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Media Pedagogy and
Interdisciplinary Artistic Education -
Analogies and Synergy Effects'

IWAN PASUCHIN

The following article unfolds the analogies in methods and goal settings
between media pedagogy and artistic education in Germany and the
reciprocal synergy effects. The conclusion gears towards the vision of a
close cooperation between the two pedagogical fields in a future joint
function. The perspective is limited to Germany (and German-speak-
ing publications) due to the fact that media pedagogy there, contrary to
Anglo-American countries, holds a very long tradition and for many
decades various attempts have been pursued towards cooperation in the
above-mentioned areas.

The central field of research evolves from the premise that in the
present multi-media saturated world, a strict separation between artis-
tic-pedagogic areas is becoming less possible, producing the effect that
all creative fields (art, music, literature, dance, etc.) progressively be-
come considered as one interdisciplinary entity?.

1 The article is based on the thesis from the author entitled “Kiinstlerische
Medienbildung — Ansitze zu einer Didaktik der Kiinste und ihrer Medien”
(Artistic Media Education — Approach to a Didactic for Arts and their Media),
which is to be published in early 2005.

2 To simplify the article, reference to artistic pedagogy will principally be ex-
tracted from visual component conceptions in relation to and compared with
music pedagogy.
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1. A Comparison between the
Historical Development of Media Pedagogy
and Artistic Pedagogy in Germany

In comparing the development of media pedagogy and artistic peda-
gogy in Germany from the reform pedagogy until the early 1970s, nu-
merous significant analogies are evident. In the critical phases of media
pedagogy history, artistic pedagogy played a decisive role in the respec-
tive developments. Numerous researchers (e.g. Hiither; Podehl 1997,
119; Tulodziecki 2000, 22; Kiibler 1994, 60) claim that the origin of
media pedagogy in the beginning of the 20 century (which dealt fore-
most with film media), was a result of the Art Education Movement
(Kunsterziehungsbewegung) within the reform pedagogy. Contrary to
the so-called “Bewabrpiidagogit” (Protection Pedagogy), which aimed at
defending against a media offer which was classified as corrupt (and in
part, exerted much influence until the end of the 60s), the Art Educa-
tion Movement conveyed a “direction toward ‘good’ and ‘valuable’ me-
dium, in connection with education in art appreciation and judgement
ability” (Hiither; Podehl 1997, 119). An inseparable synthesis between
media and aesthetic education is visible in the conceptions of the reput-
able teachers and researchers, referred to as the pioneers of media
pedagogic. In the 1930s, one of these, Adolf Reichwein, using the re-
search from Berthold Otro, developed the conception of Critical Visual
Education (kritische Seherzichung), the goal of which was to enable stu-
dents to observe and use media in a reflective manner, whereby the
recipients were granted the ability to decode film contents. One of the
working methods included experimenting and testing media produc-
tion (mainly with the help from photographers) to obtain independent
media design knowledge (cf. Schorb 1995, 29f.; 1994, 162f.).
Another significant point in the history of the two pedagogical fields
was the reform discussion in art education in the early 1970s. Accord-
ing to Baacke, it gave an important incentive towards the final separa-
tion from the “protective pedagogical” tendencies within German me-
dia pedagogy (cf. Baacke 1995, 34fF; cf. Vollbrecht 2001, 46f£). The
central point here was the conception of Visual Communication (visuelle
Kommunikation) which granted optical mass media such as photo-
graphy, film, television, magazines, adverrisements, comics, etc. a signi-
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ficant role in art education, and thereby intensified the focus on media
pedagogical issues (cf. Ehmer 1971, 7£). At the same time music peda-
gogy also initiated similar conceptions entitled Audio Perception Educa-
tion (auditive Wahrnehmungserziehung) and Audio Communication (au-
ditive Kommunikation) whereby the definition of art was quite broad
and every form of music, including “acoustic events” was accepted as
part of the curriculum (cf. Frisus et al. 1972, 0.9) — the increase in
employment possibilities of “technical mediators” in class played a cen-
tral role within this conception (cf. Helmholz 1996, 31).

In the historical development, both fields reveal not only analogies
but also sources of numerous mutual misunderstandings and prejudices.
For example the conception of Visual Communication, based on “ideo-
logy criticism” (Ideologiekritik) of Adorno, Horkeimer etc., can be de-
scribed as extremely “anti artistic” relating to traditional art (such as
painting, sculpture, etc.). One of the most significant representatives of
this movement, Heino R. Moeller, even went so far as to demand the
deliberate “discrimination of art as an instrument of authority” as “the
most important educational goal for lessons in art education” (cf. Moeller
1971, 23). Due to the fact that these conceptions were closely involved
with media pedagogical objectives, one of the consequences of the de-
tachment in the subsequent artistic-pedagogic movemnents included less
consideration of media educational perspectives. As one of the results of
this process adequately developed media pedagogical conceptions and
didactic models exist neither in (visual) art pedagogy nor in music peda-
gogy up to now {cf. Kirschenmann 2003, 7; Miinch 2003, 32).

2. Media Competence Discourse

The “genesis” of modern day German media pedagogy is Dieter Baacke’s
1973 augural dissertation entitled, Communication and Competence —
The Foundation of a Didactic of Communication and its Media (Kom-
munikation und Kompetenz — Grundlegung einer Didaktik der
Kommunikation und ihrer Medien) introducing his conception of Com-
municative Competence. Today, the term Media Comperence (even though
Baacke used the term only after 1996) is used by German media peda-
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gogues referring to this publication (cf. e.g. Groeben 2002, 11; Fromme
2002, 158; Moser 2000, 213; Vollbrecht; Midgefrau 1998, 267), hence
the reason the conception of Communicative Competence will briefly
be introduced. The basics of this conception (and that of the media
competence discourse) allow the following “superior competence con-
ceptions” classification: communicative, social, and action competence
(kommunikative-, soziale- und Handlungskompetenz — of. Groeben
2002, 11£).

2.1 Origins of the Media Competence Discourse

Baacke’s communicative approach, his Basic Axiom of Communicative
Competence (Grundaxiom der kommunikativen Kompetenz) originated
mainly from the theories of the linguist Chomsky. Chomsky’s main
theory maintained that due to a universal system of rules which every-
one is born with and need not learn, everyone has the potential to gen-
erate an infinite amount of sentences and hence express any amount of
thoughts. Chomsky termed this the creative aspect of language use (ac-
cording to Baacke 1973, 100). Subsequently, Baacke concludes that man
is capable of using individual creativity and competence to generate
new knowledge without “pedagogic intervention” — without depending
on imitating foreign behaviour or external stimulation (cf. ibid, 100{L.).
Hence, Baacke demanded (long before the term “constructivism” gained
importance in learning theory) a pedagogical understanding of learning
as a mutual constructing process between teachers and students, whereby
the usual hierarchy situation is lifted for symmetrical communication
because only in this way can “each participant develop their communi-
cative competence” (Baacke 1973, 332). This wording refers to the cen-
tral meaning of the term “competence” in modern pedagogy: Regard-
less how problematic this term appears, it has the decisive advantage to
suggest (if not to enforce) the utilization of related terms in language
use (and comprehension) in the pedagogical context, which correspond
to the recent postulates of learning theory. Competence (in the sense of
a natural ability chat each person possesses or individually acquires) can-
not be taught, nor can a person be “raised to competency”. Even publi-
cations which explicitly disassociate themselves from Chomsky’s com-
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petence understanding as an innate, universal ability, only speak about
the promotion, improvement, and expansion of competence (cf. e.g.
Hurrelmann 2002, 111).

