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in the Educationgl Section of West Germany's
South-West Broagdcastil Compa

Karlh~inz Rebel

1. c e e Choice of Joc St es as 3 e

Since 1968 the ministries of education of three German Lipnder
(Baden-Wiirttemberg, Rhineland-Palatinate, and Saarland) and their three
broadcasting companies (3outh German, South-West German, and Jzarland
Broadcasting Companies) have been working together on a multi-media
project in Social Studies for the educatlonal broadcasting service.

The German Institute for Distance Studies (DIFF) affiliated with the
University of Tiibingen acted in an advisory capacity. In the 1973-74
school year thils serles was broadcast for the fourth time. A prelimi-
nary test phase consisting of 12 experimental study units (television
programs with accompanying written materials) ran from September to
December 1970. Jiince the results were on the whole positive, this was
followed by a second phase in which the whole series of 25 programs was
broadcast in the 1971-72 school year and then, after a complete revision
of both the radio and TV programs and the accompanying written material
so as to bring them up-to-date, by a third series of broadcasts in the
1972-73 school year. For the fourth repeat in the 1973-74 school year
six programs were newly produced and partial improvements were made to
several others. From 1970 until 1974 a total of 4,846 classes with
147,941 pupils took part in this project. The question is this:

Is the consid«rable investment in effort and money Justified for a
soclal studies prdject? Is 1t Justified to offer five thousand teachers
and almost 148,000 pupils in this particular field a project which
makes use of a varlety of didactic and academic techniques?

All studies made so far--and not only in the Federal Republic of
Germany--have Judged the achlevements and effectiveness of social
studles teaching to bs rather poor, even though those negative results
should certainly be interpreted with more discrimination than has been
the case in the relevant literature to date, and although a trend
towards improvement of the situation 1s unmistakable. However, the
following hypotheses have not yet been disproved:

1. "that the attitudes of young people mirror those
of the adult population and of soclety as a whole,"

2. "that the 1lmpact of the school on political attitudes
1s weaker than out-of-school 1nfluences,"

3. "and that the school 1s obviously to be Judged
primarily as a cultural institution which conforms
to soclal norms, and less as a centre of education
and learni which could anticipate changes 1in
society".(??



The:se hypothoses must be seen together with the realization that
th- s=hool does not have the exclusive right to political =zducation,
but that, without political cducation, general education 1s no longer
concelvabdble. 2) Family, school, university, and further education are
closely interdependent and the interaction between them determines
whether emancipation or conformity 1is the result of political teaching.

From this point of view social studies in the school are immensely
important, despite the above-mentioned restrictions.(3) This 1s also
the assumption of the public at large, as can be seen from the
unusually intensive discussion--not confined to the experts--of new
curricula for this subject. This widespread Interest 1s also shown in
the attempts to eliminate the deficlencles of soclal studies teaching
by encouraging--based on educational objectives--self-determination,
participation, and readlness to take political action; by teaching
the facts and skills necessary to achieve these objectives; and by
using new techniques including increased application of the audio-
visual medla.

A particularly difficult problem in this particular subject is
that social studies teaching should not be a matter of bringing the
soclal sciences (politics, sociology, economlcs, law) into the school
in a watered-down form; rather, it should enable teachers and puplls
to act rationally vis-a-vis complex contemporary soclal phenomena,
to identify them as problems which can be solved at least partially,
and to have at their disposal adequate analytical techniques with which
to work out political positions with regard to these problems. This
can certainly not be achleved merely by using cognitive objJectives
which tend to exclude the affective and psychomotoric domains; rather,
rational and critical behavior itself presupposes a knowledge of at
least the major categories in the disciplines mentioned and of certain
academic methods, e.g. readiness to criticize or lnstruction in critical
methods (without which factual knowledge only too easil& turns into
emotional dogma). This situation seems to demand of teachers and pupils
alike the practice of a method of studying and thinking which integrates
the various disciplines.

The approach which uses soclal phenomena, thereby integrating those
disciplines needed to analyze these phenomena, has become no more than
a didactic model which is not taken into account in teacher training,
nor is it sufficiently well-lnown among practicing teachers. In addi-
tion, most of the available teaching material 1s unsatisfactory
because 1t uses subject categories as a basis, accepting unquestioningly
the trqditional subject limits, ignoring the interests and needs of the
pupils, and often adopting an hilstoricist viewpoint which merely appeals
to the cognitive faculties of the puplils.

In no other fileld of study 1s there such a discrepancy between
accepted aims and the results of empirical research. Recent studies
have shown puplls to be more knowledgeable than was previously the case,
with a slight trend towards improvement, although even this improvement
seems out of proportion in view of the effort and time invested in
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soclal studies teaching. But the pupils often cannot integrate their
knowlcdge accumulated from the various disclplines; they know quite
unnecessary details and are not in a position to apply their knowledge
to different phenomena and events, or to be critical towards what 1is
happening around them or to them; on the contrary, such knowledge
rather encourages prejudice.

Soclal studies education does not seem to cause any major change
in pupils' attitudes. Indeed, the approach to these attitudes and
thercfore the key to their being changed seems to be in an entirely
differcnt sphere, a sphere in which the institutionalized educational
process has no influence~-or at least has only a reinforcing and by
no means a predictable effect.(

It 1s a cause for concern that a thorough analysis of the availlable
empirical studies can give the impression that attitudes developed out-
side the school; particularly those of younger pupils, have shown a
tendency in recent years--not only in the Federal Republic--towards
increased radicalism, intolerance, and emotional prejudice. Those
attitudes have been reinforced rather ‘han diminished by social studies
teaching, although at least a superficial declaration of belief in
democracy has been made part of this approach.

