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oome Rerjarks on th- Thoory of Political Rducation:

Th: Discussion in ths Faderal Ripublic of Germany

Antonius Holtmann

I. Taki Stand e D ssior

It would seem poszible to assum= thr role of a critic who is
kind to others or only to himself--exprassing, as the case may be,
acknowlcdgements or doubts. This approach tends to turn one's own
high~minded point of vicw-~-which is rzcognizable, more or les:z
diffusely, in the critical factions-~into a2 platform for intolerant
critical attacks or the customary scolding of one's collragucs. Such
a stand usually produces self-encouragement ar, not infreqently, self-
exaltation.

One could alco r<frain from taking any position: by presenting
the positions side by sid= and interpreting them for thcir own sake
in a neutral and reserved manner. The reader will then bz exposed to
the same neutral and reserved academic discussion, as though the matter
in hand were not rcally one's own concern.

It is, however, precisely one's own concern which is here under
discussion, including one's own political and educational interests
which were shaped under the general conditions of the individual
procass of socialization and which refer analytic torms and questions
to a2 specific corrclaticn of meaning. This has cons:quences.

The conception of this inventory is the expression of a sprcific
theoretical concept: namely, that it is possible to put epistemology,
the theory of the sci-nces and humanities (Wissepschaftstheorie),
political thcory, th« state of awarcness in everyday life, and the
daily teaching and learning yiractice into a context of legitimation.
Although this context would bec multifaceted in the wake of individual
specifics of general conditions of socialization and of a differing
(conscious) «laboration of one's ("naive") "theory," it would still be
traceabls and imperstive as far as the ideal type is concerned. And
furthermors, it follows that a2 relativizing evaluation of the state

of discussion must not be rcstricted to methodological problems, but
should havs its academlically substantiated, regulative interest in
thr free development of personality (See: Constitution of th- FRG,
Article 212).

The position taken is thus to be stated as the dialectical-
bistorical political theory. This is the background of the prrsent
attempt to r-present the controversies between the positions as viewed
from their own recala and to include relativizing evaluations in a
substantiated way, which are then open to discussion. The weaknasses
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of the two first-mentioned methods are no longer valid beccause their
epwcific possibilitics are being kept on a higher level.

The daily teaching and learning practics has two sid~s: that
which takecs place behind closed doors in the classroom as 2 rosult of
the intendsd as well as ths "secret" curriculum, «<sp~cially in argu-
m-ntation and theory, and that which is more or l:sg controversially
discussed in the staff room, il.e. theory on thr elementary and on the
intermediate level. The latter of thesz is intendid to be our ctarting
point. Then the refer<nce to eplstemology and the throory of th-
sciences and humanities as political theory will be establishad, and
these abstract ideas will then be retransferred to th: concrcte
practice in the classroom and to the daily acts of taking sides
politically.

II. How Teachers micht talk about Political Education;
Politic and Soc Le : Objectives and Conten

Jome people say that social and political learning hardly have
anything to do with each other. Social learning is seen as private,

a mattar of manners, of the development of the personality, of willing-
ness to help and of consideration, of self-confidencc and the will to
Teoach one's own goals, of gentlencss and humor and the ability to love,
of the capacity to think and the readiness to act, etc.-- --political
learning, that means: knowledge of democratic institutions and
processes of deciding (critical criteria), identification with thec
<xisting system, participation in the shaping of political nims, restric-
tion of political things to the public sphere and legitimation, and
2ontrol of the institutions of the administration and the authorities
for csafeguarding the private sphere of freedom.

joclal learning is oriented towards generally accapted <thical
noras: institutions and decision-making are measured by therce regula-
ting factors, illustrated by examples 1in political «ducation and made
binding by the example of real-life situations in the past and in th=
brescnt.

Others say: 3Soclial learning is the first step towards political
lzarning. Here it is a type of behavior which the political fram::-
work must make possible. It is a behavior which politiecs will make
casier. Thus it is a matter of questioning institutional and organi-
zational facts, always with the purposc of finding out whethsr they
still serve the s=1f-realization of man, so that they can bes altsred,
step by step, even to the poilnt of a complete reshaping. Thcrefore,
the: task consists of bringing thzs behavior acquired by social learning
into political activity--as democratic bc<havior. Thus political and
social learning belong together: Institutions and thecir organizational
forms and l-gal regulations which haves an influencrc on the social and
privats spher«< determine the possibilities of individual and collec-
tive development. Consequently these institutions, forms of organi-
zation, and reguwlations must always be approached from thc vicwpoint
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of social behavior: they do not function for themselves, but for us.
Continual questioning for the sake of self-rcalization is, of course,
controversial, because the way to it and the extent of th- possi-
bilities arc under dispute. And these controversics, thesc "partisan®
arguments move the development forward. They must not be end-d, and
they cannot be ended because self-realization is not an absolute form,
defined once and for all and the ultimate goal only thon, but it must
be redefined again and again during the historical dcvelopment and in
accordance with the circumstances.

And stlll others say: sSoclal learning is always also political
learning. The ways and means through which we produce, distribute,
consume, and organize this working and economic planning effort
(Arbeiten und Wirtschaften)--by voting, governing, and administering
-~shapes our attitudes, thoughts, and actions very strongly. But our
working, economic planning, voting, governing, and administering is,
at the same time and to a considerable extent, the result of our
feeling, thinking, and actiﬁé. These interrclationships and their
principles are difficult to recognize, bacause we tend to percelve
single items in our environment in isolation and not so much in a
fundamental context, and because we tend to consider our own pcrception
of reality, as a matter-of-course, as objective and not so much depen-
dent on our own interests, feelings, knowledge, and on the things
themselves which are to be perceived. '

It follows from this that the very development of our capability
to perceive, of our basic attitudes, of bur objectives, of our ways of
argumentation and of our way of expressing abstract thought, of our
stored knowledge and of our possibilities of taking action~-~that is,
in short, of our particular "theory"~-is a fact of 'olitical impor-
tance, because all this is formed by social reality and, in its turn,
arranges feality for us and makes it understandable. Therefore, social
Llearning at school is a consequence of political learning as an elabora-
‘ion and qualification of the capability to perceive in the direction
)f "scientific method". Social learning is also the result of making
tonscious the dependence on social conditions and their contradictions
thich develop throughout ihe course of history in the proccsses of
jorking and economic planning, with the latter having run into conflict
;ime and again with the modes of governing and administration. These
irinciples of development and of structure must be recognized in order
0 allow action, either to conserve or to change. Politi:al learning
nd the acts that necessarily ensue from it have, as their yardstick,
he self-realization of man. This is an absoluts claim, thus also an
bjective interest of man that can be derived from the history of the
uman species--a claim which, in world history is formulated more and
ore expressedly and more and more as a general truth derived from
hese contradictions. Indeed this has not only been formulated, but
ttempts have been and are being made to bring about its realization.

The strategy, form, and grade of this realization in the specific

7

Q

ERIC

Aruitoxt provided by Eic:




Q

ERIC

Aruitoxt provided by Eic:

historical situation are controversial, and so is the number of eco-
nomic and political preconditions that are necessary in each case.
Controversies here find their limitations and their legitimation.

This is how a discussion might develop in the staff room--a little
too indefinite and too much bound to formulas to succeed at once in
tracing concrete details and theoretical conceptions in or behind
them. It is bound to contain abstractions of everyday talk. In the
problem areas of social and political learning we now plan to make
some dotails more concrete, so that scientific and political positions
can be ascribed to them. Thus far one can only say that some people
tend to place the norms given for instruction and its factual inherent
laws in the foreground, others stress the modes of behavior and their
institutional framework as well as controversial relativizing of norms
and strategies. 8Still others place in the foreground the development
ot the capability to perceive the social conditions of community
behavior and political behavior. The same holds true for the ecormmic
and political preconditions of a self-realization that is to be objec-
tively named, but which can be reached only relatively in each case.

T P, e Devel e Psvyec
Psychology of Learning
Some gsay: Children develop in stages, where--above all--that

which is latent in them develops. The environment can, as a rule,

at most alter the capacity to learn--not, however, build it up.
Essentially childlike feeling, thinking, and acting is forced into
the background by the adult capacity of feeling, thinking and acting.
Others say: It is true that children develop in stages, but these
can only be very imprecisely fixed in regard to age because of
greatly differing environmental influences and individual conditions.
The children bring with them a formalized ability to think, but then
in the concrete situation the development of their capability to feel,
think, and act is a continuous reciprocal effect between personality
factors and environmental factors (including adult reference persons)
that can hardly be generally defined.

