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(I §f#~F 1+ John Dewey : Democracy and Education)

Three ideas which have been criticized, namely, the merely privative
nature of immaturity, static adjustment to a fixed environment, and
rigidity of habit, are all connected with a false idea of growth or
development, — that it is a movement toward a fixed goal. Growth is
regarded as having an end, instead of being an end. The educational
counterparts of the three fallacious ideas are first, failure to take account
of the instinctive or native powers of the young; secondly, failure to
develop initiative in coping with novel situations; thirdly, an undue
emphasis upon drill and other devices which secure automatic skill at the
expense of personal perception. In all cases, the adult environment is
accepted as a standard for the child. He is to be brought up to it.

When we abandon the attempt to define immaturity by means of
fixed comparison with adult accomplishments, we are compelled to give
up thinking of it as denoting lack of desired traits. Abandoning this notion,
we are also forced to surrender our habit of thinking of instruction as a
method of supplying this lack by pouring knowledge into a mental and
moral hole which awaits filling. Since life means growth, a living
creature lives as truly and positively at one stage as at another, with the
same intrinsic fullness and the same absolute claims. Hence education
means the enterprise of supplying the conditions which insure growth, or
adequacy of life, irrespective of age. We first look with impatience upon
immaturity, regarding it as something to be got over as rapidly as possible.
Then the adult formed by such educative methods looks back with
impatient regret upon childhood and youth as a scene of lost opportunities
and wasted powers. This ironical situation will endure till it is recognized
that living has its own intrinsic quality and that the business of education
is with that quality.
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Approaching the world through the relational ethic of caring, we are more
likely to listen attentively to others. In a caring relation, the carer is first
of all attentive to the cared-for, and this attention is receptive; that is, the
carer puts aside her own values and projects, and tries to understand the
expressed needs of the cared-for. ...... Of course, we cannot really empty
ourselves of the norms and values that have become part of us, nor should
we do so. But we can put them aside in order to listen. If the cared-for’s
needs do not clash with our most deeply held moral convictions, we may
experience motivational displacement.

In motivational displacement, our motive energy flows toward the needs
or projects of the cared-for. We put our own projects aside for the
moment in order to help. If, as sometime happens, the expressed need or
project of the cared-for does clash with our moral beliefs or is thought to
be unwise, motivational displacement takes a different form. We cannot
help in his project, but we can nevertheless try to establish or maintain a
caring relation. We can explain our position and attempt to persuade him
of its validity. Or we can accept irreconcilable differences and still pledge
ourselves to work together on mutually acceptable projects.

Next the carer must act either to satisfy the expressed need or to suggest
an alternative goal. The chosen act is guided by the expressed need but
also by the values of the carer, the resources available, and competence of
the carer. An ethic of care requires the carer to seek increased
competence continually because her activities depend so heavily on the
needs of others. In teaching, for example, the carer is not governed by a
pre-specified curriculum and an unshakable theory of pedagogy. Because
she must evaluate and respond to a wide range of expressed needs, she
must expand the breadth of her competence.
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The initial task will be to examine briefly the dominant explanations
given for the rise of common schooling in the nineteenth century. The
most persistent interpretation, evolutionary idealism, has seen the
campaign for universal schooling as the product of humanitarian interest
in social uplift. The 'school promoters,' fully convinced that what they
were offering was an unconditional good, argued that schooling benefited
both society and the individual. ...... The evolutionary idealists have
usually judged refinements and extensions of the school system as
un-mitigated goods. Compulsory attendance, longer school terms,
attendance officers, psychological counseling and testing, differentiated
school programmes, school medical and dental inspections, free milk and
hot lunches, and vocational training, are all simply the progressive

working out of an idea whose time had come.

(4% F ' Schnell, R. L. (1979).Childhood as ideology: A reinterpretation of the common
school. British Journal of Educational Studies,27(1),pp.7-28)
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Until recently school education has met the needs of only one class
of people, those who are interested in knowledge for its own sake,
teachers, scholars, and research workers. The idea that training is
necessary for the man who works with his hands is still so new that the
schools are only just beginning to admit that control of the material things
of life is knowledge at all. Until very recently schools have neglected the
class of people who are numerically the largest and upon whom the whole
world depends for its supply of necessities. One reason for this is the fact
that democracy is a comparatively new thing in itself; and until its advent,
the right of the majority, the very people who work with their hands, to
supply any of their larger spiritual needs was never admitted. Their
function, almost their reason for existence, was to take care of the

material wants of the ruling classes.

(i F ! Dewey, J. & Dewey, E. (1915). Schools of to-Morrow. New York: E. P. Dutton
& Company.)
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Accomplished teachers are dedicated to making knowledge
accessible to all students. They act on the belief that all students can learn.
They treat students equitably, recognizing the individual differences that
distinguish one student from another and taking account of these
differences in their practice. They adjust their practice based on
observation and knowledge of their students' interests, abilities, skills,

knowledge, family circumstances and peer relationships.

Accomplished teachers understand how students develop and learn.
They incorporate the prevailing theories of cognition and intelligence in
their practice. They are aware of the influence of context and culture on
behavior. They develop students' cognitive capacity and their respect for
learning. Equally important, they foster students' self-esteem, motivation,
character, civic responsibility and their respect for individual, cultural,

religious and racial differences.
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Resilience refers to persistence in achieving goals despite the
obstacles life places in our way. Some children grow up with many
obstacles strewn across their paths; others have relatively smooth roads to
travel. Either way, everyone encounters roadblocks sooner or later; the

question is how you surmount them.

Resilience involves = Willingness to defy the crowd in your
thinking and actions — to take the road less traveled.
= Willingness to surmount obstacles in trying to achieve your goals.
= Passion in your pursuits — going for your goals with drive, motivation,
and personal involvement.

