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Thinking about Education

Donald Vandenberg

Prologue

“Dasein ‘is’ its past in the way of its own Beinghich, to put it roughly,
‘historicizes’ out of its own future on each ocaasl Martin HeideggerBeing and
Time (1962 [1927], p. 41). Heidegger correctly claintledt human existence occurs
through the complexity of temporality, i.e., thréuthe unification of remembering the
past and projecting into the future, thereby réajone’s own possibilities of being in
the world, becoming oneself. My own future is tpty stimulate educational thinking in
Australia and New Zealand through writing this resged Academic SEIf Portrait for the

Philosophy of Education Society of Australasia.

Learning to Read
Because | am my past, | remember that in eighddeyt wanted to become a
pharmacist and therefore planned on studying fears/each of English, Mathematics,
Science and Latin in high school, even thoughwusld require attendance at summer
school one year to include somewhere the requiead of United States History. One of
my summer school subjects, however, became Englishwhich we read Shakespeare’s
Macbeth | subsequently obtained the complete works ok&é@eare in one volume and

read parts of it in my homeroom period whenevead hlready finished my homework. |



do not remember what | read or what | got out oty that | was simply entranced by
Shakespeare’s wording, just as | was fascinatdddigegger’s wording fifteen years
later.

When | became sixteen years old | started workirgdrug store as a soda jerk
and clerk for twenty hours a week. | had alreadyrihe Captain Horatio Hornblower
novels and the Leatherstocking tales on my ownrbefteeting Shakespeare. In the
fourth year of Latin, we read Virgil'deneid It now seems obvious why | joined the
U.S. Navy shortly after graduating from high schaotl why in the Navy’s Aviation
Photography School | worked very hard to get thet Qeades to get the first choice of
billets. The billets were coming to be on airciatriers moored near Seattle, San
Francisco, and San Diego, and | definitely didwahnt to fly over Korea to take pictures.
After serving in Jacksonville, Florida, for the re$ my three-year enlistment, plus the
Harry Truman year, | enrolled in the civil enginegrprogram at the University of
Wisconsin. | easily got better grades than thehfremn who were more interested in
earning $10, 000 a year after graduation than stgdypathematics, and so | was allowed
to take an extra subject the second semester:spipity. In Freshman English we read
Stephen Vincent Benetdhn Brown’s Body and | wanted to shift to the humanities,
but not in Madison. | also wanted badly to wrakhough | did not know what.

Fortunately, my old high school buddy recommenaedhall, liberal arts college
in Tennessee, where | tried to learn what humastexce is all about by studying
history, religion, literature, and philosophy, aslMas biology. | majored in English
Literature, with almost a second major in philospphfter taking the standard two

courses in the history of philosophy as a sophomdo®k courses in American Thought,



political philosophy, ethics, aesthetics, and epsilogy, all taught historically, and all
except American Thought went from Plato to the @nés This gave me an historical
perspective on Western Civilization that is notikade in analytic or postmodern
philosophies. The significance of the historicatgpective shows in my papers,
“Education, Religion, and a Sustainable Plangétticational Studie2008, pp. 58-72),
and “Critical Thinking about Truth in Teaching: dEpistemic Ethos,” PESA
Conference, 200%ducational Philosophy and Theor{in press).

After college and a postgraduate year in Amerfstauties, a totally unexpected,
miraculous event occurred. | was back in Madismoléed at the graduate level to
qualify myself for teaching English in secondarfi@als when the professor teaching the
course on school and society stopped me as | \aagtethe room the last day of class.
He suggested that | take the courses in philosoplkgucation and educational classics
the next semester. They led to my masters thé&siperimentalism in the Anesthetic
Society: Existential Education,” publishedHiarvard Educational Review1962, pp.
155-187), to teaching eleventh grade English far y&ars, and then to the University of

lllinois for the doctorate in philosophy of educeti

The University of lllinois
Two points should emerge from this brief itineraBver since eighth grade | was
deeply interested in my own education at a selfscmus level, wondering how | could
find out educationally what human life was all aband how | should live my life. This
part of my Academic SEIf Portrait is directly reddtto the PESA, for one of the students

in my doctoral classes at lllinois was the AusémajiBrian Crittenden. During my third



year there | met Ivan Snook, from New Zealandhengrogram. | subsequently heard
that the Australian, Brian Hill, studied for hisaorate there soon after that, and not
much later two more Australians, Bruce and Felielgynes, earned their doctorates at
the University of lllinois. Why did so many promgi scholars from Australia go to the
University of Illinois? For the same reason | diWhen | asked the supervisor of my
master’s thesis for the best place to earn a daietpl told him | was tired of mediocre
professors, and he recommended lllinois, mentiothagyHarry Broudy had some
background in existential philosophy. For thig s&y “Identity Politics, Existentialism,
and Harry Broudy's Educational Theory§tucational Philosophy and Theor{2001,
pp. 365-380).

