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With the end of the Prussian monarchy, the leading state in the German Reich, came the end of the 

Prussian Protestant state church. The alliance of 'Throne and Altar', which formed an essential part 

of the old order of values, no longer existed. In the flare-up socialist revolution of the November 

days in 1918, when workers' and soldiers' councils and socialist government commissioners took 

power, the Protestant church was part of the defunct order of values of the Empire. It was, at least at 

first, the big loser.  

The Catholic Church, which in many respects played an oppositional role in Prussia, found itself in a 

completely different situation. The German Reich, which was founded after the Franco-German war 

in 1871, was an alliance of princes with their territories (Länder) under Prussian leadership, 

headed by the Prussian king as German Emperor. The representatives of the people in the newly-

created Reich Parliament, the German Reichstag, were elected relatively democratically, with equal 

voting rights for all male citizens. This was quite unique in the monarchies of Europe in 1871. In 

European countries, in those days, the right to vote granted more political influence to the owning 

class than to the poor population. Even in the parliaments of the 'Länder' in the German Reich there 

was no equal and universal suffrage until 1918. Universal suffrage for women in Germany was 

introduced with the Weimar Constitution of 1919 - rather than by the victorious powers of the First 

World War. Until 1918, Prussia was ruled by three-class suffrage for men, graded according to 

income, which disadvantaged the working class.  

The 'Zentrumspartei' (German Party of the Centre) was the oldest party in the German Empire, 

founded in 1870, and the party of German Catholicism. The Zentrum had survived the period of the 

"Church Struggle" that Chancellor of the Reich Bismarck had waged at the beginning of the German 

Reich, against the influence of the Catholic bishops and the Roman Curia. The Zentrum was 

represented in the German Reichstag from 1871 to 1933, a politically proven force that provided 

the Chancellor towards the end of the Empire - and then several times in the Weimar Republic. Now, 

in November 1918, there even seemed to be an opportunity to renew Catholicism in Germany. 

Leading Catholic politicians, such as Matthias Erzberger (1875-1921), were in the process of 

consolidating the alliance between the Catholic Zentrum Party and the Social Democrats (SPD) that 

had existed in the German Reichstag since 1917.  

The Socialists had become the leading political power in November 1918 with the collapse of the 

German Empire that had lost the war. But they were divided. An opposition group that had existed 

within the SPD since the beginning of the war had become independent in April 1917 and founded 

the Party of Independent Social Democrats (USPD). It rejected the compromises that the SPD made 

with the bourgeois parties. Even after the split, the SPD, which now called itself the Majority Social 

Democrats (MSPD), was still strong enough to be the leading party of Marxism among the socialist 

groups. The Russian October Revolution of 1917 accelerated radicalization among the socialists. 

This was particularly true of the Spartakusbund, which formed the left wing of the USPD. It merged 

into the Communist Party of Germany (KPD) founded on 1st January 1919. Like the USPD, the KPD 

rejected parliamentarianism in favor of the Soviet model of Council representation. After many 

internal quarrels in December 1920 and the autumn of 1922, the USPD effectively dissolved itself in 

two waves. With the exception of a small remainder their delegates and members changed to either 

the KPD or to the SPD. The KPD in particular benefited most from the increase in membership. 

On January 19th, 1919, the German National Assembly was elected. Their task was to draw up a 

new republican constitution. The election did not bring the socialists an absolute majority, but 

strengthened the bourgeois parties (including the Zentrum), which were supporters of the churches. 

On February 6th, 1919, the National Assembly in Weimar began its work because the capital Berlin 

was dominated by unrest and violence. The coalition of SPD, Zentrum and DDP had a majority of 

votes. From the very beginning, they were the democratic, constitutional parties in the Weimar 

Republic.  
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rather reactionary conditions in Prussia. This political approach played a certain role in socialist 

circles in the Weimar Republic under the term Guild Socialism (Retter, 2007, p. 734).  

However, including the will of parents in the constitutional debate, a subject matter that socialists 

and liberals originally did not want to tolerate in any way, became a reality. Under different 

conditions, the confessional school was given a new raison d'être. It now functioned as an equal 

option to simultaneous and secular schools. Thus, the secularity of the state school - as the 

universal principle - was largely watered down and the idea of a comprehensive school system 

buried.  