For the social approach, Baacke proceeded from Habermas’ Inserac-
tion Theory. Habermas developed his pragmatic communication theory
often mentioned as authority free discourse (herrschaftsfreier Diskurs) to
prove the possibility of authority free communication as a prerequisite
for the universal emancipation of man (cf. Habermas 1971, 101{f.).
Proceeding from the bond between socialization and sociological theo-
retical perspectives, Habermas postulated that “the structures of cogni-
tive, social, and moral development can be derived from the general
levels of communicative competence” (Sutter; Charlton 2002, 134).
This aspect of the conception of Communicative Competence results,
at first glance, in a contradiction of two approaches: On the one hand,
the “radical democratic” approach (cf. Baacke; Roll 1995, 16) — the
acknowledgement of the innate or rather socially acquired competences
toward an independent lifestyle for each and every one and the effort to
reach an “authority free discourse” between teacher and student; on the
other hand, simultaneously the strong bond of the social and moral
aspects with the cognitive aspects of media competence (cf. also
Tulodziecki 1992, 59; Gapski 2001, 14). For media pedagogical prac-
tice, the consequences are that the ethic, democratic, and similar di-
mensions of communicative, respectively, media competence, which go
beyond the basic skills and abilities of man for a personal life style plan,
must not only be supported but also conveyed by intense pedagogical
intervention and, accordingly, the learning process must be “accompa-
nied and directed by external ethic-moral factors.” (Schorb 1997, 68)
These two approaches are compatible, as Baacke continually stressed
that media competence cannot be “subjectively-individualistically di-
minished” but must be looked upon as a “planned objective of an ultra
individual social level” (cf. Baacke 1997, 27; 99) — that means every
person, regardless of his/her liberties, has a responsibility to society. This
aspect is currently described as “critical reflection” (kritische Reflexivitiit)
(cf. Schorb 1997, 67).

In the approach to action competence, Baacke commenced mainly
from the action-oriented pedagogy based on the theories of John Dewey.
Most important for Baacke was the activity aspect: An acting person has
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control over himself/herself and whar occurs. Action is therefore inten-
tional and in contrast to “behaviour” shows itself through a dimension
of independence towards the situation (Baacke 1997, 55). Action is not
understood as conduct within a predestined or social process adopted
behavioural pattern, but implies a “behavioural independence” (Baacke
1973, 262). This makes it clear why the term emancipation took such a
central position in Baacke’s augural dissertation (for example, the com-
plete second half was entitled Communication: Competence and Emanci-
pation ~ Kommunikation: Kompetenz und Emanzipation): Emancipa-
tion for Baacke “strives for self realization of the individual: adapting
someone else’s authority as one’s own.” (ibid. 313) To Baacke, emanci-
pation in a pedagogic context means not only teaching the student in-
dependence, but also to create the social preconditions which enables
the “self realization of the individual”; therefore, education is always
political (cf. 314). It is self-explanatory that such thought constructions
lead to demand for a reform of the educational system (cf. 363). Baacke’s
recommendations regarding this “new pedagogy” resemble the postu-
late of the current (radical) constructivistic learning theory: It is a defi-
nite decision for democratic educational structures; the autocratic man-
agement in the school should even be renounced, if one expects higher
learning effectiveness regarding the “subject” (302). In the long run,
people learn much better when they have “the opportunity to deal freely
and independently with tasks they choose themselves.” (325)

The conception of Communicative Competence was summarized
by Schorb et al. (1980, 622) into the following three components, which
can also be combined with the “superior competence conceptions” (cf,
Groeben 2002, 11£):

Superior Components of the Communicative Competence conception

conceptions (according to Schorb et al.)

communicative | communicative | Ability to an adequate and reflective experience management
competence component and representacion

social analytical Ability to reflect the “blocking connections” of the mass media
competence component and realize possibilities to overcome them

action creative Ability to find alternatives with regard to the ruling communi-
competence component cation structures and push through personal collective interests
Table 1
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2.2 Current Media Competence Discourse

The term “Media Competence” stems from the federal German edu-
cation policy discourse of the 1980s. At that time fears settled in that
the young working force was not qualified enough compared to other
industrial nations and that they were competitively at a disadvantage.
The business community demanded to “shape up” the youth for the
working world by teaching them how to professionally deal with tech-
nical applications. The psychological dimensions of the learning pro-
cess were neglected and social and political implications in the tech-
nology development were grossly ignored (cf. Ackermann 1992; Brehm-
Klotz 1997; Schorb 1995, 51). For this reason, the media pedagogy
struggled against accepting this terminology (cf. Binder 1992, 21). But
by the mid 1990s, the term “media competence” was so deeply im-
bedded in the general vocabulary that the academic media theory was
compelled to execute a “pedagogical turnaround” (Gawert 1996, 2).
In 1996, Baacke introduced his own differentiations to the pedagogi-
cal dimensions of “media competency” in his article Media Compezence
Network (Medienkompetenz als Netzwerk). He concluded his article with
the following words: “A concept is booming ~ we should seize the op-
portunity.” (Baacke 1996, 10)

The media pedagogical opportunity of this term was the possibility
to take this concept and reinstall it into the original conception of Com-
municative Competence (as it was practically non-existent to the public)
— the description of this initial conception encompassed more than half
of Baacke’s “network-essay” (1996, 4-8). The most important differ-
ence between the two conceptions is: Communicative Competence
treated mainly general, day-to-day aspects of competence; Media Com-
petence concentrates on the promotion of skills to “master the media
development” (cf. ibid, 8; Schorb 1997, 65). For this reason Media
Competence is an “actualization and simultaneously an actual reduction
of the conception of Communicative Competence.” (Schorb 1997, 63)

The question, what has to be actually understood by the term “me-
dia competence”, leads to a vehement discourse in the German media
pedagogy. Moser, for example, criticizes that Baacke’s opinions are too
focussed on the “old media” and the ideologies from the 70s, rather
than on new technology (chiefly, the computer). Consequently, Moser
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develops his own didactic model where he expresses the absolute im-
portance of technological competence as a necessity to be able to handle
media (from the remote control to computer programs) properly (Moser
2000, 215£). Accordingly, first and foremost — media competence is
the understanding of routine technical abilities and the corresponding
fundamental knowledge as the “basic qualifications in the information
society” (cf. Mandl; Reimann-Roithmeier 1997, 80). Media pedagogues
such as Bernd Schorb view with detachment theories of that kind be-
cause they believe that the world is so saturated with media (technol-
ogy) that it is practically impossible for an individual to accumulate the
necessary detailed knowledge (Schorb 1997, 66). In his opinion it is
much more important to accumulate “structural knowledge” (Strukrur-
wissen), in order to be able to cross-reference information, and “orien-
tation knowledge” (Orientierungswissen) using historical, ethical, and
political views and facts to evaluate the phenomena of information and
communication technology (ibid.). Based on such postulates numerous
media pedagogues, first and foremost Baacke (1996, 8), but also Aufe-
nanger (2001, 1191.), Tulodziecki (2000, 25 £, and Psttinger (2002,
88), stress the cognitive, social, ethical, and moral abilities, as most im-
portant in dealing with the media and demand one to strongly pursue
critical-reflective abilities in view of media constructed realitics (cf. Schorb
1997, 76£). A third group of media pedagogues differentiate them-
selves from this standpoint of media competence as being too rationalis-
tically diminished and criticize the “neglect of the emotional media com-
petence components.” (Groeben 2002, 17; cf. Luca 2001) In their opin-
ion media pedagogy pays insufficient attention to “aesthetic experiences
beyond a discursive practice.” (Mikos 2000, 2) Recently this leads to an
“increasing importance of aesthetic-based media pedagogical concep-
tions” (Paus-Haase 2001, 91). On the other hand such approaches are
already present in “established” media competence models. For example
Baacke’s media competence model contains the dimension of “creative
media design” that emphasizes aesthetic aspects. They are described as
“going—over—the—boundaries—of-routine—communication” (1996, 8).
Stefan Aufanger imparts his media competence model with an “aes-
thetic dimension” (2001, 120) and even Bernd Schorb stresses that cre-
ativity and fantasy are imperative in designing something innovative in
order “to overcome the codified rules of reality.” (Schorb 1997, 71)
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These diverse approaches to the term media competence ne.ed not
be regarded as contradictory but can also be interpreted as d1ffer1r'1g
facets of a concept especially valuable through its pedagogical versatil-
ity. Based on the conception of Communicative Comp_etence and the
“superior competence concepts” it is possible to summarize thts present-
ed dimensions of media competence and to formulate the objectives of
media pedagogy as follows (compare also Péttinger 2002, 88; 96):

