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In Ethics and Education Peters asserts that the word ‘educa-
tion’ has ‘normative implications’. It has ‘the criterion built into
fit} that something worth while should be achieved’. In elucida-
tion of these remarks he continues:

It implies that something worth while is being or has been
intentionally transmitted in a morally acceptable manner. It
would be a logical contradiction to say that a man had been
educated but that he had in no way changed for the better, or
that in educating his son a man was attempting nothing that
was worth while. This is a purely conceptual point. Such a
connection between ‘education’ and what is valuable does not
imply any particular commitment to content. It is a further
question what the particular standards are in virtue of which
acuvities are thought to be of value and what grounds there
might be for claiming that these are correct ones. All that is
implied 1s a commitment to what is thought valuable.’

Peters is surely right in what he says. Vast sums of money are
not spent on education simply because no other uses can be
found for it, or just for the hell of it, or in the hope that positive
harm will result. In general, money is spent on education because
people think that education is a good thing, the linguistic corol-
lary here being that the term ‘education’ has favourable emotive
meaning or, in Peters’ terminology, has ‘the criterion built into
[it] that something worth while should be achieved’.
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There used to be considerable controversy as to whether the
word ‘education’ was derived from the Latin word ‘educere’ or
‘educare’. ‘Educere’ means ‘to lead out’, and those who saw this
as the source of our word ‘education’ were anxious to appeal to
the derivation as evidence that teachers, if they were truly
educating, should seek to bring or lead out what was in some
sense innate in the child, rather than to impose various pre-
selected attitudes and characteristics on him. The teacher was to
regard himself as a gardener tending a plant, rather than as a
craftsman making a product. He should encourage the natural
flowering or development of the individual, rather than attempt
to mould him. This particular argument, conducted with refer-
ence to the supposed derivation of the word ‘education’, was
more than usually silly. In the first place, the fact, if it were
established as a fact, that the word ‘education’ is derived from
a particular Roman word is not particularly compelling evidence
to persuade one to teach in one way rather than another. In the
second place, the Romans themselves used both ‘educere’ and
‘educare’ with reference to educating children, and it is therefore
difficult to see how one can successfully establish one rather than
the other as the source of our ‘education’. In the third place,
‘educere’, besides meaning to lead out, was also used to mean to

train, and ‘educare’, besides meaning to train, was used to mean
to nourish, with reference to plants. In other words, either term
could in fact be said to involve either of the contrasting views of
education. One is glad therefore that this particulag gtymelogical
game seems to be relatively out of favour at the moment.!
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Radical School Reform. The era of social protest and student activism
beginning in the mid-1960s brought forth a host of best-selling books advo-
cating radical romantic schemes of schooling. Few reader’s of A. S. Neill’s
Summerbill were aware that his school in England served only from forty-
five to sixty pupils. Neill expounded a romantic notion of the innate goodness
and wisdom of the child and the thesis that the child will best flower forth if
left to his or her own devices:

Well, we set out to make a school in which we should allow children to be
themselves. In order to do this, we had to renounce all discipline, all direction,
all suggestion, all moral training. .. . All it required was what we had—a com-
plete belief in the child as a good, not evil being. ...

My view is that the child is innately wise and realistic. If left to himself
without adult suggestions of any kind, he will develop as far as he is capable
of developing. '

Neill denied the need for a formal curriculum, but he explained that
university entrance examinations made it a necessary concession to offer tra-
ditional academic subjects at Summerhill. “Books are the least important ap-
paratus in a school,” declared Neill, and “Most of the school work that adoles-
cents do is simply a waste of time of energy, of patience. It robs youth of its
right to play and play and play.”

(}Téﬂ El Tanner, D. & Tanner, L.(1990). History of the school curriculum. N.Y.:
Macmillan Publishing Company..)
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The experimental elementary school directed by John Dewey at
the University of Chicago after 1894 was one of the first and foremost
examples of the new, or progressive, education.’® Dewey thought it
was an archaic practice for elementary schools to spend 75 to 80
per cent of their time on verbal studies. While such a proportion
might have been proper before the invention of printing, in the
twentieth century it amounted to forcing a middle- and upper-class
education on the mass of the population. In place of such an education
Dewey substituted one centering in occupations. His occupations, how-
ever, were not the symbolic ones of Froebel but the current social -
ones of the home and community with which the child was becoming
increasingly familiar. Thus, Dewey’s school started with household
occupations. From here foods and textiles were later traced to the
source of their production. Still later, occupations were seen in their
historical setting. Number work was done incidentally to occupations
like carpentry and cooking. Reading and writing began in the chil-
dren’s keeping of their own records. These and other activities were
all conceived in a social context, for it was Dewey’s idea that education
was the regulation of a process whereby the child came increasingly
to share in the social consciousness.

