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Abstract

In Germany, the discussion on professionalisation in adult education is nothing new. Its history is associated with this discussion. The German Institute for Adult Education – Leibniz Centre for Lifelong Learning (DIE) has been working on this issue for many years. This paper gives an insight into the current activities of the DIE. First, the situation of the adult education system and its staff is portrayed. Afterwards, the situation of German adult education trainers as well as qualification routes for adult educators is presented. Then, an analysis of core fields of activity in adult education follows before different competence profiles of adult educators are analysed. The paper concludes with emphasising some main challenges regarding professionalisation in adult education in Germany and Europe. Therefore an outlook on the implementation of the European Qualification Framework (EQF) is given.
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1
Introduction

In Germany, the discussion on professionalisation in adult education is nothing new. Its history is associated with this discussion; for example, if you look at the history, you can find many initiatives of the German Institute for Adult Education (Nuissl 2008). The fact that professionalisation in adult education is nowadays an intensively discussed topic with several dimensions can be seen in the many contributions to the conference on professionalisation of the German Scientific Adult Education Community (Sektion Erwachsenenbildung der Deutschen Gesellschaft für Erziehungswissenschaft). During the last few years, the discussion has received considerable input from the European context: There have been several European studies on the topic (Nuissl and Lattke 2008; Research voor Beleid 2008). In recent years policy documents have also been published by the European Commission (2006; 2007). If we look at the research on professionalisation in adult education of the German Institute for Adult Education – from which perspective the authors will in the following paper present some current research and development results – you will find that the German discussion is more and more linked with a European one. So, in the following paper we will also refer to European approaches and results.
The question of professionalisation in adult education in Germany is deeply linked with the highly differentiated and only partially systematised structures in the field: If we talk about professionalisation in adult education in Germany, it may be easier to say first what we don’t have: we don’t have a highly systematic field of adult education; we don’t have empirical data on the whole field of persons working in adult education; we don’t have empirical data on professionalisation in adult education in Germany that cover the whole area of adult education; and we don’t have an entrance qualification, which adult educators need to have, to enter the field of adult education. So we can more talk about a ’middle-systemised‘ field of adult education in Germany. We have some empirical data which show the situation in a specific field and if you compare them you can get an inside view into the situation of people working in adult education.

The term ‘professionalisation’ is used in the context of adult education in Germany with two different meanings (see also Kraft 2006: 5ff). The term professionalisation was first used in the context of the activities to develop a profession, called adult education, with all the classical categories of a profession (see, for example, Nittel 2000). The other use of the term professionalisation – which we will use in the following paper – is the understanding of professionalisation as the development of professionalism in adult education. 
To demonstrate this development of professionalism in adult education, we would like to present several initiatives of the German Institute for Adult Education. First, in section 2, we will give a short insight into the system of adult education in Germany. Then we will explore in more depth three aspects of professionalisation in adult education in Germany: Section 3 gives an insight into the qualifications and situation of staff working in adult education. In section 4 we show the fields of activity in adult education, as they are discussed in Germany, as they are a decisive factor for the question as to which competences are the most relevant adult education competences that should be considered in the professionalisation discussion. In section 5 we will look in more detail at these adult education competences. We will refer to the discussion about competences of adult educators in Germany and the European context and try to identify some core competences of adult educators now and in future which are currently under discussion. 
2
Adult education: system and staff
Adult education in Germany is understood as education after finishing the first professional examination (Deutscher Bildungsrat 1970). The system of adult education in Germany is varied. It is marked by a high degree of institutionalisation in comparison to other countries (Nuissl 2008). There are a large number of institutions offering adult education and training. Within these institutions the types of adult education professionals are very heterogeneous, as one can see from the description of core fields of activity in adult education in section 4. 
The types of institution offering adult education differ in their legal and organisational structure. The most important adult education institutions in Germany are trade union adult education, which rests on the tradition of workers’ education in many fields; company-based adult education, which has grown because many large companies have built up their own internal training centres; community adult education centres (Volkshochschulen), which are linked to the liberal bourgeois origins of popular education in their perception of their role and their methods of working; and religious adult education, run by the Evangelical and Catholic Churches. They have their own nationwide network of family education centres, academic, residential and Land (federal state) adult education centres. Furthermore, there are commercial adult education institutions, which target those who can pay and that take an active part in competing for public funds; institutions of distance education, the ’Work and Life‘ association (Arbeit und Leben, AuL), a co-operative grouping of community adult education centres and trade unions; residential adult education centres, which mainly offer intensive courses lasting one or two weeks; chambers of industry and commerce; state continuing education institutions, i.e. colleges of continuing education sponsored directly by the state, which offer provision for target groups of public employees; educational organisations of the various sectors of the economy, which in many cases organise vocational and industrial continuing education; a large number of voluntary initiatives and alternative groups; higher education institutions, which have an obligation to adult and continuing education under the Basic Higher Education Act; and not forgetting the foundations of the political parties, which sometimes maintain their own education centres (see Nuissl and Pehl 2004: 22ff).
One important aspect regarding the system of adult education in Germany is that the 16 Länder (states) in the Federal Republic of Germany have sovereign power over the system of education, while within each individual Land (federal state) there are extremely different ways of organising the educational system. In addition to this, a wide range of ministries is involved in adult education at the Federal and Länder (federal state) levels (Nuissl 2008: 61).
In Germany, one can find evidence of significant changes due to a decrease in public funding. But even if the financing of adult education has been reduced, the participation in adult education in Germany is increasing (Nuissl 2008a). 

