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. INTRODUCTION ., - .

Kindergarteohlv\{ork« in, Wgst Germany (i.e., formal education for 3- to
6-year-old children) s changed ‘dramatically» durin'g the last 10,-to 15
' .. - l . - B .

years. These changés can best be seen in the development, impiementa-

: . . | , \
tion, and evaluation of curricula that have been_widely accepted within the

frame of kindergarten teaching. in fact, the wholé reform movement ‘can
- 1

' " be described .primarily'as, a shift from function-oriented appf:oaches to

situation-oriented approaches in both kinderfgarten and preschool work.1
[ ' T

To introduce the following discussidn of situation-orjented eurricula, it is

-

" first helpful to draw’ a contrast between these two very different ap-
. * i : h]

proaches. S \_, T : -

. . . i

A Functiop-oriented Classroon? ) .o .00

. _In. the ‘beginning of the 1970s, a typical Protestant kindergarten

' ctas'sroom in Hannover might involve a single te;chren'“working- \fith a homo-
ge;eotls grouping of-s_'t.q °(:_‘r.-year---c':lds-,,. Other teacher_gsgplay“ with a ng;_Ul;
of much .Yopnger children and with qanother intermedi.ate gro'up.‘ Bet\i\feen'

these -groups contact is minimal. The older group of, childrfen is organized

4 by the most able of the teachers, whose aim is to give them serious prep- X

- . 1

aration- for schooling at aII cost The klndergarten has to work constantly

-

to stem crrticlsm that it is neglect:ng the mfellectual capacntles of the .. ‘
) chnl_dren'. The chxldren must be readxed for learning how to read wrlte, fﬁ )

- ad . -

.and count. This process mcludes tralnlng |n dxfferent skllls or. f'unctlons' |

" motor ‘skills, cognltwe skllls, verbal skills, social s,kxllé, etc The tralnlng

-

follow-s operatlonahzed oblective;, .is a step-~ by*step approach that involves

afl the chlldren ‘as a gr:oup, and proves Iearnlng successf by test!ng'
- S ouT

Especlally those, ch;ldren who are deprlved ,soclalh,’f and mteliectually must '

/f\acqulre basi;: knowledge and skﬁls. S K : .
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Today the kindergarten teacher is worried. _Although everything has

been done to promote psychor;otor s-ki'lls, some children are still retarded

in their progress. They do not know even how to fold-a sheet of paper
- i s - . .
N 'di‘agonally.' S0 the teacher prepares an exercise on how to fold a house
out of paper, hoping that the children will not only obtain training in

psychomotor skills, but also concentrate on one specific material. I'fu_e

- D oure

sheets of paper are Iaid out, and the. teacher demonstrates how .to fold

’, k4

' them, J'.Ies:hlidren admire the resuMls. Some are ready to learn how to

foId a h The teacher repeats the_ demonstration step by step. At

the beglnmng, everybody is eager to follow, but very soon some children

~ _ become frustrated and begin talkmg ta each other. Helnz seems to have

no sucees's at all. He destroys his product: "Rats!.!i he crigs. Qthers

. are struggling)ut Karin |srrnbvmg right along: "I‘ve got itt" she cries

out. 'Karin receives most of the attention of the teacher “dhd the group

#

"IN take th|s home to show Mom," she explains. And so the les on goes

-.'._ :
i I
. on . . .

-

- - -

A Situatiofi-oriented Classroom
. |
By ¢the Segij}ping of the- 1980s, the picture in many

classrooms &ad changed. A typical situation-oriented classroofm in  Garbsen

j

group of 3- to 6-year-old children. Wit-h{n the Kindergerten arg three
heteroéeneous subgroups of children{, all .with eoual statlis. ‘-Every year,

#

*

" : part-of the group leaves to enter -the‘ first\ gr‘ade,-art_ ne;w children come

| to tha. group _ Thls procedure retainsy COI'ItII'ILllt qfrom year to year.
There is, contact am%ng the ~groups /vﬁth mteractnon varymg ac:cordmg

* to interests. Each gro?p developsf its oyri ‘program according té the

. g
needs and the situations that occur The klndergarten teacher thinks that

indergarten -
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enabling’ children to deal competently and .autonomously within the|r Iife

oltuations is the most :mpo&‘tant learning process in life -and is therefore o\
also the most "éffective preparation.'_for‘ school. The training of functions -
- . . ; » ‘
oand skills is; limited ‘to the situatione in which these skills are needed. ) )#
T . Sltuattons such as ¢getting to know ohe another and one another s familles, r S E

) developjng group Ilfe, explorlng surroundi gs, deallng effectively wfth the
f S
t{lfne outside kindergarten, -and solvi ‘problems in the netghborhood are

considered of primary importance. Classroom work is a continuing pr‘ess

v 7 ' b }

of social learning, and criticism that thewkindergarten should incorporate

more direct preparatron for -.reading, writing, and countlng is answered -
according to the 51tuat1on-or|ented, personality- Centered approach ‘\'Those
‘ -
oo are not th__e skitls we are"_h‘er'e"tb‘*teatﬁ.-"“t‘et_the 'e*lﬁ'l_entarys school do its o

oy

.y - ’ . N ! :
job, and we .will do ours," the teacher would probably answer. - . =
' , .

-+ Today the kin‘dergartén teacher observes a scene among the children.

. \ -
The youngsters are ro!e-playmg a, 5|tuat|on between 3. secn.’rlty guard and

- k1

chlldren playlng out5|de a house "Quick, let's run away,P' some cbildren

- i

cry out, jooking around |n fear. The child p!aylng the part of the secu-

rity guard comes nearet: "Damn ity ch|Idren," he says, ""get out of the

J way. This is" not a i:)laygr;ound." He .$hakes his fist in t'Te air, threaten-

-ing, "' tell your oarents!'; At first,-\

- i -

aé the children interact 'she becomes more seriously-. 'intereste'd.. She real-

the,'teacher’ is mifdly amused, but

izes that thls is not* only play, the chiI;iren are ac#"}t::g out~a real experl- -~

t#
5 . énce - w|th a secur:ty guard who attacks them Verbally whenever they r|de

their bicycles O;Q rofler skdte near_«_t_l_'l_e‘housé. e j ‘ v T e

'_.J‘_, L —_— B - : - * . . | N .
z 0 . % . Lt ' - . . R P ) .
Some *houns later the klndergar’ten teachers sit to,gether' as a team.

'

They discuss a new’ theme, 4he ‘situation ."Playing in t;hé Neighborhood. "

& - . . : LA " « ¥
. - . LY ‘| - i

W
-
.
—
-~




e 'hots of information is exchanged' how the parents deal with this situa-

tion,' ex,perlences of VISltS wtth ‘children of the group |n different famllies,

the Ilwng cond|t|ons within the families, how parents deal with dangers on

” L

the street, etc. leferentgprojects follow in the next weeks, lncludlng

; . i . . . .
mutilalf'visits' ‘in the families; gpecial excursion$ to the neighborhood (to

. o . . :
different "ﬁouses, apartments, modern high-rise bqums); playing
klndergarten games. at hom\e (my fantaSy playgreound or playhouse)

Slowiy, problems wlthln th|s srtuation are dealt with, and the att|tudes of
.

Ch"c’ﬂ!"r pasents, and teachers change. The ‘neighborhsod is |nfluenced‘

to moré. fully accept playing ch|Idren, the situation “Playing in the Neigh-
B ¥ .
borhodd" is, as these’ klndergarten' achers would call it, "democratized”

[} r -

(e It gives  way 10 the needs and interests of ‘the children a_nd,thelr.
parents). . S . *
. . 1 - . - .
Obwously, these cIasSrooms,, described here very ‘briefly (see Kolbe-&’
" r s -

‘Wurr, 1981 .chapt 2 and 3), are dlfferent The next section deals specn;;w

fcally with t@ foHowlng que‘st|ons. What are tI'ie‘ major aspects in the
_,;__ T process of the reform movement? Which d:fferen{ phases can be descr:bed
and analyzed" and, How .can the present state of preschooI education in

West Germany'best he understood? ‘The th|rd sectn’ in this discussion
' ’ r \ ' ) ’ ~ -
’ then gives an in-depth study of- thé situation-oriented: approach--its gen-

- ' h -

- eral tharacteristics ahd its d|fferent scf}ools--outllnlng criticisms from both

Ly

/ ‘within and outslde the.educatlonal community. To answer these criticisms,. _

ar'guments from basic research are add'ressed in é separate section A

- "%

- \ concIudlng statement then refutes the essence of the crltlctsms, gwes new
perspectwes, and’ stresses the reievance of the sutuatlon-orlented approach
for klrrd:argarten work not only in West Germany but also in s|m|Iar m-"'

. ' : dustrialized countries in the east and west and espec|aIIy in Third ‘World
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6 childhood currlculum has already met with some succe3s.

