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Introduction

The knowledge and information society challenges the readiness and skills of people for lifelong
learning. At European level, lifelong learning has been declared to be a transversal goal of education,
training and employment policies, e.g. in the memorandum on lifelong learning (European
Commission 2000) and as guiding principle for general and vocational training. The discourse at
European level has its continuation at national level and many of the suggestions made in the
memorandum have given important stimuli for the development of educational policies in the
German speaking countries (esp. Germany and Austria).
Learning has to be understood as a chance for social participation as well as a necessity for work,
societal and individual development. All people are learning – consciously or unconsciously – during
their whole lives (Dohmen 2001) and learning is less and less taking place in classrooms or seminar
rooms, at least when talking about adult learning. Therefore, lifelong learning needs to take into
account as well the combination of formal, non-formal and informal learning processes. Focussing on
the needs of vocational education and training, the support for lifelong learning and the
development of the relevant competences is at the centre of the attention. The actual challenge is to
break down the overall idea of lifelong learning into clearly defined objectives and concrete steps for
practical application.
Self-regulated – or self-directed – learning is the quality of learning that enables individuals to decide
independently and autonomously whether they want to learn, what they want to learn, how
intensely they would like to learn, when and where they would like to learn and whom they would
like to have as their counsellors when having learning problems. Besides the readiness for learning,
people need the relevant skills and competences for learning as well. These dispositions of the
individual in their mutual interrelations are described as self-learning competences (Kruse and
Wiesner 2002). These competences mark basic prerequisites for adult learners to be able for lifelong
and self-regulated learning. One starting point for successful support methods and strategies for selfregulated learning is the statement made by Holzkamp (2003) that learners only learn, when they
personally value the contents of what they intend to learn, i.e. when they have subjectively
acknowledged the importance of that specific learning objective. Starting from this perception it
becomes obvious that the personal motivation of the learner connected to available instruction is a
prerequisite for successful learning of adults.
One of the challenges of self-regulated learning and the identification of the necessary learning
competence is marked by the critics that the consideration of self-regulated learning in recent
research does not add significantly to results of the reform pedagogy. Due to a lack of empirical
research Kruse and Wiesner (2002) conclude that it is not possible to argue against or in favour of
these critics. The observed lack of empirical research is resulting in a lack of academic literature on
the development of (self-regulated) learning competences, especially in the German speaking
scientific community.
There is a certain agreement in the scientific community that the individual has to be enabled to
shape interesting question and problems, identify the adequate information sources needed for the
solution and be able to select out of a multitude of information what is relevant and/or necessary to
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solve problems or answer questions. How the relevant learning competences can be developed by
the (adult) learners is hardly addressed by the German speaking scientific community.
One strand of research is emerging from the overall competence and competence development
discussion. Another strand of research is rooted in research on learning at the work place, where
especially business pedagogues have been active. In recent years some projects (e.g. in the EUQAL
programme) have been focussing on the needs of people deprived from education, but research
results are focused on very concrete and limited contexts1. Overall, most often learning to learn
competences are outlined in general guidelines, support documents, manuals etc. as assistance for
learners, especially for students and pupils. These documents, most often lack a research foundation.