The latest study (Wirtschaft- und Sozialforschung (WSF) 2005) shows that there are around 1.6 million posts in adult education in Germany. Around 1.35 million of these posts relate to teaching staff. As teaching staff often work for several educational organisations, the calculations assume that there are 650,000 individuals working as adult education teachers in Germany. 
The posts, especially of teachers working in adult education, are heterogeneous. There are full-time and part-time roles as well as positions for freelancers (WSF 2005). Only around every seventh person has got an insurable employment. Every tenth person is working on an honorary basis. Around a quarter of the insurably employed teachers in adult education are working for private adult education organisations. In community adult education centres (Volkshochschulen) and in the educational organisations of the churches you can just find in each only 5% of insurably employed teachers. The biggest employers for teachers in adult education are private adult education organisations (429,000 teachers in adult education) and community adult education centres (Volkshochschulen) (229,000 teachers in adult education). 

Figure 1: Employment situation of teachers in adult education institutions in Germany
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D.h. nur bei rd. 14 % aller Beschéftigungs- bzw. Tatigkeitsverhéitnisse von Lehrenden liegt
sozialversicherungspflichtige Beschiiftigung vor. Diese Angabe deckt sich erstaunlich gut
mit den Ergebnissen der Tragerbefragung, wo ein Anteil an sozialversicherungspflichtigen
Beschaftigungsverhéltnissen von 14 % ermittelt wurde (vgl. Kap. 3.1).

Abbildung 14: Formelle Regelung der Tatigkeit in der Weiterbildungseinrichtung
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Quelle: WSF 2005, Befragung von Lehrenden in Weiterbildungseinrichtungen, gewichtet nach Beschaftigungs- bzw.
Tatigkeitsverhaltnissen

Sozialversicherungspflichtige Beschaftigungsverhaltnisse sind vor allem in den neuen Lin-
dem anzutreffen, hier machen diese einen Anteil von 23 % an allen Lehrtitigkeiten aus. In
den alten Léndern betrégt der Vergleichswert 12 % und ist damit nur etwa halb so hoch.
Zumindest beziiglich dieses Kriteriums sind somit ostdeutsche Beschaftigungsverhaltnisse
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Source: WSF (2005: 64) Survey of Teachers in Adult Education Institutions 
We consider the financial situation of teachers in adult education to be precarious. Around one-half of the teachers in adult education working as freelancers assess their financial situation as sufficient, bad or very bad. This situation must also be seen against the background that one motive for working as an adult education teacher is to have an additional income. 

3
Qualifications of adult educators
3.1 
Qualifications
Most of the staff in adult education in Germany have found their way into the adult education field by way of a career change. So people often have very different qualifications. There is no regulated access through a special qualification that people have to have in order to enter the field of adult education.

