operate on the municipal
level, which have been installed with joint personnel resources from the state
government (that of the Land) and the municipality. They are supposed to insti-
tutionally embody the much-requested new cooperation between local political
entities and the Land in matters of school development (e.g. cf. Deutscher Städtetag
2007). In the following, the programmatic goals and theoretic assumptions of the
support strategy regionalization as well as its possible justice-based support ser-
vices for the school system will be presented on the basis of empirical evidence
from a baseline survey.

Regionalization in Education

The central goals that are pursued with the idea of regionalization can be retrieved
from project descriptions or position papers of transregional organization (e.g.
Deutscher Städtetag, the Association of German Cities): They mainly articulate
goals such as improving educational equity or supporting school development, even
though these goals are often mentioned without further reflection or operational-
ization (Jungermann et al. 2015).

In the scientific discourse on regionalization there are three central objectives for
these reform efforts: in the modernizing state, the regionalization strategy is sup-
posed to contribute to the competitiveness of the region and to the development of
school quality, as well as to provide compensatory action for more educational
equity (Emmerich 2011).1

1Here, we abstain from critically discussing the objectives of regionalization measures that are
based on social integration (cf. Emmerich 2011; Manitius 2013).
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Theoretically, the scientific descriptions of the idea of regionalization in the
education sector mainly rely on the governance perspective, more precisely on the
regional governance approach (Fürst 2004; Berkemeyer and Pfeiffer 2006; also
Tibussek in this book). In this theoretical perspective, particular focus is placed on
the network constellations and activities of intermediary governing bodies, such as
local education offices, that develop outside the traditional structures of the state
and municipality. Recent publications try to better capture the potential for conflict
that is inherent to these often rather complex constellations, for instance by drawing
on the image of “social arenas” (Strauss et al. 1964; see also Brüsemeister 2014).
Finally, attempts can be identified that try to turn more attention to the concrete
activities the actors are pursuing by drawing on management theories (Otto et al.
2015) or network approaches such as boundary spanning (Manitius et al. 2013).

Theories of justice are so far mostly disregarded in the scientific description, and
educational science lacks a clear notion of equity in respect to the regionalization
strategy and its justice-based merits. When describing the phenomenon, the sci-
entific discourse so far fails to include approaches taken from theories of justice.
One exception is Berse (2009; see also Oelkers et al. 2008): referring to Sen’s
capability approach (2007), he mentions justice as an important criterion to assess
the merits of regionalization efforts.

In the following, we try to specify and theoretically trace the possible justice-
enhancing achievements of the support strategy of regionalization with a focus on
the school system (for further details see Manitius 2013).

Regionalization and Justice-Based Support Services
for School Development Processes

If regionalization can be understood as an institutional strategy for developing the
school system, one should further investigate which dimensions of justice within
the education system these schemes relate to. Four theory-based dimensions of
justice within the education system can be distinguished (Berkemeyer et al. 2012;
Manitius 2013): power of integration/integration effects, permeability, promoting
skills and awarding certificates.

The power of integration of school systems reflects whether school systems
succeed in systematically including all children, for instance whether all children
and teenagers visit regular schools, and the extent to which their social integration
and participation is possible, for instance through whole-day schooling.

The dimension of permeability mainly highlights the allocative function of
school systems. It asks to what extent selection processes are carried out inde-
pendently from socio-economic characteristics and how much the constitution of
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the system itself (e.g. the schools available in a region) contributes to distortions in
the allocation process.

The dimension of promoting skills mainly considers the output of school sys-
tems. Promoting skills in a fair way does not allow system-induced one-sided
support, but requires the development of all students’ potential, irrespective of their
social characteristics.

Finally, awarding certificates reflects the extent to which graduation certificates,
which are important for social participation, are awarded adequately in relation to
the demanded requirements and comparably across regions.

