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Introduction

"Science as something that is not yet fully discovered 
and cannot ever be fully discovered."

(Wilhelm v. Humboldt, Founder of the Humboldt University of Berlin,

Educational Reformer, Statesman and Linguist)

The organisation of knowledge, the education sector in general and the so-called factories of the elite in particular all play a decisive role in a modern world characterised by competition. The following paper seeks to establish a distance to the usual catchphrases so often favoured in this field, illustrating that as far as the philosophical-critical reflection is concerned there are no easy answers to the new challenges faced. By means of a historical reflection, the readers attention is drawn to the development of the education system in Central Europe and to some of the ongoing issues in the current debate on the intellectual powers-that be.The critical reflection gives way to a sceptical look at the future of an increasingly adminstered world dominated by science and technology, a world which leaves no room for the true meaning of education (Bildung). 

On ambiguity

The concept of education is both complex and ambiguous, and the following examples serve simply to highlight a few of its many shades: education in Antiquity (Paideia); education as a qualification to rule; education to awaken charisma; education as specialised vocational training (Max Weber); education as a magical quality that remains true to “higher learning” (Thorstein Veblen); education in the humanistic, aesthetic, formal, ethical sense; education as the quest for knowledge or information; education in the shape of a harmonious personality; education as complex or one-sided productivity. The quest to identify the one common characteristic they all might share seems futile, yet it still uncovers some general overlapping similarities. Ludwig Wittgenstein’s concept of family resemblance may help to shed some light on the matter:
“Don't say: ‘There must be something common, or they would not be called games’- but look and see whether there is anything common to all. For if you look at them you will not see something that is common to all, but similarities, relationships, and a whole series of them at that.”

Origins of the German word Bildung
The modern German usage of the term Bildung (education) bears only a faint resemblance to the “mental” or “pictorial images” conjured up by its mystic forebear, inbilden (lit. imprinting). The German Christian mystic Jacob Böhme describes physical and mental education as flowing seamlessly into each other. The theosophist Friedrich Christoph Ötinger refers to Gemütsbildung (emotional education) and uses the phrase “teaching the heart”. Shaftesbury’s formation of a genteel character and inward formation translate into German as Bildung and innere Bildung. It was the poet Friedrich Gottlieb Klopstock who introduced the term into pedagogic circles, although it was still seen primarily as a new or literary term until well into the second half of the 18th century (along with enlightenment and culture). The “education” referred to in the Enlightenment dramatist and writer Gotthold Ephraim Lessing’s The Education of Humankind is far closer to modern-day usage than its original German title (Erziehung des Menschengeschlechts) might imply (lit. upbringing, formation). The poets Christoph Martin Wieland and Johann Gottfried von Herder both use the term in its modern sense in their fictional works and their writings on pedagogics and the history of philosophy. Johann Wolfgang von Goethe not only refers to a course of education, a level of education and to mental education in Wilhelm Meister, he also uses the term to characterise the external human shape or form in Hermann and Dorothea:
“So before Hermann's eyes moved the beautiful shape of the maiden 
Softly, and seeming to follow the path that led into the cornfield.” 

Less well-known, however, are Goethe’s protests at the almost dogmatic state-run form of education introduced to the Prussian curriculum by the Hegelian educational administrator Johannes Schulze. The Hegelians among the educationalists had even linked a particular type of school to their speculative state: a state without grammar schooling can play no part in world history. The government functionary, linguist and philosopher Wilhelm von Humboldt (drawing on the philosophy of Gottfried Wilhelm Leibniz) had no sooner developed his emphatic concept of education when the romantic philosophy of nature (Naturphilosophie) claimed the concept of education for itself:

