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INTRODUCTION:
1. ENVIRONMENTAL CHANGE AND UNCHANGED BEHAVIQUR:

There has never hbeen a period of social and ecconomic as well &c
enviranmental and technological development which in any respect
compares to the rate of change after the Second Werld War. Today
economic productivity, world-wide communication, and scientific
progress have become "the dominating factore in all conditicne of

life" (BUCHHOLZ,A., 1978; QECD, 1974).,

At the came time, however, neither educaticnal procedures nor
social  and individual behaviour have changed accordingly. Gene-
rally the man-made environment ceemes to hbe getting out of touch

with the anthropological matrix of man (PECCEI, A., 197%).

In future, <cocieties will have to counteract the tremendouz
Cleavage between two almast contradictory peycho-social develop-
mente. On the one hand industrialized sccieties live in the
spirit of - and somehow depend on - a high level of success-
orientated self-confidence ac far ac the functicnal scientific,
the technoleagical and economic progrese ie cancerned. On  the
cther hand there existes an increasing awareness of insecurity or
even fear, because pecple are confronted with their own de-
structive capacities, with attitudes of sccial refucsal and with a
strong feeling of sencelessness., The critical and recigning attij-
tudes are particularly wide spread among the younger generation

CJUGEMDIWERK DER DEUTSCHER SHELL, 1?81),



While success ic all the eacsier, the more goale and tackes are
limited to cauce-effect related aspects in subsectors of 1life
(e.g. in engineering, surgery or functional education>, tre-
mendcous insecurity exists, because of man’‘c fragmented identity:
= in the face of increasing “cecond-hand experiences’ €.q.,
from cocial sciencee or media,
- in the face of little agreement about what values are rele-
vant,
= and in the face of micsing holistic health, educaticn and
welfare caoncepts.
So, in cspite of come great technical guccesses and outstanding
sccial developments of highly inductrialized societies, particu-
larly wvoung people feel threatened by the cscientific and tech-

nclogical advance.

Thue, educaticnal as well as cocial svstems are confronted with
unresolvable tensions and dichotomies. On the cne hand the eurvi-
val of industrialized scoacieties depends more and more on the
success of science, economy and sccial Flanning <(KAHN,H., 1%7S
&,b), on the cther hand they are canfronted with manifold ecolo-
gical crises in terms of pollution {air and water), in terms of
social  breakdowns (within innerurban or large-school structurecs)
and in terms of human deformaticns (by thalodimides and other

drugs - if not by education?.

Altogether large elements of European culture tend to be more and
more incompatible with their own aims and values (SCHELER, it

198c,2), <=ince religicus, <ccientific and humanistic dimenciacone



are gqenerally no longer interrelated as in earlier concepts like
€.g. that of G.E. Leibniz in the 17th Century or in warld views

cf R. Steiner or C.FR. v. Weizsdcker in the 20th Century.

In this situation, quite incompatible demands are made on educa-
tion. 0On the one hand education is to prepare children to “func-
tion” within adult society (e.g. in terms of vocaticnal or campu-=
ter competence), on the other hand it is expected to ‘safeguard”
children against utilitarian and alienating forces in cocieties
and in the politice of the day (e.g. by means of critical media

or palitical education).

In sc far the European problems in education are nct very diffe-
rent from those of other industrialized countries. But thece
problems exist in & cultural and educational different context,
and they are reflected and acted upon quite differently in Euro-

pean education:

- since education ie still strongly obliged to nec—humanictic
traditions and their interpretative patterns;

- since educational systems encompase sirong organizational
and curriculum structures of the past - particularly <so in
the secondary school systems;

- and since there exists & dichotomy between national educa-
tion concepte and compulsions for an European integration,
which favoure as well ae hinders new orientations in educa-
tion (KOMMISSION DER EUROPAISCHEN GEMEINSCHAFTEN, 1973).

*
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2. EUROPEAN REFLECTIONS AND ACTIONS ON EDUCATIONAL PROBLEMS:

However, in the early 70ies most European countriec reacted to
these educational preoblems rather inconsistently with their edu-
cational traditions and social circumstances. In those davs most
European countriec were strongly influenced by American approa-
ches in educational planning and by linear concepte in psycholo-
gical and sociclogical research, which were en vogue. According
to such research concepte - particularly to demands from lear-
ning theory, educational economy and social pelicy - many Eurc-
pean countries tried to cope with their educational cricses in &

rather functional and additive way.

Some consequences were, that the educational reforms resulted in
a rather quick expansicon and in a learning aorientated reorganiza-
tion of the >educational systemd{, while the >educative process<
became increasingly depercsonalized, <Fragmented and lese motiva-

ting.

Quite often educational policy in the 70-ies made educaticon
dependent on <cocial and economic demands instead directing it

towards human and child development.

But, in the meantime there ic increasing awareness that
prevention of psycho-social malformationse may be better eco-
nomic and sccial investments than an accelerated learning, &
training in new mathe or & specific vacaticnal education - as

the following graph indicatee (SCHLEICHER,K., 197%),



1. Impairments of children as a burden to society:

The acceleration of the deprivation of life chances will easily be seen from a flow-chart, which
demonstrates, why it is difficult to break the vicious circle of inequality.

Education Com tion Prevention
within the family by famlly therapy by family education
together with the famity i
as pareri sducstion i

INCREASING ACCELERATION OF LIFE CHANCES OR DEPRIVATIONS

1. GENERATION 2 GENERATION
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of e parents.
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In addition scientific reasoning in the early Flies was dominated
b» neoc-pocivietic, linsar-causal paradigms and by strong in-
terests in  chort-term gaine, which tended to subordinate the
child to rather csimple input-cutput concepte or to instructiconal
technolagy and often disregarded cide- or long—term effects. But
meanwhile educaticonal reforms are subjected to more careful
examinations of their anthropc-ecological implicaticne. For exam-—
ple psvcho-physical <cide-effecte of medicines and food ingre-
dients or cocial and ecclogical after—effects of ecaonomic and

sccial policy warrant increasing concideratiaon.