Based on an understanding of regionalization measures as support, we furthermore
need to ask how far they really offer justice-based services for the school system, i.e. to
what extent the support aims to promote the dimensions of power of integration, per-
meability, promoting skills and awarding certificates. Several examples of such support
in respect to the justice dimensions can be theoretically deduced (see Table 1).

Empirical Evidence: Local Education Offices as School
Development Actors

Against the background of the presented support potential of regionalization
strategies regarding the justice dimensions, we will present empirical results on a
central regionalization actor in the German Land of North-Rhine Westphalia
(NRW): the local education office. As a whole, there is little research on the merits of
regionalization measures in the education sector. Qualitative case studies dominate
which explore the actor constellations and structures that develop in the framework
of the regionalization measures or which try to identify conditions for the success of
these measures (for an overview of the literature see Jungermann et al. 2015).

In order to nevertheless gain empirical insights into the services of central
regionalization actors, in the following we present the results of a baseline survey of
all local education offices in NRW that was undertaken in cooperation with the
Ministry for School and Further Education. We focus on the questions of which
services this actor offers in regard to which justice dimension, who these services
are targeted at and which goals are associated with them. We chose this actor
because it is established in almost all of the 53 regional administrative entities in
NRW and has for some time now been attributed a central role in school-centered
regionalization efforts.

The baseline study of the local education offices in NRW was conducted in
autumn 2011 using a standardized questionnaire. In total, 46 local education offices
were surveyed (Manitius et al. 2013). The response rate for the directors’ ques-
tionnaire on general and structural questions was 95.7 % (n = 44), whereas the
response rate of the questionnaire for all employees was 74 % (n = 217).
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Objectives and Target Groups

When asked about the most important objectives for their work, most employees
agree to the programmatic goals of regionalization: the improvement of life chances
(77.6 %) and the better use of resources through networking (77.7 %) are identified
especially often as guiding objectives for their work. Less often, they mention the
development of instructional quality (19.2 %) and the contribution to safeguarding
the economic competitiveness of the region (8.9 %) as important goals.

Concerning the target groups of the local education offices’ activities, the
directors first and foremost mention heads of schools (88.4 %) and the Steering
Circle2 (88.4 %) as well as the local branch of school supervision (76.2 %). Other
frequently mentioned target groups are teachers (67.4 %), internal partners such as
other employees/direct colleagues (71.1 %) or the school administration in general
(63.4 %). Partners outside the school systems, such as businesses, associations or
the youth welfare services are indicated by around half the local education offices as
a frequent target group. Students (40.5 %), parents (11.9 %) or competence teams3

(35.7 %) are mentioned as target groups significantly less often.

12.9%

20.4%

15.5%

52.9%

21.6%

38.8%

44.9%

73.8%

0.0% 20.0% 40.0% 60.0% 80.0%

The staffing (important contact persons / key 
leadership positions) in our region is beneficial 

for the development of the educational 
landscape.

Before the establishment of the Local 
Education Office, structures (e.g. rules, 

arrangements, task forces) already existed in 
our region, which can intensively be used for 

the development of the educational landscape.

In our region, there are countless previous 
experiences which are now helpful in the 

development of the educational landscape.

Our region lends itself to the development of 
an educational landscape.

Cities n=102-109 Rural districts n=101-103

Fig. 1 Employees’ assessment of regional circumstances (reply: “agree”) (Source Own
representation)

2The Steering Circle is a formally established governing body involving important local
decision-makers which sets the relevant political guidelines for developing the educational
landscape.
3Competence teams are local peer-to-peer professional development teams in NRW.
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Fields of Action

Local education offices mainly focus their work on transition topics. The most com-
monly mentioned fields of action are the transition from school to work place (86 %),
the transition from pre-school to primary school (74.4 %) and the transition from
primary school to secondary school (62.8 %). The directors also mention network
activities promoting the cooperation between different institutions as frequent fields of
action, such as the cooperation of schools with each other (51.2 %) or the cooperation
of schools and youth welfare services (48.8 %). They also identify inclusion (60.5 %)
as a prevalent field of action, which is not surprising given its current political topi-
cality. The development of all-day schooling (35.7 %) or the interdisciplinary quali-
fication of teachers (27.9 %), however, are less frequent fields of action.