The most comprehensive empirical data on teachers in adult education show that the academic rate among teachers in adult education organisations is high: around three-quarters of adult education teachers have a degree from a university or a polytechnic. Just around 1% have not got any vocational degree.
Figure 2: Qualifications of teachers in adult education organisations in Germany
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In der Weiterbildung lehrende Frauen sind mit einem Durchschnittsalter von 45,1 Jahren
jiinger als Ménner (48,9 Jahre). Der Ost-West-Vergleich ergab, dass es zwischen den neu-
en und alten Bundeslindem beim Alter keine Unterschiede gibt (rd. 47 Jahre).

4.1.3 Ausbildungsniveau der Lehrenden®

Das pédagogische Personal in den befragten Weiterbildungseinrichtungen ist gut ausgebil-
det. 73 % der Lehrenden kénnen einen akademischen Abschluss vorweisen (Universitits-
bzw. Fachhochschulabschluss). Weitere fast 26 % verfiigen tber einen anderen beruflichen
Abschluss (Lehre, Fachschule etc.). Nur gut 1% der Lehrenden hat keinen beruflichen Ab-
schluss (vgl. Abbildung 8).

Abbikdung 8: Hochsber Bildungsabsch|uss der Lehnenden in der Weiterbildung in %
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Quelle: WSF 2005, Befragung von Lehrenden in Weiterbildungseinrichtungen, Mehrfachnennungen maglich,
gewichtet nach Personen.

Betrachtet man das Qualifikationsniveau der Lehrenden nach dem Status, dann fallt auf,
dass hauptberufliche Honorarkréfte (80 %) iberdurchschnittlich haufig ber einen Hoch-
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Source: WSF (2005: 48) Survey of Teachers in Adult Education Institutions 
Looking at the pedagogical qualifications of the teachers in adult education organisations in Germany, WSF (2005: 49) shows the following data:

· 19% have acquired a teaching degree.
· Another 19% have another pedagogical degree (e.g. Diplom- or Magister-Degree from a university or a polytechnic).

· 21% have taken pedagogical continuing training within the educational organisation.
· 28% of the teachers have undergone other pedagogical training (e.g. through the ’Training the Trainer-Certificate‘ within the vocational training system). 

· 34% have not any pedagogical qualification.
Sadly, the study does not show the number of teachers in adult education organisations who have not only general pedagogical qualifications but also a qualification specifically related to the education of adults.

3.2 Qualification methods in adult education

In Germany, it is possible to distinguish between two ’main ways’ of qualification in adult education:
· University degree in adult education

· Continuing education, often within educational organisations.
In Germany, a university degree in adult education was developed in the 1970s. The study programme lasts 4.5 years and is called the Diploma Programme in Pedagogy (in German ‘Diplom-Pädagogik’). Within this study programme, students can choose their main studies in adult education. More recently, it has also become possible to choose adult education as one subject in a Magister study programme. An overview of study programmes available in 2005 shows 33 Diplom-Pädagogik study programmes and seven Magister study programmes with a major in adult education (Faulstich and Graeßner 2005: 4). Krüger and Rauschenbach (2003) show in their study that around one-third of graduates with a university degree in adult education enter this sector.

In Germany, there has recently been a big change in the range of study programmes available due to the introduction of Bachelor- and Master-Structures. Current data show that there are currently nine Bachelor programmes with an emphasis on adult education (Horn et al. 2008: 25). The Master programmes often include an option in specific fields or sub-sectors of adult education, e.g. Educational Management, Educational Media and Vocational Education. Also worth mentioning is the European Master in Adult Education, which was developed by the German Institute for Adult Education together with eight European universities (see Egetenmeyer and Lattke 2007). This study programme is currently being offered by two European universities, and several other universities are planning to implement it. So students have the possibility of studying in several European universities the same core curriculum, taught (online and on campus) by professors from different European countries.

The alternative way of qualifying is through continuing education. In Germany, there is no nationwide professionalisation model for people working in adult education, as can be found in other European countries such as Austria or Switzerland; for an overview see Kraft et al. (2009). Rather, there is a big variety of continuing education offers. They are available either as single seminars or in modular form. Providers of these offers are heterogeneous. There are many qualifications and certificates available and it is very difficult to assess their value and validity. In 2005, the German Institute for Adult Education introduced a database called Qualidat (in German ‘Qualifizierungsdatenbank’) on which all providers are asked to enter their continuing education offers for adult educators. A preliminary assessment estimates that Qualidat provides information on around 70% of all offers of continuing education for adult educators (Conein 2007: 1). A first analysis of this database shows the main emphases of the offers: teaching foreign languages, health education, didactic/methods, communication/conflicts, cultural education and management.