This 1s diametrically opposad to the efforts to achieve a gradual
democratization of soclety by means of a greater democratization of the
school--both intended to build up emancipatory, democratic patterns
in the individual and in soclety as a whole.

It was mainly because of those problems that the responsible
ministries and reformers chose social studies as the target of curric-
ulum development. Other contributory factors were certain qualitative
deficlencies in tea er training courses as well asAa lack in compe-
tence necessary in the academic disciplines concerned and in subject-
specific didactics.

2. Ihe Didactic Structure of the Educatiopal Television Project

Soci S e

The various teaching functions necessary to the achievement of
the objectives are divided among the avallable media as follows:

2.). Educational TV programs are intended to facilitate

1. stronger motivation of the pupil by making full use of
the diramatic and technical possibilities of TV
(particularly visualization, structuring by use of
cartoon film inserts, documentary elements, etc.) and
by exploiting che novelty effect of educational TV
for the pupil;

2. a pacemaking function for teacher and pupils

3. an introduction to exemplary phenomena (problem areas)
in our soclety, using phenomena which are not too
complex and which belong to the everyday experience
of the pupils (a TV program cannot give a detailed
treatment of the problem in question);

4. an introduction to one or a few possible solutions to
the problems in question (by no means should a
detalled treatment or even a complete presentation
of a possible solution be attempted by the TV program);
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5. the visual gnd verbal encoding of the content
(stimuli) from which increased efficiency 1is to
b expected (multisensory effect);

6. a presentation of learning stimuli which the teacher
can then take up in the face-to-face session following
the TV presentation.

Each weekly program 1s 20-25 minutes long. In the series of mecdia
used the TV programs come first.

2.2. Educational radio programs (not used after the 1973-74 school
year) are intended to bring about the following:

1. supplementation of the audio~-visual medium by a purely
auditive medium (intensification of the multisensory

effect);

2. consideration of current affairs by providing programs
on special topical problems (especially important
in social studies);

3. redundancy of teaching materials through the use of
radio. :

There were five radio programs, each 20 minutes long. They were
conceived as enrichment and were therefore not integrated in the multi-
media system. Difficulties in coordinating program planning as well as
lack of interest from teachers and puplls was gilven as a Treason for
dropping the radio programs. It was also feared that the teacher's
individual pedagogic freedom would be too much limitcd by an excessilve
offer of prestructured lesrning materilals.

2.3. The medium of printed materials (teacher's and student's manuals)
has the following teaching functions:
1. presentation of basic information (key terms or

concepts, explanation of foreign words or technical
terms and important texts);

2. counterbalance to the transitory character of the
media~-~television and radio;

3. working instructions (e.g. stressing important
features, selected bibliographies, etc. and a
variety of study-tasks (response demands which must
be large enough in number for the teacher to allow
a cholce at his own discretion);

4., suggestions for differentiation because of the
heterogeneous nature of the addressees (different
school grades and types of school);

5. facilitation of teacher's preparation by presen-

tation of redundant material from which he can chcose
parts according to the speclal needs of his puplls;

6. offering surveys of larger sectlons of subject matter
content. thus making orientation for the learners
easier loverviews);

7. more detalled treatment of problems and solutions
using selected examples;

8. for the teacher: further materials, bibliographies,
methodological reflections, sugges%ions on didactics
and methods.

2.+, The personal teachine medlum (conventional classroom teaching and

group work under the responsibility of the teacher, 2-3 hours per week)
has the following purposes:
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1. gulding function (the responsibility for the individual
clacs remains entirely with the teacher);

taking up the learning stimuli from the TV and radio
programs and student's manuals; more detalled trecat-
ment of these;

3+ activation of the pupil (stimulation and guldance of
discussions, group-work, etc.);

4. ©possibilities for differentiation;
Y. fe~dback, clearing up of difficulties;

6. opportunity for social learning phases and particularly
the exploitation of group dynamics in the class;

7. practicing and reinforcing of what has been 1earﬁed;

8. cvaluation (in conjunction with the tests and the
accompanying action research).

Experimental Educational TV ProJect in Social Studiles

1
Introductory seminar
for teacher
(Training programs)

l

2
Lesson preparation

witnn the help of

by the
teacher 13
¢ teacher's manual

Classroom
P
TV programs Face-to-Face- <
_— Instruction
29 minutes ( )
per week Teacher/pupil 6
2-3 hours student's manual
per week
4 <—
7 ///////)3
CITTTT] ° I
Homewor
Radio (pupil§
programs
9

Test/evaluation ) TV programs

(action recsearch) Direct teaching
—_ student's manuals
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e The Copceptual and Didactic Frameyork of the Social studieg

Projcot
3.1. The Developmental Planning of the Project

In 1968 a central project group was formed in which subject-experts,
podagogua s, mrdia-exprrts, and psychologists were represented. Their
task was difficult in that they had to attempt a compromise between the
criteria for curriculum development and the external constraints (short
time avallable, school timetables, teachers' qualifica*tions, lack of a
satisfactory didactic theory).

As a first step, the addressees--including the teachers--were
defined as clearly as possible. The final grades of the Ordinary High
Schools and Tachnical High 3chools as well as the corresponding grades
of the Vocational Training Schools were chosen, particularly because 1t
was felt that those students should be better prepared for entering the
working environment. The program was not geared to a specific type of
school, sinee everybody is confronted with the same soclal problems
within a given time and soclety. This is why an artificial division
a~cording to school-types would not have been justifiled.