7Aspects of Media | Objectives of Media Pedagogy
Competence } . :
| communicative Promoting personal competences of each individual, to understand media con-
tents, to express oneself coherently with help from media technology, and to
use media productively for personal (day-to-day) interests

social Imparting “ultra individual” abilities to use media considering social, demo-
cratic, and ethical aspects and knowledge in refation to structures, formal de-
signs, and possible effects resulting from media

action Directing towards an active and creative modelling of the individual lifestyle
and engaging in social developments with the aid of media technology

Table 2

2.3 Pedagogical and Didactical Consequences
of Media Competence Discourse

Principally, communicative competences are perceived as personal com-
petences of each individual in association with media (technology).
Basically, each individual possesses this “user-know-how”, and aiqulres
this capability by causal demonstration and advising, and through “learn-
ing-by-doing” and “learning-by-experience” (Kﬁ[?ler 1?99, 35). Con-
sequently, “a very momentous opening [...] in relation to informal teach-
ing methods” takes place in current media pedagogy (FForTlme 2002,
166). Fromme also speaks of learning with new media within the .edu—
cation system as “a possibility to broaden the learner’s self—orgamzed,
autodidactic learning.” (ibid, 165) This does not conclude that r'ne.dla
pedagogy can be reduced to offering information access for m('adlaFmg
basic communicative competences because independent learning in a
hyper-media environment requires effective search, evaluation, a{ld learn-
ing strategies (ibid). The pedagogy cannot leave students possessing weak

135




IWAN PASUCHIN

strategy abilities alone with their learning requirements, questions, and
problems (cf. Miiller 2000, 29), but must develop methods to promote
capabilities toward efficient self-control in the learning processes (cf.
e.g. Ziegler et al. 2003 Selfregulated Learning and the Internet —
Selbstreguliertes Lernen und Internet). On the other hand, it is a fact
that people of all ages not only can, but also increasingly have to learn
“lifelong” within multi-media educational environments. This opens a
vast working field for media pedagogues because it is proven that onlya
few of the existing products in this area can be utilized efficiently for
self-regulated learning; hence there is a great need for future develop-
ment (cf. e.g. Astleitner 2002, 148 The Quality of Learning in the Internet
— Qualitit des Lernens im Internet; compare also Astleitner 2001).

As previously addressed, social competences are closely related o criti-
cal reflection which must be conveyed by intense pedagogical interven-
ton. Apart from imparting information regarding complex historical,
cultural, and social relationships and teaching of discursive abilities (de-
fining, deducing, debating etc.), also collaborative learning forms (col-
lective problem solving) and open learning environments (to increase
the independence and responsibility of the student) are seen as concrete
pedagogical possibilities to convey social competences not only in the
classical form of teaching but also in a more or less vircual learning
environments (cf. Astleitner 2002, 88; Tulodziecki 1997, 54). Regard-
ing social competences the pedagogues developing multi-media learn-
ing environments are confronted with a special challenge since many
are of the opinion that the individualization of learning situations
through media can lead to an estrangement of essential social learning
processes (cf. Aufenanger 2001, 116; Brehm-Klotz 1997, 150).

The possibility to promote action competences is most likely to occur
with the establishment of practice-oriented opportunities for integral
creative learning experiences with the media. In practice, these lead to
regarding the task of action-oriented media pedagogy primarily as cre-
ating possibilities to support and carry out creative media projects, sub-
sequently; active (alternative creative) media work has developed “not
only into the most important option but as well into the ideal way
(Konigsweg] of media pedagogy” (Kiibler 2002, 176; cf. Thiele 1999,
63). This also explains the above mentioned increased significance of
aesthetic media pedagogy conceptions. At this point, media pedagogic
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and artistic education widely correspond because “creative media workv”
usually means nothing else than the production of medial or multi-
medial art projects including primarily (video-) films, but al.so songs,
performances and interactive CDs, DVD-ROMs, respecm./ely,.net
projects. The topics are usually developed from an every.d.ay situation,
an event from the participant’s life or from a current political probl.em
(cf. Baacke et al. 1999). In the recent past, regarding mgdia pedagogical
projects the reflection aspect is increasingly stressed: With every newly
acquired experience and piece of information, its relevance, placement,
and context should become clear to the students in order to enable
them to transform it into knowledge and results for their own actions
(cf. Aufenanger 1999). '

The singular aspects of media competence discourse can be assigned
the following concrete Tasks of media pedagogy:

Competences Tasks of Media Pedagogy -~
communicative | Pointing out the strategies toward efficient sclf-organisation of learning proc-
esses and developing of multi-media environments for self-regulated learning

| social Informing about complex historical, cultural, and social relationships; instilling
discursive abilities; developing collaborative and open multi-media learning envi-
ronments

action Establishing practice-oriented opportanities for integral creative learning experi-
ences with the aid of media technology; transferring into action-oriented knowl-
edge through reflection of the newly acquired information

Table 3

3. Analogies between the '
Media Competence Conception and
the Conception of Artistic Education

Not only within the media pedagogic discourses but also within the
discourses of artistic education in Germany, a much-heated controversy
has arisen over the last years and decades in regard to the concept “cc?m—
petence”. A representation of this discourse would overwhelm the lim-
its of this article and therefore, some exemplary aspects will be shown
by means of the conception of Artistic Education (Kiinstlerische Bildung)
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as published in the anthology Perspectives of the Artistic Education (Ed.
by Carl-Peter Buschkiihle 2003).

The conception of Artistic Education is based on the visual art peda-
gogy but can be adopted into any of the art fields as it is based on the
Exctended Art Concepr (erweiterter Kunstbegriff) of Joseph Beuys and
the Philosophy of the Art of Life (Philosophie der Lebenskunst). There-
fore it is highly interdisciplinary and open to many venues, not only art.
Andreas Steffens describes the understanding of art in these surround-
ings as follows: “The important thing about art is not art; important is,
what happens until it has been developed, what is manifested in its
creation, in whatever form, [...].” (2003, 68)

3.1 Theoretical Background
of Artistic Education Conceptions

Numerous parallels are already recognizable in the theoretical founda-
tion of the conception of Artistic Education and the theoretical base of
the media competence discourse. Joseph Beuys, referred to by many
authors in this publication, can be described as a “radical democrat” in
reference to artistic-pedagogical conceptions since to him, every indi-
vidual is an artist. Referring back to the media pedagogical competence
discourse, one can assume that every individual can also be described as
“art competent”. That also means a responsibility to one’s own abilities:
“We can only be what we really are when we make use of all of our
capabilities.” (Steffens 2003, 61) This does not mean that every indi-
vidual is obligated to produce works of art in the traditional form. Fol-
lowing Beuys the conception of Artistic Education assumes a very broad
definition to the term “artistic” — it is defined as the “fortune of an
individual to express his own identity and his integral relationship to
the world and time.” (Regel 2003, 137) Ultimately, it deals with the
ability to promote creativity in various life situations — in daily life, at
work, and above all, forming the individual life style and relations within
social groups (cf. ibid, 138; Beuys' “social sculpture” concept).