It was the philosopher Friedrich Wilhelm Joseph von Schelling
 who raised the question of how nature with its blind conformity to principles could lay claim to a semblance of freedom and, vice versa, by appearing to be free, nonetheless still only adhere to one blind principle. He found an answer in the “original drive to learn”, which causes organic matter to take on, maintain and forever reproduce a particular form.
This is where the organological educational models find their paradigmatic roots. It was also probably the earliest example of the now numerous “compound terms” containing the words education (e.g. education system, policy, law, statistics, economy, market, etc.) or educational (e.g. educational sociology, administration, catastrophe, novel, research, etc.). It would be misguided, however, to assume that all philanthropist advocates of the enlightened, utilitarian principle had replaced “education” with “formation” and relinquished the field of “education" in the hands of the humanists. Indeed, in his fragmentary Theory of the Education of Mankind, Humboldt attests to the “true spirit” which manages the “compartments of human knowledge” both individually and in context “to finalize the formation (!) of mankind as a whole.”

For all intents and purposes, the attempt to establish an epistemologically based theory of education
, which led (at least linguistically) to the playing off of education against training, failed. The “humanistic pedagogics” of Neo-Kantianism had become sceptical. Their desire to define educational reality from the unconditional perspective using metaphysical arguments was to be surrendered and would, in future, only be explained and changed out of historical, sociological and political need.

The educationist Wolfgang Brezinka laments the ambiguity of the German term “education” and questions one particular peculiarity of the country’s educational history, namely the introduction in 1953 of a German Committee for Formation and Education (Deutscher Ausschuß für das Erziehungs- und Bildungswesen), although no-one at the time cared to elucidate where the differences between “formation” (Erziehung) and "education" (Bildung) actually might lie. The report presented by this committee makes excessive use of the non-empirical term “education” at the expense of the empirical “formation” and contains a whole series of confusing and vague educational terms. Accordingly, for example, the term "educational goal" dominates the goals set out by this report.
 

An examination of Brezinka’s demands for a scientifically relevant distinction between empirical and non-empirical terms as the basis for unambiguity in discussions on education would, however, exceed the scope of this article. Likewise, any analysis of whether this might be lamentable or not. What’s important is the diagnosis of ambiguity in the use of the word education, and its fervent attempts to resist Cartesian clarity, at least as far as the German language is concerned. This invokes involuntary memories of Friedrich Nietzsche’s comment that: “all concepts in which an entire process is semiotically concentrated elude definition”. If, for example, we were to carry out a thought experiment which systematically deleted the word education in all its complexity of meaning, whole libraries would have to be closed down. According to Nietzsche, the scientific man and the educated man belong in two different spheres, which might “on occasion touch in one individual, but never fall together”.
 If we accept such a dichotomy, all that remains is an escape to the Arts and their description of what a possible education might be, although the elements it includes (aestheticism) will always be a matter for discussion, as illustrated, for example, in the following passage from Wolfgang Koeppens’ modern educational novel Jugend (“Youth”):
“They understood nothing and looked lethargically at grey cells, at the remains of a man who had had what they did not, uniqueness, understanding, a heart, a voice to speak with, belief in the immortality of his soul; a man who had shown courage not just at Verdun or when ordered to do so, who had suffered many wounds, some visible, some invisible, and endured a painful death; a man with the treasures of his human legacy stored deep within his being, libraries from Ephesos, Babylon, and Alexandria, the Sermon on the Mount, discussions on the freedom of Christianity in the vicarage, the human rights of all mankind, Latin, Greek and Hebrew, Tolstoy in a winter storm, a poor farmer at Yasnaya Polyana and the distant thunder of the ‘O-Mensch’ cries in Berlin’s cafés.”

The institutionalisation of education

It was in Holland over 350 years ago that the exiled Czech-Hussite bishop Comenius met the philosopher René Descartes, recently rescued from the mask of his provisional morals (larvatus prodeo). Unmoved by Isaac Newton’s mechanical findings, the pansophic Comenius, creator of the Pictus Orbis and The Great Didactic, discussed with Descartes the extent and organization of human knowledge. Comenius pleaded for an encyclopaedic compendium of the most important knowledge contained in other books. Descartes considered this an unnecessary exercise, since a quasi-monolithic book that encompassed and structured all possible knowledge would only be possible in the context of a unified, universal idea of science. “Scientific” and “intellectual” knowledge had gone their separate ways at a very early stage. 100 years later, the first volume of what was to become the most important document of the upcoming knowledge society, Encyclopédie ou dictionnaire raisonné des sciences, des arts et des métiers, was published, with a further 17 volumes following at 20-year intervals. Herder condemned this ambitious enlightenment project. Interesting here is the complete change in roles: the encyclopaedists waving the scientific, technical flag, while the educational philosopher addresses the unconsidered requirements of scientific rationality. Complexity and contradiction are by no means an invention of the "post-modern" present.