The second step was to complle a synopsis of the directives for
the curricula of the participating states with regard to themes,
phenom-na, and problems required to be taught. The integration of the
multi-media Soclal Studies Project in the organization of our school
sysiem must be guaranteed if 1t 1is not to fail--as has happened in the
cas~ of many other teaching programs. Furthermore, the project group
d:veloped its own didactic theery for the program. Due to lack of
space this will now be described in a somewhat concentrated form.

The content of paragraphs 3.2 to 3.7 may therefore be somewhat 4if-
ficult for those read:rs who have not been in a position to follow
closely the recent discussions on didactic theory in soclal studies in
West Germany. The understanding of the following paragraphs 1s, however,
inportant for a eritical evaluation of the Educational TV Project 1in
Social Studies and of 1ts results.

3.2. Characteristic Features of the Soclal Studies Project

In order to facilitate the understanding of the rather complicated
didactic theory, the seven characteristic features of this project,
which will be described in more detail later, are here briefly surveyed.

1. The first characteristic of this project 1s tnat
a consequential, = learner-oriented
didactic approach vas chosen. 1 is approach glves
greater welght to the educational objectives, which
is in contrast to many soclal studies programs
imitating or adapting,more or less transparently,
the structure of the relevant disciplines. This
approach has various peculiarities, especially in
relation to the relevant academic disci lines.
The fupctional oblectives (see 3-2.1.63 constitute
the primary criteria for choosing material from the
academic disciplines.

A second characteristic 1s the integration of the
academic disciplines involved through the choice of

N
.
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cogplex phepomena or problem areas. (An approach

which would be recognized by academic theorists as
strictly interdisclplinary was not and is not, in
the author's opinion, possiblq).

3+« The {interaction of phenomena and kKey concrpts is
the third characteristic.

k. New in the theoretical discussion 1s the identifi-
cation of ¢ : (so-called zeptrale
: nheiten), a term which comes originally from
the postwar West German theological discussion.

5. A fifth characteristic 1s the use of
catygzorles as criteria and heuristic instruments
for cholce of material and structurization, not
oniy by the program planner, but also by tﬁe co-
oprrating teachers.
6. The sixth characteristic 1s the
d e ole, combined with
the freedom of the teacher in the classroom to make
an individual cholce of topics for close attention,
and taking into account the interests and needs of
his pupils to give certain didactic categories more
Or less emphasls or to leave them out altogether.

7. The final characteristic 1is the c

redundancy of all
teachine coptent, particularly in the written

materlal, in order to offer the teacher opportunities
for differentiation and to enable him to make his own
pedagoglc declisions within the program, even though
it was centrally developed.

3.2.1. As far as 1s possible in the present state of the discussion on
didactics, the Soclal Studies Project uses a consequential, subject-
specific didactic theory.

3.2.1.1. By subject-specific didactic theory we understand:

1. the question of objectives, content, and educa-
tional aims of the Social étudies Project for those
particular addressces; this question implies
categories of aims, selection, and relative impor-
tance and finds concrete expression in the ensemble
of didactic instruments and the teaching objectives
that are derived from.them;

2. the question of the media-didactic structure
(a specific concern of a multi-media system), in
particular the didactic-methodic functions of the
media involved and their didactic interdependence;
distribution of various teaching functions among
the avallable media, as described under 2.

3.2.1.2. Academic disciplines--such as sociology, political science,
economics, and law--arec only included in so far as they make relevant
contributions to the subject-specific didactic approach. This means
that thos~ disciplines are not taught for their own sakes, but that

they have supporting functions in this context. On the other hand, they
Teproscnt a necessary corrective--in the sense of academically oriented
teaching-~to the attempts of didactics to structurize according to its

own principles.

3.2.1.3. The above~mentioned Irelationship between didactic approach and
the academic disciplines and a series of nelghboring disciplines in the

Educational TV Project needs further clarification.
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3.2.1.4.1. The didactles of Social Studins {5 related Lo politics,
suclology, reonomles, and law in so far as it expects from them analytic
instruments, catepories, mcthodr, and results which are needid for a
rational analysis of soclal and sociopolitlical phenomena.

3.2.1.3.2. In the Fducational TV Project in Social Studines there Lo a
characteristic relationship b«tween sociology and politics which is not
without tension:

Beginning in the first unit (role-playing and group behavior)
sociological categories arc systematically taught; in the following
unite (in particular: social and political grouping) they are extonded
ard applied to more complex phcnomena. .

The justification for this sociological focus of the project, as

this has occasionally been callecd by its critics, is as follows:

1. elementary sociological concepts are quite easily
grasped by puplls, since they can be demonstrated
from their own experience (groups, group behavior,
role formation,etc.); .

5. tcacher training is more and more characterized by
a theory of education which is understood as a social
science discipline (e.g. acceptance of the role-
concept, the advance of the empirical-analytical method,
consideration of the school as a social system, etc.);

3. the approach through sociology promises to make the
specifically political phenomena more easily understand-
able for pupils (e.g. viewing states and their relation-
ships to one another as large groups, with the aid of
sociological categories).

3.2.1.3.3. On the other hand, political science keeps its centralizing
fupction in the interaction of the various disciplines and thus makes
pocssible the differentiation of Political Studies as a subject from,
for instance, Labor studies (1rtroduction into economics and conditions

of the working environment).