2

DEFINITIONS, CONCEPTS AND THEORIES OF LE ARNING COMPETENCE

Hofmann (2000) identifies a common sense among different research fields in pedagogy that young
people and adults have to become experienced learners. The development of learning competence
has gained importance through the last three to four decades. On the one side, researchers and
practitioners in adult education taking a humanistic position point out that learning competence is an
essential element in adult education. On the other side, learning competence is seen in view of
economic aspects for utilisation at work and finally for profit maximisation. The esteem given to
learning competence is founded in the conviction that this competence is an important contribution
to individual life and to the preservation and improvement of a democratic society.
Although there is a more ore less common agreement on the benefits of learning competence, the
theoretical foundations as well as plausible suggestions for the development of learning to learn
competences differ considerably.
One of the roots of the understanding of learning competence can be seen in the concept of key
qualifications but those have been criticised, to be too little grounded in psychology and
anthropology, which is resulting in difficulties when thinking about possible didactic approaches. On
that basis, Hofmann (2000) points out the positive results made by implementing research findings
from transfer and metacognitive research in educational concepts. Hofmann (2000) additionally
describes a set of advantages of self-organised learning but highlights as well the limits of it: for the
development of learning competence it is not enough to leave the learner alone in organising his/her
learning processes, for instance in relying on informal learning only. For Hofmann (2000) it is
essential that learners need targeted and well planned interventions by trainers and evaluation of
the effects that those have.
North, Friedrich and Lantz (2006) start from the proposition that competence may be developed by
reflecting experiences and/or other learning processes and conclude that different levels of
competence may be recognised or measured. The development process from one level of
competence to a higher one, leads them to the question whether this is expressed in activities and
whether this step may be described with the terms learning competence or change competence. In
addition they express their uncertainty whether this is a facet of self-organisation competence, and
1
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especially of self-organised learning, in the sense of Erpenbeck and Heyse (1999), i.e. as a disposition
(skill, readiness, ability) to act self-organised.
Learning competence is also described as a meta-competence as it is a competence independent
from specific contents (Weinert 1999). Learning competence is as well seen as the ability for
successful learning based on the competence for self-regulation and competence for cooperation
(Mandl and Krause 2001).
Mandl and Krause identify different processes constituting learning:
 Learning as an active process: learning is only possible with an active participation of the
learner. For this activity the learner needs learning motivation respectively interest in the
process or the topic of learning.
 Learning as self-organised process: learning demands for a participation of the person. The
degree of self-regulation and control of the individual learning process is depending on the
learning situation and learning environment; knowledge construction without self-regulation
is not possible according to Mandl and Krause.
 Learning as a constructive process: knowledge is constructed and new knowledge can only be
gathered and used if it is implemented in the existing knowledge structure and is interpreted
on the basis of the individual experiences.
 Learning as a situated process: knowledge construction is taking place in specific contexts
and is linked to them. The disentanglement of knowledge from the context
(decontextualisation), which is facilitating the application of knowledge in other contexts,
cannot be taken for granted but has to be systematically supported.
 Learning as a social process: knowledge acquisition cannot be reduced to an individual
construction process but is based on socio-cultural conditions and often takes place in public
space. Therefore, Mandl and Krause conclude that learning is as well a social process.
Competence is the ability for successful action. Accordingly, learning competence is the ability for
successful learning-activities, the ability to achieve a learning performance. Learning performance is
not only depending on the learning abilities but as well on the willingness and motivation for
learning. Mandl and Krause observe a mutual interdependence between competence, performance
and motivation.
In his study on the topic of lifelong learning and work, Baethge (2003) states that work is a formative
factor for the development of learning competences in adult life. This understanding is based on a
new type of self-organised learning, composed of the ability for anticipation, activities for
competence development and the disposition for self-regulation. The disposition for self-regulation
according to Baethge (2003) is the skill and willingness for self-regulation and self-organisation of
learning. In this study Baethge as well points out the important role of work experience, especially
the chosen organisation of work, which has a great influence on the learning and how supportive the
learning environment is.
Informal learning, as for instance taking place in working contexts, has drawn a lot of attention in
research in recent years. Nevertheless, educational researchers do not have a common
understanding of informal learning. In the German speaking research community, Dohmen (2001)
suggests to understand informal learning as all self-learning, which is emerging in living and
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experience contexts outside formal education. Overwien (2001) highlights the methodical difficulties
of researching informal learning and, therefore, argues for an interdisciplinary view on the subject.
Besides research done in the fields of pedagogy, ethnology and anthropology (especially focussing on
the cultural conditionality of learning) as well as psychology (especially in the fields of incidental
learning, social learning, self-regulation and motivation) have contributed to progress in
understanding informal learning. In addition research results from culture, cognition and socialisation
can be considered.
In the German scientific community, the view on learning of adults has made a shift from a primarily
participant oriented view (until the mid 1990ies) to a more subjective view (cf. Faulstich and Ludwig
2004; Overwien 2003; Arnold and Schüßler 2003; etc.). In conjunction with this, the interest in the
role of the learner is based on the influence of moderate constructivist theories which highlight that
learning is not per se the result of training processes. Kirchhof (2007) adds that the subject based
learning theory of the psychologist Holzkamp (e.g. Holzkamp 1993) and the adult pedagogy of
Meuelers (2003) point – often implicitly – towards informal learning contexts.
While not the whole spectrum of informal learning processes is resulting in competence
development, Kirchhof (2007) argues that the fulfilment of daily challenges in life does offer
potentials that may provoke and support learning processes resulting in competence development.
In this sense, Dohmen (2001) states that especially informal learning can be characterised as
supportive for learning resulting in competence development as it integrates the incidental,
experience based and self-organised learning in an integrative construct. A prerequisite for such a
form of competence development is that informal learning deviates from authentic learning and
working contexts, which again require activities and thus generate individual competencies.
Kirchhof (2007) observes that different aspects of the personality of an individual are determining
the quality of informal learning: learning competence, learning motivation and self-concept. With
respect to learning competence he points out the importance of self-reflection, communicative
orientation and the ability for anticipation, which are co-determining the competence for informal
learning. For informal learning, motivation, i.e. the intention to learn, is not required, but is linked to
the intention to become involved in certain activities, i.e. the motivation to do something specific.
Fundamentally the structure of the environment is shaping the learning motivation. According to
Kirchhof (2007) this includes a certain disposition of the individual to get active and the respective
self concept. Self-concept, including body scheme, self understanding and self ideal (who I am, who I
would like to be) as well as the perception of an identity ascribed by others, has an impact on selfesteem (and complex mental conditions) and, therefore, on the organisation of informal learning.
Performance is often more dependent on this self-concept rather than on the actual preconditions.
Kirchhöfer (2001) points out the important role of the biography of the learner in relation to informal
learning:
 Informal learning is based on the mental dispositions developed through one’s biography –
accordingly, the competence for self-regulation has an individual history.
 Informal learning is using prior experiences in learning, the learning biography of the
individual, which is influencing motivation and organisation of the actual learning.
 Informal learning is routed in the whole biography of the individual and cannot be derived
from the experiences in one life sphere, i.e. work.
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Informal learning is determined by biographical options, i.e. especially expectations and
wishes on future working environments and career development are influencing the
motivation for informal learning.

Kirchhof (2007) sums up that the basic potential opportunities of informal learning are situated
within a mutual relationship between inner and outer preconditions. The specific circumstances of
the living and working environment are influencing the specific conditions of informal learning as
well as the personal and biographic structure of the individual. The degree of learning stimulation,
supportive learning structures by the environment and motivational, cognitive as well as reflexive
competences of the individual are determining the possibilities and limitations to identify learning
opportunities within the surrounding environment and use those as resources for informal learning.
Kirchhof is aware that these questions point towards the danger of social selectivity, by which the
social background and the belonging to certain social classes are determining educational chances.
He thinks that a huge proportion of the society cannot cope with the demands for informal learning,
especially when its potential for competence development is considered. Therefore, those groups of
persons are favoured, who have had the chances to develop a certain disposition for learning. On
that basis, the question what the prerequisites for successful informal learning for as many people as
possible are and how these can be effectively developed becomes eminent.
Self-regulation competence is a basic element of learning competence since learning is an activeconstruction process. The acquisition of knowledge and skills is not possible without a minimum of
self-regulation (Reinmann-Rothmeier and Mandl 1998). Decisions on aims and strategies of learning
are increasing with age and level of education and thus are having an impact on the importance of
self-regulation competences as well. Finally, self-regulation allows reacting flexibly to new demands
of the knowledge society and personal development. Learning is self-regulated if the actor can make
the essential decisions on time, place, strategies, aims, contents, etc. of learning and can positively
influence them. According to Mandl and Krause (2001), self-regulated learning requires
metacognitive skills but is as well dependent on motivational factors. Learners have to be able
 to prepare learning: planning and preparation of the own learning process needs different
strategies. The learner has to formulate learning aims, plan learning times, set priorities and
as well plan breaks and changing working styles. Furthermore learners have to be able to
activate attention and remember prior learning processes and existing knowledge.
 to actually learn: for the actual learning process the learner needs strategies for processing
the relevant information and has to be able to connect information with existing knowledge
and experiences, and on that basis transfer it into individual knowledge. This can be done, for
instance, through the generation of visual images or by searching for concrete examples.
Furthermore learners need to be able to reduce the acquired knowledge to the essential
elements and structure it meaningfully.
 to regulate learning: monitoring the learning process is an essential element of self-regulated
learning. The learner has to be able to control the attention, select adequate learning
strategies, identify errors, analyse difficulties and their causes and adapt learning activities
accordingly. Metacognitive control strategies as well as reflective skills are of importance.
 to evaluate learning outcomes: for the evaluation of learning outcomes learners need to be
able to compare their results with the learning aims and to give feedback on the learning
process and results to him-/herself. For identifying gaps in one’s knowledge strategies like
repeating the learned information can be used.
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to maintain motivation and concentration: besides cognitive and metacognitive skills,
learning motivation has a central role in self-regulated learning. In order to maintain learning
motivation learners need to be able to control their feeling, handle success and
disappointments appropriately and delay wishes and desires that are not linked to the
intended learning aims.