And still others say: It is certain that this development is
both physical and psychical, but what is, in this, individually predis-
posed so that it proceeds in stages, remains superimposed by the
influences of the environment, i.e. by the conditions of sucialization.
That which is predispoéed is then of secondary importance--in fact,
it must be that for the teacher for practical reasons. As a rule he
is, ir the school situation, unable to clearly differentiate between
"heredity" and "environment"--a problem which overtaxes even specialized
knowledge. Anyone who insists on "heredity" is relieved of educa-
tional methods of his own; whoever insists on environment is himself
pedagogically challenged. And "environment' is not specifically
individual, but can be determined in its individual shape, historically
and according to the social background. Seen in this way, the stages



O

ERIC

Aruitoxt provided by Eic:

signify a biolougically conditioned development in which each stage
proves at the most to be a sudden effect of new possibilities of
feeling, thinking, and acting--all of which merely gathered togcther

so far.

» P em Areg of So o

Some say: The individual is not only strongly pre-modeled by
heredity, he or she also lives in a fairly stable social environment
~-and must live in such a stability if self-confidence is not to be
lost. That which is the expression of generally accepted norms gives
man only very few possivilities and rights to exert influence. Social
environment has influence on man via the compulsion exerted by the
factual situation of the system of social institutions, beginning with
the family and running via one's job to the state. Self-realization
must be relativized according to the differing possibilities of the
individual to reach them.

Others say: The individual and social environment are in a state
of continual tension, full of cenflicts, which--hardly predictable,
much less solvable--drives on the development of man and his social
environment. The single elements of this environment are in a
constantly shifting relationship to one another-~family, job, state,
etc. '"Compulsions exerted by the things and situations as such"
(Sachzwinge) can be compensated by new findings or can be restricted
to the necessary measure in each case. Each person lives under specific
conditions of socialization.

And still others say: Social environment has a predominant
influence on the development of man, but not resulting from a naturally
occurring order and not as a reciprocal effect of single elaments, but
as living space which has been and has to be formed by man for the
sake of his self-realization. This living space assigns the social
individual elements and institutions to each other on prineciple, 2also
in accordance with the predominant interests and the compulsions
exerted by things and situations as such which belong to it. What is,
essentially,the result of human desire and work gives man considerable
possibilities and rights to exert influence. Those compulsions are
reduced, but are then replaced by new ones. It is a matter of making
them useful towards the self-realization of man. That activity takes
place in a process of continual change in the historical development.
Human forms of work, economic activities, and administrative change
~-and with them human feelings, thought, and actions. Self-realization
as man's natural goal is claimed in the form that is possible in the

actual historical situation.

P A o e 3 ec e
Soge say: The emphasis on the acadcmic treatment of political
education is not yet appropriate to the mental faculties of children
and adolescents. Or they say: If an emphasis is to be placed on

9
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academic treatment, then it should be placcd on the substance of content
which can be determined from its subject, and then also on subjects
that mainly deal with ¢vents and substantivc content and not with
analytical differentiations and modes of behavior. Such subjects would
be history, grography, and civic instruction, but not economics,
soclology, and social psychology. Sexuality, health, and traffic
safcty training are spheres of information scparated from that, because
rosults of processes of cognition of other persons, and not so much

the methods of acquiring knowledge, are in the foreground.

Otherg gay: Political education must, of course, be treated like
an academic subject in such a way that the findings of the relevant
academic subjects and fundamental empirical methods of procedure =ust
be used for the solution or controversial definition of the viewpoint
of the learners, starting from topical problems which are of some
concern for the learner, and which should be as controversial as
possible. "Links betwcen the subjects" and the structuring of their
relationships determine the relationship between the subject matters
and thor- academic subjects that have a supporting function: that
means ":. ;lai studies" as the integrative framework for the special
branches of learning, of history and politics, economics and sociology;
this means geography, with a stress on social geography; and this
means sexuality, health, and traffic safety training as problem areas
of social behavior and of legal and institutional regulations.

And still c*hers sav: Academic treatment can mean but one thing;
namely, to place the methods of gaining knowledge in the foreground,
because reality is always only conveyed through the sense organs and
through the naive theory that is shaped in each case in question.

The social life of man, his work and spare-tim: activities, performing
and administering, and the legal and institutional regulations-=-in
other words: '"society'"--is the subject matter of perception. Not only
the substantive contant itself must be placed in relationship to a
sprcial branch of knowledge, but so must the interest behind the process
of knowing and the problems which separate a segment of reality fron
the complicated overall complex. They thus place different emphases.
One must only choose the theme "school" as an example and refer it

to the above~mentioned academic¢ subjects to understand this: history
of the school and its social geography, economics of education and
sociology, and social psychology of the school, school politics and
school law, and last but not least school pedagogics. From which
methodological area--from hermeneutics or empirics--the methods of
gaining knowledge are taken and used, this all depends upon the guiding
interest behind the question and on the segment of reality being
treated. Thus neither a special subject matter nor special methods
form one of the sociological disciplines. Even where it is a matter

of different subjects, in the sphere of nature and technology ( chemistry,
physics, biology, handicrafts), esthetics (art, music), and communi-
cation (languages), these method areas are only altered according to
the nature of the subject, and there is at least a functional connection

10
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with "society" (cf. osp. sexual rducation, health rcducatlon, and
traffic safety training).

Placing these aspccts in relationship to cach other is not
arbitrary and not only determincd by the segment of reality, but,
above all, by the overall compl:x of society, the basic elements of
which are perceived by the political-economic interest determining the
process of knowledge. A special emphasis 1s thus put on sociology and
social psychology as analytic disciplines, which investigate the reeip-
rocal c¢ffect of the individual and social cond.tions of human p<rc:p-
tion and social life (the conditions of socialization, attitudrs,
feelings, thoughts, and actions), turning the condition of socializa-
tion, attitudes, feelings, thoughts, and actions into a problem of
research both in teaching and learning--as a condition for self-aware-
ncss and self-realization. History and geography, the classical
subjects for teachers-to-be which at school must represent "cociety"
as being lcarnable and teachable, do not offer much: they comprisc
the dimension of time and space of social problems. By the growing
differentiation of the methodology applied in the social studies,
thos¢ disciplines~-which are above all descriptive and narrative--have
lost their monopoly. Is the analysis of a residential area in academic
studics and practical teaching a study of sociological, politological,
sociopsychological, economic, historical, or geographical nature?

That depends on how one puts the questions, they are then always
historical and geographical when they are put into a temporal or
spatial framework.

P e " "

Some sav: The essence of any instruction is, for the main part,
to convey knowledge. Methodics offer the teacher an optimal way of
conveying the subject. Others gay: Methodies is not only the theory
of the optimal way of conveying the subject. It is also the theory
of the optimal forms of communication which enable the children to
learn various procedures, in actual fact and specific to the subject,
co that they can form their own reasoned opinion.

And still others sav: Methodics are bound to the methodology of
the sciences and humanities, because they concern themselves with those
methods which are optimally suited to the correct recognition of reality.
And so children must learn modes of procedure, that is, elementarized
methods which can hold up to the principles of the acadecmiec sciences.
If we were to elementarize content (i.e. the results of research), then
we must also be in a position to elementarize methods. Methodics are,
then, a methodological concept of pertinent truth-finding, found with
the help of suitable forms of communication in the framework of the
(formal) structural elements of teaching. Project-teaching in the
form of "learning by discovery" is the ideally typical model.

11
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> P ¢ K heor he dclenees and Humanities
and Political Theory

Somr.gsay: The social sclences are bound by norms, to an order
latd down by God, a natural order, or an ordrr which follows the Law
of Nature. Social institutions conform to this, and are measured
ever again by it and changed according to it. Academic learning offers
help towards correct action and correct policies. 'This is why it is
not arbitrary which position one takes. It must bc able to stand up
to natural order and morality. Revelation or enlightenm.nt makes it
recognizables to man. History gives proof of the 1limitc which man puts
upon himself again and again through his wecaknesses in the process of
his self-realization.

Others sgy: Academic study can set no norms in order to prescribe
certain actions, using them as a basis. Norms are the expression of
human interests, which must be carried out by the individual or groups
in the controversy of opinions and in politics. Academic study can
only guarantee that methodically correct rescarch takes place; it
alon~ can improve thesec methods and offer research results free of
options to man. Academic study and politics demand an oprn controversy
of opinions in the firld of differing theories and positions, without
which there would be no progress and no possibility for the individual
to ctate his pozition and to live up to it. Only the ethics of the
"openy pluralistic society" give the framework for this. They make
self-realization possible. They try to keep the weaknesscs and
virtues of man in balance--through their institutions, regulations,
and controlling authorities.

1l others : Acadenmic study is bound to norms which it
gains from a definition of the esscnce of man within the scope of his
historicity, and it has the task of giving directives to man by making
him conscious of his present historical situation, laying claim to the
highust possible self-realization of everyone for the sake of per-
forming an action as correctly as possible. Academic study must
guarantze that methodically correct rescarch is carried out and that
conditions which hinder man in his self-realization are eliminated
as far as possible. And it makes evident that methods are not free
from interests and evaluations either. Thus the question can always
be posed as to whether academic study serves to further the highest
possible self-realization of all men, and if it gets to the bottom of
the conditions of society with its conccptuality and its problems.
Only such a position can be held academically and politically.