Already in the early S0ies percho-physical hinte were given,
which fpointed towards the doubicusness of rather <celectijve
and ephemeral intervention strategies, mentioning:

"... we believe that relatively superficial charactericstics
which the individual may» develop in a short time fared cha-
racteristics which refer to highly conecicus and eacily con-
trolled behavicure and mannerisms ... are not Tikely to be
very ctable. ... stable characteristice are more likely ta hbe
based on interactional procecses, ware of relating to
phenomena, life st»le, etc.” (BLOOM, B.S., 190d4,p.4),

Hypothetical Short and Long-term Effects

a) Growth of stable psycholagical b) Long-term ecological effects
characteristics {Bloom)

Stable Gains
charac-
teris
tics
Short-term o
intervention Optimisation
'\ of short-term gains

Ecological
Loung-term Ic;ng-t.erm
effects t planning t
Generally there is growing awareness that scientific paradigme,
which were dominating in the 70-ies, canomot develop integrated

educational concepte, since thew largely micssed an anthropol ogi -

cal and ecological dimension. Inetead rather additive curriculum-

imn

elements were decsigned by researchers and taught by teacher
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while the ccordination and inteagration of different subject areas

wae left to the children.

In addition it became quite obvious, that most of the short-term
and rather partial investmentes end up with counterproductive
social  and ecclogical preblems and tend to increase the crises

inctead of decreacing them.
*

2. INCREASING AUWARENESS OF ECOLOGICAL PROBLEMS:

Say, from the mid-70ies onwards frucstration emerged with the
functicnal ecclecticism and an ecological way of looking at the
crises appeared to be essential, as examples - from the fpre-

echool and school area — may highlight:

~fter D>pre-school planning{ had been strongly geared ta schoal
cuccess in the early 7lies, it became increacsingly clear at the
end of the decade, that isclated training in the cagnitive domain
had little lasting effects (BRONFENBRENNER, U.,1972) and that a
more integrated and long term crientated education (for the whaole
life <cspan) and & more interrelated, compound planning of

sccial  and educaticnal policy wase needed (OECD, CERIFECE 1977,

03

p.3>. It now is argued e.g., that & personal stabilization and
the development of personal interest are of utmocest importance in
view of an unstable world and an increasing leicsure time, or that
educational policy can only be effective if backed up by & mat-
ching family palicy and a supportive social systems.

On the whole, increacsing attention ie paid to the >ecology of

the child<.



At the >school level< it became cbvicus, that the concentration
on learning hierarchies and curricula did not come to terms with
major learning and behavioural probleme ¢ e.g. the drop ocut
problem or certain anti-social schoal structures) (PLOWDEN,
1973, Furthermcore these concepts did not prove relevant for the
etudente” later success at university level (HELDMAKN, ., 1984;
- HOCHSCHUL-INFORMATIONSSYSTEM, 1983) or for vocational competen—
cies., Therefore it ie increasingly stresced, that educaticn has
tc be more relevant to the children, has tc integrate schocl and
cut-of-school experiences fe.g. in terme of home-school rela-
tioned, has to strengthen extra-vocational and extra—-functional
capacities (e.g. the abilities to concentrate, communicate and
cocperated, and that it has to stimulate & synthesizing besides
an analytical way of thinking.

Thus, the >ecology of learning and development{ beccmes an

important field of educaticnal recearch and policy.

On  the whale it has become quite obvicus, that the <fundamental
problems in education require a more holistic, integrated and
life-relevant concept. Therefore schools urgently need an  ap-
proaach:

- to interrelate their activities to the bio- and <cocictope

cf the children and to the envircnment;

- to strive for the enhancement of celf-directed learning and

the peycho-cocial stability of children;

- tc cope with the cummulative expancion of Knowledge in &

sy¥nthesizing way;
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- and to reconcile a scientific-rational thinking with &

basic value orientation.

Today, a >human ecological approach< in educaticn appears tc be
the meost promising point of departure for future ocrientated
education in Eurcpe (SCHLEICHER, K., 1975, pp. 2231-2&80), <ince
this concept enables use:
- to emplay the potential of the neo-humanistic traditicn in
todayes context;
- to interrelate or restructure diccsociated subject areas
(e.q. by extending the poly-technical dimension to & pol -
human concept);
-~ to transcend national parochialism in education ¢ e.g. by =«
European and global perspective);
- and above all, to come to termes with the fundamental walue

trises in education.

Such a human-ecological approach seems to be indispensible be-
cause the owverall >strain on children< tends toc be <cimilar to
that on envircnment. - Furthermcore this approach interrelates
education to the sccic—economic and cultural environment, but
does not limit the ecological dimension to environmental problems
and repair-strategies. Instead it recognizes that human demands
and ways of thinking are at the heart of all ecological problems.
- And finally the approach offers & human wvalue crientation,
which transcends competing ideclogies, <ince it ie directly caon-

nected with an >ethic for survival( (ROHRMOSER, G., 1974,2)., Such



an >ethic< seeme tc be mandatory, since the environmental, social
and individual problems are increasingly predictable.
*

In view of the sketched challenges and European traditions in
education this paper will discuss: first to what extent the
educaticnal crices have been enlarged (bevond the well KkKnown
influences from economic and social structurec) by the media, by
recearch paradigms and by the educational <esystems themselves.
Then it will be explained, why there are increasing demands for a
more holistic, integrated, and life relevant concept of education
- respectively for another period of educational reform. Finally
it will be pointed out, that there exists little chance at the
moment to cope with the underlying value crises in education,
unless one starts from an “human ecological”’ perception. Such a
perception not only favours the development of percsonal, <cocial
and human identity but alsoc interrelates an ‘ethic for survival”
with & “self-directed behaviour’. And all these aspecte appear
te be indispensible for the mainternance of human and democratic
societies (SCHAEFER, H.,1972).

¥ ¥

I. CRISIS IN EUROPEAN EDUCATION

Educational crises are in fact no unusual phenomena in history.
They usually arise because educational syctems tend to lag behind
social developmente (SCHLEICHER,K.,1984,a> and because thece
eystems are confronted with the dichatomy: that school subjects

are dominated by paradigme of the past, that the teaching ie tied

10



to precent day demands and that children are to be prepared for

an unknown future.