In both socialist and liberal teacher associations, which fought for the comprehensive idea this 

development provoked protest, which, however, was more of a reverberation, for everything 

happened almost at the last minute. Only one day passed between the consent of the parliamentary 

groups of the constitutional parties to the second compromise and the majority approval of the 

National Assembly on the constitutional text at third reading.  

All that remained of the comprehensive school was formulated in Article 146(1), with the "general 

primary school for all", which was then set at four years in 1920 (in the Reichsgrundschulgesetz) - 

with the abolition of the 'preparatory schools'. In the Imperial era, education could also done by a 

private teacher who wealthy families employed; also public higher education was fee-paying. 

Normally, (private) preparatory schools were attended for 3 years by those students who changed 

after that to the grammar schools for higher education and graduation. However, this affected only 

about 5% of all young people; increasing numbers of pupils and increasing educational needs were 

in favor of expanding the middle school system. Notwithstanding this, before the outbreak of the 

World War I, about 90% of school-age children attended elementary school (Nipperdey, 1998, p. 

555). Higher education was separated from the lower system and involved fees. Until the end of the 

German Empire, particularly in Prussia, the Protestant population had a highly significant 

educational and vocational advantage over the Catholic population (ibid., pp. 450-452). The 

phenomenon of modernization was mainly carried by Protestantism. On the other hand, the 

tendency towards secularization was much stronger among the Protestants than among the 

Catholics.  

The lower educational system, elementary school, was free, and this also applied for the new type of 

primary school. Established by law in 1920, state primary education was then obligatory for all 

children, and preparatory schools for higher education were closed, after a transitory period. But 

the primary school could hardly give full justice to the social and liberal idea of integration of 

children of all social classes if the parent's decision for the confessional school required separation 

of confessions instead of allowing pluralist mixing in religious terms as well.  

In the 1919 constitutional talks, it was important for the SPD and the Zentrum to include the third 

state supporting party, the DDP, in the first compromise found. This required a strengthening of the 

liberal position on the controversial school issue. That is why there was a further change to the text 

of the Constitution. In this second school compromise, it was a matter of giving priority to the 

simultaneous school, which the Liberals presented, inconspicuously, as a "normal" form of school 

over the denominational school and the secular school. This led to the final version of Article 146 

WRV, § 2 as follows: 

Nevertheless, within the municipalities, upon the request of those persons having the right to 

education, elementary schools of their own religious belief or of their own outlook on life 

(Weltanschauung) shall be established, provided that an organized school system in the 

sense of §1 is not thereby interfered with. The wishes of those persons having the right to 

education shall be considered as far as possible. Detailed regulations shall be prescribed by 

state legislation on the basis of a national law [Art. 146(2)]. 
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accounted for by the most industrialized federal states of the German Republic, i.e. 88,000 in 

Prussia, and 47,000 in Saxony (Geißler, 2011, pp. 456-457). Statistics also show that at the 

beginning of the thirties 2,200 elementary teachers were not members of a denomination or church. 

They worked as teachers in subjects not relevant to religion or in secular schools (Geißler, ibid.).  

From an administrative point of view, general classes and schools were a considerable 

administrative burden for administrators and school authorities. In some places where general 

schools were established, hard school struggles broke out, dragging on for years and opening deep 

rifts between the church-bound middle classes and free thinkers. The opposing groups of parents 

and citizens knew their local press organs and the interest groups behind them. A good example of 

this is the school struggle in the town of Finsterwalde that went on until 1933 (Retter, 2018).  

The socialist formation of myths in the Internet, including Wikipedia articles, with regard to the 

'secular school' type today gives in part unrealistic impressions. It hardly covers the entire 

spectrum of the school situation in the Weimar Republic. Later, under the rule of the National 

Socialists, the denominational character of German schools was abolished and replaced by National 

Socialist community schools. 

Abbreviations of the quoted parties (Weimar Republic) 
BVP  Bayerische Volkspartei / Bavarian People's Party 

DDP  Deutsche Demokratische Partei / German Democratic Party 

DNVP  Deutschnationale Volkspartei / German National People's Party 

DVP  Deutsche Volkspartei / German People's Party 

KPD Kommunistische Partei Deutschlands / Communist Party of Germany  

SPD (MSPD) (Mehrheits-) Sozialdemokratische Partei Deutschlands / (Majority) Social 

Democratic Party of Germany  

USPD Independent Social Democrats 

Supplement 1 
Weimar Constitution, 11th August, 1919 (excerpt, articles 142-149)  

URL: https://en.wikisource.org/wiki/Weimar_constitution (retrieved 20th August, 2018) 

Section IV: Education and Schools 

Article 142: Art, science, and instruction in schools are free. The state guarantees their protection 

and participates in their promotion.  