4
Core fields of activity in adult education
4.1 Occupation descriptions
A first approach to considering the core fields of activity in adult education could be to look at how people working in adult education describe their occupation. In Germany, several terms are used, for example: 
· docent (in German ‘Dozent’
)

· teacher (in German ‘Lehrer’)

· trainer (in German 'Trainer’)

· coach (in German ‘Coach’)

· teamer (in German ‘Teamer’)

· counsellor (in German ‘Berater’)

· moderator (in German ‘Moderator’)

· educational manager (in German ‘Bildungsmanager’)

· human resource manager (in German ‘Pesonalentwickler’)

· educational adviser (in German ‘Bildungsreferent’)

· continuing educator (in German ‘Weiterbildner’)

· full-time educational employee (in German ‘Hauptamtlich Pädagogischer Mitarbeiter – HPM’)
· adult educator (in German ‘Erwachsenenbildner’)

· adult pedagogue (in German ‘Erwachsenenpädagoge’).
These occupation descriptions do not have a precise definition. Neither are they protected terms. In principle, an individual can call themselves by one or more of these terms. While some authors stress that you cannot say which term is used for which activity (e.g. Kraft 2006: 26), other authors try to clarify the use of the terms (e.g. Koob and Lattke 2008). We, as the authors of this paper, see it as big – maybe impossible – challenge to distinguish all these term clearly from each other. For the context of this paper, the term ’adult educator’ will be used as hypernym covering all these terms. 
4.2 
Fields of activity
There are no systematic empirical data on the fields of activity of adult educators in Germany. But there are several overviews of activities, which have been developed from different authors in and for different contexts. The discussion during the 1970s and 1980s in the context of community adult education centres (Volkshochschulen), has provided descriptions of activities, which approximate to planning, leading, evaluation and dissemination of teaching activities (for an overview see Wittpoth 1987: 88).
On the basis of a literature research, Kraft (2006: 27ff.) distinguishes, in the context of the research into professionalisation conducted by the German Institute for Adult Education, six core fields of activity: (1) management, (2) programme planning, (3) teaching, (4) marketing, (5) counselling and (6) support. In the project Q-Act
 the German Institute for Adult Education, together with a European research group, developed these categories further (see Nuissl 2005; Nuissl and Lattke 2008). In this latest overview, the authors included marketing activities in the category of management activities. Furthermore, they identified ‘evaluation’ as a field of activity in its own right and also mentioned a new field of activity, called ‘media’. The following description of activities is based on the results of the European research group Q-Act (Nuissl and Lattke 2008: 14ff.).
4.2.1
Teaching
Teaching is a classical field of activity. But the notion of teaching itself is changing. With the shift in paradigm towards learner-centred approaches, the activity of teachers is ... changing in nature ... , a trend which is apparent through the use of alternative approaches such as facilitating, coaching, moderating, etc. (see Freynet 2008). New skills are required of people who teach, such as the planning of settings for learning which differ from traditional classroom courses, for example at the workplace. In many cases, people who teach are among the more hidden groups of adult educators – people who only work part-time in the area of adult education, or who do not even consider themselves adult educators because teaching – even under a different name – is only one element of their work.
(Nuissl and Lattke 2008)
4.2.2
Management


Management has only recently come to be seen as a field of activity in adult education in many European countries. Yet the debate over management and the development of management skills is often not linked at all with adult education. Nevertheless management issues are relevant in many contexts. Not only for the managers of centres and institutions who of course have to deal with issues like quality management, staff development or educational marketing. At companies as well, issues relating to staff development, career planning and the management of human resources are related to activities which are increasingly seen to be a part of adult education. And, more recently, management activities such as fund-raising, project management or the formation and guidance of regional cooperation networks have also been growing in importance (see Federighi 2008).
(Nuissl and Lattke 2008)
4.2.3
Counselling and guidance

Counselling and guidance are also areas whose importance is still on the rise, and this is true in all countries. This especially means counselling learners, which means supporting them in their search for appropriate programmes and in analysing their learning needs. The field of counselling also includes the tasks of setting up and updating information systems and databases and checking relevant information on programmes. Learner counselling also involves guiding learners through the learning process, offering counselling when learning problems crop up or evaluating learning achievements. Sometimes this form of counselling is also seen as being an element of “teaching”; when one considers the skills needed for counselling, however, it would appear appropriate to define it as a field of its own. And last but not least, another very important area of counselling has developed rapidly over the past decade: the validation of individual competencies and the recognition of prior and experimental learning.
 (Nuissl and Lattke 2008)
4.2.4
Media use