The educaticnal crises are usually the greater, the quicker
societies and their social conscicusness change. Therefore educa-
tional reforms have been linked to pericds of social unrest and
change as the developments after 1798, 1848, 1919, 1945 and 19648
or the intentione of educaticnal reformers - e.g. of Humboldt,

Freinet or Plowden quite clearly show.

But, although the educational reformere and reforme intend to
bridge the cleavages between socic—economic developmente and
educatiocal philosophies or structures, the educaticnzl ceystems
have become so complex and inflexible, and the social as well as
techrnolegical changes so rapid, that the educaticnal crisie ap-—

pears to be a continuous one and almost unsclvable.

Generally, todays educational reforms ternd tc be either too
partial or tooc short-lived attempte as that they would be able
to “adjust’ (not to ‘adapt’) education te the cocial and politi-
cal as well as to technological developments - €.g. after the
Sputnik shock in the late SO0-iec or after the social and <ctudent

revaelt in the late &0-jec.

Beyond these rather traditicnal challenges to education there are
important new inpute that increace and accelerate the educational
cricses today. On the one hand the amplitudes of educational

crises are intencified, on the other hand they have hbecome more

11
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transnational (European), and Ffinally they are now no  langer
related to subject areas or scheoal systems only, but influence
all areas of educaticon at the came time, i.e. home and school
education as well as media and adult education (INTERNATIONAL

BUREAU OF EDUCATION, 19700,

1. PROBLEMS WHICH RESULT FROM EDUCATIONAL DEVELOPMENTS:

Al though there are still different national educational crises -
e.g. with public schoole in Britain, with sex educaticon in Swe-
derni, with migrant workers’ education in Germany, and with univer-—
sity staffing in Italy - the more general educaticnal problems

however are common tc most Eurcpean countries.

Today most European education systems suffer from the fact, that
educational recearch and policy of the ?0-ies were too much
concerned with traditional school subjects and with educational
structures and hardly succeeded in developing educational con-
cepts:
- which motivate the majority of children (LEGRAND, L.,1983;
HUSEN,T.” et al, 1974> and support them in their search for a
meaningful life (HABERMAS,J., 1774);
= which help the children tco develop self-learning strate-
gies and toc come to terms with their own and sccial prob-
lteme (SCHLEICHER, K. 1784,b; RAUVEN,J., 1784);
- which 1ink envirconmental and school experience or prepare
the pupils for cut-of-schocol life (e.g. in terme of media

education or career awarenecse) (DEFORGE,Y., 1980);



— which foster extra—functional studyv-capacities of alder
cstudente most relevant for csuccess at the  wuniversity or
vacational level (HELDMANN, W., 1984, pp. 382-3%92, cf. pp
SEff
- and which help to bridge the increasing dichotomy between
educational theory, schocl practice and the attitudes of the

children.

But, after <come problems of the educaticnal systems hawve been
sketched, it now has to be made quite clear, that educaticnal
crices result to & large extent from disintegrated social
demands on educaticon and from the media“s impact too.

*

2. PROBLEMS WHICH RESULT FROM SOCIAL DEMANDS  AMD  FROM  MEDIA

DEVELOFMENTS :

Generally educational cricec are strongly provoked by incongruent
social demands on education. Quer the last 25 vears education
hae been confronted with quite contradictory and quickly changing

tacske to deal with.

Im the late 60-ies e.g. demande for “equal educaticnal opportuni-
t»" collided with increased pocsibilities in subject choice and
early specialization (DEUTSCHER BILDUNMGSRAT, 1971), <cince chil-
dren from lower econcomic strata largely preferred practical sub-
lects, which often reduced their long-term career opportunities

CSCHOOLS COUmCIL, 159&9),

—
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Orn top of these problems cther conflicte emerged since the early
70-ies, when centralized curriculum planning clashed with exten-
ded parent cocperation(SCHLEICHER,K., 1972) and with the insight,
that individualized and life-related teaching had bk» far the
greatecst influence.

And since the 80-ies additicnal ceonflicte arcee in view ot the
decreacsing kirthrate, increasing decentralization in education,
and the financial rececssian. On the cne hand school s were bur-
dened e.g. with an accelerated generaticon gap having & dispropor-
tionate number of old teachers on their ctaff while an the other
hand the traditicnal right of parents - to opt Ffor different
schoole - led to their indirect coentral, which schaole remain

cpen  in view of falling school rales (FOUWLER, G., 1982, pp

]

1,35).

Finally, today‘s concurring demands for & better technological
education <in the face of the new media) and for an  increased
ecclogical education f(hecause of the increasing technaological

damages) add to the ectabliched conflicte.

Due to all these - quick changing and often contradictory - goale
educational ‘output’ never corresponded with the changing social
expectations. Instead tremerdoue conflicts are produced, e.qg. by
dichctomies between equality and quality of education, between
comprehensive and competitive educaticon, or betweern university

expancsian and academic unemplovment.

But, if teachers, parente and students are never able tco meet

public expectatione, thern conciderable distrust emerges from the

14
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public towarde educaticnal planning, and respectively from educa-
tional policy towards the educaticnal swvetem. And even worcse, the
quick changing social demands limit educational reforms to what
can  quickly be put into practice and they temd to turn education

intce & “function® of chort-lived impulees of the dav.

Thues, the education crises in Europe can only be 1limited:

- if concepts for educaticnal reform become more congruent within
themselves and have more cof & long range orientation o that taoc
much patchwork can be avoided;

= if schools are not primarily geared towards teaching content,

But are more concerned with the learner and his competency to

cope with social and media developmentes CBECKWITH, D.,1983;1%784)

o

- and if educaticonal reforme are not cne—sidedly enforced by
specialists  and governmental agencies in power (NIESER,B.,1984),
but if they also involue teachers ac well ac parents and are made
mare acceptable to the public.
Until now, Austria appeards to be the anly country which has
at least & certain mechaniesm to prevent fashicnakle and
partial educaticnal trende, since legicslation for educatiaonal

change needs a qualified parliamentary majoarity.