The employees of the local education offices were also asked how often they use
new governance tools in their daily work. As a whole, instruments such as school
inspections or standardized region-wide tests (3.9 %) play a subordinate role in the
work processes. If available, municipal education monitoring reports are indicated
by 39 % of the employees as frequently used tools.

Knowledge on School Development in the Region
and on Regional Circumstances

When analyzing the knowledge of local education office employees on the develop-
ment of the schools in their region, one can see that they are especially well informed
on the development of student numbers (80.5 %) and the challenges the schools are
facing (74,6 %). They are less informed on the schools’ development plans (39.8 %)
and their professional development needs (31 %). Only 24.4 % of employees indicate
they can assess the quality development of the schools in their region.

Concerning the assessment of regional circumstances, one can see that all rel-
evant items are assessed less positively by employees of local education offices
located in rural districts than by employees of local education offices in cities. Only
very few employees estimate the staffing of key leadership positions in the region as
advantageous (see Fig. 1).

Discussion and Outlook

The principal goal of the baseline survey on local education offices in NRW was to
identify some initial evidence on the organization and operations of this actor.
Therefore, we abstained from integrating and empirically verifying theoretical
constructs based on theories of justice. Since the main programmatic objective and
guiding principle of the current regionalization tendencies is educational equity and
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justice (Jungermann et al. 2015), in this paper we theoretically considered what
could be justice-based support services of this reform strategy for the school sys-
tem. In the next step, the descriptive evidence from the baseline survey on a central
actor of the regionalization efforts in the education sector can be discussed with
regard to their relevance to the four dimensions of justice in school systems.

On the whole, the evidence suggests that local education offices are mainly
involved in networking activities and at interorganisational boundaries (see also
Manitius et al. 2013). The offices’ fields of action focus on institutional transitions
within educational biographies, and therefore relate to aspects of permeability of
school systems and indirectly to awarding certificates, as theoretically assumed.
Regarding the power of integration, the current prevalence of inclusion was already
mentioned as a frequent field of action. All-day schooling is a comparatively less
frequent area of work of local education offices. The evidence also indicates, that
promoting skills plays a subordinate role in their work. This becomes clear in
employees’ relatively low agreement to regionalization objectives concerning the
development of instructional quality. Correspondingly, important central tools for
improving school quality (such as the school inspection reports) are less often used
by local education offices. It has to be considered, however, that access to these
reports is structurally somewhat limited for municipal actors. In addition, the
employees’ knowledge of the regional school landscape suggests that they are well
informed on the schools’ challenges, but less so on their quality development.

Regarding the justice dimensions, this initial approximation to the support ser-
vices of a specific actor of regionalization allows for the conclusion that the
activities of local education offices are particularly targeted towards the perme-
ability of the school system. At the same time, the idea of close cooperation among
all relevant actors that is inherent in regionalization strategies is beneficial for all
four justice dimensions. Thanks to the network structures of regionalization mea-
sures they can potentially be said to have an added benefit regarding justice (for
criticism of this see Manitius 2013; Stolz 2009). Further research is, however,
necessary in order to analyze the merits of the “development trend of regional-
ization” in relation to the justice dimensions in a more differentiated way (as
illustrated in Table 1). This would also allow to better consider the point of view of
the recipients of these services (e.g. schools, individual teachers or students).
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Organised After-School Activities
at the Intersection between Education
and Municipalities in Rural Areas