In the words of the much quoted, yet so misunderstood politician, Humboldt:

“A university always stands in a somewhat closer relationship to practical life and to the needs of the state than an academy does, since a university conducts one of the state's principal tasks: the guidance of youth. An academy, on the other hand, has to do purely with knowledge alone. University professors stand in a very general relationship, insofar as they share with each other the problems of outer and inner institutional discipline, but as regards their specialized work, they communicate with each other only at random, as individual preference may dictate; other than this they go their own way. An academy, on the other hand, is made for subjecting the work of each of its associates to the judgment of all.”

“The appointment of university professors must be exclusively reserved to the state, and it is surely not good to permit the various faculties more influence in this matter than an understanding and fairminded administrative body will do of its own accord. For antagonism and conflicts within a university are salutary and necessary. But the disagreements among professors on their specialties can, even unintentionally and without ill will, distort completely their point of view as to what is good for the whole. Furthermore, the quality of the universities is closely related to the immediate public interest of the government.”

This is not the Humboldt of The Limits of State Action published posthumously in its entirety in 1851 in Breslau (now Wroclaw) - only part was published soon after it was written in 1792. Nor is it the Humboldt of the history of reception (Wirkungsgeschichte). Further analysis of the extent to which Humboldt's ideas on education actually met with social acceptance in 19th century Austrian university history would also exceed the scope of this article. Suffice to say that Humboldt’s rejection of the inclusion of the so-called lesser surgical studies in university level teaching for military doctors did not catch on.
In Austria in 1802, cooperative self-administration by university professors was again replaced by an administrative post: the director of studies. The management of all matters concerning a university was thus entrusted to one single person (who himself was not a member of the university). This appointed official supervised examinations, graduations and the elections of the deans. He had enormous influence in professorial appointments. He censored national and international publications and approved the textbooks to be used in teaching. A somewhat hostile attitude to science dominated both in the way the universities were run and in the design of their teaching and research activities. Animosity between the research and teaching bodies, the representatives of theory and practice, was very much part of day-to-day university life. The situation remained the same until the revolution of 1848. Students and professors alike demanded freedom of teaching and research. After the crushing of the revolution, the two years of compulsory philosophy studies required for entry to other faculties were added to the grammar school curriculum, extending its previously six-year course of study by a 7th and 8th class, while a school leaving examination (Maturitätsprüfung) was introduced as a requirement for university entry. The educationalist ideas of the educator and philosopher, Johann Friedrich Herbart, played a defining role in the reconstruction of the Austrian education system.
 It is not difficult to detect theoretical elements in Herbart’s work which accommodate the need for social control in educational institutions: the completion in stages, the establishment of intellectual milieus, the concept of breeding, etc. Herbart addresses the needs of an administrated world for control, regulated progress, discipline, subordination and order, even if his real message was lost in the process: that educational reason can only be realised in practice as an aesthetic process – a point often either factored out or not recognised, even in later interpretations of Herbart's work.

Before closing my historical review of the concept of education, I would also like to draw the reader’s attention to the radical proposal made by the German philosopher and authority on the mythologems of the modern world of education, Jürgen Mittelstraß, on the reorganisation of the universities. 

“Transferring some parts of university education to other further education establishments might also affect some areas of applied natural science, applied law and the non-medical healthcare professions. It might also have an even greater effect than before on business studies and engineering science courses, as well as on those areas of the humanities which deal primarily with language teaching or cultural studies. At the same time, some of the more exotic subjects that have established themselves around the classic university disciplines, such as tourism and media studies, might also be dropped. And manually oriented courses would also be better off in the practical technical universities than in their theoretical counterparts.” 