Article 143: The education of young people shall be provided for through public institutions. The 

Reich, the states, and the municipalities shall cooperate in their organization.  

The training of teachers shall be uniformly regulated for the Reich according to the principles which 

apply generally to higher education.  

The teachers in state schools shall have the rights and duties of state officials.  

Article 144: The entire school system shall be under the supervision of the state; the latter may 

cause the municipalities to participate therein. The supervision of schools shall be carried on by 

officials mainly occupied with this duty and technically trained.  

Article 145: Compulsory education shall be universal. For this purpose the elementary school with 

at least eight school years, followed by the secondary school up to the completion of the eighteenth 

year, shall serve primarily. Instruction and school supplies shall be free in elementary and 

secondary schools.  

Article 146: The public school system shall be organized according to a general plan. The 

intermediate and higher school system shall be developed on the basis of an elementary school 

common to all. This development shall be governed by the varying requirements of vocations; and 

https://en.wikisource.org/wiki/Weimar_constitution
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Review of relevant research studies on feedback 

Research on feedback strategies dates back several decades.  Although studies have suggested that 

feedback improves academic performance, many of these studies suffer from major limitations.  For 

example, Butler and Nisan (1986) used a mixed-methods study to test the effects of different feedback 

conditions on performance and motivation.  Although their findings suggested statistically-significant 

positive results, there were several factors to consider.  The sample consisted of sixth-graders. 

Generalizing the findings of this study beyond this age group is problematic, since students in various 

grade levels react differently to feedback received (Brookhart, 2008). Additionally, there was a time 

constraint involved.  The students were given very few minutes to review their feedback before moving 

forward to the next assessment.  This time constraint may have impacted the validity of the findings. 

In a study conducted by Siewert (2011), the researcher sought to determine whether fifth-graders with 

learning disabilities would be motivated to complete assignments when written feedback was provided 

within 24 hours (p. 20).  The results of the study suggested that effective feedback given to students in a 

timely manner positively impacted student learning as well as their confidence in developing the ability 

to understand content knowledge.  However, there were several issues with the methodology used in 

the study design.  First, a small sample size (n = 22) was utilized.  Second, only four out of the 22 

students sampled required special education services, two students were identified as gifted, and the 

remaining 16 students were part of the general education program.  Third, during the study, several 

students were frequently pulled out of the classroom for various reasons.   

Nunez, Suarex, Rosario, Vallego, Cerezo, & Valle (2015) examined the relationship between teacher 

feedback on homework and academic achievement.  The sample included 454 students in grades 5 to 

12 from three schools in northern Spain.  The study sought to determine how teacher feedback 

impacted homework completion, the amount of time students spend on homework and homework 

management leading to academic achievement. The findings suggested a positive and significant 

correlation between student perception of teacher feedback on homework and the quality and amount 

of homework the students completed. Moreover, the quality and amount of homework completed 

positively and significantly predicted academic achievement. According to student perceptions from 

the study, the findings suggested that homework feedback from the teachers decreased significantly as 

grade levels increased.   

High-quality studies involving feedback as a component of formative assessment suggest that when 

students are able to regulate their own progress by recognizing where the gaps between their desired 

goal and current knowledge may lie, feedback allows them to work toward obtaining the goal (Sadler, 

1989). In a study conducted by Bangert-Drowns, Kulik, Kulik, & Morgan (1991), teacher-provided 

feedback on tests and homework were helpful to lower- achieving students because the comments 

focused on errors and included specific suggestions for improvement. With such feedback, students felt 

encouraged to focus their attention thoughtfully on the task rather than simply being concerned with 

getting the right answer.  

In the current study, the investigators will conduct a meta-analysis that examines the impact of 

feedback on academic achievement in both K-12 and higher education settings.  The study 

differentiates who provided the feedback to whom (teacher-to-student feedback versus student-to-

student feedback) and identifies the types of feedback provided (content-specific feedback, praise and 

objective feedback).  A central goal of this study is to further advance the body of knowledge regarding 

effective ways to provide students with feedback to improve student achievement and learning.  
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Additionally, the researchers sought to locate additional relevant studies by reviewing the reference 

lists of these and other studies. 