Holger Jahnke and Katharina Hoffmann

Abstract The concurrence of a growing awareness of educational issues, demo-
graphic decline and increasing competition is presenting schools and municipalities
in rural areas with particular challenges. The much-cited saying “The village dies
along with the school” implies that the future of the community around the school
site is closely linked to the development of the school, as the drop in births seems to
threaten the existence not only of many schools but also of many municipalities.
With parents being given free choice between schools since 2007, many rural
schools in Schleswig-Holstein have found themselves in competition for a dwin-
dling resource: pupils. Some municipalities have responded to this challenge with
active strategies for investment in order to attract pupils. At the same time, the
division between responsibility for internal and external school affairs has pre-
vented the municipalities from exerting any direct influence on pedagogical staff,
which is crucial to the pedagogical quality of teaching, especially in small schools.
With regard to opportunities to raise schools’ profiles, being able to give shape to
OGS activities is thus an important means of influencing school quality in rural
areas. Thanks to networks and cooperation, local actors and institutions are
involved in pedagogical work, acting as the nucleus of more extensive local or
municipal educational landscapes. This provides a formal framework for the
symbiotic relationship between the school and the municipality which can be built
up as part of the shared struggle to attract pupils and young families.
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In the context of the change in the education system which can currently be
observed, schools are increasingly being understood as focal points for social and
cultural life in rural areas. If schools are seen at the same time as places where
people learn and live their lives, for some school locations this will mean opening
up to other education providers, especially in the field of non-formal education
(Wichmann 2012).

In this fundamental change, education today is understood as a resource for
high-quality schooling oriented towards skills and future developments. Thus,
education policy, especially in rural areas not only targets at pedagogical goals, but
also serves communal interests. As lifestyles change (e.g. dual-income couples,
changes in the pattern of care) along with demographics and the corresponding drop
in pupil numbers, schools have been seen as central pull factors in rural communities
(Frank 2011; Stolz 2012). The development of school sites has thus become a central
field of action in the competition between municipalities, especially in their struggle
to attract young families.

In this field of conflict with declining pupil numbers and the resulting competition
between schools, new and creative forms of cooperation are springing up between
providers in the fields of education and culture. They are discussed in politics and
academia under the heading of municipal or local “educational landscapes”
(Bildungslandschaften) (Bleckmann and Durdel 2009). Here, central importance is
placed on optional after-school activities (Offenes Ganztagsangebot, OGT), designed
to add to the standard German school day which traditionally ends at lunchtime:
on the one hand it is a sign of the school opening up as a space to its local sur-
roundings, on the other it develops an important space in which educational offer-
ings can be displayed, enhancing a location’s attractivity and competitiveness.

This chapter is based on two surveys carried out by the authors as part of a
project on regional public services in the rural district of Schleswig-Flensburg in
2012 and 2013 (cf. Jahnke and Hoffmann 2012, 2013). Building on documentary
records of educational and cultural institutions, expert discussions were held at all
thirteen authorities (Amt; a group of municipalities), two independent municipalities
and three towns in the district. These single or group interviews with key actors
were focussing on forms of cooperation between educational and cultural institu-
tions. The aim of this investigation was to make a survey of existing cooperative
ventures between institutions involved in education and culture, in the broadest
sense; to pinpoint best-practice examples and thus to identify starting points for
creating local educational landscapes.

Schools in Rural Areas Under Pressure
from Decreasing Pupil Numbers

The debate on school closures has been held since German reunification; first in
Eastern federal states and later also in the West. It was provoked by demographic
developments which have differed widely from state to state. Figure 1 reveals three
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trends based on developments in the number of children of standard primary school
age (5–9). In the East German federal states apart from Berlin, the drop in births
after German reunification became visible from as early on as the mid-1990s
through a rapid decline in numbers in the age group in question: within just a few
years it had dropped to less than half in many regions, and even down to 37 % in
Mecklenburg-Vorpommern (Weishaupt 1997; Fickermann et al. 1998). Now that
the school systems in most areas have been fully restructured, especially in rural
parts, a slight rise in the number of schoolchildren can be observed again in these
federal states. In West German states, the negative trend set in later and was less
extreme at first, before accelerating in recent years to what has become now a clear
period of decline. In the area of investigation, Schleswig-Holstein, both trends—the
delayed start and the negative development which followed—have been more
distinct and further decline is expected for the years to come.