Howewver, educational problemse do rnot only result from concurring
social demands but alsc from certain political or technolaogical
developments as will be exemplified by the media‘e impact on

educaticn,

Gf all the techrnoclogical developmente the media perhaps have the

1&



largest influence on educaticon. Since the invention of printing,
media have produced or intensified educational crises. Today s
crises are e.g. intensified by the development of televisiaon,
video—games and computere (SCHLEICHER,K.,1984,a>. Generally “new
media” have <such an impact because education tends tc react to

their effecte in a threefold wayv:

Firet, educational awareness of technological developments or of
their impact on sccial developments is subject to a time—-lag.
Newspapers e.g. led to the develapment of public opinion, televi-
sion to changing leisure attitudes, and computers ta new forme of
contrcl  and active participation. But, all thece developmentes
have been realized by education with considerable delay. Conce-
quently educaticn tende to “re-act’ on the developments inctead

of influencing them according to educaticnal agoale.

Second, education coftern adapts itself too much to technological
structures. It is not only, that early mechanical praebleme  of
typewritere led and - because of the exiseting equipment - =till
lead to rather inappropriate arrangemente of the tvping kevs and
to typing courses, which adjust to hardware demands C(QUWERTZ -
effectd, but in a similar way scftware ctructures of computerc
fas e.g. Pascal or Fortran) determine todav‘e learning procedures
and structuree, <cince they are geared tc Functional demands
teither technological or adminictrative demands) but hardly care

for the psychologyr of learning or the neede of the user., Euen in

the area of early childhood educaticon there has ecarcely been any
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relevant educaticnal influence on programme <tructures of the
media or on the content offered by them - perhape with the
exﬁkeption of some precschocl televicion shows or Logo <(PAPERT,
S., 1980). Generally technical structures tend tc dominate educa-
tional procedures instead gf educational expertise influencfnﬂ
media structures, media programmes or the didactice of content

presentation.

And  third, <chocols follow the socialization of children by the
media, i.e. education comes too late tc be effective. According
to the overall attitude in education schools do not offer “‘media
education’ earlier than at the secondary scheool. However this is
too late, because important media attitudee and behavicural pat-—
terns have already been established in early childhood or in  the

primary school yeare (HAVLICEK,D. et al,1980; HILL,C.,1983).

Thus, if parents, schooles and societies want to cope more suc-—
cessfully with the media‘s impact on education - which not only
influences the children‘s learning attitudes, but alsc has an
impazct on the children’s out-acf-school activities and their con-

ceptes of life (SALOMON,G.,1981,pp. 8%9ff) - then it follows:

education has to be more aware of media developments,

= it has to participate in the develop ent of the coftware,

- and it has to start with media education in the early

grades and it hase to cooperate with the home.

17



On the whole educaticnal crices are considerably determined by an
overlap of technolegical developments, competing sccial demands,
and educational structurec.

After some of thece aspecte have been sketched their wider con-

text wil)l be analyzed now.

3. REPERCUSSIONS OF CONFLICTING VALUES AND RESEARCH PARADIGMS:

The educational crises are strongly influenced by controversial
value concepts and research paradigms, which find their repercus-
sionse in a missing common csence ac far ac educational philosaphy
ie concerned and in the widespread feeling, that education hardlw

fostere the children‘s identity.

As far as the value conflicts are concerned, educaticnal problems
are almost unsolvable, Ffor pluralistic societies are at logger—
heads with any philosophy of life. It ie not only that the medie-
val cosmic order has been secularized, personalized and negative-
¥ interpreted through the ‘enlightenment’, “‘existentialism’ and
the “negative theory’ but alsc, that most value patterns have
been fragmented by economic liberalism, scientific specializaticon

and competing internaticnal value systems.

Therefore pluralistic democracies are increasingly based on for-
malistic symbols (as e.g. “equality of cpportunity’) and on a
‘cult of normalcy’ (as analyzed by public opinion palls) (BENNE,
KieD.,194%) ., But at the came time there is an increasing demand

for & ‘post-conventional’ ethic, although schocls offer little

L]



opportunity for a corresponding education (RAVEN, J.,1984, pp.

431-4432) .,
So, if one views the loss of the cosmic ocutlook in relation to
teday’s inclination towards formal regulations or behavioral

trends, then one undercstands:
= why education is forced to restrict itself to additively
‘curricularized’ dyefuncticnal taske of socialization,
= and why education hardly includes a search for meaning in

ite aime.

Im additien it was the scientific analytical approach, which
first demvstified wvalue concepts by its reascning, and which
meanwhile tends to demystify reasoning iteself (firct through the
sociology of knowledge and then through the theory of scienceg)
(JONAS,H., 1980 2; - HABERMAS,J., 1974, Pp. 23-84), Moreover,
ecience ie based on convergent lagical interpretaticonse, while
life and education invcolve divergent exposures and contradicticne
too. And finally» - although science offers important Knowledae on
pevchic traite and on partial education problems - it hae nei thar
come up with synthesized educational concepts (RETTER,H., 1978,

Pp. 135-130) nor can it produce wisdom and ethics.

Thue, although school subjects are strongly geared towards the
sciences and although educaticon is strongly influenced by them,

educators get limited help from the sciences bevond rather func-

n

tional <strategies and concepts. Therefore one wonder<e, whether

the ‘Centre for Educationa)l Research and Innovation’ does not

1%
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expect toc much from recearch, if it stressec the need for the
development of a common value system in the face of todaye ecano-—

mic and <cocial menaces (DEPARTMENT OF EDUCATION AND SCIENCE,

1981, p. 4.

These are at least some of the reasons, why schoalse and educators
have difficulties to explain what they intend bevend a functional

training and beyond social demands of the day.