III. Hoy to Formulate Poljticsl and Educational Ideas Theoretically
and how to Conceptualize them

These are theory elements formulated in everyday speech; they
are conceivable points of reference of a concrete discussion of
teaching problems which are under consideration or incidentally
touched upon. Therefore, it is, in actual fact, possible to take

sides on the basis of what "gome people,”" what "gthers," and what
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"still others" say, or to change sides according to the problem area in
hand. The question of whether one or the other is stringent or not can
only then be answered when these ideas are linked with the respective
theories and are conceptualized, and, again, are directed at «veryday
educational and political practice.

In the discussion of the theory of social sciences in the Federal
Republic of Germany there is, at present, a consensus of opinion over
formulating '"the foundations of the theory of the sciences and human-
ities in regard to political theories" in the following order:
normative-ontological theories, empirical-analytical theories,
dialectical-historical theories. Accordingly, "some peonle," the
“"others," and "still others" can be hypothetically subsumed in order
to legitimize the theory and practice of political education in an

academic and political way, as is here intended.
Fundamental theory-elements are contained in the synopsis.

13
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IV. To what Degree Theoretical Pogitions gan be Cglled Political’

"The position in the theory of the sciences and humanities has a
cartain connection with the political viewpoint of a scholar. There
is, howsver, no absolute parallelism" (von Beym~). This is formulated
so vaguely, because one still knows very little about these connec-
tions. The hypotheses which attempt to approach the problem from the
other side are not any less vague: Richard M. Merelman also suspacts
"a certain connection," but no "absolute parallelism" between every-
day attitudes and cognitive structures, that is between "naive theory"
and a politically biased view. Combining "naive theory" with the
theory of the sciences and humanities and combining this with the
political bias and political theorj represents thr here formulatrd
attempt to structuralize the political-didactic discussion in the
Federal Republic of Germany by pointing out th=se problems,

This is why the following is formulated as s hypothesis: Socio-
political theories are, in their essence, systematizations which are
clearly differentiated and beyond the scope of the everyday complex
of life. They are systematizations a political, definitely diffus-:
and contradictory everyday consciousness. Everyday cognitive structures
and the corresponding clearly diffsrentiated thcories of the scicnces
and humanities are, on the other hand, an everyday consciousnsse which
1s raduced to a particular disposition of knowledge, or rather r:duccd
to sociopolitical theory; or to put it in other words: these political
theories arw, for the time being, perceptive and reflective concepts
transferred into historically reality-oriented politics, and so they
can be formulated best in a generalizing way. Consciousness and
perception-~whether clearly differentiated or not--come into being,
according to the dialectical-historical theory, under socially mediated
conditions of socialization, in the framework of opposing intarests
which are politically and economically conditioned. In the course of
history, the dominance of the positions shifts according to the shifts
in the opposing soclopolitical interests in a particular political

systam.

Thus the first attempt at establishing a reclationship between

theories and political attitudes is clear: between normative-ontological
theory and conscrvatism, between empirical-analytical theory and
liberalism, between dialectical-historical theory and socialism.
The clarity 1is relativized as soon as it is no longer seen as a model
that refers to the historical origin, but, in its present function in
soclety, represents party-political practice in a concrete historical
cituation with problems caused by a particular system.

In the course of the historical process of forming a system of
political parties since the bourgeois revolution, conservative, liberal,
and socialist parties have formed themselves into wings, in disputes
over the problems in hand, but bave also split into variants of the
original legitimizing model of theory, and in so doing have partially
overlapped, so that there are definitely conservative liberals and
social democrats, social democratic liberals and Christian democrats,
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and liberal Christian democrats and social democrats. This is partic-
ularly true of those who only vote (as opposed to actual party members)
with their multifaceted voting motivations. Parliamentary democracy

is the political system of political liberalism. It provides the
formal elements of the sociopolitical minimal cons-nsus as an instru-
ment of the relative stability of the political system. It nerces-
sarily makes the other political interests more liberal, namely those
which have become an integral part of a theory or party. Theory
elements become purely decorative pizces to be set before short-term
political strategy. Especially socialist party wings disagree with
this, because they have political-emancipatory concepts that aim at
changing, or rather totally overcoming, the system. The everyday
conservative attitude of respect for tradition, the interest in
continuity and the affirmation of the tried and tested as new normative
quality offer no alternative to that. Empirical experience and theory
of political systems become the new scientific and academic legitima~
tion of liberalized conservatism. Fascism that has developed into a
party, and authoritarian-bureaucratic socialism have, as their back-
ground the theory of the sciences and humanities, normative-ontological
and dialectical-histor! theories, but also the always possible
fascist and authoritarian-socialist instrumentalization of empirical
research. Just as these sociopolitical positions lack rational legit-
imation, so the others are in want of humanitarian ones.

However much sociopolitical theories mix with each other in the
historical process of the formation of a party, in the political debate
which is concerned with fundamental principles political structure
elements shine through. This is proof for the possibility to question
biased and everyday talk according to the theory of the sciences and
humanities; and it is proof for the necessity to connect it to the
political=~didactic discussion, because the former does this anyway
~--de facto, as it were~-either intentionally or unintentionally, and
because it tries to qualify the sociopolitical engagement, the capacity
for thinking, and the corresponding capability to act.

Parliamentary speeches (from the Bundestag) can demonstrate to
what extent theory is contained in parliamentary controversy (1).
Political questions addressed to theorists of the sciences and humanities
can show how political the positions are that deal with the theory of
the sciences and humanities (2). A recording of unreflected talk can
show which potential offers itself for the qualification of intercsts
and engagement, of reflection and action (Richard M. Merelman, cf. under
"Further Reference" in V.).

(1) In the following synopsis, central sentences from a debate
have been put together which were spoken in connection with the proposal
of the CDU/CSU ("Concerning the Constitutional Order of the Federal
Republic of Germany") and the SPD and FDP ("Concerning the Basic Law
for the Federal Republic of Germany 1949 until 1974") in the Cerman
Bundestag on February 1k-15, 1974 (79th/80th session). It manifests the
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common liberal basis, but also the conservative or rather left-liberal
/social democratic interpretation of the minimum consensus.

Normative theory elements are contained in the statements of th=
CDU speakers, political premises of empirical-analytical theory in
the statements of the FDP. The speakers of the 3PD do not behave any
differently, with their recognizable dialectic theory elements and
socialist sociopolitical demands in points 3,7,8,10.
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(2)

Herbert Marcuse (dialectical~historical theory:
theory") and Karl Popper (empirical-apalytical theory:

“eritical
"eritical

rationalism") were, in 1970, questioned in a television interview,

both 1n exactly the same way.
plled from thzir answers.

The following synopsis has been com~
The field of politics appears as the

concrete expression of an abstraction from the theory of the sciences

and humanities:

Marcuse
Ne o}
a) Situation

The fundamental contradiction
of the capltalist system:
~-the wealth of soclety
contrasts with repressive
and destructive use.

Integration of the majority of
the working class into the
existi system (partly in its
support) by ralsing the stan-
dard of living.

Control mechanisms through
steering and manipulation of
the consclousness.

Fetlshlism of the world of goods

leads to the reproduction of the

capltalist system with the help
of the satisfaction of needs
which have been aroused.

The struggle for existence
becomes harder.

Poverty and misery aie contin-
ually produced.

Exploitation of the Third
World in favor of tlie produc-
tlon interests of the indus-
trial countries.

Restriction of democracy and
pluralism; discrimination of
the left.

Institutionalized wiolence.

n
2
AN

a soclalist and a liberal in comparison (Stark).

Open S e

Situation

The open soclety 1s both
reality and ideal, for example
in England and the U.S.A.:
-~-free discussion and 1its
influence on politics;
-~=institutions for the
protection of freedom
and the weak.

a)

The form of the political
system 1s important: it is
permanently in need of 1improve-
ment and it 1s a possible
system;
(for example, the with-
drawal from Vietnam took
place through public
pressure in the U.S.A.).

Institutions are determined
sometimes by one group, some-
times by another.

There 1s no class soclety.

Democracles are always open
to ideas, especlally to
oppositional ones.

Open democracles are always
prepared to have doubts about
themselvese.

Dictatorships either from left
or right are essentially the
same thing.

Characteristic of democracy 1is:
the institutions allow a change
of government without use of
violence.

The state 1s a necessary evil.



b)

c)

The Theoretical Background
Anthropologv d)

d)

Marcuse

Alterpatives
A soclety

without war, exploitation,
repression, poverty, waste,

in which people determine
their own existence,

which as a socialist
soclety 1s open to new
ideas. The economic
conditions are given for
this soclety.

Ihe Way c)

=--It 1s different according
to the specific socio=-
economic conditions.

~--Students are those who prepare
the revolutionary movement;
the working class remains the
revolutionary subject.