Whereas Broudy had frequently written as a classealist, the other professors
at lllinois had contrasting viewpoints: William SGtanley was a Deweyan
experimentalist, as was Joe Burnett, whereas Bar@llfSmith used ordinary language
analysis, and Foster McMurray was elaborating doreumous educational theory to
avoid the “isms” such as realism, pragmatism, idealetc. That is five full-time
professors of philosophy of education with contragsperspectives in one faculty of
education, which gained national eminence for thevé&rsity of lllinois, and
international pre-eminence in Australia and NewlZeg

While the doctoral program at lllinois not onlypected applicants to have
already completed a masters degree in Educatiochwiould have included
coursework in Education at the graduate levelsid ancluded a full year of coursework
in Education in the doctoral program to get stusiéathe frontiers so their dissertations

could be original investigations and also to preghem to teach philosophy of



education. The lllinois program also required aaniof four subjects in the Philosophy
Department and the presence of two members ofihartment on one’s dissertation
committee, along with two philosophers of educaaod one other Education Professor.

Things may have changed in Australia and New Zeb&nce my retirement
because of age-compulsory rules, but the chang#sciioral programs that occurred
during my two decades at the University of Queertslaere borrowed from the British
system and involved individual research for thel&dars Honors degree and
subsequently. | myself thought it would be frawhilto allow students in Queensland
interested in pursuing a doctorate in philosophgdcation to enter such a program and
encouraged them to go to North America for thertdamtes, which they did. It was also
relevant that the Philosophy of Education Societthe United States had asked us to
severely limit the number of our doctoral studehue to shrinking employment

opportunities. Was this caveat heeded in Austeai New Zealand?

Broudy’s Influence

Part of my own education in the philosophy of extion at lllinois occurred as a
graduate assistant to Harry Broudy. As his teaghssistant the first two years, |
conducted discussion sessions (tutorials) for ttmab Foundations of Education course
that Broudy lectured via television. When he @dii session at the students’ request,
one asked for his personal opinion on the matteaat. Broudy said it did not matter,
for the issue would be around for a long time dmaais more important to understand the
issue as an issue than to choose either sidel@ééply impressed, | have almost always

taught both sides of the issue at hand and haviéhaoght highly of PESA members who



were blatantly partial for one view or anothert @fright, because, according to
Socrates, that changes philosophy to propaganddlfui demagoguery.

It was more significant, however, to serve as Bytaidesearch assistant during
my third and last year there, when he began therédigl funded “Broudy Project” to
locate and establish the legitimate literaturetofgsophy of education. He asked all
PES (US) members to contribute lists of the literatand had half a dozen experts in the
field consider the lists and evaluate the item®rms of educational relevance and
philosophical competence. He also had three gtadeaearch assistants, including
myself. Affecting my entire career were the dagpént in the library looking through
educational journals from the year of their orithrthe present, searching each issue for
articles that met both criteria—about an educatipnablem and philosophically
competent.

Broudy had outlined four problem areas that appgfreonvered the entire field of
education: (1) the nature and aim of educationth@ organization of instruction and
schooling, (3) the selection and organization efdbrriculum, and (4) teaching and
learning. For a journal article to be considerg@ degitimate contribution to the
philosophy of education, i.e., to the study of edion, it could not simply mention an
educational problem in the first and last paragsagid then merely do something
philosophical in between. It had to be about tthecational problem throughout, or it
was not educational theorizing at all. It was thaniking about education. It also had to
be concerned with a specific philosophical dimemgibthe educational problem, i.e., its
ethical, epistemological, or aesthetic aspecttsopalitical, metaphysical, logical, or

linguistic dimension. SeRhilosophy of Education: An Organization of Topiend



Selected Source®dited by Harry S. Broudy, Michael J. ParsonanhA. Snook, and
Ronald D. Szoke (Urbana, IL: University of lllisoiPress, 1967).