Hence, it is understandable why the Philosophy of the Art of Life
(Philosophie der Lebenskunst) plays such an important role in the con-
ception of Artistic Education (cf. 2003, 471F): This philosophy is de-
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scribed by Wilhelm Schmid as “a reflection of the base and possible
forms of a consciously lead life.” (Schmid 2003, 47) The art of life is the
continuous forming of one’s life and ego, whereby life depicts the mate-
rial and art the design process (cf. ibid.). Schmid also introduces the
conception of Intelligence Fducation (Klugheitserzichung), that means
enabling an individual to take on responsibility to form his/her own life
within a complex society. The basis of this type of “intelligence” is sen-
sitivity on three levels: First of all, the sensual perception “of what is
there”, in other words, differentiating intense sensitive experiences from
facts and situations. Then, the structural perception “of what is ‘actu-
ally’ there”, hence, the cognitive conclusion of the general conditions
and structural attributes of what has been perceived (as an example,
Schmid takes the understanding of medial power structures). And lastly,
the virtual perception, which concentrates on the developing of fantasy
and power of imagination in order to “let life have a choice”, and “not
lock oneself into the prevailing reality [...], but rather get a glance at the
future’s horizon [...].” (ibid, 49) An education which enables a con-
scious art of life and living together must, according to Schmid, contain
the following three types of knowledge: knowledge of signs — having a
command of the informal world of signs such as language, writing, and
numbers; meta-knowledge — the ability to retrieve and evaluate informa-
tion; and above all, creative thinking — setting free creative abilities to
develop and transform individual ideas in relation to life experiences,
whereby, according to Schmid, these possibilities can be especially pro-
moted through active interaction with the arts. (cf. ibid, 51)

The conception of the Art of Life, according to Schmid, can be sum-
marized and assigned to the mentioned aspects of the media compe-
tence in the following manner:

Competences | Art of Life Conception (according to Schmid)
Types of Perception (Sensitivity) required knowledge
communicative | sensual = perception “of what there is”; knowledge of signs
differentiate experience from facts and situations

social structural = perception “of what is ‘actually’ there”; meta-knowledge
cognitive conclusion of the conditions and structural
attributes of whar has been perceived

action virtual = expansion of fantasy and imagination creative thinking
in order to develop acton alternatives

Table 4
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3.2 Objectives of Artistic Education
in Relation to Aspects of Media Competence

Proceeding from such considerations, Buschkiihle defines the objective
of the conception of Artistic Education as an “education and upbring-
ing of a person to become an artist” in the sense that an individual “due
to his mental agility, is capable to form himself and his life in an inde-
pendent and responsible way” (Buschkiihle 2003, 36). According to
Buschkiihle, the receptive and active occupation with art implies educa-
tional objectives, highly relevant for society as a whole. His summary of
these educational objectives can be combined with the previously de-
scribed aspects of media competence discourse:

Communicative Competences: The first two of five “socially relevant
educational objectives” according to Buschkiihle are the individual’s
ability to find one’s own position and the mental agility respective to
orientation ability. These aspects can be linked with the promotion of
communicative competence because Buschkithle postulates that work-
ing with art — receptive or productive ~ requires not only the acquisi-
tion of knowledge bur also its transformation into personal statements.
Artistic work is always creative work with new, unknown, and unusual
tasks; therefore occupation with art teaches individuals the ability to
formulate and explain one’s position. Buschkiihle also believes that a
particularity of artistic sensitivity and thinking is the integral percep-
tion of each object: “Sensuality, sensation, cognition, and imagination
are activated simultaneously and interdependently influence, inspire,
bur also conflict with one another.” That is why the receptive and pro-
ductive occupation with art promotes the “agility of mental abilities”
and hence, the entire variety of the mental capacities. Moreover, be-
cause it forces to find individual positions and formulate independent
statements it trains the orientation abilities in view of the new, the un-
usual, and the controversial (cf. Buschkiihle 2003, 39).

Social Competences: The third and fourth objectives of artistic educa-
tion are described by Buschkiihle as the teaching of responsibility of
each individual and the ability for democratic communication. Accord-
ing to Buschkiihle, the shaping of an individual art project demands the
assuming of responsibility for its development and success. Analogous
to media pedagogical postulates, Buschkiihle stresses that social respon-
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sibility can be taught especially in group and team work: The occupa-
tion with art in groups, where individuals are required to explain and
defend their opinions and creations and also critically analyse the work
and opinions of others, trains a critical-constructive deportment, and
teaches how to sensitively express relevant criticism and how to accept
and deal with such criticism. (Buschkiihle 2003, 39f)

Action Competences: The final educational objective of artistic e.dg?a—
tion, according to Buschkiihle, is the mobilization of individuals’ initia-
tives. The parallels to media pedagogical action-orientation are obvi-
ous: Art education should promote not only critical cognition but also
the formulation of individual messages and representations and in this
way, help to detect potential consequences of actions or developm'ents
and train the visionary imagination as an ability to create alternatives.
The creation of art projects developed out of situations from the lives of
the students and from current political problems supports the discus-
sion of, and participation in, social developments and leads not only to
the conscious forming of the individual’s life, but also to the assuming
of social responsibility (cf. Buschkithle 2003, 38 ff.). The comparison of
the objectives of the artistic education with the aspects of media compe-
tence discourse can be summarized as follows:

Competences | Objectives of Artistic Education .

communicative | Proceeding from the acquiring of artistic knowledge and the transformation of
this knowledge into individual messages, promotion of capabilities to formulate
and substantiate individual positions, to reach an integraf understanding in rela-
tion to the new, the unusual, and the controversial, and to obtain a corresponding

orientation ability
social Proceeding from artistic work and the combined reflection of this work' in learn-

ing teams, teaching of individual responsibility and ability to democratic commu-
nication — in other words, a critical-constructive stance towards oneself and of

action Proceeding from the mobilization of the individual’s initiatives within értistic
production, increasing the awareness for potential consequences o'f actions or de-
velopments, and training of the visionary imagination for alternative actions in
respect to one’s own life as well as in social relations

Table 5
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3.3 Methods of Artistic Education
in Relation to Media Competence Aspects

Numerous parallels are visible between media pedagogy and artistic
education in relation to methods necessary to reach the discussed objec-
tives:

Wich regard to communicative competences (the basic abilities neces-
sary to obtain artistic knowledge and skills), informal independent learn-
ing takes on an increasing role within the conception of Artistic Educa-
tion. The fact that even small children create their own pictures and
possess their own (artistic) language is perceived as the “basis and begin-
ning of all art-educational efforts”; no individual therefore is “stupid in
the artistic field.” (cf. Sticlow 2003, 148) Accepting these basic artistic
competences of each individual, art educarors stress the “(self-)educat-
ing chances for artistic individuals in broadly self-controlled artistic
processes.” (Kettel 2003, 159) Also the term Aesthetic Research (dstheti-
sche Forschung), introduced in the discourse from Helga Kimpf-Jansen
(2001), receives an increased importance in this context: The creative,
independent occupation with art can, according to Kimpf-Jansen, be
described as an aesthetic or artistic research project as it is a complex
and extremely challenging process with open structures and an uncer-
tain result (Kimpf-Jansen 2003, 266). Projects such as these are usually
based on everyday situations and subjective interests of the learners, and
making detours or going astray is seen as an important part of such a
research. Therefore, a realization of these projects in linear processes of
formal learning (such as the usual classroom situation) is rejected (cf.
ibid 274£). Describing artistic learning processes in the publication “Per-
spectives of Artistic Education” (Perspektiven kinstlerischer Bildung) teach-
ers are depicted as impulse givers and advisors but never as announcers
of objective aesthetic truths; in some comments it is even rejected that
teachers relay the artistic tasks during the lesson — the duty of the teacher
is chiefly the “art of asking questions™ “Not the questioning of the
known, but rather probing the unknown is our primary task” (Zaake
2003, 298). Such ideas lead to the demand for a new orientation within
art education in the sense of a radical individualization in the pedagogic
orientation in regards to differences, uniqueness, and character devel-