However, it has never been ac important to come to terms with the
educational crises in Eurcpe as it is today:
= since there has been an enormous increace in the children’s
psychological instability (e.g. in the case of migrant, cne-
parent, or handicapped children) (NEWSOM REPORT, 1%43; -
LEMPF, R., 197S,pp. 180Fff);
- c€ince large bureaucratic education systems are inimical ta
learning motivation, perconal relations, and educationxal
flexibility (e.g. with their formalized curricula and with
the conttucus examinations, that have little prognostic rele-
vance anaway) (VERNON, F.E., 194% 3, and 1940);
- since the educational reform euphoria has made the pubilic
believe (particularly in Sweden and Germany) that sccial
problems can be solved by education (e.g. by campensataory,
pre-school or comprehensive schooling);
- and <ince educational and <ccial wvalue contradictions,
which in the 70-ies were concealed by ecconomic expansion,

educaticnal extension and technological installatione, are no

TS .



longer hidden since the freeze.

Thus the European public is confronted today with aggregate
educational problems after it had become cbvicus: schooling is
less effective than expected ¢(POSTLETHWAITE, N., 1974), curricu-
lum development did little tc increase the learning motivation,
and educational planning often reinforced the inflexibility of
the sx»stem and did not match with the individual or =social de-
mands in terms of educational qualifications.

x¥
IT. NEED FOR CHANGE IN EDUCATIONAL STRATEGIES

In most European countriec the educational crises increased over
the last decade incspite of the financial investment in educatic-
nal reforms and all the goodwill of parents, teachers and admini-—

ctrateors.

Today more or less all European countries ecuffer from <chort-
comings of the earlier planning mentality, which quite often
started from the acsumption:

- that educational systems and learning procedures could be
cset up to produce motivation and socially adequate beha-
vicoursy

- and that social life (i.e. an integrated cociety or &
neighbourhccod could be planned according to all the diffe-

rent neede.

Generally the concepts of the 70-ies were too mono-causal and
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linear to deal adequately with the sccial complexity and dyra-
mism. I¥ one considers €.q.: the tremendous mic—invectment in

school buildings, the large numbere of unemploved teachers, and

the consequences of inadequate curricula - j.e. if one examines
the large investments in the meanwhile often unused rescurces
(DEFARTMENT OF EDUCATION AND SCIENCE, 1982, p.&) - thenm the

educaticnal reform period appears to be one of the most inetfec—
tive rplanning periode ewer. Obwiously & different corncept of
educaticon and sccial planning is needed tc cope with todav s

prabiliems.

1. DEMANDS FOR CHANGE IN EDUCATION&L POLICY AND PRACTICE:

Becauce <cocieties Hhave ta cope with quickly changing economic,

sacial and media developments, linear educaticnal planning has to

tbe substituted by more open—-ended strategies. In addition educa-

tion has to be safeguarded againet toco partial demande of the day

= they may» ke sccial demands or thoee of certain subject areas,
FAccordingly  new French initiatives aim at lecs specializa-
tion in  the fifth grade f(ceconde indifferenciee) and at &
broader arientation Fericd at the beginning of univercity
studies fun semstre d'orientation? in order to avoid tao
early» channelling intco particular career opportunities. éAnd
similar measurecs are directed against the daminance cf <saome
subljects fsuch acs mathematicsd, which conctricted the dewe-
lapment of differentiated intereste and competencies in the
past {LE MONWDE DE L'EDUCATION, 1%24).,

LoL
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In several countries broader and more child-orientated educatio-
nal goals are stressed to combat a fixation on specialized Know-
ledge in limited areas.
In Britain e.g. “& framewcrk for the schocol curriculum’ draws
attention tc the need "to help pupile to develop lively
enquiring minds, the akility toc question and argue raticnally
and to  apply themselves to taske, and physical skille,..."

{DEPARTMENT OF EDUCATION AND SCIENCE, 1921 ,p.3).

Te achieve these goale some countries favour str

ategies for more
subject-overlap or integrated learning activities <feither in
terms of project learning as in Pocland recpectively “reccurcec-

based learning’ &= in Britain) or by setting up “learning prin-

ciples” which are mandatory to all subject areas (ac e.g. in
Austriad (BUNDESMIWISTERI UM FaF UMTERRICHT UND KUNST,

1970,78,82). Such activities have particularly been strecsed with
regard to environmental and prevocaticnal erientation, or with
regard to home economices and media eduaticon. Qbwicusly it does
noet appear reasonable to enforce an even larger spectrum of

unrelated subjecte on children.

And  finally there is an cverall swing in educaticnal palicy away

-from early childhood and univereity education towarde in—-service

training, <since <sccialization thecries are no longer taken for

0

granted and <cince university expancion does not meet sccial
problems.  Instead in-service or lifelong education appear to be

more effective to cope with the social and economic dynamiem.

P
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However, &1 in all educational strategies are mare concerned
with limiting dicadvantages of earlier educaticnal refcrme than
with searching for a wider - perhaps ecclogical - educaticonal
concept. And above all, thece policies are not even read» »et to
come to terms with developments of the new media.

¥*

2. DEMANDS ON EDUCATION BECAUSE OF MEDIA DEVELQOPMEMTS:

The rapid change in the perceivable environment and the rew
demands on human attitudee recsult to a great extent from develop-
ments in communications technologies CHAEFNER, K., 1982). The
media — which were criginally developed for mastering the cutside
warld =~ are meanwhile the third most important socialization
agent in scciety next toc home and school. Newverthelecs educatic-
nal policy pave camparatively little attention ta them, and the

curricula =till cee them more as teaching aide than ac agente

T

which shape the meane for communicative action, the attitudes of

communication, and the conscicusnecss of the public.

Although a2 large amount of input-cutpur research exists, e.g.
concerned with communication structures, with aggressive heha-
viour, with learning of the recipient and with changes in lei-
sure-time habits, the sccialization influence of the media s
much less <subject to recearch thanm the influences of home and
schoal. Thue it ie hardly surprising that education ie werw
litlle concerned with the media as ‘concurring scocialization
agente’ .,

=

.



However, education urgently needs a different perception of the
media {if it wants: to understand their impact on education, to
influence the soft-ware producticon, and to educate children for

an adequate use of the media.