Developments in the city-states of Hamburg and Berlin have been quite differ-
ent. At first, they followed the trends going on in the East and West, respectively,
but now they have consolidated at different levels, and are even showing a slight
rise in pupil numbers. This stable or even positive demographic trend can largely be
explained by the higher percentage of residents of immigrant origin, who today
make up a large part of rising birth numbers in many cities.

The trends in primary school pupil numbers underline the different consequences
of educational policy and planning in urban conurbations and rural peripheries. Put
simply, educational discourses in urban spaces primarily pertain to coping with
social, socio-economic or socio-cultural challenges in the areas considered to be
“difficult” neighbourhoods. In an urban context, educational institutions in general,
and schools in particular, are frequently seen in normative terms with regard to their
possible and actual role in neighbourhood processes of social integration in a
heterogeneous, unintegrated urban migration society. In contrast, discussion on

Fig. 1 Trend in the number of 5–9-year-olds between 1991 and 2012 in selected federal states
(index values 1991 = 100) (Data source Statistisches Bundesamt; author’s own calculation and
design)
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school sites in rural areas currently tends to focus on the aspect of possible school
closures, economic profitability, providing the region with sufficient schooling and
their competitiveness in attracting young families to the area in the face of a
shrinking, ageing population.

In Schleswig-Holstein the decline in pupil numbers has been felt at all levels of
the school education system for about 10 years; the discussion there is about
adapting the schools network on different levels from the point of view of state
educational planning. In the mid-1990s, the drop in pupil numbers occurred in the
cities of Kiel, Flensburg and Lübeck; for about the last 10 years it has mainly
affected primary schools in the sparsely populated rural areas. In the rural districts
of Dithmarschen and Steinburg, for example, the number of primary schoolchildren
dropped by one quarter within just a few years—and the trend is holding up (data
source: Statistikamt Nord, cf. Frank 2011).

Rural Schools and Communities of Schleswig-Holstein
in Competition

At the height of this phase of decline, in 2007 the then state government passed a
new Schools Act establishing the administrative framework for the structure of
competition between state schools. Until that point, private school maintaining
bodies had been few in Schleswig-Holstein, apart from the schools for the Danish
minority, which enjoy a special status on historical grounds. Now, educational
policy followed the logic of deregulation, according to which competition would
lead to better quality on the one hand, and greater economic efficiency on the other.
Three initial, key legal parameters set the course for this:

First, free parental school choice was introduced for all types of schools, putting
an end to the school catchment areas, with each household being assigned to a
specific school. Since then, parents have been able to register their children at any
school of their choice, without any explanation or justification.

Second, compensatory payments were fixed, to be paid by the local authority
where a pupil lives, to the local authority where that pupil attends school. Initially,
these were paid in the form of a lump sum; since 2012 they have been calculated
based on the actual running costs. Put simply, this makes better-equipped schools
more expensive than basically equipped schools for the local authority of origin.

Third, statutes were passed establishing minimum pupil numbers for all school
types. If they are undershot, then the school or school site may be merged
administratively with one or several other sites, or may be closed entirely. This
regulation does not apply to schools run by private providers or the Halligen and
island schools. An “experiment clause” also provides for transitional periods.

342 H. Jahnke and K. Hoffmann



In many ways, the introduction of competition mechanisms between schools can
be viewed as problematic; at the least, the positive effects expected on the quality of
education will not automatically take place. This chapter looks into the specifics of
this kind of mechanism in rural peripheral areas. After all, as schools enter into a
situation of competition due to the abolishment of catchment areas, urban and rural
areas face different challenges. In urban contexts, the main problem is the rising
risk of school segregation, in a self-reinforcing process whereby attractive schools
become more selective and schools in socially disadvantaged neighbourhoods
become a focus for pupils, who might need more support. By contrast, in rural areas
the large geographical distances between individual school sites create a significant
barrier to selecting or changing schools.