opment of the individual (Kettel 2003, 196),
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With regards to social competences, the conception of Artistic Educa-
tion (analogue to the rejection of the subjective-individualistic diminish-
ing of the term competence in media pedagogy) demands an increasing
consideration of the ethical implications of artistic pedagogy processes
(cf. e.g. Sowa 2003, 213 ) and grants high value to critical reflection.
As previously described, the most important methods in promoting
these abilities are seen in teamwork and discussion regarding the working
results of the group (cf. Buschkiihle 39£). An additional method used to
achieve this learning result includes intensifying the consciousness of the
student for his/her development in a specific socio-historical cultural
environment (cf. Stielow 2003, 149), which can be accomplished through
the development of inter-cultural relations proceeding from informa-
tionabout (art) history contextsand work and textanalyses (cf. Buschkiihle
2003, 41). In the framework of the intellectual occupation with the arts,
the following levels, according to Buschkiihle are connected: “Personal
experiences, political problems, individual dismay, and moral and ethi-
cal questions.” (Buschkiihle 2003, 43) Helga Kdmpf-Jansen probes even
farther in her construction of Aesthetic Research — the objective of this
research process includes a change of awareness and the achieving of an
expanded cognition; for this reason, it is impossible for her to exclude
theoretical research from the previously described practical studies. In-
vestigation, analyses, work with theme related scientific papers, and even
the independent compilation of such papers is an inseparable part of the
Aesthetic Research theory. In this way Aesthetic Research is “a concep-
tion of the connection between daily experiences, art or aesthetic expe-
riences and scientific discourses.” (Kdmpf-Jansen 2003, 273)

In reference to the action competences, the methods within the con-
ceptions of Artistic Education and Media Competence are practically
identical: Even here, creative (artistic) project work appears to be the
best way to promote these competences, because according to Busch-
kiihle, this is the only way which provides enough time and space for
intense personal occupation with the complex content and formal pro-
cesses of art creation (cf. 2003, 42). In the process, a high importance
is atrached to interdisciplinary connections and cooperation between
varying (school) subjects, whereby the combination of the different arts
(fine arts, music, literature, theatre) is stressed as most obvious (Busch-
kithle 2003, 42f.; Regel 2003, 134). A transformation of insights and
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a new discovery and has settled itself in practice for a long time: As
previously explained active and creative media work which also includes
an intense artistic occupation is perceived as the ideal way in media
pedagogy. Baacke even wrote in one of his last articles that ““media com-
petence’ can only and exclusively be realized in project work” (1999, 35).
At the same time, the occupation with media (technologies) plays an
increasingly important role in the artistic pedagogy. In the reviewed
publication “Perspectives of Artistic Education” alone, three articles deal
primarily with media pedagogical topics in the context of art pedagogy
(Serexhe 2003, 113 ff; Freiberg 2003, 3451f; Spormann 2003, 3691t.).
Serexhe argues in his article for an orientation of the fine arts education
in the direction of an “Art and Media” subject, where students should
learn to independently and critically deal with various types of image
productionand express themselves using diverse forms of media. Freiberg,
one of the pioneers in this field, in 1998 already called for the develop-
ment of a Media-Art-Pedagogy (Medien-Kunst-Pidagogik), whereby he
proceeds from media artas being exemplary for the developmentofanew
artistic pedagogy which couples media critical aspects with fun-loving
experimental media use (cf. Freiberg 1998). Even for Buschkiihle, the
new media plays an important role for the realization of the objectives of
the conception “Artistic Education”: He postulates that the traditional
and the new media stand in a mutual inspirational relationship in regard
to artistic education® (Buschkiihle 2003, 43). According to Buschkiihle,
the perceptions of reality today experience their creative transformation
in virtual images such as video art, installations, or performances. The
occupation with these reciprocal effects enables

a critical relationship toward special properties of cach particular media form,
promotes the competence to deal with them independently, and teaches posi-
tion abilities in the sensc of development and reasoning of personal stand-
points in regard to a topic and its medial influences. (ibid, 44)

The media also plays an increasingly important role in other areas of
artistic pedagogy. In recent times a strong tendency within music peda-

3 In this case, “traditional” media means the ones which have already been a part

of art production before the discovery of technical media (photography, film,
etc.) — such as painting, sculpting, etc.
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gogy to integrate media pedagogical topics has developed — which ap-
pears quite legitimate considering the high value of music in media
consumption by the youth of today (cf. Miinch 1999). A research project
was realized at the University of Oldenburg between 2000 and 2002
entitled Media Competence in Music Pedagogic Practice (Medienkompe-
tenz in der musikpidagogischen Praxis), with the aim to interpret the
term “media competence” music-pedagogically, in order to settle on
which media competences music teachers require (cf. Stroh 2002). Since
2002, the music universities in Wiirzburg and Magdenburg have been
running a project model entitled New Medja as Tool, Music Instrument,
and Topic in Music Instruction (Neue Medien als Werkzeug, Musikinstru-
ment als Thema in Musikunterricht), dealing with the development of
didactic-methodical conceptions for the integration of new music tech-
nologies in music lessons. In the description of this project, Niels Knolle
and Thomas Miinch postulate that music technologies are practically
unconditional music instruments and enable the access to practical and
analytical occupation with music to all students (Knolle; Miinch 2003,
32). Already in 1999, Thomas Miinch wrote that music education which
integrates media work offers manifold pedagogical chances, mainly be-
cause media work combinesaction, reflection, and critical reception inan
ideal way and therefore allows project, action, and communication ori-
ented forms of learning and teaching to be realized (cf. Miinch 1999, 5).

The objectives of media pedagogy and the artistic education goal set-
tings can be summarized as a pedagogy which connects the rasks of both
fields ~—in other words the goal settings of an “Artistic Media Education”:

Competences | Goal settings of “Artistic Media Education”

communicative | Promoting individual competences, to independently understand media content
and aesthetic media messages, and to articulate one’s own (also artistic)

thoughts and conceptions with the aid of media technologies, respectively,

to use the media for personal (creative, daily, and occupational) interests

social Teaching “wlira-individual” knowledge regarding structures, forms, and possible
effects of media (esp. in relation to the arts) with the aim to ¢nable eritical use
with regards to ethical and democratic aspects, respectively, to instigate a corre-
sponding usage through personal artistic work

action Establishing of the possibilities for and structuting of creative (learning) experi-
ences with the help of media where abilities for active artistic planning of an in-
dividual living environment and participating in social processes can be learned
and tested

Table 8
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5. Outlook with Respect to Possible Tasks
of “Artistic Media Education”

Proceeding from this proposed model, an “Artistic Media Education”
based on theory and practice of media pedagogy as well as artistic peda-
gogy can be found. This is not an attempt to introduce a new concep-
tion whereby the two specialized fields are dissolved and fused into one
singular field. The research interest relates to the question of how two
specialized fields, both of which seize such obvious analogies in their
objectives and methods but seldom cooperate with one another, can
profit from the knowledge of the other field. Finally, some ideas regard-
ing possible future working fields will be introduced which claim no
completeness, quite the contrary: These recommendations are intended
to encourage additional thoughts and developments.