Media use as a modern part of didactical conceptualisation is still developing at a fast pace. In particular this involves the production and use of learning software for adults, cooperation with IT experts, the development of teaching and learning opportunities with interactive media and on the Internet. It has changed (with blended and e-learning) the whole procedure of developing didactical concepts.
 (Nuissl and Lattke 2008)
4.2.5
Programme planning


Programme planning is often equated with planning programmes offered by educational institutions. Programme planning involves a broader and more differentiated spectrum of activities and related competencies, however. For example, programme planning also includes the development of training programmes for companies or the negotiation of a regional development programme with elements bearing a relevance to adult education. Especially programme planning in cooperation with other actors, such as companies, local authorities, associations and other educational institutions is becoming more and more frequent, requiring a distinct approach. 
(Nuissl and Lattke 2008)
4.2.6
Support


This broad field of activity has not been the main concern with regard to professional development in adult education so far. It involves the whole technical, administrative and organisational support of adult learning and widely varying activities such as answering enquiries of potential learners on the phone, registering people for courses, providing classroom equipment and much more. Staff providing for these services will often not view themselves to be adult educators or be considered by others as such, but these activities also have a direct impact on the quality of adult education. Professional development in this field should therefore contribute to enhancing the appropriateness of these services to adult education. 
(Nuissl and Lattke 2008)
4.2.7
Evaluation


Evaluation has become the magic word when it comes to spending public financial resources whenever it is not legitimised in market structures. But evaluations are becoming ever more important in educational work as well; reviews of teaching quality, measuring learning performance and confirmation of success. The more modules, the more individualised intermediate steps there are in learning paths, the more differentiated the competency profiles of learners which develop, the more evaluation activities also tend to increase. This goes not only for evaluation of continuing education, but also the evaluation (or better yet: the monitoring and assessment) of learners by teachers. And especially these processes require, as we know, a maximum of specific competencies which are increasingly expected of educationalists. 
(Nuissl and Lattke 2008)
This Q-Act classification of activities was taken as a point of departure by another European research group for its study called Adult Learning Professions in Europe (ALPINE) (Research voor Beleid 2008). They analysed the situation in the 27 European member countries by asking stakeholders in the field of each country. Their classification of activities differs from the Q-Act list only in the inclusion of ‘evaluation’ within the ‘teaching’ category, and the introduction of ‘training of staff’ as a separate field of activity of adult educators.

In the context of the Bologna-Process, Germany started to change its university programmes from Diploma-Degrees into Bachelor- and Master Degrees a few years ago. To support this, the German Society for Educational Science (in German ‘Deutsche Gesellschaft für Erziehungswissenschaft’) has developed a core curriculum for university programmes in adult education (DGfE 2008). This includes a study unit, called ’Professional Competences in Adult Education’ (in German ‘Professionelle Handlungskompetenzen in der Erwachsenenbildung/Weiterbildung’). They have structured the field of professional competences into four subsections:
· Educational Management

· Organisational and Human Resource Development

· Quality Management, Need Analysis, Programme Planning, Evaluation, Financing and Controlling and Marketing

· Teaching and Organisation of Teaching.
This structuring of required professional competences was made by the German Society for Educational Science professors in adult education in Germany. It was derived from the state of art of the discourse of the science and scholars of adult education in Germany. 
5
Competences of adult educators
In Germany, there are currently endeavours under way to identify competences that are relevant for an adult educator who wants to act at a high-quality level. To ensure and increase quality in adult education, it is important to establish professional standards in this field that guarantee high-quality adult education offers for the learners.
In this context it is necessary to identify the most important competences for the different fields of activity in adult education and what kind of competence profile an adult educator should have. 
Following the debates about adult educators’ competences, on the one hand there are attempts to identify core competences that are related to various tasks and activities. Kraft (2006), for example, points out that competences of adult educators are strongly connected with the fields of tasks and activities. She mentions that organisational and management staff need different competences from a teacher because their activities are completely different. On the other hand other approaches stick to one specific activity and try to define relevant competences related to this specific field of activity. The most established field in this respect is the field of ‘teaching’. Maybe this field of activity has been chosen because this is still the main and most frequent role performed by adult educators, and perhaps because this field of activity is easier to conceptualise than the other activities. 
The leading discussions about competences in the field of adult education and the attempt to define adult educators’ competence profiles are taking place not only on the national level but also on the European and international levels.