--Revolution arises from dehuman-
ization, from being disgusted
over waste because of brutality
and ignorance. The cause lies
in the fundamental contra-
diction of the capitalist
systen.

Reforms are necessary, but:

Exploitation and repression are
characteristics of capitalist
production. Some day reforms
will find their limits, they
will then have to cut %hrough
the roots of capitalist produc=-
tion: the interest in profit;

revolutionary violence then meets
with institutionalized violence.

Fighting for a cause 1s the
natural expression of human
existence; radical opposition
today is anti-capitalist
opposition.

Because of thz achievements of
the industrial society, man,

for the first time in ﬁistory
can act well and with solidaritm
1.e. for the first time he has
the chance to live emancipatedly.

23

Ihe Way

Conflicts must be carried out
rationally. One can always
only aspire to a society better
than the present one.

Revolutionary 1ideals and their
supporters almost always become
victims of the revolution.
Nonviolent changes allow
unwanted and undesired con-
sequences Of our measures to

be changed in time: they
facilitate reforms.

Ihe Theoretidcal Backeround

Anthropology

Human beings are only very
rarely reasonable; they must
choose betw=en reason and
violence; avoidable use of
violence is criminal.

27
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e)

N Sci
e c

Values are not only based upon
subjective decisions.
Emancipation is necessary

to thbught.

The sciences and immanities
are based on critical

analysls of facts, tendenciles,
possibilities.

From the dialectical anaylsis
of the social process arises
the human (natural) necessity
to change socilety.

The conception of freedom

includes struggle against

lack of freedom, otherwise
the theoretical concept 1is
wrong.

The objectivity and univer-
sality (of dialectical-~
historical theory) is the one
that also applies to history.

28

e)

Popper

Violence always leads even
deeper into violence.

There is no such thing as a
reasonable society, but only
one that 1s always relatively
more reasonable than the
present one.

Norms, the Sciences and
Humanities, and Practice

"Our lack of knowledge is
unbounded."

We have no absolutely certain
knowledge, but only hypothet=-
1cal kmowledge, which is
permanently criticized in
order to eliminate errors
without condemning the bearer
of knowledge. The same
applies to the social sphere.

"The revolutionary change in
our ideas, theories or
hypotheses can take the place
of violent revolutions which
have caused the loss of so
many human lives."

Soclal values are a matter of
decision. The decision towards
rationalism is based on the
belief in reason; it is moral.
At the same time it 1is the
"belief in the rational unity
of man," "equality in the eyes
of the law" in spite of the
manifold inequalities of all
human individuals. That means:
partisanship which transcends
party politics; tolerance;
refusal of any claim to
euthority.
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What is and is not Learned in our Schools

Everyday conversation in the staff room has its counterpart in the
everyday practice in the classroom. It does not necessarily compare
with what one would expect according to the intention expressed.

With regard to the classroom one here expects that the following

is, above all, to be learned or confirmeqd:

1. Cognition, feeling, and action are areas of perception and
action which are to be kept separate from one another; they each
represent individual acts which are hardly socially mediated: theory
does not, therefore, need practice in the process of cognition. It 4is
not learned that individual cognition, feeling, and action are areas
of perception and action dependent upon one another and socially
mediated; that theory and practice, therefore, condition each other
in the process of kmowing in such a way that practice receives an
cpistemological function.

2. It is learned or confirmed that social factual circumstances

are given independent of specific interests and can be perceived free
of options just as independently of one's own interests; and not that
social Tactual circumstances are dependent on specific intercsts and
that they can only be perceived dependent on one's own interest, i.e.
by taking options; that they are, therefore, always also human prac-

tice.

3. 1t is learned or confirmed that one's own perception of social

factual circumstances is, naturally, objective and adcquate to those
factual circumstances, if the process of knowing is seen as taking
place onz-sidedly as viewed by the perceiving subject t« the object;
and not that one's own perception of social factual circumstanc's is
only then adequate to the factual circumstances, if it is understood as
a dialectical reciprocal process betwaen subject and object.

L. It ds learned or confirmed that social factual circumstances

show their essence in the shape of phenomena, and--additively structured
~-must be perceived adequately to their character as individual
phenomena; and not that social phenomena can only indirectly expr-sc
their essence and can only be perceived in their context, which plac's
the individual phenomena into a totality that structures them adequat-ly
to thelr charactrr.

5. It is learned or confirmed that in the sphere of society it is

lainly a question of compulsions ~xerted by the things a: ' situations
ts such. It 1s necessary to recognize them and, above all, to adapt
;0 them; and pot that in the sphere of society compulsions ex:rted by
‘he things and situations as such and the adaptations resulting from
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them must be restricted to an extent which 1s, in each case, histor-
ically (still) necessary.

6. It 1s learned or confirmed that soclal conditlons can only be

altered in small areas; and pot that soclal conditions can also be
altered radically.

What 1s mostly learned and confirmed 1s the result of a type of
teacher training that 1s content-oriented and of a similar teaching
practice with the help of curricula and schoolbooks to date, and 1t is
the result of the manifold influences of the "hidden curriculum."

It 1s an objectivism that is orlented to the subjects only with

appeals to soclal behavior. It corresponds to the empirical-analytical
forms of perception and reflection in bourgeols soclety. The principle
can be noticed everywhere: student teachers hardly ever deal with
theory of lmowledge or the theory of the sclences and humanities and
also scarcely with methodological problems. Textbooks contain factual
circumstances and opinlons, but not materials and ailds for (systematic)
"learning by discovery'"; they suggest that things or problems can

only be what they appear to be. The evidence of the gilven facts becomes
a normative power.

What 1s learned and confirmed has little of Karl Popper's skepti-
clsm and little of the exactness of inductive empirical experience.
Factual circumstances which are relatively unproblematized, and
behavioral appeals, joln together to form the conservative-liberal
concept of a soclety as free of conflicts as possible.

Teaching ailds which attempt to break through th..s objectivism have
only been on the market for a few years. They preseunt factual circum-
stances in a controversial way, contailning primarily sources and data;
they provoke the forming of one's own opinion and the development of
discussion technlques as well as new ways of gaining information.

This 1s a left-liberal theory of conflict which remains pedagoglcally
unproductive, mainly because of its pre-determined soclial=-ethical
postulates 1r the tradition of the enlightenment. There 1s enough
skepticism there, but still very little methodologilcal meticulousness
as would be necessary agalnst the background of critical rationalism.

In school practice the dlalectical-historical theorles of socialism
--which may be counted (with reference to the Critical Theory or an
"open" Marxism) to the democratic order of the Basic Law based on the
principle of liberty-~-have only very little effect. They have been
under increasing public and administrative pressure since the economic
crisis of the West and the defeat of the Social Democrats in the last
elections. In Hesse and North-Rhine Westphalia, general directives
which found thelr legitimation in this theory have been made "innocuous"
under the pressure of the public and of the CDU opposition. Dialectical
thought and action has then, for this reason, no great chance in our
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schools. In addition to this the socialism of the Critical Theory makes
matters difficult for itself when it comes to introducing dialectical-
historical thought: it presents itself with statements of fact and
opinions, not infrequently by harmonizing empty formulas of a "concrete
utopia" of an emancipated society, all leading in the direction of
consciously solving conflicts by way of reforms, by altering the system,
and finally, through the extent of the reforms, even by overcoming the
system.

All three concepts show a methodological deficit. They furnish
conservatism, pluralistic arbitrariness of opinion-making, and dogmatic-
doctrinaire socialism with opportunities as well as with very contro-
versial and polemic discussions: ones does not use arguments, but
polemicizes with the results of one's own ideas or those of others.
Presenting the opposing position in a distorted way increases the
pleasure.

Ho orie 2 D se Poljtic D tie

The weight is distributed differently in the discussion of the
political~didactical theory at the colleges. There the socizlism of
the Critical Theory and of an "open" Marxism probably prevails over the
left-liberal theory of conflict; conservative-liberal concepts rank
far behind. The pressure exerted by practice (2;331§gzggh) in the
classroom forces any weak theory aside--weak, because this theoretical
approach has not become habit by having resulted from the process of
knowing. It is probably already in the staff room that normative
ontology asserts itself, especially if emotions break through the safety
limits of acquired rationality. Colleges and universities are generally
still sanctuaries in this regard, far removed from the pressures of
everyday reality.

The business of political education is dealing with sociopolitical
interests; perception and thought, the theory of cognition, and the
theory of the sciences and humanities are just as political. In this
context, sociopolitical basic directions and the basic directions of
th2 theory of the sciences and humanities have been accentuated in dif-
ferent ways, with each accent placed according to the particular empha-
sis and evaluation of individual theory clements and factual circum-
stances, so that general verdicts can very rarcly be allowed--at least
not if based on one's own opinion.