Mielke (2001) states that effective learning and thinking is based on knowledge and strategies that
help to control and evaluate the learning and thinking process. Furthermore, he points out the
concept of metacognition. The term metacognition was coined by Flavell (1979) pointing towards
two different understandings: metacognitive knowledge about oneself as well as the knowledge
about cognitive abilities in different fields. Metacognitive knowledge of different tasks refers to the
knowledge of the degree of difficulty and different challenges of tasks. Finally metacognitive
knowledge refers as well to the knowledge of the person about different learning strategies. This
includes the competence to decide which learning strategies are adequate for which type of tasks.
Overall, metacognitive knowledge includes knowledge
 about the own person, including an evaluation of the cognitive performance in different
fields (reading, writing, calculating);
 about the tasks, including knowledge on the level of difficulty and the type of challenge of
the tasks;
 about learning strategies, including knowledge about learning techniques and possibilities of
their application in order to achieve certain learning aims.
According to Mielke (2001) metacognitive control includes three different components: Planning,
monitoring and regulation:
Planning of learning includes the definition of learning aims, the formulation of learning questions
and the identification of the requirements of the task. These activities help to specify certain
strategies and to activate appropriate existing knowledge for the learning task.
Monitoring of learning includes all cognitive activities controlling the learning process per se. This
includes the steering of attention on the learning material, the formulation of questions and the
assessment whether the learning material has been understood.
Regulation of learning includes the activities aiming at the fitting of the actual learning activities to
the challenges of the specific task and solving arising problems. Regulation is dependent on ongoing
observation and evaluation of the learning process in order to identify irregularities. If the ongoing
monitoring of the learning process identifies a certain problem, specific activities are started to solve
the problem, e.g. problems of understanding, by looking up the term in a dictionary or an
encyclopaedia. Metacognitive control can result in a cognitive overload negatively influencing the
processing of information. This may happen if basic processes cannot be adequately handled and
additional metacognitive activity is resulting in a divide of the attention, i.e. the metacognitive
process is rather disturbing than supporting the learning process. As Mielke states, in many cases
metacognitivity is supporting the learning process.
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Furthermore, Mielke points out that strategies related to the management of the resources relevant
for learning and the establishment of the learning environment, e.g. place and time for learning, are
only indirectly affecting the learning process. These include
 the design of the learning environment (avoiding disturbances)
 collaborative learning with other learners
 search for help from others
 problem solving by using additional literature
 investment of efforts (persistence, intensity of cognitive/metacognitive strategies)
 time management.
These strategies are useful to provide respectively organise the relevant resources enabling or
supporting the application of strategies directly influencing the learning process. Mielke states that
the differentiation between direct and indirect strategies is often difficult since, for instance, time
management has metacognitive aspects as well.