As a result of my scanning so many educationahalgrfor articles truly about an
educational problem and dealing with it in a geelyrphilosophical manner, | edited the
two volumes of readings for the series concludimegBroudy Project that were not done
by the committee of expert§eaching and LearningandTheory of Knowledge and
Problems of Educatior{University of lllinois Press, 1969). | also usbé basic
organization of the Broudy Project to structurenayl teaching, research, and writing in
the field ever since. It became the paradigm dbpbphy of education for me because it
included the essential characteristics of educatiad therefore of thinking about
education. | became more deeply influenced by &ydban | would have recognized or
acknowledged at the time, perhaps as manifestet ipaper, “Harry Broudy and
Education for a Democratic Societydurnal of Aesthetic Educatior{1992, pp. 5-19).

Equally important as those aspects of my own psidesl work, however, is that
my perception of the writings of others in philobgmf education is also structured by
the framework of the Broudy Project. For exampb® my recent, “A Guide to
Educational Philosophizing After HeideggeEducational Philosophy and Theory
(2008, pp. 249-265) in which | gave four previoushplished articles about Heidegger
the critical review to which they were entitled.

| do not think I am the only member of PESA whaasnpetent. Our field,
however, is like any other university disciplines inembers function at various levels of
competence and some fraudulent things occur froma to time. The point is that as an

educational theorist, | taught, researched, andengducational theory, i.e., thinking



about education. | did this in various philosopliiclegitimate ways, even when
teaching, with the help of the legitimate liter&siof philosophy of education. For
example, the aforementioned PESA members who stadithe University of Illinois are
legitimate even when they use philosophical metlodldser than those | use. It is simply
that my own background in the study and teachingerhture has enabled me to become
sensitive to phenomena in the lived world and toeeeable to use phenomenology and
ordinary language analysis to articulate the gracnmdf education in the existence of
children and youth, and to be equally concerneditath® moral and epistemic
dimensions of education and respectful of the genattempts of others to think about
education ethically, epistemically, and ontolodigzal

If it is not clear, my response to the four artsctan Heidegger and education is
similar to my response to many articles in EPATIichtallegedly is the vehicle for PESA
members (and others), showing publicly their idts@nd competencies. What it shows
is that some contributors have not had an ade@loatiwral program that enabled them to
read the cumulative literature that constitutesfigdd of educational theory treated
philosophically, i.e., the field of thinking aboedlucation, because they lack a grasp of

the historical perspective of their own field.

Practical Experience
Another aspect is that one can theorize adequabslyt educating children and
youth only if one has taught at the P-12 level tifigs experience is necessary to obtain
the pre-theoretical understanding of educationalbl@ms and phenomena that should be

explicated when thinking about education. Thisthisandicated in the fact that most



advertisements for university appointments in etlandisted inThe Chronicle of
Higher Educationrequire applicants to have had at least threesy@daeaching at the P-
12 level in addition to the appropriate Ph. D. dical experience is necessary in any
profession. Teachers in front of classes are aatigtbombarded with sensory data at
the level of perceptual, non-conceptual consciossnghile their conceptual
consciousness concentrates on the lesson at hanan the curriculum content of the
day. Without this sensory data-base, there isingtto think about when one thinks
about educational phenomena. Simply having attkolEsses in schools and
universities as a student does not suffice to gnean understanding of teaching or
educating, or education, for a good many thingstéechers do are not disclosed to their
students, or to external observers. Why the teamdiked on this or that student, for
example, is the teacher’s secret that may not bednlly understood by the teacher.
Why the teacher asks a certain question, or resptana question in a certain way, is also
a secret. Teaching is an art that relies condulergpon the teacher’s tacit understanding
of specific students, children and youth in genexatl so on.