I am not trying here to clarify the relationship between universities and other further education establishments, nor do I seek to discuss whether distance from work or “practice” should be the deciding criterion for scientific activities in universities or if having a compulsory grounding in the sciences prior to embarking on a career has become obsolete. Instead, I will transfer the ideas proposed by Mittelstraß to another internal point of discussion. The key question is whether the system of sciences as an intellectual universe should be defined and differentiated a priori in substance and form in such a way as to exclude the so-called applied disciplines from the scientific development process and afford them no place in university curricula. The matter must also be considered from a hermeneutic position: “application” is more than mere subsumption in an instrumental circle of activities.
“This much agreed upon, it is easy to see that in the inner organization of higher institutions of learning everything depends on the preservation of the principle that knowledge is to be regarded as something not wholly found and never wholly findable, but as something ever to be searched out. As soon as one stops searching for knowledge, or if one imagines that it need not be creatively sought in the depths of the human spirit but can be assembled extensively by collecting and classifying facts, everything is irrevocably and forever lost, lost for learning which soon vanishes so far out of the picture that it even leaves language behind like an empty pod, and lost for the state as well. For only that learning which comes from the inside and can be transplanted into the inside can transform character; and the state, like humanity in general, cares little about knowledge and talk but a great deal about character and actions.”

If we would search not just collect, research not just bandy about unreflected results and notions like casino chips and organise them in pretty schemata, we could do so and meet Humboldt’s criteria in any applied field of science at university level. Regardless of institutional background, the sciences – applied or not – are all ingrained parts of society’s superstructure.
It can be assumed, that classical university disciplines were also instrumentalised in the debate on the educational function of the sciences.
 In true 19th century historicism fashion, history succeeded in elevating itself to a "leading science” (Leitwissenschaft) and thus in occupying the term education by addressing the two basic problems of the epoch: the nation state and the social question. Conversely, philosophical hermeneutics has been trying since the middle of the 20th century to redefine the scientific character of the humanities and the cultural sciences in line with its own understanding of education, seeking in this way to counteract the many usurpations of usage of the term education in compound terms. From a hermeneutics perspective, the process and result of education cannot be produced in a psychotechnical manner. Everything is tuned to the inner process of formation (note here the striking parallels to Jean Piaget's Cognitive Psychology). Education remains alive through the ongoing process of further and continuing learning - this is by no means an invention of the 20th century – its roots are far more old-European.
“It is not accidental that in this respect the word Bildung resembles the Greek physis. Like nature, Bildung has no goals outside itself. (The word and thing Bildungsziel – the goal of cultivation – is to be regarded with the suspicion appropriate to such a secondary kind of Bildung. Bildung as such cannot be a goal; it cannot as such be sought, except in the reflective thematic of the educator.) In having no goals outside itself, the concept of Bildung transcends that of the mere cultivation of given talents, from which concept it is derived. The cultivation of a talent is the development of something that is given, so that practicing and cultivating it is a mere means to an end. Thus the educational content of a grammar book is simply a means and not itself an end. Assimilating it simply improves one’s linguistic ability. In Bildung, by contrast, that by which and through which one is formed becomes completely one’s own. To some extent everything that is received is absorbed, but in Bildung what is absorbed is not like a means that has lost its function. Rather, in acquired Bildung nothing disappears, but everything is preserved. Bildung is a genuine historical idea, and because of this historical character of ‘preservation’ it is important for understanding the human sciences.”