3

THEORIES ON HOW LEARNING COMPETENCE IS DEVELOPED

Hofmann (2000) poses the basic question, whether it is possible to train or teach learning at all. On
the basis of the different fields of science taken into consideration he describes a set of possible
answers. However, he concludes that the increase in learning competence has been recognised as an
important aim in different scientific disciplines. He identifies the following different factors
concerning the development of learning competence that need to be observed:
 the development of a cognitive structure with a high degree of differentiation and support
for metacognitive competence has the effect that advanced learners (having more learning
competence) are advantaged compared to those with less learning competence;
 the development of learning strategies as well as the reflection on experiences when these
learning strategies have been (more or less successfully) applied;
 the use of explorative learning strategies has to be handled carefully and needs to take into
account the inner differentiation of the group, i.e. persons motivated for learning and those
afraid of failures, as these groups differ considerably in their development process towards
increased learning competence;
 assistance in the development of a positive motivational readiness for learning, which is
especially important for people having unsuccessful learning experiences;
 a certain quality of assistance from the trainer for people working in phases of individual
work: during phases of explorative learning the learners should only be counselled and
supported in recognising their next step in the development process.
Overall, Hofmann concludes that for the practical application of different factors that support the
development of learning competence hardly any didactic recommendations have been developed.
This is especially true for the factors, which may be ascribed to the field of metacognition (e.g.
development of a differentiated cognitive structure, learning and application of learning strategies
and reflection on practical experience).
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Arnold (2002) identifies the didactic arrangement for the acquisition/application of knowledge
respectively the learning culture as the central enabling cause for the development of problem
solving and problem designing competence. He argues that the logic of learning is anticipating the
logic of self-regulated problem solving in order to avoid the contradictions of traditional
teaching/training organisation (externally regulated knowledge acquisition for self-regulated
knowledge application), which is characterising existing institutions as well as the self concept of
adult education. On that basis he demands for an educational practice focussing on the consideration
of methods for the development of learning competence. The learners need to be trained in
methods of self-regulated learning and he warns not to limit the methodological approaches to the
selection of the adequate teaching method. Therefore, Arnold identifies the methodological
repertoire, respectively the systematic support of self-learning competences as the central aim of
any further development of the overall learning cultures.
Tippelt (2002) is arguing in the line with Arnold by stating that successful competence transfer needs
strategies for lifelong learning as well as the transfer of activity-oriented competences. Institutional
formal and decentralised informal learning have to be coordinated and a change in the practice of
learning as well as the theoretical understanding of learning needs to be formulated. In order to root
sets of competences relevant for qualification in the curricula and in the learning process he suggests
to apply meaningful learning, learning relevant for application, abstracting and in parallel automating
learning, independent and tutored learning as well as cooperative and individual learning. Learning
understood as active, self-regulated, constructive and situated social process merges the transfer of
competences with the aim of education: education and the transfer of competences should develop
basic skills and professional knowledge, support the development of the personality and improve
interdisciplinary learning competences. Education understood in that sense demands for a new
understanding of learning using problem-oriented learning environments. Within those it is possible
to
 learn based on authentic problems,
 learn in multiple contexts (in order to apply knowledge in different situations),
 learn in social contexts (in order to support problem solving thinking and acting),
 learn with instructional support (in order to learn with guidance effective problem solving
and the development of knowledge),
 learn by using new media,
in order to be able to make use of all forms of self-regulation strategies.
Kruse and Wiesner (2002) analysed how learners themselves judged their learning competences and
which subjective assessment of their learning experiences adult learners make in their present
learning situation. Their theoretical preliminary considerations are rooted in the
 understanding of learning of Friedrich and Mandl (1990), who describe the learning process
as a process including a definition of the learning aim, learning coordination, learning
organisation, and information processing;
 activity-regulating subjective theories of Holzkamp (2003)
 and conceptions of a moderate constructivism.
The results of their study led them to a series of suggestion for the support of self-regulated learning:
One important result is that the readiness for self-regulated learning was present for most of the
participants (altogether 62 persons) and, therefore, can be considered to be an important basic
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requirement for successful learning. Furthermore, emotion-related learning factors, the learning
climate as well as the social context have shown to be important factors for adult learners. The
participants of the study also expressed the relevance of learning in a group (support has been given
by the trainers as well as by other learners in order to solve specific tasks). The implementation of
new knowledge in existing activities and processing structures is fostered, if the individual
dispositions allows for that. This is also true for the expansion of (self-) learning competences:
according to Kruse and Wiesner (2002) further learning is only initiated if new information is linked
with own considerations, resulting in changes of activities. They conclude that the task of the trainers
is to support the learners to critically reflect on their own learning biography and recognise
behaviour and value orientations that are rooted within their biography. Learners need to be able to
realistically assess the individual level of learning competence in order to identify possibilities for
their deepening and broadening. Trainers have an active role in the analysis, design, organisation and
steering of training processes. They are experienced learning counsellors/coaches through the
training as well as in the overall development process of learning to learn competence. In the study
of Kruse and Wiesner trainers started to reflect on their work and react on actual demands on the
basis of the new responsibility they experienced.
Dohmen (2001) observes that in the discourse in German a differentiation between "qualifications"
and "competence" has consolidated. Following this, "competences" are understood as attitude
regulating personal potentials and dispositions. These emerge primarily on the basis of reflected
practical experience and may be activated for the solution of different challenges. According to
Dohmen, important competences in the field of learning are competences of understanding,
reflection and interaction, social competence and decision-making and responsibility competence. As
Dohmen points out informal learning is, in a special way, characteristic for competence development
learning as
 informal learning based on activities is experience based learning in its essence;
 implicit elements of informal learning are resulting in the development of experience,
attitudes, values and skills;
 decision making and responsibility competence developed in everyday life offers potentials
for the development of competences;
 competence is primarily understood as ability for self-organisation and self-regulation.
The different facets of informal learning as experience based learning, implicit learning, everyday life
learning and self-regulated learning fit into an integrated concept: competence is developed on the
basis of integrated learning processes through activities. Based on this understanding, only learning
processes which are – such as informal learning – linked to other activities or situated in authentic
living and working contexts may result in the development of competences.
On that basis Dohmen (2001) argues that the focal point shifts if competence development is
designed as guiding principle of a new learning culture, although the necessary involvement of
systematic informal learning in competence development and its relevance in lifelong learning must
not be neglected. Taking into account the characteristics of informal learning as competence
development learning a certain "transfer competence" becomes more and more important: the
adequate transfer of knowledge, findings, value assessment and competences into practical
behaviour and activities.
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Planned and organised learning in educational institutions is normally supported and guided by
trainers, teachers and tutors and is taking place in more or less intense group contacts in institutions
concentrating on learning. Informal learning taking place outside such educational contexts is lacking
adequate support. Dohmen makes a series of suggestions how to support informal learning, for
instance by making the necessary information and learning aids available as directly as possible
within the relevant context. He argues for targeted learning support and counselling service which
needs to be embedded within learning networks – since single institutions in general are not capable
of providing the different learning aids – combining, organising and storing the knowledge and
competence of different educational institutions, enterprises, databases, and groups of experts.
Training institutions have to face changing demands for services when supporting informal learning,
especially:
 general basic orientation and organisation knowledge as the foundation for further learning;
 acknowledgement and consideration of prior learning by using independent competence
assessment;
 practice oriented learning using concrete tasks, case studies, projects and life situations and
by making use of new media;
 exploration of the (learning) environment and training of explorative and extrapolating
learning;
 inclusion of experts and practitioners for discussions, information and counselling in
problem-solving learning processes;
 making learners familiar with increasingly self-regulated learning, where learners are
required to investigate, collect, organise, argue and present information and to select
materials and aids according to the aim and target of the task;
 encouraging voluntary further training on the basis of the learners’ insight and initiative and
the joy of meaningful learning.
Information and communication technologies (ICT) offer adequate possibilities for self-regulated
learning. Therefore, competence in using new media is an important element of learning
competence that needs to be trained. In addition the supportive functions of the new media for
informal learning need to be tested systematically and made fruitful for learners. Dohmen (2001)
again points out the important role of training providers and educational institutions: They have to
support and develop ICT competence and information processing competence of learners to enable
them to cope with the amount of information available, e.g. in the Internet.

4
4.1

STUDIES
METACOGNITIVE BASICS FOR SELF REGULATED LEARNING

The research project SeLK (“Neues Lernen und Vermittlung von Selbstlernkompetenz” ~ New
learning and transfer of self-learning competence) was funded by the German Ministry of Education
and Research. The project had the following aims (cf. Kaiser 2003, p. 14f):
 to train participants of training courses in using metacognitive oriented techniques for
guiding their own learning processes so that they would be enabled to use the acquired
competences after the training has finished in their work environment/in their daily life;
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to train the trainers in the transfer of metacognitive funded self-learning techniques;
to carry out research on supportive/debilitating correlations.