In rural areas, demographic change is leading not only to a decline in pupil
numbers—and thus to greater competition between the schools—but also to a
change in the age structure and, in a second step, a general drop in population
figures. As the two processes are closely linked, this produces a structural con-
nection between the school and the local authority. In contrast with schools in cities,
schools in small municipalities usually have much closer ties to community life. In
small villages, the primary school may be the centre not only of educational and
cultural events but also of the village community’s social life (e.g. cf. Neu 2007;
Meusburger 2009; Jahnke and Hoffmann 2013). On one hand, cultural events often
take place on the school grounds; on the other, thanks to the pupils and parents, the
school as an institution is a central point for social encounters and the integration of
newcomers to the area.

The investigation showed that at municipality level within the district of
Schleswig-Flensburg, there is now a keen sense of the importance of educational
institutions when competing to attract young families. In the public discourse,
mayors thus fight to retain their own school sites; as school providers, they also
try to make their school more attractive in the competition for pupils by investing
in the building and infrastructure. There are also cases in which municipalities
organise and pay for free pupil transport from neighbouring areas, to keep pupil
numbers at their own school stable, or even raise them. Education is thus
increasingly being seen by municipalities as an investment in the future, part of a
locational competition succumbing to a more entrepreneurial logic (cf. Jahnke
and Hoffmann 2012).

There are, however, limits to the extent to which municipalities can raise their
own school’s profile, as the municipality has no influence on teaching staff
appointments. Due to the separation set down by law between the Ministry of
Education on the one hand, which is responsible for internal school affairs (in-
cluding appointing teaching staff) and the municipality, as the school maintaining
body, on the other, which is responsible for external school affairs (buildings and
infrastructure, operating costs and administrative staff), the maintaining body has no
direct influence on the most important parameter for the quality of a school: the
teaching staff.
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Organised After-School Activities (OGT) as a Field
of Action Shared by Schools and Municipalities
in Rural Areas

Since 2003 there has been an increasing development of organised after-school
activities under the name of “voluntary all-day schools” (Offene Ganztagsschule,
OGS) which offer optional, extracurricular educational activities, extending the
German school day to the afternoon. In Schleswig-Holstein this has resulted in new
opportunities for profiling local schools. On one hand, the municipalities support
this by providing funding; on the other hand it provides them with chances to raise
their profile through the OGS activities on offer. The OGS opens up opportunities
for developping the pedagogical profile of a school independently of the teaching
staff assigned by the Ministry of Education. All-day schooling thus becomes a place
of entrepreneurial activities which the school maintaining body can influence by
submitting applications, planning, “staff management” and involving parents to
share some of the costs. However, as there is no permanent financing for peda-
gogical staff, the maintaining bodies depend upon cooperation with local institu-
tions, volunteers and services provided on an ex gratia basis.

In the relevant research literature, there is a great deal of discussion on the OGS as
a means of providing cross-institutional education and care throughout the day at
primary and lower secondary education levels (e.g. Bertelsmann Stiftung 2013;
Eisnach 2011; Lange 2013). In the jurisdiction of the district of Schleswig-
Flensburg, the OGS is often put into practice as the central focus of cooperation
between schools and other education providers in the area around the municipalities.
The OGS sphere can be seen to some extent as a test area for local educa-
tional governance, as it offers a place where local actors and institutions from
education, culture and social work can meet. The OGS has thus developed into a
shared field of action for national and regional educational policy. This common
educational policy was supported by the Federal Ministry of Education and Research
(BMBF) under the OGS development investment programme “Zukunft Bildung und
Betreuung” (Future of Education and Care) and eventually cofinanced by the indi-
vidual regional states. Another background to the OGS is that it is an institutional
expression of the broad-ranging and open understanding of education and culture at
the heart of rural educational landscapes (Oelerich 2007, p. 33). Its central signifi-
cance correlates with its function as a place to negotiate processes relating to society
as a whole; as an arena for competition resulting from the competitive structures in
which schools are involved, and as a major test area for a school-centred educational
landscape. These ascribed meanings should be briefly explained.