+ ] *
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INSTITUTIONALIZED PRESCHQOL EDUCATION IN WEST GERMANY:

-

: THE ‘REFORM MOVEMENT
+ E

Overview i

L] ) £

' reform d.iscussio'n was started in . West Germany. The pr:mary question

addressed was, What const1tutes the |dea! preschool education? fEducatloﬁal

politics had discovered preschool educatlon Several factors had come to-

gether' dlfferent mterests and expectatlons, sociopolitical motifs, research
1

f:ndings, and econospuc consuderatlons {see ‘Hemmer & Obere|senbuchner,

1979, chdp 1).. it was. felt that each child shoufd have ‘equal opportu-

8

ngties in education, all capat:ltles’of the people should be dtscovered and

-3
the educationat Ievel of our mdustrualized society should be uplifted in

dis;Ess“:o'n, 'kindergarten teachers, came undér heavy "attack'. They" were
. . . 3 . ' . fra——
accused of neglecting the preschool child's cultural detrelopment and

capacity to learn. Intellectually demanding programs were caj!ed for

(see Lt'ickert,- 1974, pp. 189-273). Those parents who didn't accept the
t

authorltarlan practices of tradutlonal pedagogy founded a counteg-mstitu-

. tion, the Klnderladen, which spread rapud!y W|th|n the Federal Repubﬁ

v " -

it neces.sary'to limit 'klndergarten' ‘education to 3- to 4-y.ear-o|ds ahd to

countries, where the meth’odoiogy o‘f this ,,approach for deveiopmg the early--

4 - - .
At the end:of the' 1960s apd the beginning of the 1970s a“euphoric

%eveloped to the hlghest posslbie level, and, perhap\ most |mportantly,a

order to facilitate technologlcal development i the future. Within this’

._‘(-I_:greltenelclher,: 1971_). The Gerr_nan Edul:ation Countll, while accepting-

kindergarten as'the,béginn-in{:; Ievel of 'the educatidnal system, considered .

lie_‘-ﬂv ) o - J K
o . send S-yepr-olds to elementary school (Deutscher Bildungsrat, Blldungs- -
e ~ay
kommission, 1970). . Many'- mst,|tut|9_n:5 and polltu:al part:es, as well ‘as
s N . . x % l 8 , .
DT~ . R S w
T ', * .. ,f 1 i -" - - - . e ;:
':;v” - e, u‘ M ?:“_‘ ‘_’J . :&» i RS T
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public opunion, supported this propasal. In fact, this propoSaI marked the

begunmng of an unprecedented reform movement vﬁth’u?the history of eaply

c,h:ldhood education . The proposal dld not. hmlt 1tself’ to th& deveiopment
v

of nreschool educat|on as a spec|al academ|c field, but also included plan-

'nlng, '1mplement|ng, and evaluatxng many model projects a|med at | tIfY'r

ing- optlmai Iearn|ng 5|tuat|.ons for 5-year-olds 111 addition, thls proposal

W L]

fostered the development of curriculum materials, 'som‘e of which are in use

L

. thl‘OnghOth Germanir today. In all three of tnese ai‘eas, the reform.move-.

ment provided not only the’ |mpetUS for * change but also some spequfuc

1

¢ -

“proposals for that change C .

*
’ The &cademic f|eld. Preschool educat|on in the beglnnnng of the 19705
was closely tied to elementary educatlon. Facilltatlng‘ later schoolwork and

'helping'children get A .good start in school wene of primary ‘concern, and

* this understandlng was reflected 'in the model p,ro}ects and the, kinds of

L]

curriculum materials c_ie_veloped (Belser & Bauerjee-Schnéider, 1972). .

-~ - - ’

. Towa"d the beginning, of. this 15-year reform, another interpretation
of preschool education, as Mnstitutionglized educatfon___ﬁbef'ore ,school"

sbecifically for 3- to 6-year-olds, gain?d increasing recognition. The

" emphasis here was on social education and.on the development of sacial

skills. Because k}ndergarten educatfon stopped imltatrng elementary edu-.

cation and began to f|nd lts own Identlty, preschool education during  this

period became moié and more synonymous wlthdergarten educ@tlon.

This identity - provided emphasis on the socialization process, a character-

istic that* cleariy distlngwshes kindergarten from elementary education
- / -

- K -

(Kljchen hoff & Oertel, 1976).

E}reschoof education todanfeas an evén larger meaning.’, it addresses

i

the child's total learning experience from thge beginning of life to the

+




beginnin‘g' of first.?ra_de. In addition, it. inciudes the effects®of various ' e
. 4 ’ AR b
5 ih;;titution:’s on yoong children, iﬂteractions i'nside and outside, the family, .

and other acac(em|c discipltnes that have a bearing on preschool educatlon,

- " . *‘_’ - - » LY

' and |t is as d}‘stmct from elementary education as, the f|elds of secial work

.S 1{)and social, educat|on Preschoo&educatuon is’ 2 dusmpline in |ts own ‘mght,-
Concentrat‘ing on what is good for children before schoaol age. As_ such, it

~

concerns ‘all educational sciences and deals with t-he fundamental” questions

- - T ~

of how people learn and begin to develop their own identities 'é@saolapow,
1977). t L

] The' model prcqects Although one of the-driginal gQals of the reform
- - * ' i ' N
movement was to draw a .new boundary between Kinderggrten and elemen- ’

-

R

-
[y

—-— - —tary school ;7 the model ;;rojects produced’ Fesylts Wiat Ted 'riol'iti‘éians from ;.

W
’ .

all sides to keep the division as it was,,o Fhe first strike in this d|rect|on 7 ]

-

. was the evaluation of 47 pro;ects by a team of admlnistrators and experts

(Bund-LanderrKommlsmon flir Blldungspl_anung, 1976). These projects
.. explored different settings:' _specific age groupings for S5-year-oids in

kindergartens, . preclasses.' that. included classes of 5-year-olds in ‘the t

hY

\“-.s

elementary , school (th‘e ef:;uivalent F the -American ,kindergarten‘),'.andf ) )

" special :pr:agcams integrating 5- and 6-year-oldsﬁin the elementary school.

~

The study avoided a clear decision against’ ‘the original.gdal,}\indicating‘

that all ‘model projects ‘)have‘posttiye effects ano' that po_iitic‘al atlthoﬁties
N " o hould therefore ascertail;x participation of all children in 'presohogwo]"i'rg'stitu-}

. {ions While, such. a result might have indicated- that there was no need.
to .change the boundary between klndergarten“ahd elementary "school, a“é

O

strictly- Comparatlv‘/_study of preclasses for 5-year-olds at school and

- kKindergartens with’ heterogeneous groupmgs, whose results were’ pub-

lished Iater, estaﬁllshed the superiority. of the klndergarteb program

- A ) .-
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) earher position, the Lander (state) governments |n. West

the exceptton of the city-states) concurred in\the late 1970s in t

" hibited by kindergarten childrefl as compared with children in preclasses.

over . preclasses (Mlmster fur Arbeit, Gesun;:ihel' und Soziales des Landes °

Nordrheln-Westfa‘len, 1977;: Str itz & S'chmldt 1982

Revérsing their ’e
/. -~ -

many (with ‘

deci~

sion to keeft g'year-olds in the klndergartens, whtch would then more a

more bg rest\rug red in -family .groupings. ” The reasdns for thls altered
<

dec|5|on were\th long term intellectual aFl.d gene (al effects on children of

kindergarten h rk and, more speclflcally, advantages,of social learning ex-

I} -

- \ "
The curriculum materials. During’ the reform movement, the-kinder-

.tlon forE to 6-year-olds. 1t Iegltlmlzed itself as an mstltutlon clearly,

new ,insights .into educatjohal concepts.' -Ih fact, the néwly ;:le::eloped N
materlals and educatlonal abproaches--the shlftlng from functlon-orlented "
approaches to s;tuatlon -oriented app:oaches é’nd thezr con‘se}quences--were %
the prlmary reasons. In this respect, ‘the reform can be suhdavuded 1,nto .. \.
‘three phases: A ' s S - LT -
Three Phases of Currlcului‘nAWork e T

garten evolved from an enciangerea species into a wideiy accepted tinstitu-
»

distinct from eIementary schooi. Tﬁese chan.ges did not occur simply _

because of the great number f klndergartens establlshed (today aImOSt all

-

cﬁlld-r‘en of this age group can attend a klndergarten) A wlder under-

standlng of the meanlng of preschool educatlon and the positive results,of
- . & ‘1 .’

the model projects_ were also helpful ir/ bringing about this new situation. P
f ' L) - - Il 4 .

bn addition, the success of such programs was the result of fundamentally -

I

" o r .
Phase 1--Curr|c:ulum develjment 'gPreva!ence of the function-oriented
- ; T . r .

approach, During the’ flrst half of the 070s, .wheh’sending 5-year-olds to
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the dlffer;ggt Lander concentrated 'on worklng condltlnns aqd curr;colum
refor‘m in klndergartehs (Arbeutsgrdppe Vorschuler2|ehung, 1971) This *
was ‘the period of developlng new currlcula. Bulldlng on current theor|es
of preschool educatlon,’many functnon oriented materials were developed ‘ ‘ . )-'
(cf. Bgl'ser & Bauer;ee-Schneider, 1972; Nutz, 1973) _Whlle_other ap-
proaches, were only in the maklng,_ ful‘lCtIOl‘I"'Ol‘lel'l‘tEd_h cu,rricula ‘.dTomin'ated‘ e
the scene not only wltl'lll'l the model projects but outslde as well These'
fanction-oriented curr:t:ula_were mtended to teach t\l:e Ichll\d“srwstematlcalw,. b
(i.e., .by proceedlng step- by-step in_such fundamental areas? as percep-'

tlon, Ianguage, and “cognitive skllls)--ln_f‘ct,_m_alj_al:eas_ﬁhere educa-' -

. Traditigral klndergarten work also continued, but |t was perceived as‘_

t‘I‘Onall psxchologusts felt able to operatlonallze Jnstruction. " The materials;

t C - Y - "x ' \ g 3 .
Were handed out-in files: "Trakhing in files" therE"fore became synonymous -

R . .

with whatever seerned to .be important in preschool education. .