In this project testing as well as control seminars were implemented. 273 persons were involved in
the testing seminars whereas the control seminars included 93 persons – thus involving 366 persons
in total. Nearly half of the participants (45%) were skilled workers (4% having passed an examination
for the master's certificate). 13% of the participants had a university degree and 8% a degree of a
university of applied science. The high proportion of persons having not finished secondary school
education (16%) is explained in that one of the seminars included participants still in
training/schooling (c.f. Kaiser 2003, p. 230f).
Kaiser (2003) uses the concept of “metacognition” as the starting point. Metacognition is understood
as the thinking about thinking processes. In that sense metacognitive guided thinking processes are
not directly related to the solution of the problem or the learning task but to the strategies which are
activated for their solution. Metacognition includes general competences not dependent on specific
situations and applicable in different contexts: thinking has to be aware of the kind of task and the
localisation of a problem in a specific field of reference, and it is dependent on the application of
strategies in actual problem solving processes. The successful application of abstract knowledge,
described as the executive aspect of metacognition, is of eminent importance too and includes three
interconnected activities: planning, regulation and monitoring of thinking processes. The relationship
between self-regulated learning and metacognition is exemplified by Kaiser by
 the development of learning plans;
 the transfer of learning goals into appropriate learning activities;
 the administration of controlling functions while learning.
More precisely, self-learning competence is described as the ability for independent planning,
regulation and monitoring of thinking processes which form the basis of and are accompanying
learning (cf. Kaiser 2003, p. 21).
Kaiser describes the results of the project in four important fields:
 Conditions for the acquisition of metacognitive competences: self-learning competence is
based on metacognition, which has a declarative dimension (knowledge of thinking
processes, knowledge of tasks and strategies) and an executive dimension (metacognitive
actions, i.e. planning, steering and controlling). The acquisition of self-learning competences
is to some extent dependent on the subjective perception of learning. Persons who give
special attention to the learning process and see learning as an active problem-solving
process or as an exchange of experience made considerable progress in the acquisition of
self-learning competences. Persons actively engaged with the didactic-methodological
arrangement and the activities of the trainers profited in the development of metacognitive
orientations more than others. Kaiser refers to a group of persons which he describes as
acting-experimenting. This group of persons was the only one (out of four groups) to make
advances in the declarative as well as in the executive factors.
 Structural conditions: metacognitive aspects were rarely found in the courses of the project.
In case they were present in the courses, they were limited to the declarative aspect, i.e. the
transfer and acquisition of metacognitive knowledge. The competence for planning, steering
and controlling metacognitive processes was omitted. Trainers and participants put the focus
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primarily on the cognitive level, rather than the metacognitive level of how to approach
certain tasks. Three aspects were identified to be less supportive for the transfer and
acquisition of metacognitive competences: 1) complex and/or insufficiently structured or
inconclusive tasks complicate metacognitive approaches of the learners; 2) tasks that are
(too) easy to accomplish reduce the effort for metacognitive thinking; 3) it is essential to
make thinking processes transparent and talk about them. To support this it is very helpful if
trainers express explicitly their approaches or if the participants communicate their learning
processes.
 Transfer of metacognitive competences: participants decide about their transfer concepts
already in the training situation – they reflect on the relevance of the learning
material/processes already during the training situation and take a decision whether these
are appropriate for them or not. This process needs to be reflected in the design of learning
activities.
 Trainers need in-depth knowledge of the concept of metacognition, diagnostic competences
as well as methodological-didactical planning and decision making competences. Their
attitudes towards learning/training need to match the concept of self-regulated learning.
Independently of the specific attitude of the trainers the following objective impediments
can be observed in the implementation of self-regulated learning: 1) Trainers have too little
knowledge of the basics of the concept of metacognition, which results in uncertainties in
the planning and realization of the training activities. The uncertainty points out to the need
for training of the trainers. Training institutions need to provide the time, material and
personnel resources as basic conditions to allow the concept metacognition to become a
formative element in their training courses.
The most important consequences for an educational practice themed towards self-regulated
learning are outlined in the discussion of the research findings further below. Here a suggestion of
Kaiser (2003, p. 23f) of metacognitive training activities:
Metacognitive
training activity
Partner training

Description of technique

Function

Annotations

Collaboration of tutor and
tutee.
Tutor is expert – hierarchical
relationship. Demonstrates
his/her way of fulfilling tasks.
Makes his/her metacognitive
activities transparent by
speaking aloud while carrying
out tasks.

Model learning: tutor is a
model for different methods of
problem solving.
Advantage for tutee: adopts
the demonstrated methods
and strategies – as far as
successful – into his/her
repertoire.
Advantage for tutor: reflexive
function – through the
explanations the tutor
becomes aware of his/her own
metacognitive activities in a
new quality.

Cooperative
problem solving

Cooperation of two problem
solving individuals having
rather similar expertise –
symmetric relationship.
Change of metacognitive
oriented guidance role among
the partners.

Externalisation of the thinking
processes f the two partners
by thinking aloud.
Enrichment, differentiation of
the metacognitive knowledge
(person related, task related
and strategy related) for both.

Because of the support of the
tutee by the tutor and the
(intimate) situation of paired
learning the technique is
especially suited for the
starting phase of
metacognitive training or a
metacognitive oriented
training unit.
Best suited in apprenticeship
training.
Show how to do things ->
guidance to do it on one’s own
-> tutor gradually reduces
efforts
Due to the similar situation of
the two problem solvers it is
easier to avoid an asymmetric
relationship (tutor having a too
dominant role)
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Metacognitive
training activity
Variation of the
quality of the
solution of the
problem

Description of technique

Function

Annotations

The learner is asked to find
good and bad solutions for the
task.
Every solution has to be
justified.

Finding arguments for the
different solutions demands
for reflecting ones own Tun.

This method is more game
oriented: The good/bad
handling of tasks makes it
possible to put the suitability
of the applied processes
towards problem solving into
the centre rather than the
actual solution itself.

Stimulated
annotation

The learner observes (directly
or indirectly via a written
protocol or video) the problem
solving processes of others.
He/she comments on the
approaches, compares them
with others and suggests
alternatives. These comments
are noted and analysed.

Self questioning
technique

Translation of the central
metacognitive steps –
planning, regulation, control of
thinking processes – into
guiding questions. These are
explicitly addressed one after
the other.
Description and annotation of
one’s own learning processes
and problem solving strategies
throughout a longer time
period.
Description and analysis takes
place at two levels:
What has been learned?
(cognitive level)
How did the person learn?
(metacognitive level)

Learning diary

4.2
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But: Besides the cognitive
dimension (working on the
task), strategies (thinking
processes) which lead to
good/bad solutions are
thematised (metacognitive
dimension)
There is a permanent
comparison of one’s own
thinking with that of others.
On this basis, there is a chance
of enriching the metacognitive
knowledge. Observing
successful approaches of
others stimulates to take up
other strategies and using
them for one’s own purpose
(enrichment of the
metacognitive repertoire).
Metacognitive activities are
transferred into task-related
questions. Every metacognitive
step throughout the whole
problem solving – or learning
process remains conscious.
By describing the learning and
problem solving processes the
nature and scope of
declarative knowledge is
expanded.
The analysis and
improvements made raise
executive competences.