(%1 Brubacher,J.S.(1966). A history of the problems of education. N.Y.:Mcgraw-hill
Book Company..)
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Our findings are also consistent with the premise that peer abuse and peer
exclusion function as distinct forms of peer maltreatment that have
unique effects on children’s subsequent engagement and adjustment
patterns. These findings temper, to some extent, the recent emphasis that
has been placed on peer abuse and victimization as a cause or mediator of
children’s academic adjustment problems and illustrate the potential
importance of other forms of peer maltreatment. Peers’ sustained acts of
exclusion, although perhaps not as visibly harmful as verbal or physical
forms of abuse, may be particularly detrimental to children’s participation,
foster disengagement from learning activities, and, thus, have a greater
impact than peer abuse on their progress in the academic domain.

In summary, data from this investigation suggest that peer group rejection
Is predictive of a range of chronic, negative peer behaviors that may alter
both the social environment of the classroom and children’s adaptive
responses within that context across the elementary school years. In
particular, the inference that peer exclusion reduces children’s classroom
participation, and ultimately delays their achievement, merits additional
study. Moreover, a more complete understanding of the many forms of
peer maltreatment that transpire in school contexts, and their potential
effects on children’s long-term school adjustment, is essential for the
development of empirically based, effective intervention programs.
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Much work in educational psychology has focused on student motivation:
the engine that fuels learning and the steering wheel that guides its
progress. Just as there are many theories of learning, there are quite a few
explanations of motivation. Behaviorists explain motivation with
concepts such as "reward" and "incentive." Rewards are desirable
consequences for appropriate behavior; incentives provide the prospect
for future rewards. Giving grades, stars, and so on for learning—or
demerits for misbehavior—is an attempt to motivate students by extrinsic
(external) means of incentives, rewards, and punishments. Humanistic
views of motivation emphasize such intrinsic (internal) forces as a
person's needs for "self-actualization,” the inborn "actualizing tendency,"
or the need for "self-determination.” From the humanistic perspective,
motivation of students means to encourage their inner resources—their
sense of competence, self-esteem, autonomy, and self-actualization.

Cognitive theorists believe that behavior is determined by thinking, not
simply by whether one has been rewarded or punished for the behavior in
the past. From this perspective, behavior is initiated and regulated by
plans, goals, schemas (generalized knowledge), expectations, and
attributions (the causes we see for our own and other people's behavior).
Social learning theories of motivation are integrations of behavioral and
cognitive approaches: They take into account both the behaviorists'
concern with the effects or outcomes of behavior and the cognitivists'
interest in the impact of individual beliefs and expectations. Many
influential social learning explanations of motivation can be characterized
as expectancy and value theories that view motivation as the product of
two main forces: (1) the individual's expectation of reaching a goal and (2)
the value of that goal to the individual. Attempts to build a sense of
efficacy for classroom learning are educational applications of this
approach.
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...the examination is at the centre of the procedures that constitute
the individual as effect and object of power, as effect and object of
knowledge. It is the examination which, by combining hierarchical
surveillance and normalizing judgement, assures the great
disciplinary functions of distribution and classification, maximum
extraction of forces and time, continuous genetic accumulation,
optimum combination of aptitudes and , thereby, the fabrication of
cellular, organic, genetic and combinatory individuality. With it are
ritualized those disciplines that may be characterized in a word by
saying that they are a modality of power for which individual

difference is relevant.
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Troubles occur within the character of the individual and within
the range of his immediate relations with others; they have to do with
his self and with those limited areas of social life of which he is
directly and personally aware....A trouble is a private matter: values
cherished by an individual are felt by him to be threatened.

Issues have to do with matters that transcend these local
environments of the individual and the range of his inner life. They
have to do with the organization of many such milieux into the
Institutions of an historical society as a whole, with the ways in which
various milieux overlap and interpenetrate to form the larger structure
of social and historical life. An issue is a public matter: some value
cherished by publics is felt to be threatened. Often there is a debate
b\about what that value really is and about what it is that really
threatens it. This debate is often without focus if only because it is the
very nature of an issue, unlike even widespread trouble, that it cannot
very well be defined in terms of the immediate and everyday
environments of ordinary men. An issue, in fact, often involves a crisis
in institutional arrangements, and often too it involves what Marxists
call * contradictions’ or ‘antagonisms’.

—}ﬁfl Mills, C. Wright (1959). The Sociological Imagination. New

York : Oxford University Press.
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1. insider’s viewpoint

2. Interpretive understanding
3. context

4. inter-subjectivity
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