3,2.1.3.4. The Educational TV Project in Social Studies attempts to
integrate insights from neighboring disciplines, as for example from
the throry of education, psychology, anthropology, and certain special

branches of sociology:

1. the educational aims and norms desirable for con-
temporary soclety are taken into consideration in
the initial decisjons on contept of the .course
(aiming at wide-ranging political emancipation
and freedom of choice for the citizen) and in
more ) (they are explained
in 3.2.1.6.);

2. the motivation potential and the readiness of the
pupil to take an interest in political affairs are
to be exploited deliberately; existential concerng
are formulated and the chosen content is structured
by use of didactic key categories (the existential
concerns and those categories will be given in full

below) ;

3. analysis of objectives and consideration of the
insights of learning psychology, educational
technology, and media research influence the
structuring of the whole framework of the project
and also the individual units (statement of teaching
objectives, bulld-up of the units according to
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clearly recognizable learning steps, cognitive
structuring of the texts, systematic character
of the whole project, stc.);

4. didentification of phenomena characteristic of
today's soclety and, at an elementary level, the
qualifications needed to master them.

3.2.1.4. Subject-specific didactics and the major neighboring disci-
plines must be.seen in their o oc o]
dnstitytions of the states which relate to one another, exert influence,
and which carry responsibility.

Thus, in the constitution of the Federal Republic of Germany the
independence of the Federal States in matters of educatlion 1s guaranteed
and with 1t the responsibility of each state for overseelng the schools.
From this proceed the rights and dutles of the state departments of
education to approve curricula and to send out directives for the
production of curricula as well as study and examination regulations.
But this right of the state to oversee the schools cannot mean that
academic studies must be subordinated to it altogether. This 1is rather
& maiter of fighting over conflicts when necessary and working out a
consensus, 1f the demands for academically oriented teaching are to
remain meaningful. In the development of the Social Studies Project
this potentially conflict-promoting relationship was taken into consid-
eration in the make-up and distribution of responsibility among the
various planning committees--without infringements on the above-mentimed
political responsibility of the state education departments.

3.2.1.5. The influence exerted by subject-specific didactics, by rele-
vant academic disciplines, neighboring fields as well as by certaln
soclopolitical forces are represented in a didactic matrix which also
meets the demands of curriculum theory. A didactic matrix is a heuris-
tic instrument for structurizing and integrating thai which makes clear
the whole framework of the project. This is being achleved by bringing
in the results of the relevant academic disciplines and the influences
of the social and political groupings, showing the relative status

and importance of the individual phenomenon within each unit from the
didactic aspect, and trying to make clear at each point of the whole
project the value of the major didactic interests and decisions.
Extracts from the didactic matrix, which is lmown to all teachers
cooperating under this project through the teacher's manual, are given
at the end of this paper.

A didactic matrix certainly does not allow a clear=-cut stringent
jeduction of certain teaching objectives according to certain criteris,
aor does 1t allow us to choosg, reject, or modify certain phenomena.
fo expect that would be to misunderstand the possibilities of the matrix
-8 false expectation which often arises.

But when one has decided on a certain phenomenon in order to
ichleve a certain aim--whatever the reasons may be--the didactic matrix
‘an assist the users, i.e. the program producers and the teachers.

‘hey are then able to discover vossibilities for the pedagogic structuring
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snd welghting of the phenomena, and to develop their creativity in the
teaching analysis. The teaching objectives, once identified, are

binding.

The phenomena ar: interchangeable, i.e. the same teaching objec~
tives can be reached through the use of various contents. Houover,
the teaching objectives are also influenced by the contents, so that
the condition just mentioned must be relativized. The relationship
between tea- 'ng objectives and contents 1s extremely complex and is
to be understond as one of constant interaction. Research has not yet

investigated this problem fully.

3.2.1.6. Before the matrix could be produced the formal functiopal
obiectives of political education had to be determined. The functional
objectives are aims not gained by a cogent deductive process, but are
the result of common consensus. They are compatible with the consti-
tution and come to terms with the major political currents in our
society, representing the pedagogical answer to certain socilopolitical
challenges. They are based also on a certain consensus of opinion
among experts in the fleld of political education, and they are largely
formal in nature with regard to the plurality of academic theory and

method.
The following functional objectives of political education form

the basi: of the subject-specific didactic approach specially developed

for this multi-media system:

1. to teach helpful categories and basic insights from
politics, soclology, economics, and jurisprudence.
which should enable the pupils to behave rationally
with regaré to the phenomena and problems which are
vital for soclety as a whole and for himself as an
individual, to realize what his own role and position
in soclety is, and at least to begin to reflect
critically on this;

2. the capacity to grasp, at least in an elementary
fashion, the complica%ed interrelationships and the
growing interdependencies of all spheres of life,
all scclal strata, nations and states, with the
help of a few cen%ral phenomena from contemporary
1ife which have key functions, and also to transfer
the insights so galned to other phenomena;

3. to encourage the individual to opt for the greatest
possible freedom and choice of alternatives (an
option which should be strengthened with rational
means by the work in political education); this
option should be free as far as possible from
repression and force and at the same time should
take a realistic view of the tendencles and possi~
bilities of manipulation, finding its limits in the
civic liberties and alternatives of other people
and in the interests of soclety as a whole;

., the attitude of critical loyalty to the democratic
state apd its institutions in a soclety which 1s to
be made more democratic, whereby each citizen must
¥now that even the most democratic state and the most
democratic soclety are always in a state of imperfec-
tion; they cannot be improved by a revolution using
force, but they compel us to critical vigilance 1in
the face of any misuse of power and to the control,
on principle, of any manifestation of power;
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5. the readiness to involve oneself personally in
politics and soclety and to master the necessary
techniques, patterns of actlon, and rules necessary
for such involvement.