Generally & complex percpective of the media“s impact ie needed,
csomehow similar to that in health education, where phyreical,
perchological and sccial developments are regarded as interre-
lated dimensione of health (WHO definition in 1948>., If this were
€ with regard to the media, then education would not anly he
concerned with the cognitive or sccial learning from the media
(e.q. Ffrom televicion or computers), or with the sometimes ques-—
tionakle content of programs or the reinfarcement of problematic
attitudes (e.g. by tele-games and videced, but educaticon would
alsc care for the mediation effect, for the digitalization of the
thinking and for the emotional arousal (STURM,H. et &l 1972

17&
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Until now, <echools are hardly in a position to produce any rele-
vant media literacy although & large number of children spend as
much time with the media as in school. In case schacls offer any
‘media education’ at all fe.g. as projects or special subjected,
thern thie happens primarily at the secondary school level al-
though the media’s impact is strongest on young children. Fur-
thermcre the “media education” either tends to explain or to

criticize the media (MASTERMAM, 1983, but hardly helps  the

children to use the media inm their ocwn interect bevend entertain-
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ment, tc come to terms with the emcticnal effects, or to dewvelop
a]fernatiue life interests,
Therefore Austria rightly demands that media education
should be an integrative didactic principle throughout all

csubjecte.

A1l in all, the media contribute concsiderably to the educaticnal
crices, but education has neither & chance of influencing them
nor has it any integrated didactic concepts at ite disposal for &
complex ‘media literacy” (SCHLEICHER, K.,1?84,3). - Educaticonal
research is really challenged by the accelerated development of

the media.

3. DEMANDS FOR CHANGE IN RESEARCH PaRADIGMS:

Generally educational «crises are closely related to research
developments. 0On the one hand research detecte and incpects
educaticnal problems. But on the other hand it tende to increacse
the educaticnal problems: <cince it offere more cpecialized Kncw-—
ledge than synthesized concepte; <cince it produces more critical
evaluatione than it develops practical alternatives; and <ince
research recsults are a1l the more popularized, the moare they fall
in line with demands of educaticnal policy or with the spirit of
the times. On top of thie, a strong dichotomy exicets in Europe
between hermerneutic f(e.g. Piaget’ed and empirical fe.g. the
IEA ) cstudies, which not only follow different modes of rezsc-
ring and specific tyvpes of dicscourse but have alea complementars

strongholds in education.



On  the whole, European education suffers considerably from re-
search paradigms. Only a small minority of research programs is
interdisciplinary and comparative in its approach or longitu-

dinal and ecclogical in ite scope.

First, a change towards interdisciplinarity ic needed, to limit
the rather one-dimensional demande on education as made by  the
csocialization and learning theory in the &0-iec te.g. in termes of
compencatory concepts and learning materials) or by the achieve-
ment ewvaluations in the 70-ies (e.g. by measuring subject kKncw-
ledge with little reflection about the relevance of the content
or ite meaningfulness to children). On the whole more reciprocal
supplementation between different percspectives ie needed:

- €e.q. between educaticonal and medical percpectives in view

of the perchosomatic strain of schocling (LEMPPR, F.,1975%;

- or between educational, environmental and work research in

view of the pesrcho—social aspecte of Jeisure or work

¢LOOSE,G., 1%83),

Second, more long-term research it needed Wbl W .D.Set a2l
1970, <since toc many educational reforms are baced on concepte
which hardly cared adequately for cide- or after-effecte ae cur-—
ricula development cshows quite clearly (MEYER,H.L., 1272)>. Here
long-term recearch would not only help to see education a= am on-

cing life-long process, but it could alsa paint to  the more

Un]
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asting impacts of education and on education CDOUGLAS  J.B ..,

17a8d;  SEGLOW, J. et al. 1972). To a certain extent it could ever



save children +from being subjected to a continual stream of

partial educational reforme.

And  thirdly, cross-national comparative analyses are needed in
Europe, since all the education svstems socialize children rather
subconscicuely in naticnal preconceptione and sterectypees (cf.
STUDIEN ZUR  INTERNATIONALEN SCHULBUCHFORSCHUNG, 1782, which
hinder & Eurcpean integraticon and an internaticnal understanding.
In addition, comparative dimencions can help to prevent foreign
education concepte (e.g. Secame Street) from being trancsferred
with little regard to the difference in the enviranmental coandi-
tions. Furthermore comparative evaluations of different educa-
tional «concepte are needed at the naticonal tevel, <o that the
pros  and cons  of different educational strategies could be
weighed up, and that school svetems as well as teachers could

chocse from alternatives according to their problemsz.

Finally, more integrated and ecological research of the kind ¢
necessary, which coordinates different thecory, wvariable, mode ]
and measurement aspecte (STOTT,L., 1970,2 ), or recpectively,
which caree simultanecusly: for in- and cut-cf-scheaol activities
(KIFER,E., 1975, for formal, non—-formal, and informal learning
procedures (DAVE,R.H.,1?73), and for ecalogical conditiaonse of
learning and development ¢e.g. the importance of echaol climate,
teaching styles, learning groups, or self-learning strategies?

{RUTTER,M.< et al., 1920 2 pp.24f,47,175,17%),

On  the whole, toc much unrelatable recearch existe in Eurcpe

P
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today, because there has been too little coordination in recearch
planning and financing in view of more synthesized concepts of
education. Probably the amplitudes of the educaticna! crices will
increase wuntil research (and educational palicy) come to terms

with the problems esketched cut above.

¥
Taday Europe e confronted with aggregate educaticna) problems
that were partly concealed until the late 70-iec. Therefore great
efforts are necessary: tc change research paradigmes, to come to
terms with media development, and to conceptualize a more holic-—
tic as well acs learner-crientated educaticnal pclicy., These ef-
forts have to be greater than in the early 70-iec:

- since parents and teachers are hardly ready to accept

another pericd of large-ccale educational reform;

- e¢ince research cannat offer cimple sclutions as  in  the

s

past but has to come up with more complex and integrated
concepts for education;

- cince the media have an increacing impact on educatian and
will offer educational alternatives;

- and finally, <cince educational policy cannct rely to the
same extent an centralized planning and uniform strategies,

because there are <strong demands for regicnal as well

ar
1]

cultural diversificatione and for increased participation and

celf-directed learning.