- -

- . st

having no relevaqqe. The real work was’ the dally perlod of tralnlng in

files. At' that ‘per:’od ‘every child in' the so-called llpr"eschool gnoup"

“Wltl'lln the klndergarten or 'in any other preschoeal lnstltu.tlon had to parti- _

cipate Parents had to obtaln |nform,at|on if their C|'II|d w39~Il| so that the -

child could do his or her tralnlhg in files at home, and"‘the ‘tralnlng |n

- files had to be repeated - ‘as many t|mes as necessary Gre&'&emphasus Jﬁas

- " t

placed on rnastery of |nformat|on and on measurung this mastery through

'testing Preschool educatlon was c0ns|dered .8 necessary prerequisute for ,

.J -

begmning readlng, wrltzng, and mathematlcs in fFie first grade. But, as_-
"can be. seerr from the followlng descr4ptuq:1, these currlculum rnaterlals also‘
' L

produced “serious problems Specuf:cally; these problems centéred around

> five characterlstlcs of the matertals and their |mplementation * .
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1. - Leagping in‘ its jarrowest: sense is required, ‘Peac@arents, N

.and chlldren have to assume dutles and foliow the sta: dard

+
" .‘-’I- T

program as they do ai the elementary schooi Ievel

T

- Learnlng materlais are not easniy;* adapted to playlhg, yet playxng

is the characterlstic way in whlch .children of preschool age_

- Iearn.\ ' . !

3.. Achievement is§ stressed, -thus endangering the.harmonious™ devel-
. - - . T M . ) t _ -4
opment of the child's whole personality. - o

. = x » =

4. The cognitive domain of the bersgnalit’y‘ receives absolute priority

over ‘the sacial-emotional and interactive domains, and this em-

»

phasis jeobardizes the child’s motivation.

5. There .is virtually no transfer of functions, capabiltties, and” .

-

skills. from the teaching situation to the real-life s|tuat|ons where

Before thls phase came to an engﬁ,land eSpecually sincé many dltﬁerents_—

.)

e C . .school ané klndergarten~ settlngs were . md’uded‘ dnfflcuitles with* th:s

L -

l’tomogeneOus gtnup;ngs, pr|or|ty to the cognstwe domaln, tral,mng = and .

'Iearnlng as, ‘a duty for the whole group, etc were lncorporated w:thln an

T institution, |t was not, easy to use functuon-oriented materials. T,eachers

; ‘and admxnlstrators encountered many d:fficultues that could be so!ved oniy

’ 1
by usung authorlty

Snaelyt oL ' Phase 2--Curr|culurh'- implementation:\ Prevalence of the sutuatuon- i

-orlented approach ‘ In the second half of the 19‘705, the reSuIts of - w‘ork -

‘« e

: _'._thh models |n the different Lander were exchanged and tested in a nation-'

¥ . )

‘-W|de trial programﬁ‘(Bund Lander-Kommlssmn fu;" Bild‘ungspianung tlnd

"Forschungsfoderung, 1982) ,Thi’s. rogram, a unique exper:ence in Wést
ar A PN :--.N"‘..’ » :" ' “.;"-;:n‘ %i. ' ‘u N P L. - .

theY are needed (see. Oertel, 1976) : - o

.'approach were discussed at Iarge *Even where highly -structured lessons; :

L%
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German educatuonal polxtlcs, |ncIud|ng about 15;000 ch|Idren, \as charged

with flndtng methods that could be wsdely used ‘and transferred to every-

day after day, to .imitate school “settings, to sepa”ate children .from each ]

\

day'-klndergarten work The excluswe co\‘.centratlon of thss ’program on

*®
kmderﬁarten work, comblned wzth a dlmlnlshlng |nterest in sendlng 5-year-

e

olds to school, made it apparent that the functlon-ortented materials wudely

|ncluded |n the .federal trial program had no chanc:e withln the enlarged

kmdergarten model group Specuflcally, klndergarten teachers, for the

-

sake of their children,. refused to "funmction" (i.e., to, foilow prescriptions

other, and %o assign duties to children of this agé). Although funct?ion-

oriented instruction was found to enhance test results at the beginning/rf
d

the chiId's school life, its effects‘p'roved not to Tast very long. In ad

L+
tion, thé. overall activities of klndergarten teachers with their children

seemed to ‘be of much: more |mportance than the tra|n|ng in_files:- . And .

fmally, a new approach belng w:dely d|scussed had brought out materi‘als=

“the. ch1|d

'introduction}f these s|tuat|on-or|ented materlais do not c’Oncentrate on,

. Imay choose whatever is approprlate to the group s|tuat|on, the chlIdren 5.

that strengthened social iearmng processes in the naturaI surroundlngs of

LI N

L

In contrast to the Iarge quantlty of functlon-orle ed materia[s devel- :

opéd previously, aIternatlve project~materials, altho h scarcely repre-“
r . .

sented, won increasing acceptance. As has been br‘lefl\/ sketched in the

-

’teach'ing'_basic skilts or functions. Instead, they dnaw on real- life sltua-, _

.

tions a enrlch chxldren through mult|facete<fl edwcatlonal technlques (such

- ,"‘as stor|es, plctures, role playlng, games, discussion,' etc) The teacher‘

LM

Iy

"‘interests,» hls or her own educational skllls, the f|nanc|alv means of the o

mstltutlon, and so forth _The educat_lonal proposais are reg_ar'ded as

~
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cenrichirrg the child's life experiences (and probably those of the parents

'friehds; or " how to begin first grade) are an lmportant part of this pro-- o

personally in terms of their self-concept and social ad;ustment Self-con-

" the situatic‘in-oriented approach and its materials‘ all over -the country‘

' Arttcles in haﬁébooks described the new klndergarten as a s|tuatxon ori-.

) successfu!ly tr|ed out on a federal basls were revised and implemented na-
’ 'tlon-ox:iented mater|als had won wlde acceptance, only those mater|‘als were
: _'recogmtion, these schools have produced materlals now ready for use

“'characterlzed by 28 teachlng unlts develqped under the dlrect!on of Jurgen *

'
i d

- + 3
¢ . - i

as‘weil), ’ability‘.tto manage real-life situations, chance to solve.problems

adequately, and ichIination' to interact socially. Rea’i-life‘ situations (for

exampre, how to use the telewsion, how to deal wlth quarrelmg among

cess. Soclal Iearnlng is, centrai to such materxals, and while the results of

such. learning cannot be measured easily; in the long run children profit

fidence, soczal competence, and mastery of facts are concurrently devel-

Oped. Klndergarten work -in heterogeneous groupings profits from this
approach, and in fact more and more kindergartens -in the federal trial
program rediscovered the logic of a family-like "grouping of children .

(Almstedt & Kammhofer, 1980). .

-

_On the whole, then, the implementation phase'inad\ie‘rtaﬁtly promoted

H

ented 1nst:tut|on~(Morsberger,. Moskal, & Pflug, 1978). e

N

- PHase 3=-Curr|cuium evaiuatlon: -* Acceptance of the situation-oriented

approach. D'uring‘ the -ast few years, those materials that had been

1

tlonally withln the pr‘o,tects of the dlﬁerent Lander. Because only situa-

gwen a :chance for revuslon

"e‘s-.f"‘ },'v‘”“ .
&

Three schools especlally recelved general

throughour the 19805.‘ Frrst of these schools is the sutuaﬂon app_oach,‘

Zmuner (1973) by a wo_rlglng group in prescheol educatlon at the German
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\Youth Inst'tute in Mumch.. Second is the satuative approach descrlbed by ”

S

Erna Moskal .and her workmg groub at the Mmistry of Labor, Health, and

et .

~1w,... N

Socsal Order 4ih Dusseldorf in a set of guldellnes for ‘fﬁ'pia“n“mﬁg*proeesa.%
+in klnd.el‘garten work (Mlnlste/fur Arbeit, Gesundhelt ‘und Soziales des

Landes Nordrheln-Westfalen 1983) Fmal}y, the sntuatnon or|ented approach,

deveIOped by the present. author and his .colleagues at the Umvers;ty of

Hannover (Oertel, 1982 1983)L s ovndes etght teachlng umts. Although-

. the materialé produced by these gToups \(ary, sometlmes fundamentaiiy, all.
three schoois emphaszze the chlld‘fr socral Iearmng and - make use of real-

life situations in their curricu,la."-. Table'1 detalls the major works  and
R \ ' .

T

|

goals of these three approaches; subsequent sectlon of this diSCLISSIOﬂ

'o

will be devoted to an "in-depth study of. the materials presented by these . }

schools. AL T ST /
, - . N . 5, ) T "‘\ ‘-n‘o . L.

o L. .
. -/. -
. t e B
. : .

The Present State _ S T
The end of the 'evaluation phase has hrough‘t the reform movement to
an end. Apart from research work carrled out on speciflc questions (fos

example, that concernlng hand|capped chitdren or Chl'dl‘el:i of forelgn
. R T
workers), the research concentrated on currlculum work f': f'tOpped
: R %
completely wmre the new approach seems to be wldely%cepted‘}wt i$ not

f|rmLy established The present economlt crisls makes |t more d:fflcuft to

reahze the approach Klndergarten personnel are redUced more children

.

are taken mto groups, pald time for the piannang of educationai actwuties ’

) |s I|m|ted and wrtually no funds are available f'or the neeessary mserwce

trainmg of kmdergarten teachers H:gher professional standards for

e N '

g f e i ot I e




y
T "“*“"*_---jp— - -~-m-____ 'EIPE SITLmT ION -0RI ENI_E_Q_ A_!_?PﬁgAC H
| "-'_ L Ge}"ueral ASpects of 1the S;tuat;on-orlentedlApproaoh . “\ L .
. . " - / Althol’.lgh thets”tuatlon-or'lented approach Incl{des dlf‘ferent schools -
i | (whose speclflc cr[uaract'eristlcs,‘ smentuflc backgrounds, 1mpI|cat|ons for
-'*'. rrlculum deve.lo;:Lment, and klndergarten instltutions are explalned 1n

'
}Table 1 ‘and W|II Be dealt with at grea‘ter Iength shortly), these schools

b y ;f * ! I -
 foilowing assumptions: ) :

© 1., Learning i5 a matter of experience, especially in early‘_‘childhood

. . ‘ - | . ‘ . . -
0, (ef the l’Iearning by, doing" approach of John Déwey). .The
N kundergarten should therefore -be seen and structured pr:mamly

e T S v as a f;eld of experlences for bL||Id|ng a way of life through

* s

s, £ S pro;ects, activut:e% fueld trups, etc _ _
2. Growttin can best”. be at:hleved through everyday !lfe situatlons

‘ 'l o ' - I . b

‘ o . - mvohfihg hablts, confllc:_t's in lnteractions, and fundamental',

. : . * s
: ' chuldhood problems. Exercises. isolated from real life ,»are inef-

ot . fectua! a i :

3.. Leam'qh'g- in rear-life situatiohs means including the'whole per-

__-sonallty of the ch|Id and a whollstic strl\nng for self-confldence,

REE RSN _has to. learn to handle sltuations more. and _mor, independent[y
o R B f e

3'4- A'!nterllée partlmpatory obseryatl n of the everyday Itfe ef the
child arfd his or her other ‘acth |tfes |nt the group zs essentual* |f

f-‘ Lt -._\the teacher’* wants to use the s;tuatlonf—-orlented approach

5 T ¢ -
N . . . l LS .' * ta . - f . . o Was
i L . T . . s
'

_ have- certain common characterlettcs. Among these charactem%gcs are the ..