These formal functional objectives do not allow any definite
deduction of the content objectives. They are rather a heuristic instru-
ment in the hands of those who work with the project, serving as a
constant ald to control their work and to evaluate the most important
viewpoints in the determination of the teaching objectives for the
individual units.

Thes onal ves e _evVepn mo o t e

o ing d oject: From the matrix they can see
which functional objectives the program developers mainly had in mind:
Already in the matrix they have the choice bet&een several functional
alms from which they can choose particular ones as the basis for thelir
teaching. It 1s possible that they may decide on one of the other
functional alms,even those which are not so strongly recommended, if
they want to place a different emphasis on their teaching. Particu-
larly for social studies 1t would be fatal i1f a central authority were
to make everything compulsory for teachers and students--from global
educational goals right down to detailed objectives. It seemed more
important in the plaanning of this project to develop a flexible instru-
ment which would offer the teacher useful alds for the evaluation of
classroom teaching which 1s his prerogative.

3.2.2. Next to the consequentlal, subject-specific didactic approach
the integration of t{he relevant academic dlsciplines i1s the second
characteristic of the Soclal Studies Project.

As already mentioned, we must reject an approach which would intro-
duce the four academic subjects in a watered-down form into the schools,
following their respective subject structures. Therefore, the first
question is not: What do soclology, political science, economics, and
law consist of, and what can be cut out for school purposes? The ques-
tion must be this: Which scientific categories or methods are nercessary
for dealing with certain social phenomena, chosen for pedagogic reasons,
with adequate rational and linguistic tools?

According to these criteria g minimum catalogue of scientific sub-

Ject categories was complled by experts in the four subjects, who
thereby made a specific contribution from theilr various disciplines to

the mastering of a complex theme.

3.2.3. The interaction of phenomena and concents 1s the third charac-
teristic of this project.

3.2.3.1. Phepomena are here defined as central problem areas in our
soclety, which are often extremely controversial and therefore become
conflict areas in which specific changes, dangers, challenges, and
opportunities of our time and of oui soclety are represented. "Adoles-
cence” or "Trades and Professions" for instance would not be understood
as such phenomena. Typical phenomena chosen for this Educational v
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Projrct are, for example, disregard of social norms by young adults
(drug-taking,~tc.), many forms of adolescent protest, structural changes
in traditional trades and professions, or the trend fron trade or pro-
fescion to a mere job--processes which often occur without those
concernrd consciously realizing them, but which nevertheless engender
feelings of crisis.

3.2.3.2. 3uch problems can develop quite suddenly in our time, others
lose their significance Just as suddenly. For this reason the phenomena
can always be replaced by others, whereas the learning objectives remain
the samr. The objectives of the Soclal Studies Project are¢ achieved
when teacher and pupil

1. ar~ stimulated to occupy themselves critically and
intensively with such central phenomena and are able
to transfer the insights gained, and when they

2. have at their disposal, through working on these prob~
lems, analytic tools which enable them to transfer
their knowledge to working with similarly structured
phenomena.

3.2.3.3. The analytic tools just mentioned are the Key copcepts (of the
scientific disciplines) discussed before. Key concepts are Ainstruments
of analysis which can b: inferred from the relevant academic system
and which take their definition on!y from that system. Since key
concepts are by definition invented and not discovered by the experts,
they are, strictly speaking, only valid and unequivocal within the
~3tem of the subject in question, or even only within the terminology
" a particular research worker.
Therefore, for this project only those concepts were chosen which
were defined in overall agreement by the experts in the field.
The concepts mentioned here must not be confused with the didactic
categories which will he discussed later.

3.2.3.4. The significance of the key concepts lies on two levels:

1. they make possible an adequate semantic and logical
handling of the phenomena to be covered; this
guards against a merely emotional or pseudo-rational
point of view and facilitates communication with
others;

2. they make possible through transfer the application
of knowledge to other phenomena and are therefore
in fact a prerequisite of rational behavior with
regard to sociopolitical problems.

3.2.k. The existentla]l concerns are the fourth characteristic of this
project. In contrast to the key concepts, we understand these as
categories of subjective experience which are recognized by the present
generation as being vitally important and thus having a sort of objec-
tive quality. When used in this grnject they are not meant as moti~-
vational tricks to entice the pupil to learn. ©On the contrary, the
phenomena-~-chosen according to certain criteria of which these existen-
tial concerns is only one, and determined in their presentation and
structure by these--should help achieve and maintain a willingness to
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learn, a serious consideration of the social trends which are widely
felt to b« of critical importance, and a growing disposition to show
solidarity in action.

3+2.4.1. Functional objectives and existential concerns taken together
form the counterweight to the academic disciplines and their concepts,
acting as a corroctive to these where neccessary. They should be
consulted again and again, not only by those¢ responsible for the dovel-
opment or revision of the Educational TV Project, but also by the
teachers cooperating in the experiment when planning or carrying out
thoir classrocom teaching.

%+2.4.2. The occasional complaint that the existential concerns would

be freely interchangeable among the various teaching units 1is not valid.
Naturally, complex phenomena have many aspects which are all interdepen-
dent. This is true also of the existential concerns. Here it is a
matter of concentrating attention on certain key issues which are of
interest to the pupils, to the teacher responsible for the class, and to
the task of structuring the teaching of the phenomena according to those
«cy issues. The matrix therefore mdstly gives several existential con-
c.rns from which the most suitable category can be chosen in each

individual case.