Search and Inclusion Criteria 

From the initial pool of 419 studies, a screening determined which ones were appropriate to include in 

this meta-analysis.  The investigators limited the included studies to experimental and quasi-

experimental studies that identified a comparison or control group and that compared students who 

received feedback to those who did not.  Each study was required to report quantitative measurement 

that explained how feedback impacted academic achievement.  Furthermore, studies had to report 

quantitative data, including mean and standard deviation for both the experimental and 

control/comparison groups, as well group sample sizes. After screening for these requirements, the 

initial pool of 419 studies was reduced to eight studies.  From these eight studies, the researchers were 

able to extract 26 viable sets of data for comparative analysis. Table 1 lists the data sets drawn from the 

selected studies. 

 

Table 1: Data Sets 

Author (Year) 
Data 

Set 
Control Group Experimental Group 

Koenig et al. (2016) A No Feedback - Assessment 1 Performance Feedback - Assessment 1 

Koenig et al. (2016) B No Feedback - Assessment 4 Performance Feedback - Assessment 4 

Koenig et al. (2016) C No Feedback - Assessment 7 Performance Feedback - Assessment 7 

Labuhn, et al. (2010) A No Feedback - Standard 2 Individual feedback - Standard 2 

Labuhn, et al. (2010) B No Feedback - Standard 2 Social Comparison Feedback - Standard 2 

Labuhn, et al. (2010) C No Feedback - Standard 1 Individual Feedback - Standard 1 

Labuhn, et al. (2010) D No Feedback - Standard 1 Social Comparison Feedback- Standard 1 

Labuhn, et al. (2010) E No Feedback - Standard 0 Individual Feedback - Standard 0 

Labuhn, et al. (2010) F No Feedback - Standard 0 Social Comparison Feedback - Standard 0 

Butler & Nisan (1986) A No Feedback - Session 3 Comments - Session 3 

Butler & Nisan (1986) B No Feedback - Session 3 Grades - Session 3 

Hwang et al. (2016) A No Feedback Feedback 

Adiguzel et al. (2016) A Comparison - Text Text & Video Feedback 

Butler (1987) A No Feedback - High Level Comments - High Level 

Butler (1987) B No Feedback - High Level Praise - High Level 

Butler (1987) C No Feedback - High Level Grades - High Level 

Butler (1987) D No Feedback - Low Level Comments - Low Level 

Butler (1987) E No Feedback - Low Level Praise - Low Level 
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Koenig et al. (2016) C 0.67 0.78 0.66 

Labuhn, et al. (2010) A -0.11 -0.12 -0.11 

Labuhn, et al. (2010) B -0.15 -0.17 -0.15 

Labuhn, et al. (2010) C -0.25 -0.21 -0.24 

Labuhn, et al. (2010) D 0.06 0.05 0.06 

Labuhn, et al. (2010) E 0.37 0.79 0.35 

Labuhn, et al. (2010) F 0.98 2.22 0.93 

Butler & Nisan (1986) A 1.75 2.18 1.74 

Butler & Nisan (1986) B 0.24 0.25 0.24 

Hwang et al. (2016) 
A 0.67 0.68 0.66 

Adiguzel et al. (2016) A -0.13 -0.21 -0.11 

Butler (1987) A 2.50 2.45 2.46 

Butler (1987) B 0.37 0.34 0.37 

Butler (1987) C 0.58 0.58 0.54 

Butler (1987) D 1.58 2.44 1.55 

Butler (1987) E 0.49 0.59 0.48 

Butler (1987) F -0.38 -0.39 -0.37 

Newman et al. (1974) A -0.06 -0.05 -0.06 

Newman et al. (1974) B -0.20 -0.18 -0.19 

Newman et al. (1974) C 0.37 0.30 0.34 

Newman et al. (1974) D -0.15 -0.13 -0.15 

Newman et al. (1974) E -0.22 -0.23 -0.22 

Newman et al. (1974) F 0.43 0.37 0.40 

Paige (1966) A 0.60 0.51 0.59 

Calculate meta-analysis effect size 

Once a common effect size is calculated for each of the selected studies, the investigators calculated a 

combined meta-analysis effect size for all studies. Before this is calculated, the investigators must 

choose to view the results through the lens of either a fixed-effects model, or a random-effects model. 