In other words, philosophy of education is an idigeiplinary concern insofar as
it is thinking about educational problems and pmeeoa that occur in state-supported,
public schools in a philosophically responsible wayd one needs experience in
teaching the young in these schools as well asitigin philosophy to be able to think
between disciplines. It is not multidisciplinarythe sense of being a synthesis of two
separate disciplines. Someone with a good traimqdnilosophy cannot become a
philosopher of education simply by teaching phifdspto teachers or by supervising

doctoral candidates in education within the Britisbdel, which may have occurred
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within PESA, where the education of the kind reediat the University of lllinois by
half a dozen PESA members was severely lackinthfise enrolled in doctoral programs

in Australia and New Zealand.

Library Research

This may seem like Yankee Imperialism. To the cmytrit is a critique of British
Imperialism, as perhaps may be shown by referamagytbackground at Illinois, where |
not only had to refresh my knowledge of the Gernaawal French languages as doctoral
students in all fields needed to do in those daysetable to globalize their scholarship. |
was therefore enabled to read works in the philogab education by European scholars
such as Otto Friedrich Bollnowxistenzphilosophie und Padagog(k959), Karl
Dienelt,Erziehung zur Verantwortlichei{1956), Romano GuardirDie Lebensalter;

Ihre Ethische und Padagogische Bedeutui$956), Martinus Langeveld&inflhring in
die Padagogik1963), andstudien zur Anthopologie der Kindg4956). Werner
Maihofer,Recht und Sein; Prolegomena zu einer Rechtsontol¢b954), Konrad Mohr,
Die Padagogik Herman Nohl$1960), Leopold Prohaskgxistentialismus und
Padagogik(1955), Arnold StenzeErziehung und Leben(1960), and Gustav
WairtenbergExistenz und Erziehund1949).

These books were available in the University andlis Library, partly through
interlibrary loan, partly because Harry Broudy, wdayned his bachelors degree in
German and philosophy at Boston College and readeigger and Kierkegaard in
German at Harvard in the 1930s, had ordered thEme. point is not to ask if university

libraries in Australia or New Zealand have simik@gources available, nor is it to ask
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how many doctoral students have read these resoulces simply to note that the
University of lllinois has the third largest unigéy library in the United States, and it is
about ASEP, not PESA. These German sources wegiéeal in my doctoral
dissertationThe Ontological Foundation of Moral Educatiorf1966) and explicated in
my “Phenomenology and Fundamental Educational §hewmr Phenomenology World
Wide, edited by Anna-Teresa Tymieniecka (Lancaster, Klkwer, 2003, pp. 589-601).

This shows a curiosity to learn how to do a kinegdficational theorizing
compatible with the philosophizing of Heidegger &attre and other existential
phenomenologists. It led me to apply for the sepasition advertised for a
“Distinguished Scholar” at the University of Quekamsl. After completing the six-
hundred page dissertation, | abstracted partsasfdtrewrote them into seven different
papers read at conferences and/or published. btewlem again, along with other
things, intoBeing and Education(1971), where it says “Two-thirds of these chagpter
but only one-third of the volume, have been presippublished,” and “These papers
have been completely rewritten and expanded ferwbiume” (pp. ix, f.). Although the
book appeared five years after the dissertatidalfited the old-fashioned requirement
of publishing the dissertation as a book as evideénis a legitimate contribution to
knowledge and thereby earn the Ph.D.

Some twenty years later | was asked to Bde#nomenology and Educational
Discoursein the Heinemann Philosophy of Education Seriebddnesburg, 1997). | also
contributed “Phenomenology in Educational Discotuteehe series’ introductory
volume,Metatheories in Philosophy of Educatiomnd “Education in Existential

Perspective: The Dialectic of Education for Demograto its concluding volume,
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Metatheories in Educational Theory and Practi¢edited by Philip Higgs, 1993, pp.
175-196; 1998, pp. 141-165). This respect showmipBeing and Educationa quarter
of a century later in South Africa where existelnplsenomenology was a dominant way
of thinking about education perhaps indicates whyais used as a textbook in a
graduate-level course in the Dip. Ed. program athiversity of Queensland when |

applied for the position there twenty years earlier

Thinking about Education in Queensland

On the other hand, | read a paper on teaching huiglats in education at an
International Network of Philosophers of Educatb@mference in Johannesburg in
August, 1996, just months before South Africa tastid its own Bill of Human Rights,
and this was possible only because of the thinklmgut education | learned how to do in
Queensland.