R R socsalf competence, and mastery of facts (Roth 19?1) The ch|Id .
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Sltuation-oriented work depends on constant communication withln

the ,teachlng team. -
tibl’l. ¢ U ) .

-

-

Innovative .experaences .depend on coopera-

:
/

/-. o

‘E'veryday life in a kindergarten is p'ot made up' of a ‘series of

-;_7 .

-8.

- N L - _,.
' s:tuatmns. Leomn

'10.

pe—

a7

. each actwuty

-lnterpretlng stlrnulate rdent‘t? formatuo/r)/ in’ the chuld (Mead,

ta

isolated actuv‘tie‘s***-—hwstead, -|t~—-|s~—a~.ntotal_,expemence in whuch

1

is, carefully planned to* contr|bute to the ovgrall

goal of miking ‘the child able to act adequately in llfe 5|tuat|0ns

However, the situat:on-orlented approach requures flexubllxty on

the part of therteacher to meet’ the needs and nterests of the

£

md(wdual ch|Id ren mvolved

-

T

Playmg and. !eairnmg can be regarded as |ntertw|ned rather than

sepa arated
- i‘

_--,.—__..

1é68) | _,f;'fiffl,;

-

— R
R - - . _a.

. ™

LR

the multifaeeterd situatuons of’ ,r/:ole playlng and role

ax

-

F‘ree p!ay and 1nsi'ructroh are equally jmportant opportunltues for

learnzng by experiénce,_,

chtidreni anc’l‘ aduIts, as well as w;

'. Y

1f

Experaences with themselves,-

thelr natural and cultural

- surroundmgs, ,may help chlldre;n Iearn to hand!e their own

"

a- '-'y&‘?

LY e

- g = .
dren is ner:eSsarlly Jncl dgd ih educatlonal,planmng

.‘__ " -

.

Socual educatjon ("_

_.---.p_ -

the group, and~ soclal §ructuresj espec;ally in' the tmmeduate _ -

env:ronment) IS cen tra

. \.

work _c@ be lntegrat‘

1977 b)ﬁw L

7

- |nto t_is general fleld (Oertel

‘ _../

f rms of soctal

;-1

. *....nn 5

a1’ to

coritacts .

the spe/QlfIC needs and ;nteregf of chul-':

Ind!wdual

conflicts 'in

1th‘%‘ situatuon-or:ented‘ approacl;n&, ail '

1877-a,

other~--~ m
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1. Mlxed age gr_oups' in klndergartens factlttate soolal experuences
¢

As compared wlth children in homogeneous groups, children in -

heterogeneous groups can meet with friends of dlff.eagent stages

% - of de‘VeIopment they can ’Iearn {and are stlmulated to_{do-;sc‘)_

*

finally, they can .participate in the program as they feel com-

fortable. No child is forced to meet a standard set for his or'.

her age group because standards, if they exist, are"not’ made
explicit.

12. A flexible arrangement of room structures and surroundings can

enhance the opportunities of the children to provide their own

ex‘pe'riences.'h In principle, every field of children's aotivities‘
‘can be represented within the ¢lassroom.
13. *Eqmpment, toys, books, etc., “shouild always be selected accord-
' |ng ;o the ‘generat ‘theme of actwmes, per'haps in cooperation

4
oo with parents . and 'chjldren'., Such themes may be. _"The Group

Life," "Exploring thé surroundings," "CTiIdren;, of Foreign

Fl

'workers,'f""ChiIdren Come to School," and, s0‘forth. .

-

"14. Instead of a fixed schedule (weekly, monthly, or yearly), an
.0pen pIan cIearIy orlented to the heeds a'i'ld |nterests of |nd|-

- a\%dual chlldren is preferable .. .. ' -
15. " Finally, the- teacher !5 not the all- know:ng expert but a partner
" of chlidren and parents, ready to beneflt from the:r lenowledge,
“"-thelr- |deas, and thelq abllltles to open up opportunltles 1.’or

Iearmng by experlences and to |nsure Iearmng e

‘The sntuation-or‘iepted approach cannot’ be planned only on a day to-

"' -

day basis. lt is a contmuing process that starts as an 1dea but siowly

T g e

by the situation itself) how strongly people vary because the

T variety -is—greater;-they-can-help.and_care_for one another; and, o

5]

i -

>
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comes to mclude all facets of the Iee;rnrng process. Step by step, through
%r__acu_on and'reflec‘tlon, the whole educatuona! ‘institution undergoes an inno-

H . B L] ) . -

‘vative process. This process can be \expl'ained in greater detail actording

to the different schools of the approach. ® .

T

, . Schools of the Situation-orignted Approeich vo-
. o 7 R \
e The sntuatp_on approach Startlng_f{nfith the Iso::ial sciences The situ-

! . T e

ation approach (see Table 1, flrst column), |n|tiated by Jérgen Zimmer, is

an original curruca!um development%ﬁproach that, in comiparison with the

~ . otffer two schools, puts the greatest thasus.on the eocual-scuences.
) ‘ onsultlng Wlth, klndergarten teachers, asomal °science ré;earchers have
R chosen. and an;!yzed .chlldren s prese’nt/énd future-llfe situations and have !
:preeented their analyses, to teachers. The teache‘rs -have then continued ,
. L % o

the deveIopméntaI process‘ by transformlng the analyses into teaching
Ja . units, glvmg parents and chlldren equal chances to contrlbute to the

. teaching/learnlng /processes. . in partlcula ' parents and their ch|!dren are

¢

,encouraged to contribute to the;choice of’ anaIy5es and actwuties, to help

e make decisions about educat|onaI aums,.and to  assist in determ|n‘|ng the

“ o -

‘ concrete parts of the® group “work referrmg to life 5|tuat:ons Through
th'QSe dufferent pr01e<;,ts, specific parts of the social realzty (such as play-

.- J'
)

...-f';' - grounds, hospitals,. and schoois) are presumably snfluenced in orde&to

"

P / mee \Chlfdl‘el‘l s needs’ and to facllltat? their efforts in dealing @dequately

J .
for - '
" _with these situatlons The underly:ng |d$a is to open the klnderg.arten to "“j

,“ the coml’nun:ty and to democrat:ze fthe communlty through klnder‘gar‘ten _f et

:.',_ ‘\ - . B

fnitlatuves Teachrng units may laét 5everal months, sometin-;es seVeraI

L

_fi ;/J'_,,' T units are. deaIt Wlth at the sa;'ne t:mejp . T )

oof e : _
( ! In ‘the begmnlng, the situgtion approach was d|rected plilmal‘l|Y<
e . .

N L

ST - toward the content of the teachlng p’rocess and the teachtng/iearnlng

0-1 = .
T 2y i B , . g -

&

-
H




relationship ‘per se. However; during'the federal trial prografn, [t became

. clear that the ‘working conditions in the kindergarten strongly affected the

I

implementation process.“ The model projects utilizing this approach had

\M
excellent working cenditions (l.e., two adults in a group of children, time
) for educational planning:‘ extra rooms to subdivide groups, eéducational .
s ) ¥

L

equipment, etc.).‘ Adherents ‘of this approach therefore.fight for l_:Letter
i L"-'j‘ A ] - .

working conditions for all kindergartens,* asserting that improved .condi-

t|ons will provide better ‘chances to ‘realize the currlculum Thus, this

—

approach can also be considered the most poIiticz’zed"of the three. -

The situative approach: Starting with the socialization process. The ,

situative approach’ (see Tablé 1, second column), represented by Erna ,
Mosk@ and her colleagues, started from . very traditional kindergarten

backgrouhd and educationai plannlng and*has tried to inject |nnovat|on into
- 9 N .%‘ -
—— them. Accord1ng to this approach the ’lndergarten teacher works within

'the everyday situations iri the early childhood 'group (how the chIIdren
. ' 'pla“y and what they talk about and Iook at) and tr|es to enlarge on these_

activities. A ‘“curriculum, if considered a book of preplanned actmttes, is.

Fl

~*not necessary " Every teacher has to find his or her own way.