The investigators made this determination based on populations, sampling, study characteristics, and 
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overall conclusions that hope to be drawn (Borenstein et al., 2009). A fixed-effects model is appropriate 

when similar research designs are used in included studies and assumes that all studies represent a 

population with a fixed-effect size. Thus, any differences in effect sizes can be attributed to sampling 

error (Field & Gillett, 2010). Since the fixed-effect model generates a weighted average of effect size 

estimates, each individual participant is considered to be the unit of analysis.  

A random-effects model, in contrast, considers each study to be the unit of analysis, as not all studies 

have similar treatments, and not all are drawn from similar populations. Any differences observed in a 

random-effects model can be attributed to variations between included studies, as well as sampling 

error (Field & Gillett, 2010). In educational studies, these differences might include grade level, student 

socio-economic status, and teacher expertise. 

In the fixed-effects model, included studies with larger sample sizes have a larger impact in the overall 

mean effect calculation, as these studies are assigned higher weights. Conversely, a random-effects 

model assigns weights proportionately, but in a much smaller range. Thus, studies with larger sample 

sizes are given less weight, and individual studies have less overall impact on the overall summary 

effect (Borenstein et al, 2009).  When drawing overall conclusions, a random-effects model allows 

broader conclusions to be drawn, as generalizing the effect size beyond the sampled population is 

possible. Any inferences one might draw from a fixed-effects model are limited to only the include 

studies, and their populations, included in the selected studies (Field & Gillett, 2010). 

In the present study, the investigators chose a random-effects model to calculate the overall effect size. 

It is an appropriate model in this case because the studies selected share common research design (an 

experimental or treatment group receiving feedback compared to a control group which did not). 

However, due to between-study variations in research design, it is unlikely that the studies could be 

considered functionally equivalent. It is more likely that there were differences in the studies that likely 

impacted the results. In other words, real differences exist in effect sizes across studies that are not 

based solely on sampling error. Therefore, a common effect size should not be assumed, and a random-

effects model is justified. The use of a random-effects model better allows for generalizations to be 

drawn beyond the populations included, which may be useful for policy recommendations (Borenstein 

et al., 2009, p. 83-84). The investigators used Comprehensive Meta-Analysis, Version 3, to analyze the 

effects of feedback on academic achievement when considering the 26 included data sets.  

Additional Analysis 

In addition to calculating the overall effect size of the 26 data sets, the investigators sought to explore 

effects of three moderator variables, including student grade level, provider of feedback and type of 

feedback.  Student grade level was divided into two categories, K-12 and higher education.  Provider of 

feedback was divided into two categories, teacher-to-student feedback and student-to-student 

feedback.  Type of feedback was divided into three categories including content-specific, praise, and 

objective.  Table 3 illustrates how each data set was categorized according to the moderator variables. 

 

Table 3: Moderator Variables 

Author (year) Data Set Student grade level 

Provider of 

feedback Type of feedback 

Koenig et al. (2016) A K-12 Teacher Content Specific 

Koenig et al. (2016) B K-12 Teacher Content Specific 
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Koenig et al. (2016) C K-12 Teacher Content Specific 

Labuhn, et al. (2010) 

A K-12 Teacher Objective 

Labuhn, et al. (2010) B K-12 Teacher Objective 

Labuhn, et al. (2010) C K-12 Teacher Objective 

Labuhn, et al.(2010) D K-12 Teacher Objective 

Labuhn, et al. (2010) E K-12 Teacher Objective 

Labuhn, et al. (2010) 

F K-12 Teacher Objective 

Butler & Nisan (1986) A K-12 Teacher Content Specific 

Butler & Nisan (1986) B K-12 Teacher Objective 

Hwang et al. (2016) A K-12 Peer Objective 

Adiguzel et al. (2016) 

A 

Higher Education Peer Content Specific 

Butler (1987) A K-12 Teacher Content Specific 

Butler (1987) B K-12 Teacher Praise 

Butler (1987) C K-12 Teacher Objective 

Butler (1987) D K-12 Teacher Content Specific 

Butler (1987) E K-12 Teacher Praise 

Butler (1987) F K-12 Teacher Objective 

Newman et al. (1974) A Higher Education Teacher 

Objective 

Newman et al. (1974) B Higher Education Teacher Objective 

Newman et al. (1974) C Higher Education Teacher Objective 

Newman et al. (1974) D Higher Education Teacher Objective 

Newman et al.  E Higher Education Teacher Objective 

Newman et al. (1974) F Higher Education Teacher Objective 

Paige (1966) A K-12 Teacher Content Specific 
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consideration of the empirical implementation of educational research projects on participation-

relevant factors in political work. 