The field of OGS is a sphere of action which gives an institutional form to
the intersection between, formal education, non-formal education and informal
learning (e.g. cf. Eisnach 2011, p. 9). This allows educational biographies to be
supported beyond the rhythm of school lessons, and helps identify and build on
preferences and strengths. The school as an institution cannot meet the needs of
all-day care and education all on its own, and is thus forced to rely on cooperative
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partnerships. The OGS thus helps the school to open up geographically to its sur-
roundings und at the same time sees itself as an open place of public learning and
communal life (see below).

This all-day system for organising care and education is at the heart of rural
educational and cultural landscapes in both organisational and spatial terms. The
first reason for this is that the all-day system provides an opportunity to pick up on
trends affecting society as a whole, e.g. changes in people’s living situations,
or dual-income families. This means that they can offer new childcare and educa-
tion services. As the demographic change described in the second section takes
hold, schools are increasingly competing against one another for pupils.

Secondly, the OGS provides municipalities with a means of competition by
developing attractive schools. This extensive creative opportunity, effectively a
forum for trying out new ideas, comes hand in hand with the definition of the OGS
adopted by the Standing Conference of the Ministers of Education and Cultural
Affairs of the Regional States (KMK), and with the funding guidelines for the
federal state of Schleswig-Holstein. The guidelines and definition are limited to
organisational stipulations; the specific content and pedagogical form are under the
responsibility of the individual school (MBW 2013, p. 1f.; KMK 2014, p. 4f.).
Thus, schools and municipalities which, in view of municipal developments, take
an active role in education processes (Eisnach 2011, p. 33) view the OGS as a
shared “opportunity for combining educational and cultural activities geared
towards the social space” (ibid., p. 91). Together, they are given leeway for
developping a locally adapted, cultural and educational profile which eventually
might impact on the demographic development as well.

Thirdly, the OGS scheme provides an important space for experimentation and
action, rendering the variety of educational and cultural schemes more visible to the
authorities. As a constitutive element in the development and extension of educa-
tional and cultural landscapes at the level of the authorities and the district, the OGS
is a multifaceted platform for provisions combining various forms of cooperation
within a local network. Their agenda ranges from general childcare, homework help,
lunches and supervised play to a wide range of pedagogical activities.

All in all, the OGS appears to be a beacon of hope for an established, practised
educational and cultural landscape. However, it should not be forgotten that this
organisational form of interlinked educational and cultural work is caught up in high
expectations regarding broader social processes. At the same time there is an
increasing call for and promotion of professionalisation on the part of volunteers,
who play a pivotal role in non-formal and even formal education in rural areas.

Conclusion

The coincidence of a growing awareness of educational issues, demographic
shrinkage and increasing competition is presenting schools and municipalities in
rural areas with particular challenges. The much-cited saying “The village dies
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along with the school” implies that the future of the communities around the school
sites is closely linked to the development of the local school, as the drop in births
threatens the existence not only of the schools but also of the municipalities.

With parents being given free choice between schools since 2007, the schools in
Schleswig-Holstein have entered in competition for a dwindling resource: pupils.
Some municipalities have responded to this challenge with active strategies for
investment in order to attract pupils. At the same time, the division between
responsibility for internal and external school affairs has prevented the munici-
palities from exerting any direct influence on pedagogical staff, which is crucial to
the pedagogical quality of teaching, especially in small schools.

With regard to opportunities to raise schools’ profiles, being able to give shape
to OGS activities is thus an important means of influencing school quality in rural
areas. Thanks to networks and cooperation, local actors and institutions are
involved in pedagogical work, acting as the nucleus of more extensive local or
municipal educational landscapes. This provides a formal framework for the
symbiotic relationship between the school and the municipality which can be built
up as part of the shared struggle to attract pupils and young families.
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