3e2.4.3. The following five existential concerns are basic to the cur-
riculum of the Educational TV Project:

1. changes in experlences which are determining
factors in the 1life of every individual in all
central areas of human experilence;

2. information deficits caused by growing opacity of
structures and increasing world-wide interdependence;

3. the experience of growing up demands for drcision-
making sct against diminishing competence to decide;

L. the experience of manipulation, which is encouraged
by world-wide interdependence and an anonymous
technocracy, and the simultaneous growth of material

QDD ies e eedom, at least in the
highly industrialized countries;

S. the experience of e 0 o] and
the desire for fulfillment, the search for §; ce

in 1life, desires which are often not fulfilled.
These five existential concerns, to which one could of course add
nore (c.g. human needs), can each be seen as a polarization of dangers
and opportunjties.

14245, Th?s%lggggig_gaigggzigg are the fifth characteristic of the

project. Together with the functional aims and the existential con-
cerns these didactic concepts form the set of didactic tools intended
for program-designers and teachers. The didactic concepts should there-
“ore be consulted frequently by the teacher when preparing his lessons
1s part of the project.
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y.2.5.1. Following Bloom's nTaxonomy of Educational Objectives,” the
didactic concupts can be categorized as belonging to the cognitive,
affective, and psychomotoric domains. We can define them as follows:

1. In the cogg%give domain there are the following didactic
categorles "cognitive" involves the recall of specifics,
universals, methods, prccesses knowledge, the process
of relating, development of intellectual abilities and
skills such as comprehension, translation, interpretation,
application, etc.):

1.1 D ers Opport es

a) Starvation corresponds to the opportunity of the
fulfillment of needs.

b) Oppression corresponds to the opportunity of autonomy.

¢) Destruction corresponds to the opportunity of a more
and more humane solution of political and soclal
conflicts.

1.2 For these dangers and opportunities three major
phenomena are characteristic in our time:

a) A world-wide interdependence of all political,
soclal, and economic processes which demands
cooperation but augments the danger of one-sided
dependency.

b) T+chnological mass-—production by means of which
thc systems of agrarian ages tprivation, economizing,
behavior patterns of the artisans' society) have been
purtially invalidated but not without catastrophic
consequencaes for the ﬁuman environment and the earth's
regserves of raw materials and energy resources.

¢c) The development of weapons capable of mass destruction,
which no longer allow governments and states to carry
their political and soclal differences to the final
consequence; they contain challenges for political
action which show that the future can be elther
controlled or destroyed.

1.2 For all political decisions in our time one can formulate
threr kev guestions:
a) How much should, must, or may be planned and regu-=

lated by soclety and the state; how much should,
must, or may be left to individual initiatives?

b) Which institutions exist already and which must
be created to control planning and implementation?
In other words, who should get how much from whom?

¢) Which means should, must, or may be used to achieve
this end?

2. The didactic concepts of the c e do can be
expressed in terms of three basic options (by "affective
domain" we understand interests, attitudes, development
of value patterns, options for certain values).

2.1 The option for the inviolability of human dignity.

2.2 The option for creating conditions for the development
of human dignity for all.

2.3 The option for the necessity to create and maintain
room for alternatives.

3. The following didactic concepts fall into the category
of the psychomotoric domaln (we mean here motoric and
manual skills--for instance, working techniques and
qualifications; this field has not yet been the subject
of research; 1in spite of this it belongs to the most
important fields in teaching and learning). A clear=-
cut separation from the cognitive or affective domains
is neither intended nor possible. Psychomotoric features
are:
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3.1 the abllity st casge
through the command of relevant techniques
(c.g. discussion techniques, certain rhetorical
skills, etc.);

3.2 the ability to e t te ticall
%ziylcallx through the command of relevant techniques
use of catalogues, documentation, subject-orientcd
litcrature--in short, the ability to learn how to learn);

3.3 the ability to tic e equence d e e
for individuals, for groups and for the soclety as a
whole (¢.g. through the command of approprilate patterns
of group bechavior, by a use of the mzss media adequate:
to the question at hand).

3.2.5.2. Why ar- didactic categories a major concern to many didactic
~xperts? Generally spcaking, this 1is a matter of determining, with

the ald of didactic categories, the educational core of each particular
learning-content. It 1s only from this that both content and method

of teaching gain their actual pedagogical value.

3.2.5.3. In the discussion of the didactics of political education
the following didactic categories have been developed:

l. existential categories;

2. political-dialectic categories;

3. value categories (options).

All these arec being considered in the approach to the Educational
TV Project; however, at least according to our experlences to date,
they have not sufficiently penetrated the awareness of the tecachers
concrned in the project, nor have they been fully understood.

In thr detalled explanation of the didactic categories described
in the methodic-didactic approach in the teacher's manual, which mainly
follows Wolfgang Hilligen, threce conceptual categorlies are clearly
identifiableae

1. E e onge
"dangcrs and opportunities," including concomitant
trends towards interdependencec; mass-production and
means of mass destruction; the dangers of oppression,
famine, d~struction, pollution of the environment,

and shortage of raw materials and energy which they
caus~;

2. Po -D 2 Conc

these are the consequences of challenges in the
field of politics, initially caused by the existen-
tial concepts and accompanied by thelr categories
comprising the whole (e.g. society and the autonomy
of the clements of freedom and equality as well as
distributive and compensatory justice);

3. Value Conce Options)

what 1s important here are decisions in favor of
human dignity, recognition of the necessity and
usefulness of conflicts, but also of a minimum
consensus about rule-governed forms of political
conflict and the existence of common interests within
a community and between communities.
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What counts in the preparation and realization of teaching situ-
ations is to structurize the teaching and learning objectives, the
phenomena to be treated (learning content), and the learning steps of
sach unit from the point of view of these didactic categorics. On this
basis the points of major interest and the selection for specific
teachers and specific purposes must be determined.