But educationsl crises are extremely difficult to cope with

40
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because considerable recictance existe towarde ancther periocd of
educational unrest and particularly towards purely» functicnal and
Fragmented reforms. Furthermore European integration demande an
increasing mutual adaptation of educaticnal svetems, but neither
the states nor the public are ready to give up their educational
traditicons. The consequence seems to he: either & new educational
‘common sense’ will be developed or the naticne will stagger +rom
ane educaticnal crisic intoc the next,

ITI. STARTING POINTS FOR A& VALUE-ORIENTATED EDUCATION

In spite of a variety of conceptual, didactic and organizational

alterations which have been made on the existing svestems cwer the

tast years, little progress has been achieved in developing an

integrated concept of education.

Ferhaps education could learn from the natural sciences te.qg.
~hweics and biclogy?, where two complementary trends of develap-
ment might be cbeerwved. On the cne hand there ic a tendency to
analyse the ‘composite’ im ite part structures - particularly sc
at the micro level,
Thie development led from mechanice to atom phyeice, recpec-
tively from plant anatomy to malecular Biclogy.
The countermovement on the other hand is concerned with fundamen-—
tal principles of the ‘composite”, i«e. with the formative dyna-
miem that created the world at large and the structures of ele-

mentary particles tao,



Such concepts are concerned e.g. with the quantum |adder ar
biclegical ecaology.
Bath these frontiers of science are closely interrelated and the
most creative insights result where they are interrelated ctcf.

HEISENBERG, W., 1948; - BORN, M., 19489; - WEINEERG, A.M., 1984).,

I+ cone now compares those camplementary developmentse in  the
natural sciences with the <ituation in education, then a certain
lopsidedness in education is obvious. The forefront of thecreti-
cal discuescsions and practical experiences have been agreatly ex-

tended ac far as correlations of certain variablese fe. dearning

ja)

components  and teaching methods) are concerned. But, these in-

gighte can be used for almost contradictory purpcsee \e.g. for

)

indoctrination as well ac self directed learning) because funda-—
mental insights - which guide an adequate use of the educaticnal
strategies - are missing at the macro- or ecological level. It je
this micssing macro-frame of reference which is really at the

heart of today e educaticnal cricec.

Until now European educaticon has proved rather incapable of
coming to terme with interrelated dimensione at the macro-level

as the following aspecte show:

The human being is anthropologically cpen to different develap-
ments but it has no instinctive cense toc select an adequate
“bictope” for life and educaticon (TINBERGEM M., 1%72,5,p.107),

= therefore education depends on value orientations.

[ 1]
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And social svetems are all the more threatened, the lese theyw
support the psycho-phyveical stability of children {e.g. SCHRE-
FER,H., 19772,

= therefore it ic of prime importance that education fosterc

an integrated personality.

And  finally, man never had to assume as much responsibility for
the future of his especies and environment as taday (LORENZ K.,
1974,7),

= therefore education needs an ecclogical percpective and hac

to be orientated towards & global human identity.

Thus educaticn not anly depends on - but alec has to work for - a
complementary development of an individual as well as & altobal
identity (HABERMAS,J., 1974>: <cince it ic only the individusl
who  can realize responsibility, and it ic the global tdentity
which increasingly turne to be & conditic cine qua non for human

survival (JONAS, H., 1982,2),

How  these fundamental conditions of education and for education
may be used as starting paints for coping with the educaticnzl
crices will be sketched cut in conclusion.

*

1. STARTING FROM AN “ETHIC FOR SURVIUAL- :

Teday “‘nature’ ic regarded in anv Eurcopean economy» as the fourth
decicive factor for production next to labour, capital arnd land

TMEADOWS, D.H. et al., 1972y, In & similar way educaticnal palice

(AL
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should pay more attention ta the pevcho-phyeical nature of the
learner - berond the traditional components such as the learning
environment <(i.a. <echocled), the learning procecse (i.a. didac—
ticed, and learning results {i.e. certificates ar achievement
results. Such & widened perspective ic unavoidable, <=ince mare
and more children are faced with peycha—sacial impairments, since
& large amcunt of developmental energy ie used up befare children
leave schoal (ROGERS, C.R., 198%) and since an increasing number

of adclescente tend toc be “drop-cuts’ or unemployved.

Thue education needs an ecological perspective, & perspective
which is not only concerned with crisee of the ‘outer world’
fe.g. with pollution? but alec with the cricses of the “‘inner
world’ (e.g. with psychic disturbances). And if we are conscious
that man has brought these impairments upon hie environment and
upcorn himself through a short-csighted and partial functicnalism,
(WEIZSACKER,C.FR.v., 1972 4) then there ic a chance of developing
an ‘ethic of survival~” (ROHRMOSER,G. ,1974,2,pp.47), which may he
used &= & basie for handling the educational crises more adequa-

telw,

Such an ethic ic needed, <cince the ecological and value crises
can hardly be mastered by traditicnal educaticnal means or scien-
tific methods, which have beern amonget the causes and cources for
the existing malformations. So, neither ectablished school sub-
Jects nor the scientific reasoning can be put up as the only - ar
even most important - standards for the children e education  and

1ife,

(]
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Instead education has to start more distinctly from a concept:

= which reintegrates man intc the unity of nature and worke

for a global human identity,

= which sees &ll life stages in their own right and regards
children as human beings from the very beginning fand not

anly as human beings in the making),

= which stimulates the individual“c search for his own mea-
ning, =cince in future he has to cope with mare alienating

forces and with mor%leisure time than ever before,

= which regards human celf-realization ac an integrated expe-

rience of body, spirit and mind,

= and which demarcates the “tolerance limits’ of environmen-
tal and socialization strain that can only ke transgrecsed at

high human and sccial coet.

Im wiew of thie concept any education will somehow fail: i+ it
falls toco much im line with Ysoccial and economic demands <, if it
neglectse the hidden curricula of the rmediad, or if it cimply
reacts to dperchological labilitye, ta miseing motivation and to
incsufficient celf-realizations either with punichment and pedago-—
gical cver—-stimulation or with functicnal training and curricula-

rized learning steps.