General education, vocational education and the contest of the faculties

The essence of the centuries-old debate on general and vocational education can be summarised as follows: general education can now no longer be seen just as the passing on of so-called classical content (whose canon has already in any event been shaped by the influence of historical events). Education in the traditional humanistic sense – and the grammar school system that came with it – was linked to the notion that no amount of practically oriented vocational education could ever replace the need first and foremost for a solid grounding in general humanist issues. Literature was the primary source of this knowledge and took centre stage in traditional grammar school education. Literature contains the awareness that we are the ones who are always affected by history, manipulated by society or threatened by biology, and it is our knowledge of these matters which gives us the chance to offer resistance to such determinants. That this knowledge paradigmatically summarizes all the important questions of humanity is a reflection on how constant the humanism problem is.
The concept of a purpose-free education was successively expanded to include the so-called “realities” (Realien). However, these were also correlated to general education
 since any addressing of specialised content should also involve some possibility of generalisation, thus enabling students to internalise it not just from a one-sided “in order to” perspective, but also simply “for itself”. The theoretical issues in contemporary vocational education offer the best examples of this.
The controversy launched by the publication of an article on the concept of Two Cultures in the New Statesman in 1956 by the British scientist and novelist Charles Percy Snow can be seen as a simplified continuation – albeit in different guise – of Immanuel Kant's Contest of the Faculties and offers a good reflection of the signs of our times. The contest between literary and scientific intelligence seemed settled, but the price had been high: the reopening of the dualism between the natural sciences and the humanities and their isolated existence as two separate cultures.
The differences between the natural sciences/technical sector and the field of humanities led to two clearly separate systems which have nothing to do with each other and should not interfere with each other. This launches an attack on the self-confidence of the natural sciences, who find themselves increasingly faced with problems they cannot solve only using their own means. In the face of the looming threat of environmental destruction, the continued mechanisation and scientification of the modern world must be counteracted by a recognition of the need for individual and societal responsibility. Yet no matter how exact their methods might be, the natural sciences cannot deliver the necessary standards and methods that are needed for responsible action.
Nonetheless, I do not seek with this paper to relaunch the debate triggered by the Max Planck Institute for the Study of the Conditions of Life in the Scientific-Technical World in Starnberg near Munich, whose “finalisation” model sought to answer the question of if, when and under what circumstances natural scientific research should be oriented towards social and political purposes. This raised angry cries of “Lysenkoism” or “1984 is just around the corner”. Some people even went as far as to talk tastelessly of a new “final solution”. The conflict continues to smoulder even today.

This conflict shows many similarities to the secularisation approach that defined the educational concept in Late Antiquity. In its Socratic-Neo-Platonic form, ensuring individual happiness was what mattered. The “liberal arts” (artes liberales) permit some study of natural science. However, they reject its study simply as an end in itself. Augustine was not interested in collecting bare facts or concentrating on nature: the path of learning leads through knowledge of nature to self-knowledge and knowledge of god. Augustine distanced himself not only from the artistic and aesthetic element of education: he was also suspicious of erudition (in its then form) and scientific curiosity. It was not until the sciences of Antiquity (and of Aristotle and his Arabian mediators in particular) regained their influence that the study of the natural sciences as we know them was resumed and the ban on curiosity lifted; a trend which came of age during the Renaissance.
What else can the humanities offer education besides armchair reminiscences and sophisticated intellectual conversation? In my view, they have much to offer as proof of their productivity. And not just because they number many indubitably brilliant researchers (including natural scientists) among their ranks. What would have become, for example, of the great physicist Werner Heisenberg if he had elected to pick up a weapon instead of a copy of Plato’s Timaeus as the battle for the Bavarian Soviet Republic raged in Munich? There is, of course, one obvious answer: the uncertainty principle and the Copenhagen interpretation of quantum mechanics – both in the first instance totally “impractical” glass bead games of free intellect – could probably have waited.
It is educational background that determines the path a person will follow, not normative concepts (no matter how desirable they might be). That is why motivation and the analysis of what lies behind it play a more important role in shaping a person’s character than a tautological incantation of values. Equanimity is pitted against a counterproductive actionism that has lost all concept of its goals to instrumental rationality, if it indeed even caught sight of them in the first place. Evaluations of people, groups and organisations can only be taken seriously if the results are generated using transparent methods. Why should the analysis of human cooperation and organisations be easier than the spectrum analysis of light emissions in space? Why is it that some of the large consulting firms seek to reduce the debate on innovation in German universities to a pitiful level? If efficiency were measured in terms of the number of students “turned over” per lecturer and teaching unit, the cutbacks would have to be extended beyond the more exotic subjects (known in German academic parlance as orchid subjects or Orchideenfächer) to the core science and engineering subjects as well. Is there any sense in demanding greater competition in the university sector, yet at the same time trying to amalgamate the market and restrict it to only a small number of suppliers? Shouldn’t evaluators, who treat education like soap powder, also have to justify their decisions in monetary terms? After all, any critical questions that might be asked are only too often dismissed as quixotic and bad for business. In this sense, Kant’s reflections are just as valid today:
“Our culture is (without plan) now only stimulated by luxury (scientific luxury; everything is learned haphazardly) not by the purpose of the general good. That’s why we have increasing needs, worries, work, inequality and laboriousness.