2.1. The Civic Voluntarism Model to Explain Political Inequality 

When Brady, Verba and Schlozman began their investigation of possible participation-relevant 

factors, by asking why people are not politically active, the answers they received were: "because 

they can't, because they don't want to; or because nobody asked" (Brady, Verba, & Schlozman 1995, 

p. 271). Thus, they identified three factors relevant to participation: resources, political 

involvement and social inclusion (ibid., p. 271). 

"Because they can't" in the Civic Voluntarism model refers to the area of resources. These consist of 

three elements: money, time and civic skills (ibid., p. 270). Whereby the Civic Skills refer to a series 

of cognitive, communicative and organizational skills which are acquired particularly during 

socialization within the family and in the further course of life (ibid., p. 438). The civic skills act as a 

kind of cost-reducing factor in the field of political activity, for example if people can follow political 

speeches well and quickly, they need less time to understand them (Hansen, 2009, p. 17). Moreover, 

in contrast to the elements of time and money, the civic skills do not minimize themselves with 

political activity; instead, the civic skills are maximized through political participation (Verba, 

Schlozman, & Brady, 1995, p. 561 f.). The resources time, money and civic skills influence each 

other and are strongly dependent on a person's level of education. As a result, "participation-

relevant resources are distributed along typical lines of social inequality" (Vetter, & Remer-Bollow, 

2018, p. 84). According to Brady, Verba and Schlozman (1995), the area of resources is the most 

important explanatory factor for a person's political participation. In addition, the rational choice 

approach is integrated into the field of resources, in that the authors emphasize that the extent of 

the resources determines how high the costs are that have to be raised to be able to participate 

politically (ibid, p. 287). Before a person becomes politically active, one would weigh the costs 

against the benefits and only become active if the benefits are higher than the costs. Although this 

view has a lot in common with the models of rational choice, Brady, Verba and Schlozman 

emphasize that people only participate when they can. In contrast to many rational choice 

approaches, this puts resources at the centre of their research and not personal decisions (Hansen, 

2009, p. 30).  

The factor of political involvement refers to whether people want to become politically active, i.e. to 

a person's motivation to become politically active (Brady, Verba, & Schlozman, 1995, p. 343). 

Although political participation and political involvement positively influence each other, the 

authors assume that motivation would precede political involvement to a certain degree (ibid., p. 

345). The area of political involvement includes political interest, by which the authors mean a 

subjective self-assessment of political knowledge (ibid., p. 345 f.). In this context, it is about the 

"subjective feeling that they can make a difference" (ibid, p. 272). They investigate political 

informativeness, which, in addition to formal knowledge of political facts, also describes an 

individual's psychological involvement in political facts (ibid., p. 347). This also includes the aspect 

of the extent to which a person can identify with a particular party. 

Concerning the third factor of political participation, Brady, Verba and Schlozman refer to the 

extent to which people are integrated into non-political networks (Gabriel, 2004, p. 327). Social 

inclusion has two effects on a person's probability of participation (ibid., 2004, p. 326 f.). On the one 

hand, the Civic Skills are further developed through membership in social networks and, on the 

other hand, with high social integration the probability of being addressed directly, of becoming 

politically active, is higher than with low social integration (Brady, Verba, & Schlozman, 1995, p. 

272). Actors of the social network to whom the authors refer come from their immediate 
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environment and can be friends or colleagues, for example. In this context one can speak of political 

recruitment, which, according to Brady, Verba and Schlozman, is all the more successful the better 

the people know each other (ibid., p. 272 f.). 

In the scientific discourse, the Civic Voluntarism model of Brady, Schlozman and Verba is 

predominantly assessed positively (Hansen, 2009, p. 23). One point of criticism is the one-sided 

connection between the factors relevant to participation and political participation. Although 

Brady, Verba and Schlozman themselves note that political participation can also influence 

participation-relevant factors (ibid.). That the model cannot be applied to the diversity of different 

forms of participation is sufficient ground for criticism (Aldrich, 1997, p. 421 f.). A further problem 

is that Brady, Schlozman and Verba repeatedly suggest at the theoretical level that the three factors 

influence each other, but that these interactions are not included at the empirical level. There the 

authors discuss the three elements as independently acting variables (Hansen, 2009, p. 24). 