Altogether a human—-ecological dimension can be perceived as a



possibility to regain an overall framework <for human self-
interpretation at the macro level. It can help to develop &
‘post-conventicnal® dimension of »ethice for survival<(, which
gives quidance bevond the repairing of the existing svetems.

»
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. STIMULATING SELF-DIRECTED LEARNING AND & SEARCH FOR A MEANING-
FUL LIFE:
I+ human ecology is ta be an important basis for education and
educational reform, then the orientation towards a rglobal human
identity{ has to be supplemented by learning experiences, which
favour the development of lperconal identitye (MASLOW,A.H.,
193%>, Such & percsonal identity ic indicspencible, because a post-
conventicnal ethic cannot be enforced upon somecne but it has ta

be approved by a person (KOHLBERG,L.- et al.,197&),

In addition such self-directed learning and the search for a mea-

ningful life are urgently needed:

= becaucse the social changes and leisure extensions demand

continuous re-orientations and increazed self-assurance,

= because the “informaticon scciety” will offer new learning

opportunities ac well as alienating dangers,

= bkecause the younger generation has to learn more cimulta-—
necusly with the clder generaticon and lese from it (ME&D,M.,

15747,

= and because learning is more effective and tranzferable If

Ol
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it ie closely linked with personal intereste arnd dicspositione

(RUTTER, M. et a1.,1980 2 pp. 14f,13044),

So, if education wants to increace the development of enquiring
minds, self-responsibility and & cearch for a meaningful life -
recspectively if it wante tc decreace deprivaticnal effects of the

educaticonal instituticne - thern:

= education has to be more learner and praocesse than csubject
or institution crientated fe.g. ueing & communicaticon arien-

ted instead of & learning—based didactic)y

= then the learner needs mare cpportunities to link his 1ife
experiences, neede and interecte with learning “e.g. in terms

of project or community related warky;

= then teachers have to fulfil & tutoring and guidance func-
tien bevond instruction ¢toc make selfdirected-learning pos-

csible on & maore informal basie);

= and then more flexible as well as smaller school structures
are needed (e.g. structures which are lece tied down by state

contral and formal examinaticons).

Although &1l such aspecte have been well discussed in Europe
csince the Z0-iee and although they are partly realized in todav’s
schools, they have not vet beern reallw integrated in a theoreti-
cal and practical educatian concept, which i geared to <celf-
directed learning, glchal identity, and human ecoleagy.

T
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SUMMARY

Al though educational crises have been a normal phenomenon in
Eurcpean history of education, they are reaching a different
quality and dimension todax:
- becaucse education ic cften more related to administrative,
economic, and poalitical demande than to the needs of chil-
drern;
- because the traditicnal value systems are disputed in the
face of global communication and the development towards
multicul tural sccietiesy
- and because the change of the environment, of the society,
and of the scientific Knowledge have reached a dymamism which

exceeds the human capacity needed to cope with them.

But, bevond thece developments, which challenge education almoet
everywhere in the world, particular aspects of the educaticnal
crises have hecome apparent in industrialized countries. (&) ul Y
cother things they ctem:
- from the concurring sccialization effecte cf home, echool
and the “new media’;
- from the limited flexibility of the bureaucratized and
rather state controlled school svetems;
- and from the lopsidedness of educaticnal recearch, which
extended ite insight in some componente of teaching and
tearning but could not put forward & fundamentzl frame for

interrelating the different recearch reculte,

)
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Although all those challenges exist in Europe as in other indues-
trialized countries, the European conditions for the management
of the problems are somehow different from those of other coun-
tries. Until the mid-70ies relatively little attenticon had been
paid in Eurcope to the dichotomy betweern the accelerated sociaI;
ecanaomic and media developments on the one hand and the limited
increase in the individuale’ capacity an the ather, toc cope with
the environmental developments and themselves under changing

circumstances,

Meanwhile the aggregated problems are increasingly reflected from
humanistic traditions and/or ecological perspectives. To the
extent thece problems were realized, frustraticn with the earlier
reforms  in educaticon emerged. Generally it has become obvicus
that education requires a more halistic, integrated and 1ife-
relevant concept than approved in the 70-ies. Therefore cauticus
demande are made ever cince:

- for & broader, more learner-crientated and Jife-relewvant

education which interrelates in- and cut-of-schoal experien—

cecy

- for & ‘media literacy’ that ctarts parallel ta the «chil-

drens” wuse of the media and leads tc a critical as well ac

competent use of them;

- and for more synthesizing research paradigms at the macro

ltevel which are more ecalagical in their scope and favour at

the came time a perscnal, sccial, and human identity.

a
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However, there ic little opportunity to cope with those fundamen-
tal demands in education, unlesz Western <cccietiec crientate
education simultanecusly towarde & human ‘ethic for surviwval’

and towards “‘self-directed learning’

Until now the ‘human ecological approach’ may be concsidered acs
the most promicing dimension for such a holistic concept, because
it enables uc:
= to empley the potential of the humanistic traditicn in
todaye context;
= to transcend the widespread naticnal pFarochialiem in educa-
ticn;

= and above alil, ta come to terms with the fundamental walue

crises in education.

AT in all, > AN ECOLOGICAL INSTEAD OF A PURELY FUNCTIONAL DIMEN-
SION IS NEEDED < in education, to awvoid Copernicus” criticism of
hie contemparary astronomers, which ctherwise may apply as well
ta educaticnal research and reform. Copernicue critized the

eclectic interpretations of his pericd in the following way:

Those who have deviced the eccentric svetems, though
they might have calculated come conctellaticns accaording
te their assumptione, have not been "able thereby to
discern or deduce the principle thing - namely the shape
aof the  universe and the unchangeable symmetry of te

parte.

il
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With them it ie as though an artist were toc gather the
hands, feet, head and other members for his images from
diverse models, each part excellently drawn, but not
related to a single body, and since they in no way match

each other, the result would be a monster rather than

man" (COPERNICUS,N., 1959).

¥ XX
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