If my knowledge of PESA is slim, that is partly bese | could not attend its
conferences my first few years in Australia. Ingdalays the universities closed down in
August when the academic conferences were heBristrane a study school for external
students was also held that week. My appointmestiwéhe Division of External
Studies, and my students were mature, practiciachers who began teaching with only
one year of preparation due to the severe teablogtagie in the 1960s and 70s. They
completed their bachelor degrees (and raised shfries) through external studies. The
subjects offered externally had the same titlesanulse descriptions listed in the

handbook for on-campus students. Because of loallerents in philosophy of
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education externally, | devoted all my time to t@ag and after three years had the
highest enrollments in the Educational sectionxdeEhal Studies.

In the subject offered in the student’s second laased Plato and Dewey to give
them the “big picture,” as did my predecessor.rdte&'y my own lectures according to
Broudy’s problem areas, but in the order found@'lve RepublicandDemocracy and
Education The lectures discussed the philosophical dimesssoich as the ethical or
epistemological aspects found in the texts, exptigeand critiquing them to bring out
their half-truths and asking students, “What do tfuok?” One of these printed lectures
on Dewey was rewritten and published as “EducatioBxperience?Educational
Theory (1980, pp. 235-251).

| wanted students to see that Plato and Dewey bateviable and both
necessary, dialectically. For example, Plato wdidid the school curriculum from the
top down to educate the intellectual elite with tfest knowledge available in society,
which we still do today in the disciplines calleatademic” after Plato’s Academy. On
the other hand, Dewey would build the curriculuonirthe bottom up to insure an
equitable education was available to all childsehich we still try to do today. Because
Dewey'’s theory lacks adequate attention to the mapae of the teacher and the relation
of the teacher to the students, | added BubeiFagide to the course to update Plato’s
Socratic dialogical teaching.

In the first of the student’s third-year courseséd Maxine Greene’Beacher as
Stranger: Educational Philosophy for the Modern Ages the textbook for its focus on
the epistemological foundation of education, wilpgementary readings by Spencer,

Dewey, Broudy, Hirst/Peters, et al,, to disclose\thrious perspectives referred to by
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Greene. In the second semester third-year cowsed R. S. Peter&thics and
Educationas the textbook, partly to avoid using too manyefican authors, but mostly
to focus upon the ethical foundations of educati@ent students ample supplementary
readings on the role of freedom and equality indlassroom in the first half of the
course and then on authority, democracy, and diseipnd punishment in education in
the second half.

In both of these third-year subjects the lecturesassignment topics concerned
classroom or school problems, with varied perspestfor each problem to encourage
students to think them through to their own viewpain a problem in the school in
which they were teaching in an intellectually valgprofessional manner. Because most
students in the second course chose to write éissignments on discipline and
punishment, | did a great deal of library reseandie philosophy of law to find
something besides deterrence and retribution tdyysinishment without forgetting
these. | found it in Giorgio Del Veccio’s explicai of reparative justice and applied it to
pedagogy because a friendly dialogue with a teacduieitead a child or youth to happily
replace a bad deed with a good one without anyptigee teacher’s power. If students
simply obey the teacher’s use ot power when usedrasibutive deterrence, they do not
necessarily get educated morally, and they maydigavhen the teacher is not looking.
At the 1987 PESA Conference | read “Reparativeideigt School Discipline,”
Discourse(1989, pp. 35-51).

This illustrates how | did my research in educadidheorizing, i.e., in thinking
about education in Queensland, by beginning wighpitoblems of practicing, adult

teachers and using multiple resources to have thark philosophically about some
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classroom or school problem within their own expece in a quasi-Deweyan manner but
hopefully concluding not with an hypothesis buthwmorally justifiable, professional
conduct. Because the original model of externalistiin Queensland was simply to
have a tutor sit in on a professor’s lectures antewwhem down, type them out, duplicate
them and send them to remote students enrolldteindurse, | wrote out the lectures for
my students, using the textbook, supplementaryimgagdand my own thinking and
knowledge where applicable.

| decided to rewrite at a more scholarly levellgwtures for the course that used
Richard Peters’ book into my own book. When Pgtessfied liberty, equality, and
fraternity as being the principles necessary teelavational, moral discussion, however,
he simply took such discussion for granted, withjastifying it himself. Reasonable
moral discussion, however, is necessary throughoeis growth to develop one as a
moral agent and gradually become an adult humarmgb&o become a moral agent is
therefore a human right because it is necessdsgdome an adult human being, i.e., to
become a human being. So | rewote those lectutegiiman Rights in Education
(1983). See my “Human Dignity, Three Human Rights] PedagogyEducational
Theory (1986, pp. 33-42). The lectures for the othemdtyear subject were also rewritten
at a more scholarly level into the bod&ducation as a Human Right: A Theory of

Curriculum and Pedagogy1990).