A very relaxing approach for
the learner: the actions of
another person are at the
centre of the attention; this is
only indirectly the case for the
observers (e.g. when they are
asked to develop an
alternative strategy to the one
suggested by the observed
person(s)).
This training technique is well
suitable for working with and
in groups.
Self questioning technique is a
variable instrument: questions
on metacognitive processes
can be adapted to the specific
type of task and can be
differentiated accordingly.
In the initial phase entries in
the learning diary should be
done in a group work, at best
after every complex working
unit, in order to get acquainted
to this technique.
It is important to observe
cognitive as well as
metacognitive dimensions
when reflecting on the learning
diary.
One problem of this strategy is
the demand for perseverance
on behalf of the learner,
having to write the entries on
one’s own after the initial
phase.

LEARNING COMPETENCE FOR THE KNOWLEDGE SOCIETY

The study carried out by Mandl and Krause (2001) is of special interest as the authors investigate the
possibilities of the Internet in enhancing competencies in self-regulated, cooperative and web-based
learning. In addition they point out factors that should be taken into account when implementing
new concepts of learning for the development of learning competence.
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Mandl and Krause point out specific problems and issues of learning to learn in the web based
seminar on knowledge management carried out at the Institute of Pedagogical Psychology and
Empiric Pedagogy at the Ludwig-Maximilians-University Munich. The seminar was embedded within
the framework of the Virtual University Bavaria (VHB). The aims of the seminar included an
introduction to the complex and interdisciplinary field of knowledge management as well as
sensitisation for the specific problems of knowledge management in organisational contexts. The
didactic aim of the seminar included training of self-regulated and cooperative learning and working
in the Internet. Self-regulation and cooperation competence were explicit learning objectives for the
participants of the seminar (no exact numbers given) seminar. The intention of Mandl and Krause
was to enable students not only to receive and reproduce information but actively support the
construction of knowledge. Authentic case studies as well as tasks to be completed by the students
marked the starting point for such a construction process.
On that basis Mandl and Krause try to support three partial competences: self-regulated learning
should be supported by autonomous work in small groups. Working in groups is also at the core of
supporting cooperation competence. Tasks and cases are analysed in groups and their results again
form the basis for the assessment. Individual contributions to the group work can be traced through
the online forum used as the communication and working environment (in addition to e-mail). The
Internet is used for Web quests. Putting the Internet and the use of Information and Communication
tools at the centre of the seminar aims at the improvement of different aspects of reflection and
practical application of media competence, the third partial competence of the learning competence
according to Mandl and Krause.
Most notably Mandl and Krause observed two main problems due to the focus on self-regulation:
“look for authority” and “free riding”. In their description of the phenomenon “look for authority”
Mandl and Krause point out the observation, that some learners have difficulties with autonomous,
self-regulated learning and suggest incentives, help, moderation by the learners, regular and timely
feedbacks and optimised group and time structures as solutions.
The authors admit that certain self-regulation, cooperation and media competences are necessary
for successful participation in the seminar but they also state that these competences are actively
supported by different means: a clear seminar structure, which prevents mental overload through
self-regulated learning, help by the course instructors when questions and problems arise as well as
support for web based collaboration.

4.3

INFORMAL LEARNING AND THE ACQUISITION OF COMPETENCES

In this study Zürcher (2007) gives an overview on those aspects, influencing informal learning and the
connected question of competences. He makes annotated references to 330 further documents
(most of them available in the Internet) which make this document a remarkable resource collection
on the topic. Before outlining historic-political references as well as the concepts and theoretical
foundations of informal learning Zürcher addresses the main learning fields in which informal
learning is of importance. He uses the example of a training course for long-term unemployed
persons (offered by the BiKoo association – see below) to exemplify the didactics of informal
learning. As a model for integrating formal and informal aspects he proposes the “open learning
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environment”. In the following chapters Zürcher addresses the concept of competence and
competence development as well as the recognition of informally acquired competences. He finalises
by highlighting the interfaces between formal and informal learning, respectively the integration of
both.
At the centre of the interest for this literature review is the didactics of informal learning which
Zürcher exemplifies through the courses offered by Bikoo (Bildungskooperative Oberes Waldviertel)2
and the European Social Fund (ESF) Project “BildungseinstiegerInnen”3. In this project (November
2003 until October 2005) criteria for low-threshold learning opportunities as well as educational
mentoring were analysed and the nexus of informal learning and formal qualification investigated.
The project aimed at the establishment of a biographical relationship by in parallel leaving room for
individual preferences. The biographical relationship was established by, for instance, by
demonstrating craftsmanship or manual skills (as far as the course participants locate their
competences there). Learners were involved in a comprehensive human development concept and
guided by mentors, supporting the learners. The work of the mentors included social activities,
psychological attendance and adult education: They informed, guided, gave advice, evaluated and
kept records. In a broader sense their work included the documentation of processes within the
courses, the development of a comprehensive learning competence and fostering the possibility for
the learners to go on to further training programmes.
Zürcher (2007) explicitly warns about putting too much focus on informal, work-related learning, as
not all competences can be developed that way. Instead, he points out the positive effects of relating
learning in courses with learning at the work place which is adding to the feeling of meaningfulness
and facilitates the establishment of a connection to one’s own life.
A further important aspect he refers to is to link experiences made and knowledge gathered in
practice to existing theoretical concepts – a competence which he identifies as “transformation
competence”. This competence is supported by the stimulation of reflexive thinking processes and
the discussion of specialist background knowledge. On that basis, Zürcher understands didactics of
informal learning in a way that it has to reflect the framework conditions in which learners can follow
their interests and aims: different to “standard” training or courses the context is guiding the
learning process. Depending on the borders set for the learners, self-regulation and self-organisation
is possible within a predefined learning environment. The conceptual focus is on steering and
organisation of the learning process with the aim to leave a maximum of options for the learning
process open for individual choice and preference (which, according to Zürcher, implies the
possibility of instruction by a teacher/trainer). Another important aspect of a didactic for informal
learning is the creation of a biographic connection, by which informally acquired competences can be
made transparent. Finally Zürcher states the necessity of low threshold access to learning. As
informal learning is happening unplanned and incidentally such possibilities for access have to be
implemented.
Zürcher is in favour of using the actual educational biography as the foundation for learning rather
than a consideration of existing knowledge and actual interests which remains on the surface. By
making the learner aware of his/her own learning successes and disappointments the disposition for
learning is reconstituted and further learning is embedded within a larger life context. As a
consequence the motivation is raised and learning becomes more sustainable. Step by step more
2
3

http://www.bikoo.at
Kaster (2006) published a detailed evaluation report of this ESF project.
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demanding contents are implemented and the modality of adoption is slowly approximated to
practice. According to Zürcher this process has to be accompanied and guided individually and is in
need of a learning environment enabling individual learning paths. As a result the individual
responsibility, respectively learning competence is improved.