Our civilisation is (forced: an effect of force not conduct of thought) still far from civil perfection, i.e. true freedom and equality governed by wise laws (…). Until then, the civil institutions continue to depend more on chance and the will of those with more power than on reason and freedom.

We have customs without virtue, sociability not righteousness and vanity not philotimia."

Education and reflection on methods

Education is not an exact science and cannot be treated as such: even the linguistic ambiguity of the term opens up a situation with links to human freedom. The same problems would arise if we were to substitute it with another term like competence or qualifications
; only the terminology is different.

According to Humboldt, the person saying a word and the person hearing it make “appropriate” but not the same associations. (One could speak here of analogies.) Similarly, my description of the associations another person might make will also only awaken “appropriate” associations for that person. The main point here is: language signs cannot be passed over like objects from one person to another to provide a clear, planned effect. This is particularly relevant in education.

“What makes the humanities into sciences can be understood more easily from the tradition of the concept of Bildung than from the modern idea of scientific method. It is to the humanistic tradition that we must turn. In its resistance to the claims of modern science it gains a new significance.”
 

However, the so-called Sokal Affair robbed the resistance to the claims of scientism of some of its effect. A fifth column invaded hermeneutic culture. In 1996, Alan Sokal published the essay “Transgressing the Boundaries: Toward a Transformative Hermeneutics of Quantum Gravity” in a reputable cultural studies journal
. Deliberately nonsensical, the hoax piece included numerous literature references and pandered totally to its publisher's ideological preconceptions. Designed primarily as an attack on the use of natural science metaphors by French post-modern philosophers, Sokal’s provocation caused great consternation in Romance quarters.
 At issue here was not the clarification of the intellectual problem, nor the verification of accusations of irrationalism and pseudo-scientism against one branch of philosophy, but rather the realisation that these are harbingers of increasing conflicts within the “Republic of Intellectuals” and will ultimately have consequences for the distribution of resources. And, of course, it also questioned the credibility of some of the more dubious practices in scientific publication.
The technology