Those who agree to dealing with each other in this manner draw the
lines where dogmatism and/or inhumanity become decisive factors, and
they manage the whole spectrum of intermediary possibilities with the
help of a generous constitution in order not to reduce to a degree of
ineffectiveness controversies that are provocative vis-a-vis proven
knowledge.

Thus, when looking at things reasonably, only a pluralism that is
grcatly reduced offers itself, the consensus of which keeps changing in
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the historical course of events. In the west world it is a pluralism
on a bourgeois-~liberal basis; dialectical~hict rical theory would like
to Tealize this on a democratic~socialist basis. In the Godesberg
Program of the SPD this is clearly expressed. Dialectical-historical
theory considers this to be a historical necessity which can be slowed
down, but not stopped.

If both positions are still historically legitimized, they must be
included into the discussion and competition of the practice of research
and teaching and of sociopolitical action. In teaching, for example,
there are problems under discussion which must be discussed in a
politically controversial way; they demand a political statement of
opinion. FEmancipation is the yardstick with which sociopolitical
positions are to be measured. One could in each particular case
attempt to clarify which position provides a better analysis of
reality and thus provokes action, and which gives broader opportunities
to the partial and fundamental expansion of emancipation~-under consid-
eration of strategic arguments. Such a position includes the impending
dangers into itsconsiderations. Theoretical and sociopolitical plural-
ism already operates under its criterion of selection, but it works
only very rarely in a definjte way.

Analysis and strategy remain controversial to a limited extent,
becauss the factors which are relevant for the solution can only be
d-fined in a relatively narrow way. Methodologically speaking, dogma-
tic and doctrinaire fixations are deadly sins.

If one wants to work together competitively, one must use arguments;
that moans one has got to apply one's own methodological concept and
that of others to one's own theory and that of others. This has so far
happened only rarely in the political-didactic discussion, which is
also an expression of the already mentioned methodological deficit,
but this time in the ranks of the theoreticians.

v, Lite e o D o e e e lic of G

As an introduction into the political didactic discussion which 1is
taking place in the Federal Republic of Germany, a detailed study of
the theoretical controversies is not appropriate. One all too easily
los»s oneself in isolated details, making the comparison with the
discussion in the U.S.A. more difficult for oneself. This discussion,
in fact, also took place in the Federal Republic via the reception of
the basic elements (Holtmann, Wulf). So here the "background" is in
the foreground: the structural elements, to which positions can be
traced back in a different way. Special problems are included in them
or can be easily derived from them; they can be discussed on this
basis: for instance, the role of history, legitimations of learning
objectives and contents, the question about structures of perception
and structures of things as they are, the relationship of the methodics
of instruction and the methodology of the sciences and humanities, the
problems of openness and indoctrination, etc. One can, moreover, make
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the discussion more concrete, if it is gradually included, to a greater
extent, into the occupation with projects in the field of curricula

and practical teaching for the Primary (Elementary) Stage, Secondary
Stage I, Secondary Stage II, and into the discussion of the foundations
of educational politics and of problems of cooperation.

In the following list, only summarizing titles of books or single
issues from series are given. Among Journals, the following must be

mentioned:
D e E (Ksln: Pahl Rugenstein Verlag)
‘Gegepwartskunde (Opladen: Leske-Verlag)

Unt. (Stuttgart: Klett

Verlag
Materialien zur politischen Bildung (Neuwied: Luchterhand-Verlag)
Politische Bildune (Stuttgart: Klett Verlag)
Politische Didaktik (Stuttgart: Metzlersche Verlagsbuchhandlung)

Publications in the German Democratic Republic:

Wﬂhﬂ@i}&ﬁﬂm (East Berlin:
VEB Verlag Volk und Wissen

Within the framework of normative-ontological and conservative-
liberal theory, the following attempts to legitimize their position
with the help of the system theory should be noted:

Hugo Andreae, Zur Didal er Gemeipschaf (Weinheim:
Beltz-Verlag, 1968

Hans Giinther Assel, Ideologie und “rdgung als Probleme politischer
Bildupeg (Minchen: Ehrenwirth-Verlag, 1970

Bernhard Sutor, mwmww (Paderborn:
Schéningh-Verlag, 1971).

The following books are to be found in the framework of empirical-
analytical and liberal theory:

(on the basis of the system theory:)

Glinther C. Behrmann WMMM
MMEMMB Stuttgart: Kohlhammer

Verlag, 1972
(on the basis of the left-liberal sociopolitical theory:)

Kurt Gerhard Fischer, M&Lﬂh&é&m
(Stuttgart: Metzlersche Verlagsbuchhandlung, 1973

(and, on the very same basis, but with the legitimization
of the objectives by means of the critical theory:)

Hermann Giesecke, _Dmmuﬂ_g_qlmmn_mlmg, New Edition
(Minchen: Juventa Verlag, 1972
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—— Mﬁ§h9d§k des politischen Unterrichts (Minchen: Juventa
Verlag, 1973).

The following books are to be found in the context of dlalectical-
historical and (democratic) soclallst theory:

Wilfried Gottschalch, e de ischen Bild
(Frankfurt: Europdische Verlagsanstalt, 1970)

Ernst August Roloff Ehﬁd&dﬂﬂﬂLJﬂIL_EQl%tik. Eine Einfithrung

in die ng]jgasg?g Diggkgik, 2 volumes (Gottingen: Otto Schwarz
Verlag, 1973/74

Rolf Schmiederer, P (Frankfurt:

Buropdische Verlagsanstalt, 1971J.

A Marxist position with greater emphasis on the "objective
economic factor" 1s found 1in: .

Wolfgang Christian 2xg?lgms_Qga_E:kgnn&niinngzeiaga_Un
politischen Ug&ezzighn Ksln: Pahl Rugenstein Verlag, 1974).

Concerning the author's attempt to lay the foundations of
political education through the process of soclalization and
knowledge via methodology and theory of the soclal sclences, see:

Antonius Holtmann, "Sozlalization, Lernen und Theoriebildung.
tiberlegungon zu einer sozializatilonstheoretischen politisch-
historischen Didaktik," in: Historischer Unterricht jm Lernfeld
Politik (Schriftenreiﬁe der Bundeszentrale flir politische

Bildung, Heft 96), Bonn 1973, pp. 127 - 159.

A survey on the discussion of the theory of political education
is given by:

Rolf Schmiederer, 2w 3lsmus .
B g Frankfurt:

Pol sch
Buropdisec

e dung 1in ]
he Verlagsanstalt, 1972).

Concerning the relationship of the téaching of hi:story and
political instruction, we have:

Maek-Gerard/Cobet, et al., Zur Rolle der Geschichte in der Gesell=-

%snatﬁalghzg= 23a_Es1sn1gl4kq%imj§lﬁgngn_nanmggzisn&anlgn
Stuttgart: Klett Verlag, 1974).

An introduction into the discussion of the theory of the sclences
and humanities in the FRG 1s glven by:

Theodor W. Adorno et al., Der Pgsitiyismn§§§§g§§ in der deutschen
Sozjologie (Neuwied: Luchterhand=-Verlag, 1969

Klaus von Beyme, D o
Eine Einfiihrung (Minchen: Piper Verlag, 1972

Claus Grossner, Verfall der Philogsophie. Po eyutsche
Philosophen (Reinbek: Christian Wegner Verlag, 19719

Dieter MNarr, eo e e Systemtheorie. E i
die moderne pol e s Vvol. 1 (Stuttgart: Kohlhammer
Verlag, 1969).

€ .
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Further reference was made in this text to:

Klaus Holzkamp, Sinnliche Erkenntnis. Hig&gxlg%hor Ursprune

nnQ_g9ﬁg1la9ha2&l1ghg_Ennk&ign_gg:_ﬂgh:ng§mung Frankfurt:
Athendum Fischer Taschenbuch Verlag, 1973

Richard M. Merelman, "The Development of Political Ideology:
A Framework for the Analysis of Political Socialization,"
in: American Political Science Review, 63 (1969)

Franz Stark (Hrsg.), Revolution oder %eﬁo:m? Herbert Marcuge
und Karl P . Elne Xonfrontation (Minchen: Késel Verlag,
19715.