%ometlmes th1s approach is strlklngly similar to traditional klnderga:‘-

N ten work, but the flne examples publlshed 'II'I flteratur'e (M'erker, Ruslng,
& -Blanke, 1980’) demonstrate .that l‘nnovatlgﬂg "ls possible. These e)fampjes.
« . lean heavily on the‘pla{/ activities of the children. ﬁ.Sit!._l:a‘tic'Jns frofn outside
”in the tommunity seem’ to be integrated imto play :ntering on stores,

' *'ﬂf ‘banks,' famllles,_teachers, matertais, et’c Thus, the communlty can be
d : ' ;L-"Iconslderéd to be represented, t:)ut no special changés, elther in the com- _
‘ ) ‘muqlty 'or,Jra the klndergart‘énd'#s working condltlons or type of educatlonal

. Yn "IN b
O . D — - 2

L .p!anﬁing,':,are ekpgcted. Lo R ‘ :

2




The f"eqzral trial program has shown that ktndergarten teachers really

.
need a curriculum !f t,hey- want to functlon effectwely Without special

Y - -

inservice training, guldehnes are not enough Although guidelines made it

oy

easy to get\ star'te,d |§l the process of 1mp|ement|ng the situative approach

they ‘were soon left behmd ln _order to act and refléct en more demanding

- -

. . programs‘ - N - T . a

The s;t‘uetlon‘ortented approac}- Intearating' socialization, situation,

and social sciences.: The S|tuat|on-or§ented approach (see Tabie 1, third
el
: column) developed by Frithjof .Oertel,, and his coIIeagues at the Unlver5|ty

PGt

+

\ T of Hannover sta\ted asia mutual exchange ‘between some sclenttsts and

-, many klndergarten teachers. Or:glnally, the teachers were able 1o

-

fulfil) the demands of social and educatlonal sclentlsts and were d:ssatlsfled -

wath ‘fhe scientists' work Slowly, from v15|t to wsut, f_rom observatlon to -

L]

observatTon, from one bit of uQ_ to the next, a mutual _understandlng

\

Sy &

. - . L
bemeen teachers and scientists was &eveloped This understanding led to

a currtculum out of whlch the sclentls eveloped frames of reference (the

/the theory/practlce module for curricud

S -

understandang of soc:al educatlon

A

‘~ lum development, and the inte ratlon of aurricutum werk as .a part. of the

+

overall kindergarten concept The, teach"ng unitsper se were the results

{ .
of. the teachers exchange P cesses, action, and reerction. The currlcu- . .
Iurn was desugned to give equal attent(on .to‘.the child the theme (situa-' .

tion), ‘and the~.,d|sc|phne Eve,hyL\eI orfl was made to ascertaln the pl‘Opet'

balance. L Y 0 - ¢

‘ - - i . . r
. The federal trial program demonstrated the usefulness of this integra-

“ -
-

mO- T
-~

3 ¥kt

' ttve pOSltIOI’I .Materlais could . be rewsed to refiect a gre&er Openness to

Py

i,

the sutuatlon ‘and f1e><|b|hty for the Iearrner The currlculum, t'he cleveIOp-

s S
b ue‘
24

¢ .

! nient of whnch is consudered only ohe part of the act|V|ty of the teacher,( .
. - . ‘1J

" J

TGN

s
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-
5
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« « -~ will not be undermilled, if. other aspects of the klndergarten—do-not ehangevﬂf——:——
e v .
_Although thls approach begins with traditlonal work and with the everyday

S _sltuatlonsi‘that can be observed in the rgrou._lp.,...innpvatlon within the whole

VU —t : s .
setting is the final goal., The community® cannot be completely excluded
! - "“E ’ -

from these changes. - . :
oy r - fo. E'c'.. .-"

Criticisms of the Situation-oriented Approa?:h

\ Although widely used and accepted, si:tuation-oriented approachesr

haVe encountered - severe crutIcnsm from the very,B’eglnnlng, and the criti-

w@b e

cl’sm- has increased in the, last few years.: ‘:‘Some of this s:r:tlousm has come

' ~

}‘ ’ " - b .
from the researchers who introduced these approaches. Some of the ques-

-
- +

. , tiops raised by such resear,chers are enumerated below:
’ 7 J - . o -
‘ 1. What is me{n by the term "situation?" .

-

2. Can the , situation chosen be fundamentally, not only prag- .
A

£

. Matically, justlfled"

¥ o ) 3. yHow far-reachlng should the analysis of the s|tuat10n be""
~ . 4. To what degree. is it really possible to allow parents .and chi!dren ‘;
- ) ' A to partlcipate |n\the process of analyzung situations' and imple- -
’ - ’mentlng sntuatlonal fearning? | . ' L . )
\ - 5.[ ﬁire al[.,‘; mterpretatlons of s_utuations {for exampje, "Piaygrounds ) -
. S in the Neighborhood") acceptable?, 2f."not,_ ho/v/ c'an the ina;:u-t b -'_.
- FEN proprlate ones be recognlzed‘? s ) N ,,v\’
- ) - A\fter a careful .analysis of the situation, what should be” !ncluded !
. : T the teaching process" . o
; ~ ‘_' Y.ﬁCan educatlon adequately answer ,to all the different levals. of ;
“1' . S soctaiizatlon that can be foUnd in & grqup of children? | ! g:;
T - . : )
f%f ‘ .. \ — 8. How can: gj)erally accepﬁed‘ overall goats be managed toﬂ keep the ; *
% e full support of the group” - . T . "‘;“ ‘ ’:%
: S LR LoD
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- 9. _To what extent .can educatuon really be combmed wlth the\ play of °. . - ---*;rf
S chlldren" L
‘ -

10. What are t}le measurable effects of the approach ong‘éhuldre%s

deve!opment‘? . . : .
W ™ . : - !
Although ™ the questions "have been formulated, - research to date has' R
/\
d:s\covered only some of the answers, and the ‘fundmg of res*earch in this

AP
field has come almos_t to an end-

Fl

Lo i - ¥
I' Other fundamental criticism comes from outside the .research com-
A L4

¥ - P

B .
mumty mvolved with the s:tuatlon-or;errted approach. Thiese major points !

have been' coliected, reorgamzed, and annotated (Holtershlnken 1982).

The- criticisms are worthy of cohsuderatlon_and will be answered point by
- - B . "y

r .

point. . ol o

. : LS B
Religious \arguments.  Fundamental criticisms* come from religious
" ) *

educators (Kaufmann\,ngéﬂ) who find the s_ituation-oriientea approach

F o N § '
anthr;dpblogicat!y unsound, especially when implemented according to the e

’ sit/g/;r’ation ap‘pr“c.)ach. These critics assert that the overall goals, of autonomy

. g V.
an’a emancipation underlying the situation-oriented approach™ should be s
;,r{e’vised. _Howéver, they are not sufficiently including the social respon- v

/"sibility of every individual in a given society, and, in fact, a re\{isiion'c_)f

s

these goals has been accompﬁshed' by the adthors' addition ‘of -"solidarity",

-
-

the overall*goals. The basic human actwuty"of managlng one' 's S|tuat|0n,‘

' the argument goes, is overstressed to the exclusuon of culture, tradltuon,.

A

hlstory, and the value-bound behavior that is ;nfluenced by thése factors oo .

-

(s:ee-Colberg-Schrader_& Krug, 1980). In other words, the human be?
d.

!

is rot seen by.these critics as being as "free" as the sitdation-orien e

: apt?l?oa!fh: in‘ipjie‘s. . | o . i

.
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Regarciless of their derivation, the overall go'als of [tuatior'l-oriented y

~ .
" -

approaches and thelr emphasis on, social:zatlon can be ju l’fted when seén
‘ \ g

fr,g:{a brdader: perspective. Learning is funaamentany sqcial’ Ietnlng,

is, a continuing dzaiogue and an interache process it makes sense,

) therefore, to start formal- education’ with L strategy that first approaches .-

- 1Y . _ F
-.the socializing process at home -and tackles real-life [situations--their

T

'é'nalyses, erfrichment, ' and changes. Des,nptions of this| process mctude

labels like !\wtonomy," “self-, socual, almd factual competence,.‘l "seIf-,

reluar;ce," -and so on. It is the social cf'mensnon as a genefak learning field .,

thag is of concern. Thls 4efln|tion of Itlearning has no hing to do with

actionism, social technology, lack of tradition and history| or avoidance of
1 ] -

value questions. There ma be dangers |in l‘:.hese trends, ' but thes'e\ﬁe-

- proaches stem from differeht interpretations of learning i gaeneral. - .

. Arguments from~social critics. Arguments next cojne from scientists

[

who are very critical off our present sodiety. ‘ They point out that the |

-

“approach has not developed a theory of sociéty. Asss rtxmg that real-life

situaticjns shouldn't be taken as final ,states; that one cah choose voluntarily

ituations have to be

-

irr order” to-manage, these cri-i:‘ic_s argue that real‘ife

changed through actions according to a developed concrete utopla Chang-~
' ' L - - —
ng c_me's individual : life situation, step (by step; doesn't satisfy these -

-
i

critics. They fear that athese@(gfforts will simply stagnate society at its

J

present Ievel (Geulen, 1975) ) o - .
If critics poirit out a lack of a ut0p|an model /of socuety implicit.in the

' 4

approach they must reme‘rnber that they .have a rlght to \g-uLe thear wews,

QoL but they must not Torce their own salutions on all peopl.e. an beings Neu
ot o . + . b _
! ~ . should not be expected to accept only one perspective. The—i terpre',tatiqns-n

. and_ definition of/ situations and.their results require long ‘term discus-

TN

.’.? N -‘:
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- ) .
‘suons wuthmwe eysf 1ear{jmg Qg’oup -Otherwuse, teachers, students; ar;(d

Bl T | b\.. - o — R e ——n
parents would abe' %nbjec-t to foreign w:ll and would nes/er become self-
_deflmng human bemgs. Deflnmg processes cannot be predeterrmned for .

. JE
alll‘times-géand environments; they must be experlenced and developed -

i 1 ‘
cooperéf’fve!y. The situation-orien ted approach |s a process .approach
. . o - ’ .

emphasizing methodology _and not| contang. It 4s, therefore, open to

.
- * —
- . .

“

everyone's interpretation. . - ) i .o .
. - - 4 P )
Criticisms based on develogimentai; psychology. “Other ™. critics

" C , P oo “,
(Gockelgr, 1981) stress a_lack of orientation toward developmental psy-

.