Working fields in relation to communicative competences: In artistic edu-
cation (esp. at the university level) the education policy increasingly
demands the use of E-learning — meaning that entire seminars or parts
of them (for example, dealing with theoretical principles necessary for
artistic production) are to be carried out in multi-media environments
on the internet (web based learning). The development of such learning
environments comprised one of the main working fields of media peda-
gogy: especially didactics, over the last years and decades, while the ar-
tistic pedagogy has practically no corresponding experiences. Conse-
quently, artistic fields could profic immensely from the theoretical and
empirical experience within media didactics, At the same time, media
didactics could also acquire an important innovative thrust as a result of
the involvement in the development of learning environments for crea-
tive and artistic education. The last few years have exhibited a stagnate
situation due to an apparent irreconcilable gap between the media didac-
tical theory and the educational practice: On the one hand, the resules
of theoretical learning research require a realization of constructivistic
postulates leading to the development of open and collaborative teach-
ing environments where each student should be able to choose his/her
own method of study and assigned practical tasks from real lite, which
encourage the development of creative problem solving strategies. On
the other hand, such learning environments are seldom required in prac-

148

Media Pedagogy and Interdisciplinary Artistic Education

tice due to the fact that the education in most subjects is still organized
inan absolute linear way and based on the testing of given facts. Through
a joint development of multi-media learning environments for creative
and artistic learning, numerous chances present themselves for advance-
ment in both areas in relation to the promotion of basic (communica-
tive) competences.

Working fields in relation to social competences: The intense promotion. of
social and ethical competences based on imparting critical-reflective
abilities is demanded by representatives from both areas. As previously
mentioned, there is a growing scepticism within the media pedagogy,
complaining that the orientation on media criticism is too intense and
leads to a rationalistic diminishing and neglect of emotional and aes-
thetic aspects of media competence. In this respect, conc.eptual ap-
proaches, such as Freiberg’s “Media-Art-Pedagogy” (Med%en—Kunst—
Pidagogik) claim exceptional consideration since in this media art based
conception critical aspects are connected with fun-loving experimental
media use. Simultaneously, with respect to the teaching of cognirive
abilities in artistic education, research results from the media pedagogi-
cal field are quite significant — the communication, socialization, and
reception research have developed media-theoretical foundations‘ an.d
analyzing tools that can be implemented into various situations within
artistic education and which are irreplaceable in-dealing with media
related problem areas. There is also evidence here for the possibility an.d
necessity for further development in close cooperation between media
pedagogues and pedagogues in artistic fields.

Working fields in relation to action competences: The central task for co-
operation between the mentioned areas is creative media project.work.
Previously, in the institutionalized form of artistic pedagogy, the inflex-
ible structure of educational institutions made project work extremely
difficult to realize; now this type of pedagogical approach is increas-
ingly stipulated and promoted also by the educational policy. }.Iow.ever,
corresponding experiences are virtually missing within the institutional
artistic education — these can be derived from the decade-long media
pedagogical practices with media work outside educational institl}—
tions. Alternatively, media pedagogical project results often suffer criti-
cism due to inadequate quality in regard to the handling of the utilized
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rgaterial and the formal design of production. Consequently, the artis-
tic pedagogy has the opportunity to play an important role in develop-
ing a qualitative and sustainable “Artistic Media Education”, if it man-
ages to overcome the barriers of the respective singular areas and to
intensify the development of interdisciplinary working forms.

Bibliography

Ackermann, Heike (1992): Informationstechnische Bildung im Spannungsfeld von
P.olitik, Bildungsverwaltung und Pidagogik. Opladen: Leske + Budrich 1992

Astleitner, Hermann (2001): Quality assurance as the next major goal for web-.
based distance education. In: M.R. Syed & V. Tareski (Eds.), Advances in edu-
cational technologies. Multimedia, WWW and distance education, New York:
Wiley, p. 71-79. ‘

Astleitner, Hermann (2002): Qualitit des Lernens im Internet: Virtuelle Schulen
und Universititen auf dem Priifstand. Frankfurt am Main; Berlin; Bern; Wien
(u.a.): Lang. ) ’

Aufenanger, Stefan (1999): Medienpidagogische Projekte - Zielsetzungen und
Aufgaben. In: Baacke, Dieter; Kornblum, Susanne; Lauffer, Jirgen; Mikos
Lothar; Thiele, Giinter A. (Ed.): Handbuch Medien: Medienkompetenz Mo:
delle und Projekte. Bonn: Bundeszentrale fiir politische Bildung, p. 94—57

Aufenanger, Stefan (2001): Multimedia und Medienkompetenz — Forderungen'an
das Bildungssystem. In: Aufenanger, Stefan; Schulz-Zander, Renate; Spanhel
]132i;ter (Ed.): Jahrbuch Medienpadagogik 1. Opladen: Leske + Budrich, p. 109—,

Baacke, Dieter (1973): Kommunikation und Kompetenz., Grundlegung einer
Didaktik der Kommunikation und ihrer Medien. Miinchen: Juventa,

Baacke, Dieter (1995): Zum pidagogischen Widerwillen gegen des Sehsinn. In:
Baake, Dieter; Réll, Franz J. (Ed.): Weltbilder, Wahrnehmung, Wirklichkeit—.
jsr dsthetisch organisierte Lernprozess. Opladen: Lieske + Budrich, p. 25—

Baac.ke, Dieter (1996): Medienkompetenz als Netzwerk — Reichweite und Fokus-
sierung eines Begriffs, der Konjunkeur hat. In: medien praktisch 2/96, p. 4-10

Baacke, Dieter (1997): Medienpﬁdagogik — Grundlagen der Medienkommuni:
kation. Tiibingen: Niemeyer.

Baacke, Dieter (1999): Medienkompetenz als zentrales Operationsfeld von Projek-
ten. In: Baacke, Dieter; Kornblum, Susanne; Lauffer, Jiirgen; Mikos, Lothar;
Thiele, Giinter A. (Ed.): Handbuch Medien: Medienkompetenz. Modelle un(i
Projekee. Bonn: Bundeszentrale fiir politische Bildung, p. 31-35.

150

Baacke, Dieter; Kornblum, Susanne; Lauffer, Jiirgen; Mikos, Lothar; Thiele, Giinter
A. (Ed.) (1999): Handbuch Medien: Medienkompetenz. Modelle und Projekte.
Bonn: Bundeszentrale fiir politische Bildung.

Baake, Dieter; Roll, Franz J. (Ed.) (1995): Weltbilder, Wahrnehmung, Wirklichkeit
- der dsthetisch organisierte Lernprozess. Opladen: Lieske + Budrich.

Binder, Hartmut (1992): Zur Geschichte und Entwicklung schulischer Medien-
erzichung. In: Schill, Wolfgang; Tulodziecki, Gerhard; Wagner, Wolf-Riidiger
(Ed.): Medienpadagogisches Handeln in der Schule. Opladen: Leske + Budrich,
p. 17-31.

Brehm-Klotz, Christiane (1997): Informationstechnische Bildung. In: Hiither,
Jiirgen; Schorb, Bernd; Brehm-Klotz, Christiane (Ed.): Grundbegriffe Medien-
padagogik. Miinchen: KoPid Verlag, p. 145-150.

Buschkiihle, Carl-Peter (Ed.) (2003): Perspektiven Kiinstlerischer Bildung,. Texte
zum Symposium Kiinstlerische Bildung und die Schule der Zukunft. Kéln:
Salon-Verlag.

Buschkiihle, Carl-Peter (2003): Konturen kiinstlerischer Bildung — Zur Einleitung,
In: Buschkithle, Catl-Peter (Ed.): Perspektiven Kiinstlerischer Bildung. Texte
zum Symposium Kiinstlerische Bildung und die Schule der Zukunft. Kéln:
Salon-Verlag, p. 19-44.

Ehmer, Hermann K. (Ed.) (1971): Visuelle Kommunikation. Beitrige zur Kritik
der Bewusstseinsindustrie. Kéln: DuMont.