The following two books inform the German reader about "Social
Studies”™ in the U.S.A.:

Antonius Holtmann (Hrsg.), Da§_igzléluiigﬁnﬁsnaiﬁli%hg
curris S e. MNeue Formen ypd Iphalte (Opladen:

e
Leske~Verlag, 1972). ith an introduction by the editor,
ﬁp. 9-72, and contributions by J.S. Bruner, G. Leinwand,
.M. Krug, E.B. Wesbey, C.G. Sellers, Oliver/Shaver, L. Senesh,
F.R. Schaftel, J.R. Chapin, M.M. Knight)

Christoph Wulf, Dg

P e

g, 1973).
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Disc on of Anto s H : 's Pape

Cleo H. Cherryholnes

Professor Holtmann has diliscusscd 1n a rather systematic fashion
three major methodological orlentations that may be adopted when one 1s
concern~d with political educatlon: the normative-ontological,
cempirical-analytical, and dlalectical-historical. He recounts that
these approaches have diffecrent ailms, methods, and basiec convictions or
presuppositions. This part of his discussion, in an lmportant sense
1s useful for Americans concerned with social and political education
to consider. It seems that many Americans have remalned naively aloof
from the methodological and 1deologilcal 1ssues that are raised in this
paper. This may be due, in part, to the overwhelming dominance of the
empirical-analytical position, at least for the recent past. American
attitudes conccrning the lmprovement of soclal and political education
suppose that we have in hand the necessary information and knowledge
required to bring about a better world in the classroom. It 1s further
assumed that this information and knowledge 1s for the most part factual
and technological. It is further never, or rarely, thought to question
how these answers were arrived at nor what the questions arc that we
think we have answered. When one proceeds in this fashion there 1is
little sense of the limits of the situation. The self-consclousness
n ded for critical reflection is missing.

It is not the case that methodology 1s entirely abscnt in the
Unit-d States concerning political and soclal education. A very brief
account of some of the methodologlcal influence in politlcal education
should be instructive, however. During the last decade the so-called
'n-w social studles" replaced the "old soclal studies." This was for
th-. most part a methodologlcal and political 1ssue, although these
aspects of the controversy were not always in the forefront. The meth-
odologlcal battle was between the traditional normative-ontologilcal
positions and rational empiricism or empirical-analytical approaches.
The political fight was between conservative and liberal. Professor
Holtmann's characterization of some exchanges in West Germany also scem

apt for our case:

",..one does not use arguments, but polemicizes with the results
of one's own ldeas or those of others. Presenting the opposing
position in a distorted way increases the pleasure." (p. 27)

The debate in the United States was polemical but also enlightened and
insightful at times. The "new soclial studies" eventually won a political
victory within our professional schools and assoclations. The debate
has subsided. ‘

It seems to me that the methodologlcal debate has terminated
prematurely. Rational empiricism, our dominant methodological and
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ideological stanc', was advocated rather than analyzcd. The episte-
mological assumptions and naturc of this orientation were never
identificd, illuminatcd, nor critiqued. It is true that the gross
misinterpretations that accompaniecd the "new social studies" (such as
"concepts ar: the structure of the social sciencrs," and "induction

is the process of social scicnee™) occur now with l-ss frequency.

This might mean that we are simply more adept at working within this
new framework. It docs not mean that we understand the foundations of
that framework any better. Profcssor Holtmann's paper provides a much
broader context within which Americans can reflcct on developments in
their country.

Professor Holtmann rather carefully outlines a number of different
positions dcaling with political education. Additionally hc argues
that many of these can be subsumed under the three more general
positions mentioncd above: normative-ontological, empirical-analytical,
and historical-dialc¢ctical. He shows mesthodological aspects of
political discoursec and the political ideological overtones in
philosophical discourse. Practice cannot be s¢parated from mothodology
and ideology, but practice in the classroom remains apart from s:rious
discussions of th:se issues. The participants to these potential
dzbates are in sc~paratc camps that can barely understand rach other.
The diffsr<nces in presuppositions make communication a rare and
chanccy thing. One is left with a rathcr pessimistic outlool: on the
futur:. It is difficult to envision thoughtful, serious, reflcctive
change. .

Holtmann provides an cxplanation of sorts for this stat: of
affairs. t is the result of th~ complex of methodology and ideology
of which we are victims rather than masters. Anoth:cr vi<w on this
issuec may be obtained from some id~as put forth by Michcl Foucault in

The Archaeology of Kpnowledge. Foucault studies discourse as an

archaelogist.

What are being analysed here are certainly not the terminal states
of discourse...behind the completed system...is an immense
densitg of systematicities, a tight group of multiple relations.

(p. 76
If discourse 1is viewed in archaelogical terms and we look for the
scdimentation of statements instead of the logical and grammatical
structure of seontences, then one gets a rather different pcrspective on
institutional change and stability. One can think of the density of
statrments, how they are grouped, what arc the distances betwcen
frequent terms and phrases. By looking at the dispersion and distri-
bution of statecments it becomes casier to understand why classroom
practice and serious methodological discussions are so far removed.
It also bscomes easier to understand the distance between methodological
and idcologlcal orientations. The content of frequently stated sayings
in the staff room bear little in common with philosophical discours-.
Until such time substructures arr built in the staff room discourse
that will support methodological discussion, the fragmented world
deseribed by Holtmann will continue. I have few ideas about how this
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may be brought about. Given our lack of success with less involved
interventions, such as technologically dominated curriculum yjackages,
Talsing our cullective self-consciousness with respect to our meth-
odology and ideology may be very difficult, if at all possible.

Michigan State University
East Lansing, Michigan
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Somc Remarks on the Paper by Antopnius Holtmann

Klaus Hornung

Preliminarv Remarks

The West German Federal Agency for Political Education requested
a paper of limited length as a contribution to the discussion at the
conference in Bloomington. A complementary, or rather alternative
point of view to the paper of Mr. Holtmann would, of coursc--were it
to be sufficiently substantiated--necessitate writing a longer paper
than the onc already submitted, which therefore needs oral comments
and elucidation during the confer:nc: .

In my theses 1 to b4, I confine myself to commenting on several
passages of Holtmann's prrsentation which scem to mc to be important
--here I follow the ordrr of the author's paper. In thesis 5, I am
giving a short summary of my own premises.

1. The Problem Area of Political Socializagtion

In teacher training in the FRG, in thec problcm areca of socializa-
tion, the third approach (s¢~ Holtmann) at present enjoys a priority
position which is almost dogmatically immune to criticism. Th: other
academic approachsos, in particular the so-called "conservative" theory
of mental ability, ar~ often discuss=d polemically, but only depre-
clatively--to the detriment of carefully considered acadrmic informa-
tion and discussion. Prcecisely in this area the "“lag in modernity"
is evident of which, for instance, Behrmann also quite rightfully speaks
(quoted by Holtmann). This lag is characteristic of many arcsas in
current discussions of cducational science and also of political
didactics in ths FRG. In other words, a state of research is taken up
which has already bsen abandoned some time previously in Anglo-Saxon
research. In this context I would like to mention the publications of
Bloom, itdt und Verd e er Merkmale (Weinheim,
1971); Hans Eysenck, London; Arthur Jensen, Berkeley; Wilhelm Shockley,
Stanford University; and others. This is shown among other things by
the fact that, for instance, the thorough empirical analyses of
J. Hitpass, Zwische nz der Bil reform (Bottrop, 1973), are
being almost completely ignored in the relevant discussion.

2. Pro of S ct Matter and Method

It is regrettable that Holtmann does not include into his consider-
ations the debate which is presently being conducted in the FRG--the
d-:bate consisting of these two positions: the "academically founded
school subject" and the "intcgrated subject-determined learning area
in the field of social sciences," which had to lead to a narrowing of
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the spectrum in the discussion. The latter has developed particularly
in the debate about the official general directives for political edu-
cation in Hesse and North-Rhine Westphalia. Various differentiations
made by Holtmann--such as, for instance, between "events and factual
contents" in the traditional school subjects and "analytical differen-
tiations and modes of behavior" in the new "learning areas"--arc

quite obviously untenable in the light of serious didactic discussion
(although the fact is not to be ignored that precisely the latter is
so often absent these days).

Without contradicting in principle the claim to academic soundness,
specifically in the very area of political education, one must point,
s~rlf=-critically, to the fact that the high demands of stress on the
"academic treatment” of teaching in the schools mean excessive pressure
on most of the students who want to be teachers. In the daily prac-
tice of the seminars and, of course, in actual class presentations,
often only abstract general concepts remain which are to a great extent
as much without content as they are colorless; those concepts can
scarcely, or only with great difficulty, be connected with the contents
and wide range of social reality. Especially concepts from general
theoretical sociology (such as structure, function, role, stratifica=-
tion, mobility, international relations, etc.) rather hide a wide-
spread lack of social experience in our students than serving their
proper purpose of analysis and "construction" of social reality.