-
L N . ' Ay

chology. They claim that the’ pa;tioipation\of 3- to 6-year-old children,

along “with their parents,. in “the analysis™of. sinations is psychologicatly

unsound, . arguing that children dannot be equal to adults in analyzing

situations. Children, these critics claim, have different ‘views of reality;

w5 - ) . !

it is possible th'at‘ they would define real-life situations in ways radically

dnfferent from the mterpretatzons of adults. " However, in kindergarten *

e T Tt I - N -

B _—

2
e

programs utillzmg the 5|tuat|on oriented approach; the role of children

mvoi‘v-,e\d in analyzmg and developmg the sntuatlon dlffers dramati all'y from
.the role of adults. In their own way, within the|r IeveI of undelitanding,
children can partlclpate. Admittedly, it is difficult to make socialization
proeesses -and educational proposals compatlble, as even the authors of-

these approaches agree, but it is Worth the effort (see Zimmer, 19?3,

- -

p. 43). Developmental theories and empmcal data, - have also shown that,

k]

although psychologlsts have been mmhnally mvolved in crea%g the 5|tu-

& oy .
at|on-or1ented approach, this method 8oes not demand ach:evement beyond .

~ -

\r the. ablllty of the 3- to. 6-year-old Chl|d Certamly, partlmpatlan requlres

mteractlve capacities Ieadlng to the phase _of concrete operations. T_héo'
.k v ‘ - PR

development of _matemais for preschool learning tasks is cent/ 4 to this
. * - - . L * ‘\ . B
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‘approach. However, a simplé'{adherence to; P*aget's agproach |s :nadeQUate
g? . \‘:é"
because” egocentnsm and soc;al Iearnlng seg;q,to; be mutually excluswe at

»
W )r*' -\'\_ B

th|s age. The development of the Iearnlng protesses of preschool chlldren

‘ o ' " has to be fundamentally reflned e o . T o
. - * * N - s - o . ,‘ ) ..., * a
- e umentsy concernlng Neo-Marxian inf-luence. Finally, some critics
_Q =Y e

actually fear a Neo-Marman influence on klndergar’een uyork resultlng from \

-'the sltuatlon oruented approach ?Mauer, 1980).. " This ‘almost irrational . =

- -1

cntlclsm has to do with the or‘,gentat:on of ttle‘app'roach toward Piaget's
findings- that chiidren° develop their moral judgments in different stages.
. To these critics, th|s means a nefusal of ;’lassu:al eth:cal thinking wlthm

_—_— the churches, especially within the Catholic church. Criticisms also con-

,

~ ~ cern the critical theory of Habermas., in WhICh ethucal“posstions cannot be
i simply stated by authorlty (rellglon, church, “or party) but must be
‘ “de¥eloped through human commumcatipn." R ) o ', . -

7 To refute these claims, it can be drgued that the ethical norms of any’

—

religious denorr"ﬁnation' o “social - group are hot lost when childrén are

x.-*_... <, - -

|nvolved in™ the development of thelr own system of values. . Condemning

thls as & . ‘Neo-Marxian appr‘oach s’ absurd For the chlldren’s sake, the

[ HR——

,\-

- -

O _ perspective of speciai |nterest groups must be rejeéted Such views may T

Ll

be presented, - but, because the st\.lcture of thjqé ng, speaklng, and

acting is not merely’ an adapting process, tj‘ley will’ not be accepted ‘. - -

While space‘ does not allqw for a specuflc answer to all of the cntl-‘ Wﬁ:

clsms Of the s|tuat|on-or|ented approach it may be n‘(orted that they are 1o “ N

e some\ extent self-contradictory} In agddition, mese&argumfﬁeﬁnm :are bgund”too 'ff
gﬁ _ :,- ) Spﬂmflc duscloiines I,ax;d interests, and in _many cases ask «tOo f':',"'c"' of the‘” : \.
: theoret:cal t'JEN:kgf"l"-ll'ld and prattlcal reahzatuon of the aE?)anch "Ah, . ,

Lo # - .
_Iedu_c_ationat approachv can ne\_/er‘ solve all prgbler_r_r_s 'and be acceptable-_t‘o all
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mterest groups. Hoi.vever, these criticisms -‘in'clude the main points.of the o
present dlscusslon of ‘preschool educatlon in West Ge@and pomt out

some of the inherent dangers, ) T

Cg - :

'{l'he next section Wl“ deal fundarnentally' mth the ! sclentlf'c back- L

ground that supports the sltuatlon-o%*lented approach. Thls background .

wlll make clear that the approach is essential for compﬂtence formatlon and
) 'ldentlty development durlng the chlld's preschoor years}' SOCIa| Iearmng is .

the. fundarnental agent of change in the’ chHild's early development. If thls _ -

point can be |IIurmnated, even the rnost profound scepticism about sltuat}oﬁ-

,‘ orlented curricula should disagpear.

4

ARGUMENTS FOF\f THE PRIORTTY OF SOCIAL EDUCATION

e , INHEARLY CHlLDHOOD .

" First argument: Changes in currlculurn development and research

[}

] ¥y . . . ) -

) (i.e., in applied researcth:are reactions to worldwide‘-trenﬁs in basic re-
search: The shift. toward -situation-oriented curricula from function~

* oriented (also. called "discipline-oriented"‘) _curricula' has been described. in._”
" didact‘i',i:“'liter_-_;a_ture as a shift toward (a) proceéss versus product orjenta~:

tion, (b) interacgim]jgtic VErsus behavioristic learning, (c) teachers and’ . 7

Iea'rners being treated as subjects rather than objeot‘s, ) cur‘riculum SR

deve]_oprnent by teachers themselves rather than by experts, (e)¥ decen-

trallzed versus centrailzecL declslon rnaklng, (f) context bound currlculum .
as opgosed to currlculurn materlals neutral to cont‘!xts, and (a) task orien- -  « _

' tation rather than knowled’ge Orlentatlon (Becker & Haller, 1974, Deutscher‘ .

. Blldungsr‘at Blldungskornmlsslon, 1974' “Therna. Offene Curr"cula,i‘ 1973) i
‘*"' Those in West Gerrnany and elsewhere who choose situat:on-orlented‘ ) _A‘
currlcula (Wh!Ch became rno’re and rnore the ma;orlty 'bosltlon\_:lfer‘many) f. g‘
also choose a change |n the models ofé%basic researcl': They hav? rejected e {
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pOSIthIstlc or behavuoristlc positions |n favor of relativastlc, phenomeno-

1

logical posltlons. Humans cannot be seen as complex machines that can be

conditioned under scientific control to the right behavior for the imor:ove- -

mert of humankind. On the contrary, aindivit:luals must be seen as active

" * .

beings defining themselves in a continuing interaction with their surround-

ings, through experiences that forée them to organize, differentiate, and .

re'strfucture perceptiofis again and again but bring them to no more than
refative truth in the process (Breadmo-re; 1980). " The, situstion-oriented
"approach has to be seen in the Iight cof a tradition that stresses social

learning, |nteract|on, and commumcatlon as basic to lear:mng processes.

Second argument' Rece|§t efforts to descrnbe the development of the

ch:ld tend to emphasize the mutual exchange of , blological and soc|etal

factors in development, descrlb:ng r:iot only their existence but also. thEH'. )

|ntertw|ned effects at every step of development as well (Peukert, 1979).

' Whenever scientists in west Germany today try to descmbe the deve’lopment

3%
of the child or even aspects ‘of. the Chl|d's behavnor--for example, playing

4

(‘He’oens,treit, 1‘9?9)--they‘_dr_aw. from theories o'f'diff&nt. origins in order

e

‘to avoid a one-sided picture. Mostly, elements of cognutl\?nsm (Plaget,

Bruner) ape-' combined with those of psychoanalysis (Freud Erlkson) and

symboilc lnteractlomsm (Mead G&ffman, Krappmann) Parmentier (1979)

4

shqws us*some blological tendencres in Freud and Piaget._ He explajns that

“two ‘extreme posltlons of Iearnlng are no jonger acceptable Iearnin‘g as a

—

process of actualtzlng a genetic potentlal (as in maturatlon theory) and"

L -

' learntng as a, result of lnfluences from outslde (as in. behavlorlstac Iearnlng

theory). ‘lfo Parmentier_-, iearni_ng is‘ a defining process based on symbolic

e e L )
- interactionism: . L.
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Each definition of- a sitoatiOn which a humafi* being makes is.
based on his desire to pefcej\(e thé situation as it really is. But

the reality of"the ‘situaiﬁ;on‘ is_ unknown. You can never grasp a L
- situatio‘ﬁ in itself--ex;:ﬁpt from lits definitioh through the.think: = -
F_LL"PQ *and acting human being. i;??}?'lethi'-z:' .there 'are‘ situations_
|r(dependent of "deflnlng pr-ocei--.ses‘t of the human being can
never be kno\:m by this human being. . . . Defining situations,
. the;'efore, can never be an act of réfiection, ‘like tooking _irifo'_a
mirror. But at the same time it cannot be .a sinj.pie projection 4

. 4 :?‘ . . . - -_ .
either. In both cases the activity of ‘the human being would be .

limited to' the contlnual repetition of what already exists, be it
- within the subject or in the envlronment Instead, - | .am consld.-
ering the Jcf:lefinition,of a situation as an uhdertaking.in ‘which

si.:bjecti\‘/e;’ and ob‘jétiv‘e moments of ré’an are intertwined. The .t
-.I; . " - . -
situation/ thus defined is the expresri’on' of reality reworked by

. T . . “ 7 og . v . P .
the human being. (pp. 26-27) S , : :