= Self-efficacy — belief in your ability to achieve your goals.

Resilience is an important component of academic excellence. For
example, Dweck (1999) found that students who have an incremental
view of intelligence — who believe they can modify their intelligence —
perform better when faced with challenging courses than do students who

believe that intelligence is a stable, fixed entity.
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Social capital is the aggregate of the actual or potential resources which are linked
to possession of a durable network of more or less institutionalized relationships of
mutual acquaintance and recognition—or in other words, to membership in a
group!'—which provides each of its members with the backing of the collectively-
owned capital, a “credential” which entitles them to credit, in the various senses of
the word. These relationships may exist only in the practical state, in material and/or
symbolic exchanges which help to maintain them. They may also be socially insti-
tuted and guaranteed by the application of a common name (the name of a family,
a class, or a tribe or of a school, a party, etc.) and by a whole set of instituting acts
designed simultaneously to form and inform those who undergo them; in this case,
they are more or less really enacted and so maintained and reinforced, in exchanges.
Being based on indissolubly material and symbolic exchanges, the establishment and
maintenance of which presuppose reacknowledgment of proximity, they are also
partially irreducible to objective relations of proximity in physical (geographical)
space or even in economic and social space.'?

The volume of the social capital possessed by a given agent thus depends on the
size of the network of connections he can effectively mobilize and on the volume of
the capital (economic, cultural or symbolic) possessed in his own right by each of
those to whom he is connected.!3 This means that, although it is relatively irreducible
to the economic and cultural capital possessed by a given agent, or even by the whole
set of agents to whom he is connected, social capital is never completely indepen-
dent of it because the exchanges instituting mutual acknowledgment presuppose the
reacknowledgment of a minimum of objective homogeneity, and because it exerts a
multiplier effect on the capital he possesses in his own right.

S5YTE > H 16l



The profits which accrue from membership in a group are the basis of thc? soli-
darity which makes them possible.!* This does not mean that th:ey are coqscnously
pursued as such, even in the case of groups like select clubs, w’hlch are deliberately
organized in order to concentrate social capital and so to derive full benefit from
the multiplier effect implied in concentration and to secure the prpﬁts of memberi
ship—material profits, such as all the types of services accruing. fr‘om u’sefu
relationships, and symbolic profits, such as those derived from association with a

rare, prestigious group. 7 7 o
From Pierre Bourdieu [ The Forms of Capital] in Sadovnik, Alan R. (Ed.) (2007).
Sociology of education: a critical reader
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The point is worthy of reiteration: childhood receives treatment through its
archetypal image, it is conceptualized as a structured becoming, not a social
practice nor as a location for the Self (however elusive post-structuralism
may have rendered this concept). The archetype of the child is sustained in
language and in the discourses of the professions, the institutions and the
specialisms which serve to patrol the boundaries marked out around child-
hood as a social status. These boundaries do not simply delineate the extent
and compass of the child in society but they do proscribe a social space
which In turn, and at a different level, expresses the control component
exercised in the framework of that social system and the control variant
which reveals the interests that sustain its functioning. Thus in relation to
the discourse of education Bernstein stated:

How a society selects, classifies, distributes, transmits and evalu-
ates the educational knowledge it considers to be public, reflects
both the distribution of power and the principles of social control.
From this point of view, differences within and changes in the
organization, transmission and evaluation of educational know-
ledge should be a major area of sociological interest.’

The image of the child then, in and through language, presupposes and
stands in relation to the ‘interested’ character of a structured adult world.
The metaphoricity directs us towards an understanding of the moral basis
of such interests ~ see, for example, the child as ‘human capital’.

T .

My recommendation remains then, that a sociology of (}hildhood shguld
arise from the constitutive practices that provide for the child and the child-
adult relationship. Any potential theorist of childhood who wishes to engage
in such an analysis, as I have attempied with ‘socialization theory’ and
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‘developmental psychology’, should realize that they too are responsible for
constituting the child, and that different images and representations of the
child are occasioned by the different theoretic social worlds that we inhabit,
In this way the passage of our theorizing will continue to emerge from the
stenosis of the dominant ‘natural’ archetypes of childhood, being those of
either the pathological or the schismatic. We need no longer abandon the
child cither to ignorance and secondary status or to radical difference and a
bipartite world.
From Chris Jenks [ Constituting childhood] in Jenks, Chris (Ed.) (2005).

Childhood: Critical Concepts in Sociology
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1. ﬁéﬁﬁ'ﬁi‘?’% ( quasi-experimental design )
2. 7 Y% (sample representativeness)
3. ¥H(ED) (effect size)

4. [#EE%55VF (random assignment )
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More optimistically, a recent meta-analysis by Cooper, Charlton,
Valentine, and Muhlenbruck (2000) identified studies of summer school
that were amenable to quantitative synthesis, and indicated that the
average effect size for remedial summer programs was equal to
approximately one-fifth of a standard deviation (d=0.19). However, this
review also concluded that among students who attended summer school,
middle-class children benefited more than disadvantaged children. That is,
summer school can widen the achievement gap when programs are
offered to all children.

(Reference: Borman, G. D., & Dowling, N. M. (2006). Longitudinal
achievement effects of multiyear summer school: Evidence from the
teach Baltimore randomized field trial. Educational Evaluation and

Policy Analysis, 28, 26-27).

1 FFHPLFRAY A
2. R 1 Td=0.19 ) [OTE » RPN F I -

3. =Y HEZ] T ... .this review also concluded among students who
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(1) holism
(2) empathetic understanding
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(1) context
(2) grounded theory
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