Nevertheless, whether consideration is of the whole field of adult education or of single fields of activity, only in Germany or on an international level, it is evident that the discourse on competences of adult educators is an important one. Without a concrete understanding of the competences that are relevant for adult educators, it would be impossible to decide whether or not an adult educator is competent to carry out their tasks and whether they are professional in what they are doing. Therefore, the definition of relevant competences is an important step towards professionalisation.
Given that the definition of the term ’competence’ itself is not easy, it is obvious that the definition of relevant competences of adult educators is difficult and that it is nearly impossible to identify common competences that fit in all respects. A common international understanding of the term ’competence’ follows the definition promoted by the OECD in the DeSeCo (Definition and Selection of Competencies: Theoretical and Conceptual Foundations) project. This definition can also be found in German contexts. The project defines competence as:   

the ability to successfully meet complex demands in a particular context. Competent performance or effective action implies the mobilization of knowledge, cognitive and practical skills, as well as social behaviour components such as attitudes, emotions, and values and motivations 
(OECD 2003: 2).

There are a variety of approaches dealing with competence profiles which refer to several different professions. The European Commission approach (1995), referring to the pedagogical field, builds a framework for further discussions about competence profiles of adult educators. It consists of:
· diagnostic competences 

· competences relating to carrying out training tasks 

· integration competences 

· methodological and didactical competences 

· group management competences combined with group dynamics

· teamwork competences 

· counselling competences
· competences for managing organisational and political conditions: scheduling, development, evaluation, marketing, work context, etc.

Looking at initiatives to come up with a definition of concrete competences or competence profiles for the specific fields of activity in adult education, it can be seen that Germany has initiated and is acting in international networks. For example a European research group on competences in the field of adult education set up by the German Institute for Adult Education (Deutsches Institut für Erwachsenenbildung – Leibniz-Zentrum für Lebenslanges Lernen, DIE) in 2005 dealt with this challenge and proposed the categories of activities described in section 4 as a first base for further discussions about competence profiles. The project ’Validation of informal and non-formal psycho-pedagogical competencies of Adult Educators’ (VINEPAC), in which the German Institute for Adult Education was a partner, set up a competence profile for adult educators in the field of activity ’teaching’ that provides a basis for the validation of adult education competences. Here the importance of reflecting on the role and the characteristics of the teaching context and training tasks was taken into consideration. Table 1 shows how the adult education competence profile of a teacher is divided into competence clusters and standards.

Table 1: Competence profile of trainers
	Competence group
	Competence cluster
	Competence standard

	Knowledge
	Initial knowledge of adult learners’ psycho-social profile

	Is able to use adult learners’ characteristics in the educational programme management.

	
	
	Is aware of and sensitive to adults’ responsibilities as workers, family members, citizens and community members.

	
	
	Applies knowledge of teacher-directed and learner-centred instruction.

	
	Knowledge of group characteristics

	Creates a physical and interpersonal climate that is conducive to learning by drawing on adult learning theory, knowledge of learners’ cultures and interpersonal dynamics.

	
	
	Is sensitive to and accommodates diverse learning styles, abilities, cultures and experiences, including learners who have disabilities and other special needs.

	
	Knowledge of own subject area
	Is familiar with the subject area.

	Educational management


	Preparing the educational programme

	Identifies and responds to learners’ individual and group needs, interests and goals when developing instructional plans.

	
	
	Plans instruction that is consistent with the programme mission and goals.

	
	
	Is consistent with the programme management.

	
	Designing the educational programme

	Employs individual, group and team learning.

	
	
	Models communication, negotiation, decision-making and problem-solving skills for learners.

	
	
	Sequences and paces lessons appropriately.

	
	
	Provides frequent and varied opportunities for students to apply their learning.

	
	
	Monitors and adjusts teaching strategies based on student needs and performance.