Learmng tn itself is therefore an |nteract|ve process;. in its fundamentals,

it is s;tuat’on-orlented social Iearmng . "o /;' o B - Sl
- L Thl?d argument: A crltical analysis of ,theories and empirical data B
” . c0ncern|ng the develo;:;ment‘s of co_petence and 1dentlty formatlon in early

chlldhood shows that the deveiopment of mteractive competencles must have

prlorlty over cog_ttlve and verbal comgetencues In, order to clarlfy the
. process of |dent|ty§ forma_t:on m chndren, a, brlef descrlptuon of deveiop--,

ment in the cognltlve, Ianguage, and mteractwe domains follows. With .
*
respect to the cognltlve domatn, P:aget (1967), and Bruner (1970) descr;be,

-3 -

the cogmtu\te capacltles ln early chul_dhood as preoperat;ona! and -rigid with - -

A

respect to context and sutUatlon. But, thef-

T -
L
! %4}'{3‘\ T P




cognitive structure of young children’can be f:haing‘ed, as has been demon-

Ll -

strated especially by Russian psychologists (Galperin, 1969; Leontjew,

1973, Wygotski, 1974) Children can partially use abstract thinking, and’

LY

'Dspe(:ial studies prove that e’%’ocentric.speé‘ch_ has " the sense of dialogue

rather than monologue. ~Such é'peech can be seen junctioning positively. -

i

ag cogmtwe self-direction in problematic situations: ‘, - . - .
" This means that . thinking “and control ‘behavior have to be |
considered w’ith‘i\fygotsk‘l a__s_an- internaliza_-tion of anguage and of
ti'ie control behavior of the language community of the 'c.hilti;
egocentric speech 'is typical of the' transitional stage from .
: external speech to internal tf\ought. (Peukert, 1979, p. *Sing).t.
" 8peech de(/eiopment accordingly precedes cognitive development..

As concerns the language domain, “the ‘acquisition of language "cannot

be ex‘plained ,occef)tabl_y‘as a simpl.eq;:onditioni-ng process (cf. the dis- Y
b ® e N ) i A L - - . .

° ) : égreemént'between B. F. Skinner and Noam. Chomsky at ‘the end of the .
19505) Although‘ the role of i:iological or genetic determinants should. not

be discounted, language development is seen today as the learning of .

compiex action sequences that increasingly find verbal express‘ibn. Lan-

=

guagé cannot be. considered a system of symbols with which an f&ectwe .

P

reality can’ be cgpied‘ mstead, it represents a "way/i" Ilfe," a "practice

through ~use" (Wittgenstelng. 967). Consequently, verbal acts  have to

= be . seen as aétions in situatlons having consequences._ New research
approaches demonstrating this understandmg shovf that the child efrom his

or her earllest atternpts at speqking, tries to structure lnteraction. Fon

cap

»

1
|
{f_ . the child, every_,verba! act has meanzng depending on cognltlve knowledge.

Thr’ough problems of interactiona with respondmg persons, t_e child .is .-

T T,
. !“

syntactlcal .

(S

* forced to ,gi_\(_e__up naive r'outzneS' of !ntenaction_and to deyelo

e, ' S T S

sodinw K.
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,‘-\-'differentiatiori' (Miller, l976)- n the-rth'i.ld between the age nd 6

—years, verhal behavior becomes more and more independent of its context‘

.g‘

paralleling the development of the child's interactive capaclties and his or
her insight into dif‘l’erent perspect!ves on situations R

.. in the mteractive domain, research into the development of |nteract|ve
- :J' competeﬁcies in’ early ChlldhOOd clearly demonstrates that the hypothesis of
egocentrism in ear.ly childhood must be revised. Role taking does not
réquire concrete opéerational thinking Although much emplricai data
-_ explains that the preschool Chlld is unable to clearly d|stingu|sh between
his or her own perspective and the perspectives of others, thls result
should be interpreted very carefully. A .revised model of social compe-
~tence, according to Flavell (1974), Sshows. that elementary 'knowledge of

different perspectives in visual and affective ,_perception and experiencing
- RIS . .

ab|l|t|es are - used to different degrees according to the. difflculty of. a task .

!

- ‘(l,e-., a person rnay have the competenctes but may not necessarily use

them). lt is d|fflcult for preschool chiidren to anticipate and heed the

Ly

@motions and perspectives of othér children as clearly as they perceNe

I3

their own. ;;\n adult can interpret a ch|ld's behavior adequateiy only by

-

; L to actualize and develop further their capacities for changing their per-

<

spectives. [nteractive experiences thus have an effect on tioth speech and

Te * Lo s '.‘ - v

thinlsi'hg,__.‘- C o - ‘ RS

,.- -~ '-c-.¢ ) ' T fooe T 2

Fo'urth argument: An analysis of basic research :n early chiidhood

"demonstrates that social learning deserves preeminence in early childhood

Thie fundamental areas in early childhorod

S e b

exists at a ver_'y' early- age. An individual has to consider the. perspective

of others- in .order to fulfjll personal ’ intentions- 'Hovvever,* role-taking o

seeing the sutUation thirough the chll'd’s eyes._ Chlidren needgto be taught

R _,' \i

.
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development': a:s 'defined in this literatu\re,- include (a) shifting from ego-~ . -

centrism to sociocentrism, (b) assuring one's role in appropriate age. and
‘ sex groups, and (c) learning empathy, (i.e., 'reflecting on one's own. role .

- in® relatioh to others). These steps are all'overall -goals of social learning.
[ - . . . “‘ b . - . '- - .
. The process of development from a preoperational to a concrete operatiohal ’

stage "in -thinking, speaking, and interactirg "can be seen as a process in

which interactive potentials’ lead to a differentiation of syntactical structure s

e - - UL BR - e et - — =

. “and’ a clearer verbal descrlbt:on of compiex situations. In"the cognitive
domam tHis potential helps the” transition to reversuble 0perations (Piaget)

?

.0 . \and to’ a.continuing decentralization of perspectives of perception”

- - (Peukert, 1979, p. 167).- *The situation-oriented apprach can certainly

. . . . . . . ." + SF - ' . .
aid in this process. : . _

*

Fifth argument: The structure of iht,_éracti“ve processes in early child-

¢ .
! . .

', hood must be set up_“n accordance with the overall gpa]s of sociaf Iearning_

¢

L Such social Iearnzng must be seen as occurring within a sutuation-orlgnted

context* VR 7 , R

1. The development of the child must be seen as an lnteractlve ' '

’z ‘prjoc‘ess in which the reactions of the -child are affected by the
actions. he or she has learned to expect from adults and the ®

-actions of adults au‘e‘shapec'i by the reactions they expect from

L]

. the chiid.*"

' . 2. "The whole personality of the child, in all its dimensions, must be

s -

2 ‘ . ) ﬂ . 'inclu’ded

3. leferent stages of development (for which the cognltrve theory

*

L of Plaget, if mod;f:ed, is still the best frame of reference) must -

1-;% _ be taken |nto account by the teacher.

-:.c_—_‘ . - . . 'Y - % N ' .

N
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: 4, \ \Learnlng must be irt rpreted as a d|alect1cal process that neces- .
. ' 5|tates continual rest ucturlng of the thll‘lkll‘lg process m the |
attempt to cope w|th yroblems. Educational. Iproc,esses and pro- -
grams  must /be sha}':edl i order to enviéion the child today in -

A © terms of his or her potiTntial for the future. ' A R 3
| CONGLUSION o S .

-Preschooi -education in West Germany. can be seen "in;_terms of several __

perspectlves resultung from various aspects of the reforn'l movement du;ing v -
- lJ" +

.the last 15 years Tbe present situation of the kindergarten, which-

+

serves 3- to 6-year-old children, can be best demonstrated in the develop-
R /. N )
ment, |mplementat|on, and evaluation of its programs. eT‘h(ee stages of -

e development have ‘been descrubed and today's’ predomunant situation~-
I
oriented approach has Been charagteruz&[ and |Ilustrated through descrrp-

3

-

tion of |ts/d|fferent schools. v.
Thi / approach an ‘its ‘instructional materials have legitimized pre-

. - % + LY i
’ schooljducatuon as an ‘academic field and given |E an educat|onal perspec-

-~

its own right. -One hopes that’ thls bodes well for preschool‘ .
w "\\_
educztion in the 1980s.” Criticism of the approach, mostly the result of the

tive |

__ econbmic crisis and political conservatlsm, cannot stand up to,.research
_tincans. The _basic prlnclples "of the sutuation-’or;ented approach have
been justlfued. sc’lentlfucally. After years of applied’ research--development,

i - jmplementation, evaluation, and revision of educa"tiona‘l concepts and mate- '

1
L) - - .

. ‘rials--the a'pproach is now ready. 1’01~ .wOrldwude use. its materials are

: * appropriate for preschooi |nst|tu1:|ons in any country with .an mdustruallzed
?g - 'socsety srmllar to’ West Germany S- In_.gkheory ‘and practice; its methodolpgy .
;{:;, m§y be used fo\r'-(curr:cumm deyjelopment throughout the world.