3.2.6. The obligatory character of the didactic instruments as 2 whole,
combined with tolerating the free operation of the individual didactic
egories, is the sixth feature of the Educational TV Project.

3.2.6.1. The problem of deduction in the context of teaching and
lcarning objectives has not yet been solved in curriculum theory.
What is meant here, for instance, 1s the attempt to establish a rational
deductive link between general aims based on agreement (e.g. "the emanci-
pat-d citizen"), formal functional objectives (e.g. "attitude of critical
loyalty to the democratic state and its institutions in a democratic
society"), and operationalized learning objectives of the individual
study unit (e.g. "The pupil should be able to show by use of oxamples
that the- traditional 1deas of authority as well as the maintenance of
a hi-rarchical-burcaucratic organization make it difficult for the school
ts> practice and test the necessary democratic patterns of behavior").
The. final operationalized objectives of the study unit could indeced be
substituted by other objectives on the same level of abstraction.

A similar conclusion applies to attempts to derive didactic
categories from the functional objectives, or to deduce an absolutely
stringent tcaching structure from the didactic categories.

3.2.6.2. If we are unable to make any deductions, this does not mean
that the teaching and learning objectives or the didactic instruments
ar+ of no valuz. Their main function as structurizing instruments 1is
at the disposal of the teacher, so that he sees for himself the didactic
horizons and perspectives in his teaching when giving his pupils insight
into them. Those objectives also allow him to offset the nffects of
t~aching which might have gone over the heads of the pupils, especlally
if his approach was based only on the academic disciplines. The didac-
tic instruments have therefore largely heuristic value. The individual
didactic categories cannot themselves be obligatory. What should be
obligatory for the cooperating teacher 1s the permanent didacti: analysis
when working on this project. The latter will prevent his teaching
from det~riorating into no more than a disoriented lumping together of
contents or into an amateurish playing with soclology, political
scirnce, etc.

Th~ didactic instruments are there to give the teacher ideas and
assistance in making his didactic analysis within the framework of the
whole project, but on no account should that framework destroy the

individual didactic creativity of the teacher.
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t.2.7. The proedundancy of material, particularly of the written material,

is the s.venth characteristic of the project--something which has oft-:n
b<:n misinterpreted as compulsory harrassment.

}J.2.7.1. Right from the beginning the redundancy of material was int~nded
to giv- the teacher as much freedom as possible as 2 corrective to both
abjrctivized trnaching and centralized curriculum development. Whrrcas
th- teaching and liarning objectives themselves are of course not
redundant, certain justifiable exceptions to this rule are possible.
But it is also true of the teaching and learning objectives that they
can be altrered--deprnding on the individual t=acher and grade and with
r-spect to sequencs and relative importance. In other words, any one
of the teaching and learning objectives can be treated in depth, as an
cxample, or only briefly--but always at the discretion of the teacher.

The redundancy of material is also to provide opport.unities for
differentiation. Here the formative evaluation has shown that the
suggest~d method is not the optimal one. One way to avoid this problem
would be to <mphasize centrgl areas in the blocks and individual units
and to present these graphically.

L, Survey of 3elected Phenomena

To begin with, 37 teaching units were planned. However, only 25
of those w-re produced, since this was the greatest number which could
bc managed by teachers anéd pupils during one school year. The actual
units of th~ 1974-75 session are taken as a basis for the following

list.
Block I - Roles and Group Behavior

Teaching Unit 1: Group, Group Behavior

: The 3mall Group ~ The Family
School and Soclety

Role Playing, Role Conflicts
Group Conflicts

wmF W

Block II =~ Membe Soc Gro
Teaching Unit 6: The Woman's 3ocial Position
7: Choosing a Career
8: Social Mobility
9: Social Classes
10: The Social Security System and
its Unsolved Problems
Block III =~ o cal Gro
11: Public Opinionmaking
12: Federalism
13: Constitutional Gtate

1h4: Political Parties, Associations,
and Unions

15: Structural Policy--a Challenge
(e.g. %ducational System, Traffic
Policy, Hzalth Policy, etc.) for the
Whole soclety.
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Block IV -3 e o B
16: Economic Decisilons

17: Socially-Oriented Free Market Economy
(Soziale Marktwirtschaft in West Germany)

18: Elanned Economy in a Soclalist State
schaft in East Germany
19: Technological Progress and Automation

20: Problems of Today's Economy
(Codetermination§
Block V - Political Behavior of Groups - Plannine for Peace
21: Political Ideologles
22: Political Power Systems
23: Ald to the Third World
o4: Armaments Stalemate
25: Peace Politics

9. Extracts from the Didactic Matrix:

Block I - Roleg and Group Behavior

Teachines Unit 1: Group, Group Behavior
E ent Conce, : (see 3.2.4.)

No. 1l: Changes in experlences which are determining factors
in the life of the individual in all central areas
of human expsrience.

No. 3: The experience of growing demands for declsion-
making set against diminishing competence to declide.

Dig¢ Categories: (see 3.2.5.)
1.1 ¢)Destruction corresponds to the opportunity of an

increasingly humane solution of political and
social conflicts.