Normative, Substantive Thinking about Education
The supplementary readings sent out for assignnwetes often the writings of

PESA members such as Brian Crittenden, Ivan Sriiéekin Harris, Jim Walker, and
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others, as well as British and American authorsugtable. Although it is tempting to

stray into a complaint about the lack of attentoreducational problems as such in many
Educational Philosophy and Theor(EPAT) papers written by PESA members, it seems
more important to the future of thinking about eahimn to explain why my classes of
mature, experienced teachers were given a varigigrgpectives on important
educational problems and allowed, even encourdgetink them through to obtain their
own perspective by comparing controversial views.

Philosophy of education, when conceived as eduaatibeory, is about problem
areas of education because educating the youredpsg them develop into mature,
adult human beings. As Langeveld said, the huneamglis the educating animal.
Asking what is an adult human being, however,n®m@mative question about what a
human being should become to be thought of as alh &br example, drug addicts are
not mature adults. It is not just a physical mattegardless of chronological age. Itis a
substantive question, too, because it is aboutiggywdeveloping beings who can
actually enlarge themselves and their lives thrdegiming about things and learning
how to do things. Education is therefore a sultsteannormative matter and its
theorizing requires thinking about normative, sabhve matters. Thinking about
education is therefore substantive, normative thok.e., a manner of philosophizing
concerned with promoting through education theated good life and the so-called
good society. As someone has said, however, seigeals with problems that can be
solved, whereas philosophy is concerned with uradadé/problems.

For example, Plato was concerned with an educét@nwould develop

theoretical reason, whereas Dewey wanted educitidavelop pragmatic intelligence.
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This issue cannot be resolved by psychology or itiogrscience, for it is a matter of
epistemology, morality, social philosophy, gengtiedispositions, and individual
preferences. It is also about how the good socatybe developed through education for
the “good life’ in the “good society,” which is alstic matter. As Broudy recognized,
the issues will remain regardless of what a spepifilosopher says because philosophy
necessarily deals with unsolvable problems. Byjgfhilosophers are not messiahs,
regardless of their opinions of their own opiniofisere will always be philosophical
differences. That is the nature of the animalessential characteristic bbmo sapiens.

Even if one successfully outlines the essentiatasttaristics of educational
phenomena through phenomenological descriptiohfiage attempted, this grounds
education in the being of the young and their ¢fftw become someone, too, but the
ontological foundation of education is neitherdtkical nor its epistemic foundation, and
all three dimensions are needed to establish fuedtaheducational theory, or, if you
will, a complete philosophy of education. This isyn have written the three books
mentioned, one each on the ontological, ethical,estemological foundations of
education. Has anyone else tried to do this?

Although the fashions have been against synopilustantive, normative theory
in philosophy of education, new methods were reglio continue thinking about
education as the human problem it is, and diffenegithods of philosophizing and
conducting theoretical research were used in efotydhree books. Assisted by my
reading of the German sources, existential phenotogy was used in the first book,
then linguistic hermeneutics with some phenomenctd@xplication occurred in the

second (after Richard Peters). A deconstructiveus hermeneutics with a dialectical
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intention and some phenomenological interpretatiaa used in the third book (after
Greene). | did not begin with a favored philosophimethod but simply used whatever
philosophical method of research or thinking endlnte to think about the ontological,
ethical, or epistemic foundation of the educatigrablem at hand, one at a time. (I am

not advertising the books, for they are out of {oyin

The Jungle

On the other hand, to my knowledge very few PESAnbmrs seem to have tried
to ground education in the being of the child aodtl, or in the human rights of the
child and youth to develop moral agency and humanity in schools, or to formulate
the curriculum and pedagogy that would enable theng to become at home in the
world through the disclosure of the truth of thimgshe world. Without moral agency
and truth, however, philosophy of education iimg. Learning something without
acquiring human dignity and truth is also nothing.