L]
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S o The .I.er‘m "situal:ion-omented approaqﬁ" ¥s used i this discussion in

St r'efers generatly to all varietles -of the approach but--lf S0

~

. noted--a!sa"ind:cates speclficalfy the curricuium devised by Gertet and
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Table .l . . ‘ .
1 ﬂ" % - IN' ’ ’l -
Schools of the Situatisn-oriented Approach T |
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Type ;g;ﬁ A;':'proa_ch Situation Approach Situative kpproat_:h Situation-oriented Approach
1. Adthor and ~ Jiirgen Zimmer and the . Erna Moskal, in conjection Frithjof Oertel and his C;‘.)-__;L
g developmental . Working -Group in Preschool ~with a mixed working . workers™ W. Dichans, S.° ‘
v - group’ v » Education of the German group of the Ministry Bose, R.-Chr. Bracke, R. , %
: = - ) _. B ) ' ' v ' | \-'}:'
X § ? Youth Institute at.Munich,.  of-Labor, Heafth, and 'Blihrlen-Enderle, M. Rty
‘ % . ' ;-cbmpqsed for. ;’;_ever:af yéhr-s ‘Sociat Orc.ier at "Dedekind, H\. L. - Fichtner, i o
E . R ) i . - . o - X ' b :
' ' . of about 30 éxperts in the  Dusseldorf in Nordifiein-  A. Gerke, and W. - -
A field and- kindergarten Westfalia Liekefett, in cooperation 7o
= p 5 . . T i
. teachers and socual— educa-— with kindergarten teachers P
. Itors of Hesse and Rhlneland-- - ' -and  socjal _edflcators “of Y
' ] . Lower Saxony=-a pro;ect o
o Ce . . ' vk . T s
v . carried throdgh - at . the N
R “University of H‘an'nover.;l' CTe
A R ?
“Curriculum Soziales Lerhen. Arbertsh:lfen zur Planl.mg_ Elementare Sozualerzuehung_. - o
. - e P N = - - . . -+ 'f“':;‘.:
" “Didaktische Einheiten fiir  der Arbelt im_Kinder- Pramshlifen fiir den Kin* T
: . - | &7
-7 P L ' N ""ﬁ +
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Situation Approach

. Vorschulerziehung, 1980).

den Kindergarten [Sociai
Learning _(‘.":u;-_ricglu‘m. .
Téa'nching ijnfté for- Early.
Childhood Education].

(Arbeitsgruppe

3

% 'Work]b

(Mlnlstgr-fur
Aﬁbeit- 'Gesundhelt und
Soziales -des’ 'Landes Nord-

'rhe;n-.WQs,t,f"alen, 1983).
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Typé of Approach

Situation .Approach

Situative Approach . :

_Situation-oriented Approach

- -

F‘: :
W

T
PV X

3. Main content

28 umts deallng wlth sub-

jects such as telewsmn,

8 chapters and 3 a.ppen-.

. '&k\!‘. LS

handicappedl childr‘en,
children of f‘cj{reign-'

workers, childrénin. the

hospital, etc, Unijts

"are. subdivided into intro-

ductioh;"maierials to -/
analyze the sntuatlon,
educatlonal propcézhs,

cooperatlon ‘ of. parents _

.and o?{er‘- adults, and {
- P

usé of didactic (

materials. .

M .. s,
. . £
. - N .
AT Lo - L -
‘ ’ “ 2 4-:9
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' Structures

§ituations, ¥ and. ""Coop- '

dices. Chapters include

L

"Kindergarten as an

“Institution in its Oown

Right," ®Planning and
Evaluation of Educa-.

. .
tional Work," "Methods

‘and- Organizati nal’

Edhq’catlonal

ii-« L‘i-cf

.Work;" "Tasks and Forms

of workl wij:h :Par_'erj(ts,

"Teamwork," "Materials -

for Kindergarten Work,"

Ii':Ghlldren In Speciﬁ@:'

<l :
.

8 units, inciuding M"Enter-

mg Kindergari:en," "We -~

~

Get ‘to Know Each. Other, "

i 3
"The Ki ndergarten ’Gr‘oup, 'f

"EVerybody Has‘a Fam;ly "

"Explormg Our Surround-" .

ings," "Wha; we Do Outside -,

of Kindergarten 'T‘img o

"People Here and in Other

I:*"Ilaces,-,_" and "We!'ll Go‘fo

“«.aa,z..,-e_j ’ gy
Fifst Grade." -Units ik

PR

'-f:lud'ef" general .aids~ for
planhiri:'g,', prorjosafs "fc§r'

practicai. -work, and hlnts '
_ ' .

‘on other mqtériéls. (Q;;- ‘

s
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g_i_fr-_ - : v t
S 3 ‘ N - ]
e _ an : . .
) : ] J .
%‘*} Type of-Approach ; Situation Approach _Situati\}e Approach Situation-or})anted Approach ' -
N . ? ) - N :
. h-_\_.' ( - £ , . i , ) - ‘
AR .o ' eratlon-with the Primary  ture books, stories, -play
; o ) Schoo! and Other Educa- materials, "handbooks' for B
“T 5 o - I 3
G .tlooal !hstltutions." . kindergarten teachers, "l
FO0 . . . : ’ - ‘ T}
e : L ) Appendices ihclude . etc. ). ) . -4
. : . “Fundamental Perspec- o R
. Y tivés in Educatlon M %] <
‘- ‘ : b : .
S ' - “Prescriptions of the Law,"" . \ *j
%47, DA ' .- . % ¢
gl -, S and "Contributions of ° . L
5.5"- - - I' : - . s " é. L] , . = ,!—“g
Ve * o0 . Y. the Institute'pof Soc1al_ : . 4
\_ L -  Education.®. . o . <
'ﬁx 4, 17 smuatton fiims to accom- Merker, Rusmg, and Film on conflict educa_tion.\
iy . - i
it e .. oy , G o
e ,‘w’”ﬁanymg Il erature 'pany dafferent teachlng "y, Blanke (1980) * at -the preschool *level N
'-—% L. N & .-t . - . .
and«othe relevant units. - Also Zlmmer (1973), L § L (brochur'e, 2 X 2 slndes, -
materialsh Arbeitsgruppe Vorscnbler-- A and cassette) Also e
zzehung (1973~1976), .and * B .. Kdéhenb‘offj and Oertel .
4' s . - X 4 ) . ‘.‘ .
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Type of Approach Situation Approach ' Sltuative Approach . Situqtidn-oriented Approach - ; |
Colberg-Schrader and (1976), Oertel (1978). -
, b : . ; : * r:
- ' Krug {1977, 1980). - . )
- . - - N Ao L] ‘\ 'L
: . - - . . . - ‘i:}: ..‘. . -
5. Target group Primarily kindergartens - Primarily all kindergar- Primarily the individual ;
! and training institutes. tens and training in- kindergarten teacher and '
T o - stitutes in Nordrhein- social- &ducators, person-
3 B e - . - . i
¢ ' Westfalia nel of traiping institutes, :
- . ] and preschool eXpe'rtf. % s :
6. Educational aims Autonomy and compete'nce Self-confidencey communi- Se!f-cofnpgtence, social )
.and ovJeraIl goals  (solidarity), cépacit-y to ‘cation skifls, discovery . competence, andi factual .
for the (j:'hild‘ ) ma}':age life/’ situations in and undersi_:'anf;qli”ﬁfgxzof' competence -(a rt:o;'npe‘l:ence v
‘ r. social contexts. ‘one's surrbundings, arti- set); developmehtlof fopms - i
- culati_or!\;nd r?mnagement of social contaet; rl"',esolution‘
of changing life situa- ¥ of conflicts; understanding &
. . o . o | . .
. . ¢ B L
- . tions. \ of sOcietal structures in R
. ) . ) kil L. , : ‘ - ‘
o ~ - '- ] - . . .,- i . I ) 53 o )
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-8. Process of Chcice and :an‘alysis of. . Observation and its_ ‘Choite of situation among, |

- s".

preﬁent and future real-: =str:uctuning}-de?ining' the - teaching group (ob<™

fife sstuatxons by resear‘ch-"’- themes, “developing " servatioR®and: ‘collectton of

~

. “ers a_nd others -myqﬁf‘g_g;_ ' themes according to -~ information), analysis = of
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ST . .o conting.'led analysis of - !earnang flelds. . : thie " situation - (documénta--
L ‘5|tuat|ons, resultlng ln T L '_ - ffdn and judgment) deci- .- - -
g Zﬁ; . e ‘: ) 1mmed|_ate changes; Llnk- ) - : L -sions- -about ,rte!ev'ant--lairng{ “

e S age*between sotial tearn:ng e me.fhodo!og;cal o'r’i_e'ntation-,

1 technical skllls wnthln s - Co .and evaluatlon following
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thls. process* coqper‘atlon , ' T lmplementation. :
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among parenté 1n definlng i
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Project'/ﬁistory
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- 1971-75:" Development of -
materials in Hesse and

* Rhineland~Pfalz. |

- 1976-78/79:. Federal trial

program, including the.

.2& 9 partiéibating Lander.

Forr’naf:ion of sp'uecial _

L evaluatlon group for the '

- «

program. - )

Rewsmn .

B

1979-80

2

T . i r', i

1974:

Pub'ficia'tion of

_materijals.’

1976-78?79:

Federal trial

- program in 8 Lander.

T Sp'ec:ﬁc ‘-evAalulatign of |

_ _'mai:erials‘bj'/ an iht_é_}jna'l

eyaluation group. v

' sion for use in the
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Revi-
Y

" -Specific evaluation-in

1976-78/79:

1980-81

19‘7_0-71_: Prepatory stage

1972-75; Development ;of
materials in Loweg‘"Sax_ony.
. Federal ~ trial

program- in - 7 Lander.

Lower: Saxony.. .
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and Freire. Reaction qr'i_é;f;ted approaches; .

subject orientation, con-
.‘5\‘: . B

against function- -and .

“discipline-" orierited tent orientation, but afso

a'lpbroaches and tradi- - h-agz_linst too much’ action

tional kindergarten work.  in the classroom. =«
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Table 1, p. 9 ) "
- . “Type of Approach Situation App;‘oach " situative Approach Situation-oriented Approach
) 3 . :‘_1:\..:\- - ) ‘ .‘\‘
- LI . ) * T -
jf" 10. Scigntifié . \Robhinsohn, beu'rey, llili;h',j"f ".. Reaction agaihst fuhcti'qﬁ; . Roth, Hentig, and:the new

social studies in the United

h

.States. "Reaction . against

systematic 'ieaur_'ni?ig in

preschool education  and

traditional social education..
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