2.2. Bourdieu's theory of capital to explain social inequality 

In his theory of capital Pierre Bourdieu describes the position of a person within a society by capital 

endowment (Bourdieu, 1983, p. 185). Capital occurs in different forms and these forms can be 

transformed into each other. He mentions economic capital, such as money, social capital 

determined by "belonging to a group" (ibid., p. 196), and cultural capital. Cultural capital exists in 

three different forms: the incorporated, the objectified and the institutionalized form (ibid., p. 185). 

In its incorporated form, it represents the "being" of a person that develops through socialization 

within the family. Bourdieu calls this "being" the "body-bound (...) internalized (...) knowledge" 

(ibid., p. 187) or also the habitus of a human being. Institutional cultural capital preserves the 

volatile incorporated cultural capital. 

The three forms of capital are interdependent and influence each other. For example, the 

possession of sufficient economic capital ensures that a person has the time to acquire knowledge, 

i.e. cultural capital. The extent to which a person possesses these forms of capital depends mainly 

on the family and the socialization within it (ibid., p. 187). Thus, capital endowment is inherited and 

the process of reproducing social inequality begins. Since certain institutions have a specific 

endowment of capital, there is unequal treatment of people with different endowments of capital. 

The empirical findings to date on the connection between social origin and political participation 

indicate that it is ultimately the habitus that determines to what extent a person becomes politically 

active or not. 

From both the participation-theoretical and the socio-cultural approach, it was first established 

that social and political inequality are always closely linked. On the other hand, it became clear that 

socio-economic status alone does not provide a plausible explanation for the different political 

participation of different population groups. By combining the standard socio-economic model and 

the models of rational choice, the Civic Voluntarism model was able to provide a plausible 

explanation for political participation. However, some questions remain unanswered, especially at 

the empirical level: To what extent does political participation influence the factors relevant to 

participation? How do the individual factors interact with each other? Answers to these questions 

can be found by using Bourdieu's theory of capital. In this theory, social origin determines the 

"being" of a human being. However, the convertibility of the various forms of capital into one 

another also makes it clear that participation and the factors relevant to participation can influence 

one another. There is also a challenge in this theory. Although cultural capital in its institutionalized 

and material form can be empirically examined in part by looking at the level of education and 

socio-economic status, it is unlikely that the totality of a person's capital endowment can be 

adequately represented in its complexity and constant change. 
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Nevertheless, this concept of the reproduction of social inequality has mostly established itself. 

Contributions to the discussion by French sociologists in the wake of Bourdieu now attest to the 

increasing positivism of the habitus concept. The question of social justice formulated by critical 

sociology and political theory is not considered obsolete by Bourdieu's students such as Luc 

Boltanski (2007). But the manner in which it has been presented and empirically investigated so far 

tends to exclude the recognition of possible emancipatory potentials. The accusation is that critical 

sociology confirms its underlying assumption of social injustice. Thus, the social actors themselves 

are - quasi scientifically - deprived of any room to manoeuvre, or the optionalities that could open 

up are assigned to externally determined principles of a rule that are not seen through by the 

actors. 

Therefore, this study combines the socio-economic "Civic Voluntarism Model" with Bourdieu's 

capital theory. Thus, the participation-relevant factors of the Civic Voluntarism model (can, want, 

be asked) are translated by Bourdieu's forms of capital (economic capital, cultural and social 

capital) and thus examined in an empirically innovative way, i.e. discourse-analytical access to the 

narrative self-references of one's political perception of oneself, others and the world is sought. In 

order to arrive at this step, in the further course of the research project, the present case study 

presents the first qualitative content analyses and then summarizes them in theses for further 

processing. 

3. Methodology and Evaluation of the Empirical Investigation 

The study included semi-standardised interviews. The guideline expresses the phases of political 

socialization that essentially follow the categories of ability (economic situation, educational 

background), will (motivation, biographical background) and being asked about (social networks, 

political topics). In addition to the information on the interviewees' commitment to higher 

education policy, the framing factors for the persons, such as age, study programme and self-

awareness of their financial situation, were also surveyed. The sample was initially eight persons 

and was then reduced according to the data from the status query. Four persons remained, on 

whom both the observation and the collection of verbal data were subsequently concentrated.  