5

DISCUSSION OF RESEARCH FINDINGS AND CONCLUSIONS THAT CAN BE DRAWN
FOR (NON-FORMAL) ADULT EDUCATION

The increase in importance of lifelong learning as a challenge for every single person goes together
with the multi-faceted changes in economy and society. Mandl and Krause (2001), Nuissl von Rein
(2002), Kaiser (2003) and Pätzold (2008), amongst others, have pointed out some important aspects
and processes, e.g. the change to a post-industrial society/knowledge society; new technologies;
learning as an integral process of knowledge construction – a move away from consumer behaviour
in learning and the “omnipotence” of trainers/teachers.
The importance of non-formal and informal learning as an integral element of learning processes has
been in the focus of research for several years now which is shown in a great number of publications
and projects on different aspects of formal, non-formal and informal learning including, e.g., informal
learning at the workplace, new technologies and their potentials for supporting informal learning,
recognition of informal learning, interrelating formal and informal learning processes, self-regulated
learning etc. Taking into account the amount of literature published and projects carried out on
different aspects of non-formal and informal learning it is astonishing how little has been done in the
field of developing learning to learn competences. The lack of research, especially when it comes to
the learning of elderly adults, is even more eye-catching taking into account the huge number of
guidelines, manuals, and tools (many of them lacking a research and evidence base) addressing the
needs of pupils and students to develop learning to learn competences.
The research of Dohmen (2001) on informal learning and the paper on learning competence in the
knowledge society by Mandl and Krause (2001) mark important steps in the German speaking
research community drawing the attention of more researchers to this topic. Mandl and Krause
perceive learning as an active, constructive, self-regulated, situated and interactive process.
Competence is defined as the ability to act successfully, and in relation to learning competence they
suggest a subdivision into three components: self-regulatory competence, cooperative competence,
and media competence. Seven years later, Pätzold (2008) further elaborates on the key competence
learning competence. Learning competence – learning to learn – for him is the ability to start and
continue a learning process:
 individuals – alone and in groups - are capable of organising their own learning process, also
by taking into account efficient time and information management;
 learning competence includes awareness of one’s own educational needs, the identification
of the available learning offers and the skill to overcome barriers towards successful learning;
 learning competence includes taking up and processing new knowledge and skills and to look
for and make us of (educational) counselling;
 learning competence includes building upon prior learning and life experiences in order to
use and apply knowledge and skills in a multitude of contexts – at home, at work, in
education and vocational training;
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motivation and self confidence are of great importance for the competence of the individual.

Faulstich and Ludwig (2004) are pointing towards another strand in the German scientific
community: based on the work done by Holzkamp (e.g. Holzkamp 1993) they argue for the support
of expansive learning, a term highlighting the individual development and participation in society.
The focus is on the thinking and acting individual, who – in contradicting societal circumstances – is
seeking for increased participation.
Another important cornerstone in the German scientific community is the discourse on the
“Ermöglichungsdidaktik” (cf. Arnold and Schüßler 2003). Based on a constructivist approach this
didactic is based on the principles of self-regulation and argues that learning processes cannot be
generated by trainers externally. Trainers can only take care for the provision of supportive learning
environments and on that basis enabling learning processes by the learners. This approach has been
taken up or at least has been considered by a number of authors, e.g. Faulstich and Ludwig (2004),
Kirchhof (2007) and Zürcher (2007).
Kaiser (2003), taking into consideration the ongoing discourses in the field of informal and implicit
learning, refers to addressing learning processes explicitly. For Kaiser this is a fundamental
prerequisite for self-regulated learning and the development of metacognitive competences in this
field. Since this approach is unfamiliar or even unknown to most adults Kaiser calls for the
development of these competences through learning counselling, learning guidance and reflected
practical introductions by experts. Overall, he calls for organised learning in order to develop selflearning competence based on metacognitive reflections. Another consequence of his arguments is
that implicit learning which does not consider metacognitive reflection processes does not improve
the learners’ learning competence but leaves them on a status repeating unfavourable strategies.
Pätzold (2008) sums up the two main strands of research on supporting self-organised learning: one
group of researchers is calling for instruction oriented learning environments that focus on the
training of learning to learn competences; another group is focussing on supportive learning
environments. Mixtures and overlaps of the two directions are possible.