Freiberg, Henning (1998): Medien-Kunst-Pidagogik Anstosse zum Umgang mit
Neuen Medien im Fach Kunst. Vortrag vom 18.10.1998. In: heep://www.kunst-
unterricht.de/material/.

Freiberg, Henning (2003): Gestalten mit neuen Medien als ein Beitrag zur
Kunsterzichung im Fach Kunst. In: Buschkiihle, Carl-Peter (Ed.): Perspektiven
Kiinstlerischer Bildung. Texte zum Symposium Kiinstlerische Bildung und die
Schule der Zukunft. K6ln: Salon-Verlag, p. 345-368.

Frisus, Rudolf et al. (“Arbeitgemeinschaft Curriculum Musik”) (1972): Sequenzen
— Musik Sekundarstufe I. Beitrige und Modelle zum Musik-Cuarriculum.
Elemente zur Unterrichtsplanung (Lehrerband). Stuttgare: Klett.

Fromme, Johannes (2002): Mediensozialisation und Medienpddagogik: zum
Verhiltnis von informellem und organisiertem Lernen mit Computer und Inter-
net. In: Paus-Haase, Ingrid; Lempert, Claudia; Siiss, Daniel (Ed.): Medien-
pidagogik in der Kommunikationswissenschaft — Positionen, Perspektiven,
Potenziale. Wiesbaden: Westdeutscher Verlag, p. 155-168.

Gapski, Harald (2001): Medienkompetenz. Eine Bestandsaufnahme und Voriiber-
legungen zu einem systemtheoretischen Rahmenkonzept. Wiesbaden: West-
deutscher Verlag.

Gawert, Johannes (1996): Im Trend. Konzept “Medienkompetenz” als Krisen-
symptom? In: medien praktisch 2/96, p. 2.

151



IWAN PASUCHIN

Groeben, Norbert (2002): Anforderungen an die theoretische Konzeptualisierung
von Medienkompetenz. In: Groeben, Norbert; Hurrelmann, Bettina (Ed.):
Medienkompetenz. Voraussetzungen, Dimensionen, Funktionen. Weinheim;
Miinchen: Juventa, p. 11-22.

Habermas, Jiirgen (1971): Vorbereitende Bemerkungen zu einer Theorie der kom-
munikativen Kompetenz. In: Habermas, Jiirgen; Luhmann, Niklas (Ed.): Theo-
rie der Gesellschaft oder Sozialtechnologie. Frankfurt am Main: Suhrkamp,
p. 101-141.

Helmbholz, Brigitta (1996): Musikdidakrische Konzeptionen in Deutschland nach
1945. Essen: Blaue Eule.

Hurrelmann, Bettina (2002a): Zur historischen und kulturellen Relativitit des
“gesellschaftlich handlungsfihigen Subjekts” als normativer Rahmenidee fiir
Medienkompetenz. In: Groeben, Norbert; Hurrelmann, Bettina (Ed.): Medien-
kompetenz. Voraussetzungen, Dimensionen, Funktionen. Weinheim; Miinchen:
Juventa, p. 111-126.

Hiither, Jiirgen; Podehl, Bernd (1997): Geschichte der Medienpidagogik. In:
Hiither, Jiirgen; Schorb, Bernd; Brehm-Klotz, Christiane (Ed.): Grundbegriffe
Medienpidagogik. Miinchen: KoPid Verlag, p. 116-126.

Kémpf-Jansen, Helga (2001): Asthetische Forschung. Wege durch Alltag, Kunst
und Wissenschaft. Zu einem innovativen Konzept dsthetischer Bildung. Kéln
Salon Verlag.

Kémpf-Jansen, Helga (2003): Asthetische Forschung — zur Vetkniipfung alleiglicher
Erfahrungen, kiinstlerischer Strategien und wissenschaftficher Diskurse in einerm
innovativen Konzept 4sthetischer Bildung. In: Buschkiihle, Carl-Peter (Ed.):
Perspektiven Kiinstlerischer Bildung. Texte zum Symposium Kiinstlerische
Bildung und die Schule der Zukunft. Koln: Salon-Verlag, p. 263-276.

Kettel, Joachim (2003): Kartografien des Selbst — Selbstorganisation und Kiinst-
lerische Bildung,. In: Buschkiihle, Carl-Peter (Ed.): Perspektiven Kiinstlerischer
Bildung. Texte zum Symposium Kiinstlerische Bildung und die Schule der
Zukunft. Ksln: Salon-Verlag, p. 159-204,

Kirschenmann, Johannes (2003): Medienbildung in der Kunstpidagogik — Zu
einer Didakrik der Komplementaritit und Revalidierung. Weimar: VDG.
Knolle, Niels; Miinch, Thomas (2003): Me[i]Mus ~ Neue Medien als Werkzeug,
Musikinstrument und Thema im Musikunterricht, In: Bundesministerium fiir
Bildung und Forschung; Zentrum fiir Kulturforschung (Ed.): Kulturelle Bildung
im Medienzeitalter. Projekte — Praxis — Perspektiven. Bonn: ARCulr Media,

p. 32-33.

Kiibler, Hans-Dieter (1994): Medienwissenschafi — Produkranalysen als Grundlage
medienpidagogischen Urteilens und Handelns. In: Hiegemann, Susanne; Swo-
boda, Wolfgang H. (Ed.): Handbuch der Medienpidagogik. Opladen: Leske +
Budrich, p. 59-99.

152

Media Pedagogy and Interdisciplinary Artistic Education

Kiibler (1999): Medienkompetenz — Dimensionen eines Schlagworts. In: Schell,
Fred; Stolzenburg, Elke; Theunert, Helga (Ed.): Medienkompetenz: Grundlagen
und pidagogisches Handeln. Miinchen: KoPad Verlag, p. 25~49.

Kiibler, Hans-Dieter (2002): Modalitdten von Medienkompetenz. Von der Medien-
erziehung zum Wissensmanagement? In: forum medienethik, Medienkompetenz
~ Kritik einer populdren Universalkonzeption, 1/2002, p. 18-28.

Luca, Renate (2001): Medien und Emotionen. Eine vernachlissigte Dimension in
der Medienpidagogik. In: Aufenanger, Stefan; Schulz-Zander, Renate; Spanhel,
Dieter (Ed.): Jahrbuch Medienpidagogik 1. Opladen: Leske + Budrich, p. 337~
350.

Mandl, Heinz; Reinmann-Rothmeier, Gabi (1997): Medienpidagogik und -kompe-
tenz: Was bedeutet das in einer Wissensgesellschaft und welche Lernkultur brau-
chen wir dafiir? In: Deutscher Bundestag (Ed.): Medienkompetenz im Informa-
tionszeitalter. Enquete-Kommission Zukunft der Medien in Wirtschaft und
Gesellschaft; Deutschlands Weg in die Informationsgesellschaft. Bonn: ZV
Zeitungs-Verlag Service, p. 77-89.

Mikos, Lothar (2000): Asthetische Erfahrung und visuelle Kompetenz: Zur Erweite-
rung der diskursiven Medienkompetenz um prisentative Elemente. In: hetp://
www.medienpaed.com (1.09.2003).

Méller, Heino R. (1971): “Gegen den Kunstunterricht — Versuche einer Neuorien-
tierung”. Ravensburg: Otto Maier Verlag.

Moser, Heinz (2000%): Einfilhrung in die Medienpidagogik. Aufwachsen im
Medienzeitalter. Opladen: Leske + Budrich.

Miiller, Ulrich (2000): Weiterbildung — in Zukunft nur noch selbstorganisiert?
Zur Integration selbst- und fremdorganisierten Lernens. In: Erwachsenen-
bildung 46 (1), p. 27-31.