	
	Use of technology and resources (time, material, space, people)


	Effectively integrates current and appropriate media and technology as tools for instruction.

	
	
	Selects and uses a variety of resources for the learning environment (print, human and technological).

	
	
	Acquires, accesses and uses technology for effective adult learning.

	Assessment and valorisation of learning


	Identification of individual needs
	Works with learners to identify their needs, strengths and goals, and advises or refers them to appropriate programmes and levels of instruction.

	
	Use of results of assessment data
	Uses results of (diagnostic and needs) assessment data on a regular basis to plan lessons, develop curricula, monitor progress towards objectives and goals, and to verify learning.

	
	Monitoring of learning
	Monitors learning beyond simple recall of information by using a variety of assessment strategies.

	
	Evaluation and feedback
	Structures and facilitates ways for learners and peers to evaluate and give feedback on their learning and performance, through reflection and self-assessment.

	
	Guiding of learners (regarding their development)
	Guides learners in the development and ongoing review of their educational plans.

	
	Valorisation of learners’ progress
	Uses qualitative methods to valorise learners’ progress.

	Motivation and counselling


	Sharing of information with learners and colleagues 
	Shares information with learners and colleagues about additional learning resources, educational opportunities, and options for accessing support services. 

	
	Referation to appropriate resources 
	Makes referrals to appropriate resources when guidance and counselling needs are beyond own expertise.

	Personal and professional development


	Analysis of professional development needs 
	Analyses professional development needs and opportunities.

	
	Interest in self-development.
	Demonstrates interest in self-development.


(see Sava et al. 2008)
Another initative co-ordinated by the German Institute for Adult Education is the Delphi-Study concerning core competences of adult educators as trainers now and in ten years’ time. The leading question for the study is which competences a trainer in adult and continuing education should show. The questionnaire for the study refers to different competence clusters relevant for teaching activity: communication, interpersonal behaviour, co-operation with the environment, development and reflection, planning and management, access and progression, subject-related/specialist domain and didactical-methodological domain. 

As far as the validation of competences of adult educators is concerned, approaches towards a validation do exist but they are not highly developed in Germany yet. That means that although there have been attempts to establish instruments for validating adult educators’ competences that have been acquired in non-formal or informal learning contexts, they are not in use yet. For example Germany was one partner in the European project VINEPAC
 where the validation instrument Validpack (Sava et al. 2008) has been developed. Validpack is a concrete tool for the documentation and recognition of the competences of adult educators – here defined as trainers. It is a detailed process which includes a handbook that guides adult educators through the validation process. The validation process is divided into three steps: self-evaluation, external evaluation and the consolidation of the evaluation results. The validation process is based on a concrete competency framework (see Table 1) which has been developed within the project (Strauch 2008). 
One of the German Länder (federal states) – the Land Sachsen – intends to establish a validation instrument for validating the competences of adult educators working there at the moment, but it is still under development and not in use yet.

6
Conclusions
With our description we gave an insight into the developments of professionalisation in adult education practice in Germany. Our focus was on development and research which is done or linked with the initiatives of the German Institute for Adult Education.

As we showed, these developments are closely linked with European initiatives and developments. So the European context gives us plenty of new inspirations on how to proceed together. The initiative to offer a study programme, called the European Master in Adult Education (Egetenmeyer and Lattke 2007), can perhaps help to bring these European developments closer to the concrete practical fields of the graduates. 
On the way to developing professionalism in the field of adult education, we are faced with several challenges. Although there is a well-recognised need, attention still has to be paid to define the contents and processes of professionalisation of staff working in different fields of activity in adult education in Germany. So we have to pay attention to all groups of staff and also to the question of how they are working together. To make sure that staff are qualified to support adults in their learning, more efforts are needed to establish professional standards in adult education. So there is the question as to who should create these standards in the context of the European Qualification Framework (EQF). 
One initiative to contribute to the comparability and transparency of adult educators’ competences in order to facilitate the access and progress in the career and also the mobility of adult educators in the European labour market is the project Flexi-Path (Flexible professionalisation pathways for adult educators between the 6th and the 7th level of the EQF) which is co-ordinated by the German Institute for Adult Education. The aim of the project is to design a common competence profile of adult educators by developing and adapting the 7th EQF level and to develop a validation instrument for adult educators who have acquired a wide range of experience in the field of adult education activities. 
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