(Graphic with alterations from Pätzold 2008)
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Direct strategies include:
 training of a comprehensive set of learning strategies
- strategies to positively influence the learning (e.g. self-motivation; time
management, concentration, dealing with fear and stress)
- strategies for the acquisition of knowledge (e.g. recognising important aspects,
information processing)
- control and self-reflection strategies (e.g. control of own understanding and skills;
control of learning processes)
 transfer of a training on learning strategies
- sensitisation for the use of the strategies
- development of strategies
- systematisation of, broadening and eventually. correcting strategic knowledge
- application of strategies and evaluating them taking into account their usability for
personal learning
Indirect strategies include:
 constructivist learning environments and explorative training concepts
 increasing freedom for self-regulation
 individualisation of training (independent learning paths, individually adapted speed of
learning progress, individual selection of media, learning materials and methods)
 provision of learning aids (advance-organiser)
Two other fields of research are influencing the academic discourse: firstly, the whole research field
on “competence” is directly related to the perception of learning to learn competence; the second
research field is that in neural sciences, having effects for instance on the perception of learning of
elderly adults. Unfortunately, the scope of the literature review does not allow considering the full
breadth of the respective research results.
On the basis of the literature review a series of conclusions can be drawn with respect to an
educational practice oriented towards self-regulated learning and the development of learning to
learn competences:
Acquisition of learning to learn competences
Nuissl von Rein (2002) is observing the recurring question of how learning is actually "happening".
For him the most important question in relation to adult learning is how learners can plan and
organise their learning paths as autonomous individuals who are capable of acting. In the respective
discourse, learning methods – i.e. acquisition, processing and reproduction of knowledge, control of
learning and the decision about learning – are at the centre of the attention. Nuissl von Rein points
towards a lack of attention given to the question of individualised learning strategies. The
methodological repertoire of each individual, e.g. time management, search for information etc., is
subordinated and instrumental to this individual “learning strategy”. Strategic elements of learning at
this level of an individualised “learning strategy” are mutually linked to biographical and personal
aspects. On that basis Nuissl von Rein argues that the demand for the development of learning
competences directly addresses the individual structures of personality. Therefore the development
of learning competences is not about instrumental know-how of single working methods but refers
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to the organisation of these working methods within one’s own learning strategies. The adaptation
of different learning methods and the adjustment to individual learn-strategic prerequisites are the
main tasks for the future discussion on the development of learning competence.
Relating to the different personal factors Kaiser (2003) addresses the necessity of learning diagnosis
and learning counselling. Participants need to be aware of the subjective prerequisites for their
learning and of their attitudes towards learning and learning success, their motivation for
participating in training, their approaches towards problem solving and the consequences on their
learning behaviour. In a next step it is possible to influence these subjective conditions. Learning
diagnosis and learning counselling may take the form of individual counselling but could as well be
implemented in learning groups and their working processes.
Nuissl von Rein (2002) argues that methodological competences cannot be learned on a “neutral”
basis. The methods and strategies, how individuals can learn best, are developing along working on a
specific task or problem. Therefore, the learning of methods, which are compatible with individual
learning strategies, has to take place by working on concrete objects. To some extent adult education
has already started to reflect this in practice by implementing possibilities for self reflection and,
therefore, in parallel supporting the development of methodological competences: reflexive phases
are implemented in trainings, methodological approaches are discussed, learning and teaching
processes are made transparent etc.
Kaiser (2003) highlights the need for inner differentiation among the learners: whereas other groups
may profit from a normal learning/performance level of a course and may improve their
competences in self-regulated learning, learners with highly developed metacognitive skills need an
adequate learning environment. Trainers and seminar leaders have to find adequate solutions to
differentiate between the learners and their individual needs. Kaiser suggests to confront learners in
group work with tasks of different levels of difficulty or to involve them in the seminar as tutors.
The interaction of subjective ideas about learning and metacognitive orientation has to be taken into
account and needs to be transferred into practice. This is also true for courses and trainings primarily
oriented towards the acquisition of directly applicable techniques and tools. Kaiser suggests to
establish learning contracts which aim at carrying out problem oriented tasks (appropriate for the
respective course/seminar) at least at some stages of the course. In addition, he claims that training
methods have to explicitly address metacognitive activities.
Nuissl von Rein (2002) points out that the learning of individual learning paths to some extent
doubles learning processes. Therefore, the amount of contents of courses and seminars supporting
metacognitive methods and concepts need to be evaluated.
Course structures
Course structures need to be compatible with the concept of metacognitivity, i.e. the focus on the
learning contents themselves needs to be revised and space needs to given to the reflection of the
learning processes. This can be done by making different modes of problem solving transparent for
the learners. Task descriptions need to be clearly structured and unambiguous and formulated in
adequate language. This facilitates grasping the requirements of the tasks by the learners and
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enables them to identify the type of task and appropriate strategies for their solution. Tasks,
questions and problems for the learners need to have an adequate level of difficulty in order to
support thinking, identification of errors and the formulation of hypotheses. Examples for such tasks
include collecting information, reporting, organising and observing. Kaiser (2003) calls for explicitly
addressing learning strategies and metacognitive strategies in courses and seminars: activities
supporting the development of learning to learn competences need to be implemented in the
didactic-methodological arrangement of seminars.
Learning environment
Mandl and Krause (2001) suggest to support the development of learning competence (respectively
the three components they split learning competence into: self-regulatory competence, cooperative
competence, and media competence) by means of a problem-oriented learning environment. In
contrast, for instance, to directly fostering learning competence (e.g. through specific trainings) the
creation of learning environment is a more indirect approach. Both must not be seen exclusively but
can complement each other. The learning environment that they describe is shaped by a
constructivist approach, an active position of the learner and a reactive role of the trainer: whereas
the trainer has the role of a guide, coach and counsellor who provides learning offers and support
the learner has space for active knowledge construction. Reinmann-Rothmeier and Mandl (2001)
outlined the following principles for such a problem-oriented learning environment:
 learning via situated and authentic problems;
 learning in multiple contexts – the same contents are learned in different contexts;
 learning by using multiple perspectives;
 learning in a social environment;
 learning by using new media.
Transfer
Subjective ideas concerning the transfer of the learning results of the learners have been set in
relation to the training/learning process by Kaiser (2003). He argues that these need to be considered
in the conception of the courses and of the single learning phases taking into account different
methods and approaches: the importance of specific strategies needs to be made transparent for the
learners at the beginning of a seminar/course. This can be done by confronting the learners, for
instance, with discrepancies and failures which make missing competences transparent. Transfer
does not happen on its own but needs to be trained, for instance by using role games. Readiness for
transfer increases in parallel with the perception of the learner to be able to control his/her own
activities. Here Kaiser identifies additional positive effects of metacognitive activities as they are not
only useful for the self-regulated resolution of tasks but also have positive effects on the self
perception of the learner: the learner increasingly becomes aware that he/she is capable of solving
problems without others and on that basis gains self-esteem in his/her own competences as well as
in the transfer of the learned contents (for suitable training methods cf. chapter 4.1).
Trainers
Trainers need to be trained in supporting the development of learning to learn competences. Kaiser
(2003) suggests using concrete exercises (if possible supported by video analysis) which enable
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trainers to train the active handling of different techniques and methods: possessing learning to
learn competence alone is not enough. Trainers additionally have to reflect on their training and how
the development of learning to learn competences can best be integrated within a course/seminar.
Referring to empirical evidence Kaiser highlights the necessity of ongoing, permanent training, which
should take the form of coaching parallel to practice.
Training institutions
The development of learning to learn competences cannot be left to learners and trainers only.
Training institutions are stipulated to provide corresponding frameworks, including the investment in
training activities for trainers and the implementation of educational counselling, coaching activities
and the revision of existing curricula.
The questions addressed in this literature review point out the responsibility and commitment of
pedagogy towards the individuals as observed by Kirchhof (2007): pedagogy has to support
individuals in coping with the demands of their (professional) environment and to deal with changing
living environments. In this understanding individual learners cannot be left alone in the (informal)
development of their learning processes but learning to learn competence development needs a
synthesis of formal and informal learning processes. Individuals as well as institutions can be
expected to put informal learning processes more into the centre of their attention: individuals,
because this form of competence development is basically already existing and, as Kirchof (2007)
shows, is well suited to support personal development; institutions, because a vision and acceptance
of non-institutionalised learning forms is necessary. Next steps in the development of pedagogy and
didactics need to shape the understanding of learning support, educational guidance and personal
encouragement.
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