Neither should the statement be fundamentally disputed that it
should be just as basically possible to elementarize academic methods,
and that they, therefore, like the gonte s should be helpful to the
teaching of the social sciences at school. But: this claim has so
far not yet been fulfilled in a satisfactory way or with models that
can be implemented. In the same way, the abstract concepts of the
social sciences nowadays often cover the student teachers' lack of
social experience only deductively instead of serving the structural-
ization of experience, thus also the mentioning of greferred methods
favors and encourages all types of ideologization.l Contents are
being less and less conveyed, learned, and taken into consideration,
usually with the explanation--which pretends to be better than reality
and is therefore know=it-all--that such an approach would be funda-
mentally "affirmative,”" "bourgeois-positivistic," and "system-
stabilizing." Methods ("learning how to learn and %o do research ..."),
on the other hand, frequently become a pretext for avoiding any
learning activities involving contents: "methods'" and "contents" are
opposed antinomically. Social reality is defined as being g_priori
worthy of criticism because of the way the methods are being understood.
At the same time, this critique considers itself absolute, although it
is really over-simplified. The connection between knowledge of and
insight into "factual contents'" on the one hand and methodological
"eriticism" on the other hand is being destroyed in favor of an "imag-
inary world," a world without any content and no more than a construct
of this "eriticism." Moreover, behind the controversy over the

40



Q

ERIC

Aruitoxt provided by Eic:

37

academic methods the political/ideological actlonistic aim is clearly
visible: the "conveyance of factual contents" 1s "afflrmatively system-
stabllizing," and it 1s only the conveyance of a "critical awareness

of methods" which supposedly serves the social and political change
with "emancipatory aims."2 That thils approach must necessarily encour-
age wost students to form an "alllance between the radicals and the

lazy and the less=-talented" (Thomas Nipperdey)3) at our universities

and colleges, an alliance characteristlic for the "great rrfusal” and

the "formation of revolutionary awareness" and as such very probably
wanted--all this 1s thoroughly taken into account and intended from

the side of the actlonlst revolutionary aimse.

The priority demanded by Holtmann, for example, in soclology and
socilal psychology for a recognition of "segments of reality" as parts
of a complex overall soclal structure (usually at the expense of his=-
tory, geography, or other allegedly "narrative and descriptive discl-
plines") does more than interpret their methodological framework; 1t
also runs the risk of replacing a traditional, abstract civic instruc-
tion by a new subject: a type of "soclal studles" which, 1in practice,
is often as pscudo-academic as that which it replaces. Among young
teachers who arc insufficilently informed and, for thils very reason,
susceptible to dogmatic ideologlzation this leads to a set of typlcal
attitudes, to a global formula with an actlonistic 1ldeology, and to
so-called "ideologlcally critical" explanations of "structures" and
"processes" 1n soclety. Those attitudes then serve as an absolute
authority in their Jjudgments.

3. 0Opn the Problem of Teacher Traininsg

When Holtmann speaks of the supposedly "only slight effect" of
the Critical Theory and of nceo-Marxist positions, this may, in fact,
still be relevant for the reality at school up to now. (According to
my knowledge, however, there are no substantlated empirical results
which prove thils, probably for obvious reasons.) This, however, by
no means applles to the colleges and unilversitles which produce our
teachers. The above-mentioned positions--although often stated 1in
quite a narrow-minded and simplified form (only a small minority of
our students are really intelligent representatives of Marxist posi-
tions)=--are here clearly in the majority. And this isnot only in the
subjects which deal with soclal sclences 1n the more narrow sense:
nowadays, the soclal sclences, however insufficlently practiced, exert
a strong Iinfluence on educational scilence, on religlous instruction,
history, forelgn languages, etc., and this, of course, must sooner or
later have an impact on the dally teaching practice 1in our schools.
One can hardly speak any more of a chilefly "content-oriented teacher
training" and an imaginary "obJectivism that 1s orlented toward the
subjects with appeals to soclal behavior" (disregarding certailn
"conservative" remmants at some universities and in some subjects).
Finally, one can no longer speak at all of the "normative power of the
evidence of the glven facts" at our universities: too much of what
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had been passed on as matter-of-fact, and too many integrativz struc-
tures and norms have been broken--especlally in Germany--since 1945,
The formal idea of "learning how to learn," which flows from educational
sclence and general didactlcs as well as from the theory of learning,
has long since overcome that imaginary "subject-oriented objectivism",
especlally in the subsidlary subjects, and has drawn thelr form into
question, or rather, has already solved it to a great extent. Poli-
tical didactics of supposedly "critical" and "emancipatory" social
sclences 1is establishing itself in many places as a new meta-acadenlc
subject. This type of didactics lays clalm to those criterila which
ar< ovbligatory and relevant. In the face of the expresscd ne~d for

an ldeology among those students who are ''radical" and lazy" one only
has to look at the toplecs and products of our university lerctures and
seminars, the daily disillusiomments zuffered by many prof+ssors, and
the academlc standards themsclves 1in ordcer to sece this: a steady
eroslon of thec overall standard in so far as it is rclated to academic
quality and differentilated discourse.

The "hidden curriculum" is, moreover, also to be found--for many
of our lectures and semlnars--in the papcrback literature of "eritical,"
neo-Marxist, and "revolutionary" origins. This i1s an important factor
in official university 1life whicr can hardly be underestimatecd:
Rowohlt Aktuell, Editior. Suhrkamp, and the neo-leftilst publishers such
as Trikont, Oberbaum,agenbach, Pahl-Rugensteln are omnipres2nt with
their publications. They are pushing a concept of soclety, cspeclally
among studecnts in soclal studies, which 1s supposed to be "eritical"
but 1s, in reality, ldeologically and dogmatically narrow-minded.
Every lecturer in the FRG could tell a long tale about thils, unless
most of them prefer to remaln silent. The students' cholce of litera-
tur~ 1s, at any rate, determined to a great axtent by these offers.
Atteompts to work with a wlde and balanced selection of literature and
sources 1s wldely regarded as '"bourgeols objectivism," which 1s to b«
replaced by "partiality": the widespread polemlcs agalnst so-called
scientific positivism--often found among students who master neither
orthography nor the rudiments of the theory of the sclences and
humanities~-1s only the 1deological velling of both massive political
actlionism and a lack of motivation and capability to carry on differ-
entlated discourse. (I am gladly willing to relate fresh pleces of
rxperience from recent lectures and seminars in the oral discussion.)

When Holtmann talk: repeatedly about a '"lack of scepticlsm and
inductive empirical experience" among the older teachers 1n service,
then this also applles, mutatils mutandis, to a considerablc number of
the newly tralned teachers with their tendencles toward a dogmatic
immunization of thelr own positions. 3ince teacher training in the
FRG 7uns in a vicious clrcle--school/university/back-to-school-~and
since hardly any exposure to soclal, professional, or political experi-
ences 1s being demanded from our high school graduates 1in the course
of their adolescence and education, an "imaginary world" comes into
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b2ing which 1s encouraged by those '"facts"-«a world which 1is void of
expericnce, a-prioristic and dogmatized. At present, our universities
are producing, in a pronounced form, intellectuals (according to
Schumpeter) in the deficient mode-~especially in the sphere of the
soclal sclences. Here, one learns to "criticize" before even a minimum
of information, recognition, and insight into '"given material” has
been established. "Factual content" is g priori "problematized" and
eriticized, often without the most elementary information beoing known.
One immunizes oneself right from the beglnning against the recognition
of such information by the moralizing, defamatory, and actionistic
derogatlon of the existing facts and institutions as "forms of govern-
ment" which must be abolished, and which, supposedly, are an "antago-
nistic" impediment toward individual emancipation.

L, P X ods o S

Re ze each othe

The remarks Holtmann is making about those controversies which
were purely academic originally, but which have changed since 1968 into
"soclopolitical rivalries and power struggles over professorships and
institutes," are indeed quite relevant. In such an understatement,
however, the partly hidden, partly very overt and direct invasion of
academic life by political arguments in the FRG is not expressed clearly
enough. Indeed, Holtmann does say that academic theory-directed polemics
1s on the verge of degenerating into "mutual accusations." This
correct statement characterizes a situation which 1s bad enough in
itself. The massive ldeologlcal encroachment of political criteria
upon our policles for offering a chair and our policles within the
institutes has indeed been detrimental to the pluralistic university.
This 2ncroachment--even where 1t produced only partial results initially
--seems to lead to more and more politically "mono-colored" faculties
and universitles. It may be true that positions of the critical theory
and of neo-Marxist origin had a "special need to compensate" and that
some universltles have so far been too mono-coloredly "conservative."
The establishment and institutionalization of neo-Marxist centers of
power at universities such as Bremen, Oldenburg, Marburg, Kass:zl, and
others 1s, however, a reactlon the strength of which must be noted
wilth great concern from the viewpoint of a pluralistic-liberal democ-
racy and also from that of the university itself.

Those "normative-ontologlcal'" theoriles and approaches provide a
certaln counterwelght--also in the field of university politics--of
which I would pot say, as does Holtmann, that they would fall outside
the present controversy over academlc theory in the Federal Republic.