2.3 The option of recognizing the necessity to create
and maintain room for alternatives.
3.3 The ability to antlclipate consequences and alter-

natives for individuals, groups, and for the soclety
as a whole, ©.g. througﬁ the command of approprilate
patterns ¢ group behavior by a use of the mass
media adequate to the ques%ion at hand.

Themes or Parts of Phenomena:

Groups with or without a formal structure, acquisition of
behavior, variety of groups, and status of the individual.

Key copncepts which are the primary concern of the teaching

unit.
Group (formal/informal, small/large); role (acquired/allotted);

status; group norms.
Teachineg and learning Objectlves:

1. The pupil should be able to identify a group as a
number of persons who
- play different roles
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- know the patterns and rules of behavior

- have a feeling of belonging together, are part
of a "we'"-identity.

- follow common ideas and aims.

2. The pupil should be able to differentiate between
small and large, formal and informal groups.

3. The pupll should be able to define a role as the
sum of the patterns and expectatlons of behavior
which are assoclated with a position within the group
or which the actor of this role can expect in his
soclal environment.

He should be able to differentiate between acquired
roles and allotted roles.

. The pupil should be able to show that the behavior
of people within a group 1is usually influenced
and controlled by mutual expectations, which are
determined by the position of the 1ndiv1dual in
the group and his social background.

He should be able to give the characteristics
of a typlcal instance of role-behavior using
representations of selected situations.

Blo -

leaching Unit 7: Choosing a Job
Existential Copcerng: (see 3.2.4.)

No. 2¢ Information deficits caused by growing opaclty of
structures and increasing world-wide interdependence

No. 5: The experience of angst aggression, frustration
and the desire for fulfillment, the search for
significance in 1life.

Didactic Categories: (see 3.2.5.)

1.1 a)Starvation corresponds to the opportunity of fulfill-
ment of needs.

1.2 b)Technical mass-production by means of which the
systems of agrarian ages tprivation, economizing,
behavior patterns of the artisans' society) have
been partially invalidated, but not without
catastrophic consequences for the human environment
and the earth's reserves of raw materials and
energy resources.

1.3 a=-c)The three key questions for all political decisions.
(see 3.2.5.1.?

2.3 The option for the necessity to create and maintain
room for alternatives.
2.1 The ability to argue for and against a case

through the command of relevant techniques (e.g.
disc?ssion technlques, certain rhetorical skills,
etc.

P s P ena :

"Job" or trade/profession? Choice of career = choice for
life? Where to get information and help? Careers and
education.

Key concepts which are the Primary concern of the teaching

unit.
Career, career role; career guldance; further education;

basic right of career choice.
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Teachine and Learning Objectives:

1. The pupll should be able to ldentify free career alter-
natives according to personal wilshes and inclinations
as an gpportunity, an opportunity which includes the
basic freedom of career cholce.

2. The pupil should be able to name economic, soclal,
and individual factors which impede carser decisions:
economic factors: e.g. multiplicity of careers,
economic climate, state of employment market, career

trends;

social factors: e.g. division of family/social
environment, change in conception of careers in
industrial socleties, dependency of education for a
career and desire to follow a certain career from
membership of a certain soclal class;

individual factors: e.g. uncertainty about personal
inclination, suitability and capability.

3. The pupil should be able to list the stages of career
counseling, 1ts resources and institutions, and to
make use o% it for his own provisional choice of a
career.
These arc the elements which are clearly set out on the

didactic matrix.

The teacher's manual first of all glves an introduction to
the major phenomenon of each block. For each teaching uni®
the teacher then finds an irtroduction to content with a
bibliography, didactic hints with reference to the didactic
framework, teaching and learning objectives, and suggestilons
for lesson planning.

The student's manual first of all gives the content of the
TV program. He then follows working tests on each phase of
the program with suggestions for exercises and study-tasks.
Finally, there 1s a summary of the most important results of
the unit and a glossary. '

The formative evaluation has shown that teachers and puplls

were in the main satisfied with the multi-media system, the
presentation of the programs, and the layout of the accompanying
written material. On the whole the project proved to be more
effective than comparable conventional teaching.

6. Educational Techpology and Changes in the Role of the Teacher

In th~ past decade changes have taken place in the role of the
teacher; 1in fact, his role 1s now much more differentiated. For example,
some teaching activities have become independent, although the chief
role of the teacher as an gxpert in learning and education has been
asserted at the same time (and that means he no longer sees himself
primarily as a small-scale, often frustrated subject speclalist).
These changes are paralleled by changes in the media. Instead of having
merely enrichment functions, the media now are transmitters and carriers
of certain didactic functions which can be specifically incorporated
into teaching and learning systems. Only 1if teachers avoid being drawn
into competition with the media (vhere they would be losers in most
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cas:5) by as-cumine thoir chief role in their capacity as conveyors of
information, only then can the interaction of personal and nonpsrsonal
media (TV, etc.) function. Above all it belongs to the role of the
teacher Lo be 2bls to Huild up and reinforce cognitive structures in
his teaching, and to convey to his pupils meaningful implications of

a frequently changing substantive educational content. Those implica-
tions must be mad« meaningful for the present and future life of the
pupil, threatening--or conducive to--his well-being as an individual

or as a member of a soclial group. Further functions of the teacher in
his chief role are to encourage the individual pupil, to help him solve
certain difficulties, to advise him, to diagnose defects in his develop-
ment, and to usc appropriate means of asscssment.
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