Miinch, Thomas (1999): Musik — Medien. Zur Entwicklung einer Medienkompe-
tenz bei SchiilerInnen der Sekundarstufe. In: Musik & Bildung 1/1999, p. 2-5.

Paus-Haase, Ingrid (2001): Vom Bewahren zum Wahrnehmen und Verstehen, Me-
dienpidagogische Konzepte in unserem Informationszeitalter. In: Aufenanger,
Stefan; Schulz-Zander, Renate; Spanhel, Dieter (Ed.): Jahrbuch Medienpida-
gogik 1. Opladen: Leske + Budrich, p. 85-107.

Péttinger, Ida (2002%): Lernziel Medienkompetenz. Theoretische Grundlagen und
prakeische Evaluation anhand eines Horspielprojekts. Miinchen: KoPid Verlag.

Regel, Giinther (2003): Die zweite Moderne, die Schule und die Kunst — Kon-
sequenzen fiir die kiinstlerische Bildung. In: Buschkishle, Carl-Peter (Ed.):
Perspektiven Kiinstlerischer Bildung. Texte zum Symposium Kiinstlerische

Bildung und die Schule der Zukunft. Kéln: Salon-Verlag, p. 121-140.

Schmid, Wilhelm (2003): Schule der Lebenskunst. In: Buschkiihle, Carl-Peter (Ed.):
Perspektiven Kiinstlerischer Bildung, Texte zam Symposium Kiinstlerische
Bildung und die Schule der Zukunft. Kéln: Salon-Verlag, p. 47-58.

153



Schorb, Bernd (1994): Zwischen Reformpédagogik und Technozentrik — Uber
Kinoreformer und die “Keilhacker-Schule” zu einer handlungsorienticrten
Medienpidagogik. In: Hiegemann, Susanne; Swoboda, Wolfgang H. (Ed.):
Handbuch der Medienpidagogik. Opladen: Leske + Budrich, p. 149-168.

Schorb, Bernd (1995): Medienalltag und Handeln. Medienpidagogik im Spiegel
von Geschichte, Theorie und Praxis. Opladen: Leske + Budrich.

Schorb, Bernd (1997): Vermittlung von Medienkompetenz als Aufgabe der Medien-
padagogik. In: Deutscher Bundestag (Ed.): Medienkompetenz im Informa-
tionszeitalter. Enquete-Kommission Zukunft der Medien in Wirtschaft und
Gesellschaft; Deutschlands Weg in die Informationsgesellschaft. Bonn: ZV
Zeitungs-Verlag Service, p. 63-75.

Schorb, Bernd; Mohn, Erich; Theunert, Helga (1980): Sozialisation durch
(Massen-)Medien. In: Hurrelmann, Klaus; Ulich, Dieter (Ed.): Handbuch
der Sozialisationsforschung. Weinheim und Basel: Beltz, p. 603-627.

Serexhe, Bernhard (2003): Neue Technologien verlangen neue Curricula. In: Busch-
kithle, Carl-Peter (Ed.): Perspekriven Kiinstlerischer Bildung, Texte zum Sym-
posium Kiinstlerische Bildung und die Schule der Zukunf. Koln: Salon-Verlag,
p. 113-118.

Sowa, Hubert (2003): Ethische Implikationen kunstpidagogischer Prozesse. Vor-
bemerkungen zu ciner kiinftigen kunstpidagogischen Handlungstheorie. In:
Buschkiihle, Carl-Peter (Ed.): Perspektiven Kiinstlerischer Bildung. Texte zum
Symposium Kiinstlerische Bildung und die Schule der Zukunft. Ksln: Salon-
Verlag, p. 213-235.

Spormann, Ulrich (2003): Kunstsparteniibergreifende Gestaltung durch mulei-
mediale Technik: eine Herausforderung fiir die dsthetische und didaktische Kon-
zeptentwicklung, In: Buschkiihle, Carl-Peter (Ed.): Perspektiven Kiinstlerischer
Bildung, Texte zum Symposium Kiinstlerische Bildung und die Schule der
Zukunft. Kéln: Salon-Verlag, p. 369386,

Steffens, Andreas (2003): Kunst der Weltbildung. In: Buschkiihle, Carl-Peter (Ed.):
Perspektiven Kiinstlerischer Bildung. Texte zum Symposium Kiinstlerische Bil-
dung und die Schule der Zukunft. Koln: Salon-Verlag, p. 369-386.

Stielow, Reimar (2003): Problemfelder und Schliisselprobleme einer kiinstlerischen
Kunstpidagogik in der Schule der Zukunft. In: Buschkiihle, Carl-Peter (Ed.):
Perspektiven Kiinstlerischer Bildung. Texte zum Symposium Kiinstlerische
Bildung und die Schule der Zukunft, Koln: Salon-Verlag, p. 141-158.

Stroh, Martin W, (2002): Medienkompetenz als musikpidagogisches Leitbild? In:
Praxis des Musikunterrichts 4/2002, p. 42-47.

Sutter, Tilmann; Charlton, Michael (2002): Medienkompetenz — einige Anmer-
kungen zum Kompetenzbegriff. In: Groeben, Norbert; Hurrelmann, Bettina
(Ed.): Medienkompetenz. Voraussetzungen, Dimensionen, Funktionen. Wein-
heim; Miinchen: Juventa, p. 129-147.

154

Media Pedagogy and Interdisciplinary ArtistiEducaﬁQﬁ

Thiele, Giinther A. (1999): Produktive Medienarbeit in der Schule — heute. In:
Baacke, Dieter; Kornblum, Susanne; Lauffer, Jiirgen; Mikos, Lothar; Thiele,
Giinter A. (Ed.): Handbuch Medien: Medienkompetenz. Modelle und Projekte.
Bonn: Bundeszentrale fiir politische Bildung, p. 62-69.

Tulodziecki, Gerhard (1992): Mediennutzung als situations-, bediirfnis- und ent-
wicklungsbezogene Handlung ~ Konsequenzen fiir die Medienerziehung.' In:
Schill, Wolfgang; Tulodziecki, Gerhard; Wagner, Wolf—Rﬁdiger.(Ed.): Medien-
padagogisches Handeln in der Schule. Opladen: Leske + Budrich, p. 59-72.

Tulodziecki, Gerhard (1997): Nutzung von Maltimedia — ein Weg zur Verbesserung
schulischen Lehrens und Lernens? In: Freese, Peter (Ed.): Neue Medien und
Schule ~ Paderborner Universititsreden. Paderborn: Niesel.

Tulodziecki, Gerhard (2000): Medienpidagogik in der Schule der Zukunft. In:
Kleber, Hubert (Ed.): Spannungsfeld Medien und Erziehung — Medienpida-
gogische Perspekriven. Miinchen: KoPid Verlag, p. 13-32. o

Vollbrecht, Ralf (2001): Einfithrung in die Medienpédagogik. Weinheim und Basel:
Beltz Verlag. .

Vollbrecht, Ralf; Migdefrau, Jutta (1998): Medienkompetenz als Bildungsaufgabe.
In: Die Deutsche Schule 3/1998, p. 266-277.

Zaake, Gerd-Peter (2003): Handarbeit. Aufgabenhand. Verbindung von Kopf und
Hand. In: Buschkiihle, Carl-Peter (Ed.): Perspekiiven Kiinstlerischer Bildung.
Texte zum Symposium Kiinstlerische Bildung und die Schule der Zukunft.
Kéln: Salon-Verlag, p. 295-308. '

Ziegler, Karin; Hofmann, Franz; Astleitner, Hermann (2003): Selbstregull.ertes
Lernen und Internet. Theoretische und empirische Grundlagen von Qualitits-
sicherungsmafinahmen beim E-Learning. Frankfurt am Main: Lang.

155