It cannot be sald of them eilther that they are "only represented at

a fow universitles in the Federal Republic," neither does 1t seem
admlssible to me to attribute only at best a marginal effect, as Holt-
mann suggests, to the writings of the Freilburg (Wilhelm Hennls, Dieter
Oberndorfer) and Munich (Hans Maler, Nikolaus Lobkowitz, Manfred
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Hettich, et al.) schools of political science. They both exert con-
siderable influence. A series of experts in historical studies, such
as Thomas Nipperdey (Munich), Kurt Kluxen (Erlangen), Hans Buchheim
(Mainz), or Theodor Schieder (Cologne) must be included here. Younger
professors such as Ulrich Matz or Peter Graf Kielmannsegg could indeed
be called the 'third generation! of this approach. Quite a few of the
important representatives of constitutional studies, particularly the
group around the periodical Der St s including Roman Schrnur, Werner
teber, Helmut Quaritsch, Roman Herzog, et al. must be mentioned here,
as well as the sociologists Helmut Schelsky and Arnold Gehlen, also
the philosophers Hermann Liibbe und Giinter Rohrmoser. The effect of the
academic publications of the afore-mentioned is of new relevance with
regard to a growing trend in the Federal Republic to look more crit-
ically at the one-sided "emancipatory" conception of academic inquiry,
though admittedly this cannot yet be finally assessed.

5 e L E c o) Pe

The past decade of political education in the Federal Republic
was characterized chiefly by dialectic-historical theoretical approaches
and emancipatory aims. Thus, for instance, Jurgen Habermas, writing
as early as 1961, could not see democracy as a system like any other;
in his opinion the essence of democracy lies in the fact that "...it
effects far-reaching social changes which increase the freedom of the
individual and which can in the end perhaps perfect it. Democracy
works towards self-determination of humanity, and only when the latter
is realized is the former true. Political participation will then be
synonymous with self-determination."u) What must be taken into account
in the current discussion of this with regard to the theory of academic
inquiry and social philosophy? The representatives of the emancipatory
school see a phase of a "counter-reformation" since the end of the
sixties, following certain encouraging beginnings. A growing number of
their critics see a “"reverse trend” underway since the destruction
began of the "essentialism of Hegel's legacy of the emancipation
philosophy" (Karl Popper), the myth of the 'total Reason' which
ostensibly reveals itself in history (Hans Albert)7), i.e. Habermas's
doctrine of '"society as a historically effected totality for the pur-
poses of critical maieutics of political practice." ) From the aim of
the 'emancipated citizen,! namely to overcome National Socialist total-
itarianism and the authoritarian political culture of German tradition
in general, came forth in the course of the sixties already an increas-
ing ideological overloading of the idea of emancipation. This became
clear, for instance, in the change from an initially liberal-plural-
istic concept of conflict to 'antagonistice' ideas of society and
neo-Marxist theories of class conflict.

Thus, in the Federal Republic, it 1is this ideologically over-~
burdened emancipation ideology which has not been able to avoid the
'dialectic of enlightenment.' It has perverted from a theory of
enlightenment to new 'monolithism'9), to new normative didactics of
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of persuasion and convictlon, to a soclal sclence which takes 1its
legitimation from the supposed knowledge of the "historlcally effected
totality." It is precilsely through this that i1t deteriorates further
into a new "sggressive counter enlightenment" with a firm belief in 1its
own political salvatilon, unrealistic know-all manner, penetrating
morality and zealous intolerance (Hermann Llibbe).lo From thils stage
it can be changed at any time into an "approved doctrine of soclety”
and ultlmately a 'state religion'--something which Theodor Adorno was
well aware or 1L Here then the term 'emancipation' has been sub-
Jected to that process of which Robert Spaemann has recently said that
it has seldom been bencficlal for any word, namely, to be pushed into
the slot which 1s reserved for the word 'good.' No word has benefitted
from this: "...nelther the words 'healthy,' 'patriotic,' 'altrulstic,’
'German,' nor 'scientific,’ nor any other word. Through belng moved
up to the place of the word 'good! words are made taboo and can evade
further questioning... In the face of the emancipation ideology we
must defend the right of self-determination of the citizen. The term
emancipation, ldeologlcally overcharged, has become ambiguous. Once
meant as liberatlon from authoritarian power, 1t now serves as a
legitimation of a new kind of authority, namely that which manages to
declare 1itself emancipatory."lZ)

In any case, the present emancipation ideology in West Germany has
simplified the actual complementary nature of freedom, self-determina-
tion, and emanclpation of the citizen on the one hand and authority,
identification, and the soclopolitical consensus on the other hand.

It has been simplified into an Either-Or dichotomy instead of bringing
1t to bear positively on the analysils and evaluation of all educational
and soclal processes. Thils 1ldeology 1s also supported by the mistaken
notion that the 'nature' of man must only be allowed to develop freely
and without restraints for him, so that hc might find himself on that
road at the end of which man's freedom will 'perhaps be perfected,'
although human 'nature' is anything but a simple factor, 1s not of a
single cast but many-sided, contradictory in 1itself.

The criticism of such a one-dimensional emancipation ideology
statest "A man cannot become a true man if left to his own devices,
i.c. the essence of man's 'nature' lies in the fact that it 1s dependent
on regulation, ordering, disciplining of 1its contradictory factors, on
the orlentatlon of 1its individual development on authority, models,
cousensus of values, and 1in becoming a person through the cholce of
For and Agalnst with regard to these."13 Moreover, 1in the past few
y2ars the practical manifestation of emancipation in the Federal
Republic and 1n many other Western countries has itself confirmed this
dependency: all too easlly the experiment of radically autonomous
self-regulation shifts suddenly into self-enslavement or self-dastruc~
tion; ‘'eritical awareness' becomes an uneritical gullibility with
regard to dogma and only a slight capaclty for self-criticism. The uni-
versal enthronement of the principle of pleasure, for instance, would
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never reach the goal of "the greatest possible good,"lu) but would in
fact rather quickly express itseclf in self-destructive economism and
a low cultural niveau.
Political education today must therefore keep in mind not only
the dangers of incapacitation and 'consumption' of the individual in
the social and power structures of the 'advanced industrial society!
(wvhich should certainly not be argued away), but also the other side
of the coin: the weakening, if not to say the destruction of the
'bloc des idées incontestables' in the pluralistic industrial socie-
ties, that is, the crisis and weakness of that minimum of common basic
beliefs, without which neither personal identity nor solidarity and
co-operation, i.c. the historically-politically relevant and durable
existence of a society arc possible. The contemporary frec plural-
istic social state has made possible for the individual citizen a
m~asure of free self-development unimagincd before. (It hardly s-ems
possible to extend this measure of freedom without tearing thr social
fabric.) This pluralistic stats has, however, also led to 'exposing
forcas'ls) vhich threaten man's very cxistence, to a separation of
individual and group int-rests which leads to absolute political absti-
nenes and which therefore works against representative democracy.lé)
From the beginning the free constitutional democracy associated

--as can be fascinatingly studi~d from its sources, for instance fron
the Federalist--man's will to gain emancipatioﬁ with a mistrust of his
nature, which was why it balanec-d power with powor.l7 Of this mis-
trust--not only, by the way, of thc temptations of the pow r of the
mighty rul-rs, but also of th- impotence of the ruled--therc is usually
littl: to b seen in the Messianic ideas of democracy and emancipation
of today, which tend to identify the 'palaces' always with vice and
the 'huts' always with virtue. In contrast, political education for a
free constitutional democracy is always concerned gt the same time with
the function of the sociopolitical institutions in the service of
guaranteceing freedom and with its task of safeguarding "the capacity
of the whole to function”ls), in other words at the same time with the
insurance of freedom in the face of self-abuse, i.e. with the necessary
and absolutely real dialectic of personal freedom and integrating insti-
tutions, authority and self-determination, progress and conservation,
personal development through the For and Against with regard to society.
It is a matter, then, of the realization that 'emancipation' can never
consist of the abolition of all kinds of restrictions and ties, but
that the substance of 'reasonable freedom' in the reality of human
history is rather to be sought in the equilibrium of 'freedom under the
law.' Edmund Burke summarized this dialectic In the fabric of all
history and society in a splendid "Letter to a Member of the National
Assembly in Paris" (1791) in which, among other things, he says:

"Men are qualified for civil liberty in exact

proportion to their disposition to put moral

chains upon their own appetites; in proportion
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as their love of Jjustice 1s above thelr rapacity;
in proportion as thelr soundness and sobriety

of understanding i1s above thelr vanity and pre-
sumption; 1n proportion as they are mdre dis-
posed to the counsels of the wlse and good, in
preference to the flattery of knaves. Soclety
cannot exlst unless a controlling power upon will
and appetite be placed somewhere, and the less of
it there 1s within, the more there must be without.
It 1s ordalned in the eternal constitution of
things that men of intemperate minds cannot be
free. Thelr passions forge thelr fetters."l9)
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3)
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6)

7)

8)

9)
10)

11)

See H. Freyer, Theorie des gegenwiirtigen Zgltg%texa (Stuttgart,
1955), p. 117ff. "(Die gut verpaBte Ideologle): The psycho-
logical point of departure is that emptiness left in a person
as soon as he 1s defined as an element in a secondary system...
In this vold, this lack of experience, ideologiles flourish...
The great thought forms, with which iéeology fills the vold or
spans 1t deductively, betray at first glance where they
originate: not from scientific inquiry but from religion,
admittedly not the religion of-the belleving heart, but from
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