However, since this study is a decoupling of a longer-term project, the character of the study does 

not go beyond that of a pilot study. For qualitative research, Creswell (1998) recommends 5 - 25 

and Morse (1994) suggests at least six cases. For procedures based on Grounded Theory, for 

example, even more. The present study therefore primarily serves to gain hypotheses, for which 

guideline interviews are very suitable (Stier 1999: 189). Another aim of the study is to compare the 

interviewees with regard to their statements on their commitment to higher education policy. Open 

variants of the interview, such as the narrative interview, are therefore inappropriate. This is also 

because the narrative structure is not the focus of interest in this study. After the interview, the 

interviewees answered a questionnaire. The questionnaire collected general information on the 

persons who might be relevant as influencing factors for the later evaluation of the study. In 

addition, the interviews were to be facilitated by asking for this information in writing. Thus, 

framing information such as age, study programme and subject semester were recorded. It also 

asked for information on political commitment, such as committee functions and university group 

membership. In addition, a core task of the questionnaire was to record the educational 

background of the four respondents and their perceived financial situation. This was an important 

part of the survey in order to establish a fit between the basic theoretical models. Thus, in the 

questionnaire the self-perceived financial situation was surveyed on a scale from "very good" to 

"very bad", as well as the highest vocational qualification achieved by the parents. 
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examined to what extent the individual categories were interrelated and what role the framing 

information previously collected in the questionnaire could play. Hypotheses were then generated 

on the basis of these results, which represent the preliminary result of the study. 

Based on the data from the interviews and the questionnaire, this analytical framework and the 

application of the method made it possible to systematize the fundamental meaning and reliable 

interpretations that were plausible and coherently corresponded to the research questions. This 

may be related to a problem that seems to be present in qualitative research: the overuse of 

"bricolage," sometimes ending in the mix of different methodologies, leading to a position of 

"anything goes" or at least to a position of excessive relativism called "blurred genres" (McLeod 

2001, p. 9). A detailed discussion on this cannot be provided here, but the authors of this study 

would like to show that they are aware of the problems of validity and comprehensibility of 

qualitative research. For this reason, the evaluation strictly adhered to the evaluation steps of the 

qualitative content analysis according to Kuckartz, which structures content. The aim of the mixed-

method design was to ensure that the self-received social status and what was continuously 

described in the study as educational origin was not only subjective - in the sense of perceived - but 

also objective. In the further course of the research with a correspondingly larger sample, the 

hypotheses gained from this pilot study would have to be elaborated further and other adequate 

evaluation methods would have to be used accordingly. As the first methodologically sound 

approach to the topic, we consider the procedure described to be comprehensible and valid.  

One selection criterion was that the four students had to have been previously active in higher 

education politics or were currently active in higher education policy. None of the interviewees 

should have deliberately ended the higher education political activity. Furthermore, the students 

should differ with regard to their educational background. Two of the interviewees had parents 

whose highest vocational qualification was a university degree and the other two come from 

parental homes where none of the parents had obtained a university degree. Concerning the 

selection of university group membership, it was important that the interviewees were active in 

university groups that had a visible political orientation that went beyond student representation 

of interests and the responsibilities enshrined in the Higher Education Act. For it can be assumed 

that the motivation between a more general, politically oriented university group and a simple 

electoral list, such as the economics list, differs solely by membership in these two different groups. 

Also, a certain similarity in the political orientation of the university groups was sought in the 

selection of the university groups, since, here too, it can be assumed that substantial differences in 

general policy could constitute a disruptive factor concerning the motivation for the commitment. 

4. Results 

This final section presents the main findings of the study using two hypotheses. The premises are 

the result of the comparison of several interviewees concerning their statements
i
 in the respective 

categories. In the presentation of the results, the hypotheses developed are presented and then 

explained, revealing which correlations led to the generation of the latter. 

(1) The educational background influences the political interest and higher education political activity 

of the students in different ways, depending on the extent to which they are provided with 

participation-relevant resources, and thus the probability of political recruitment successes. 

The study revealed that all respondents were confronted with political content in different ways by 

their parents. This can be interpreted in the sense that the parental home is a factor that has 

influenced students in their higher education political activities. Since all respondents somehow 

talked to their parents about politics during their school years, it can be assumed that a minimum 









http://www.ovgu.de/unimagdeburg_media/Organisation/Wahlen/AWE17.pdf
http://www.ovgu.de/unimagdeburg_media/Organisation/Wahlen/AWE17.pdf
mailto:fabian.mussel@ovgu.de
























mailto:hjc@mail.ncyu.edu.tw






mailto:algerm@uni-hildesheim.de














mailto:h.retter@tu-bs.de
http://www.tu-braunschweig.de/allg-paed/personal/ehemalige/hretter