Yet all the above does not spare me from answering the challenging question of what it is that characterises mankind’s humanity at the beginning of the 21st century. I choose not to operate with anti-humanist weapons here. The links have to be seen for what they are from the perspective of the historically weak humanism position. My own opinion is close to the view taken by the German philosopher Martin Heidegger and bears more resemblance to the historical, philosophical interpretation than the culturally critical devaluation of the influence of technology on the structure of education.
Modern technology, and the modern industrial society that formed in its wake, offers the most visible sign of a changed relationship between man and nature. Technology is usually construed as the application of mathematical-experimental physics to the discovery and use of natural forces. Its rise as a science is seen as the birth of the modern Western era. Modern natural sciences seek to ensure the precalculability of natural processes. Only what can be calculated in advance counts as being. The mathematical concept of nature corresponds to the experimental querying of nature – as is the case in theoretical physics. It challenges nature (and does not hold it in the same reverent awe as the Greeks). Nature is – to use the Heideggerian term – required (lit. gestellt) to show itself in a calculable form.
The word technology comes from the Greek τέχνη (téchne) and can be understood to mean being familiar with, knowing how to produce or bring into presence (Herstellen). Téchne is a form of knowledge. Producing means bringing something that had previously not been present into the open, making it accessible and available. This positing (in the strange form of the German word Stellen – lit. bringing forth – found in Heideggers work) takes place in a unique way in European Occidental history through the development of modern mathematical sciences. Their primary concern lies in the matters technical that were first unveiled in their new and actual form through modern physics. Modern technology releases the energy locked in nature, transforms what is released, strengthens what is transformed, stores what is strengthened and distributes what is stored. The ways this natural energy is secured are steered, and this steering must, in turn, also be secured. The challenging, securing, calculating positing resides everywhere.
The technical character of modern science is also subject to this power of positing. Inescapable and unstoppable, it spreads its rule across the whole world. Science, industry and the economy are all under its control and each commissioned for different forms of production. One of the idiosyncrasies of this power is that it exceeds each level of rule reached both temporally and spatially. The advance of scientific knowledge and technical invention are ruled by the laws of positing. It is by no means simply just a goal set by mankind. It is to be suspected that – despite the renaissance of nationality conflicts at the end of the 20th century – national cultures will one day give way to a “world civilisation”. If the power of positing overpowers the entirety of the world, the way to the truth of being becomes dubious for mankind. This is where its understanding for the traditional concepts of the notion of humanity ends, thus deciding the future of humanistic education.
The future of education

The above shows that the vital question in the future of education lies in the modern question of the being of technology. Not in whether Humboldt’s ideas are feasible in the 21st century. Not in whether the study of so-called dead languages will survive the competition from the interest in living languages.
 A diagnosis that probably applies not only to the Greek/Occidental world, but also to the ideals of humanity (Humanitätsideale) that are stored in the languages of foreign cultures (e.g. ’al-Fusha in the Arab world,  Sanskrit, Prakrit, China’s rich litera​ry and philosophical tradition, etc.). Fleeing into the arms of exotic foreign cultures will not be enough for us to be taken seriously, learning our own heritage is foreign and difficult enough. This diagnosis does not deny that the potential for conflict will increase. The conflict between trends towards democratisation and increasing individualisation on the one hand, and non-decreasing levels of social inequality on the other will become palpable.

“Social competence, ability to work in a team, ability to deal with conflict, cultural awareness, networked thinking, dealing with the uncertainties and paradoxes of the Second Modernity”
 are the foundations on which modern lists of targets and requirements are built. Nonetheless, the polymorphism of education will continue to be a cause for concern, particularly for example, if it presses us with the question of whether the outcome of all these institutionally controlled processes will ultimately end up being the caricature of Nietzsche’s bourgeois “last man”.

As far as the future of education is concerned, restraint is advisable. Sober expectations and demands which do not lead onto futurological black ice are acceptable and justified. Every form of education has the opportunity to leave its positive mark on the future, without having to forfeit its present.
The course for the Austrian education system was set back in the 19th century: the school leaving certificate (Matura) after the 1848 revolution and the reform of primary school education with the Reichsvolksschulgesetz of 1869 after the lost battle of Königsgrätz, which went down in the annals of educational history as a victory for the Prussian schoolmaster. A comprehensive organisational and mental reorganisation of our education system needs no catastrophe. Paradoxical though it might sound, an admission of their own helplessness could well reveal potential synergies among consultants. There is no Archimedean point that some branch of science could construe
: neither scientific self-reflection, nor hermeneutics, nor some branch of educational science (trying to act like a supra-science, yet ultimately only succeeding in handing out educational dried fruits), nor even systems theory (turning its Tibetan prayer wheels and alluding to some phantasm of sitting at the control box of society).
“If a man could write a book on Ethics” noted Wittgenstein in his Lecture on Ethics, “... this book would, with an explosion, destroy all the other books in the world.” Perhaps by then we will have discovered the “secret point of education”, which, according to Goethe, only Shakespeare has reached, but “as yet no philosopher has seen and determined” in which “the individuality of the self, the pretended freedom of our will come together with the necessity of the whole.”
.
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