The perspective of this Academic SEIf Portrait mestify a PESA judgment
made through comments on its official journal, ERAM® my opinion, this journal has
devoted too many issues to trivial matters thaewsmnelated to major educational
problems. Too many editors of these special isagEe not adequately prepared and
sometimes advocated their own narrow-minded ideesogin some years there were too
many issues of the journal, but quantity is notligiaMaterial considerations include
the fact that authors of articles in EPAT useddalven fifty reprints at no cost, but now
they have to pay $800.00 (US) for a hundred reprinith no alternative offered for

fewer reprints. This may be the result of too mahgnges in publishers and editors of
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EPAT. In addition to free reprints, some educatlgaurnals used to give authors a
small honorarium. These changes may have resutiedthe increasing domination by
the Internet, or from the failure of the editomht@ve taught in public schools, frequently
substituting “pure” philosophy for educational theog, and rapid publication of trendy
philosophy scarcely related to educational problamdefined by the Broudy Project,
with all due respect. One can also question thdamwsof having an editor who is no
longer living in the geography of PESA, i.e., insdalia or New Zealand.

The point is not personal. It is simply seems thatuse of the British system of
educating doctoral candidates as borrowed by Alisstrand New Zealand universities
was doing it on the cheap, and, in my humble judgnteas not strengthened the
philosophy of education defined as thinking abaluaation for PESA, neither
intellectually nor institutionally. To the contyar

Perhaps the viewpoint can be expressed more ggnénalugh a personal
anecdote. My first year in Queensland, the Viced@ellor visited the Division of
External Studies one afternoon. There had be&rabaut disbanding the Division and
returning the faculty to their parent departmente suggested we could send him any
comments about things not discussed that day.oteno him, received a good response,
and thereby became a whistle-blower, although haidthink of it that way then. | knew
why the search for my position had been for amlggtished scholar for a senior
position—so he or she could make scholarly, debld@siecisions. Whenever | thought
that academic principles were being violated reiggrdn important matter, | wrote to the

Vice-Chancellor or an appropriate senior commitiegr. During my twenty-one years
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there, | went over the head of my immediate adrtratisr thirteen times, winning the
case twelve times. The one time | lost the issubsequent events proved me right.

During a discussion at a department meeting irl889s, someone said,
“Vandenberg will probably take this to the Vice-@ballor as he always does.” On the
one hand, I never told anyone that | sometimes sookething to the senior part of the
university to get it decided upon academic priresplOn the other hand, the person who
uttered the ad hominem did not ask me a questibofardinary academic respect or
because of the importance of the matter at hanstead, he indicated that the department
was a jungle, containing predators without a carsm, who projected blame when
thinking that | was the one lacking a conscience.

In general, my experience with the academic stati@University of Queensland
was that some lacked the academic acumen | hadredagisewhere, partly through the
doctoral program at lllinois and partly when Broudgd to get our discipline to attain
higher standards and rise above the oversimpldigatisms it was receiving from
predators in other areas of the discipline of Elana Thus my experience with some
members of PESA is that they lacked the acadenuiman that might have accompanied
greater academic accomplishment in philosophy atation. Part of why | had stayed
in the university over forty years was to avoid fledfish, dishonest predators in society,
for there is a jungle out there. Perhaps therenseshing of a jungle in the academic
world in general in Australia and New Zealand, pgdheven in PESA. Perhaps it occurs
to some extent in universities everywhere. Perltapsimply the way human life is.

Perhaps | am simply paranoid.
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If there is evidence that universities, like sogietre somewhat like a jungle,
however, it is all the more reason to define plujdsy of education as the substantive,
normative thinking of how to promote authenticdilyman existence, human dignity,
human rights, moral agency, and truth in educatisrthis not the Socratic legacy?

May thinking about education in Australia and Negaland continue to explore
its ontological, ethical, and epistemic foundatioigachers need to learn a language to
understand their professional conduct within amcatland epistemic ethos, and
philosophers of education are needed to help teamm lthis language. This is my
conclusion from working with mature, experienceakcteers for two decades in
Queensland. | tried to help them to become theraseals authentically human teachers
by disclosing to them some of the professionallieds possibilities in the existential,
ethical, and epistemic ethos of education.

Some of the existential possibilities were disatbsethe book used in the Dip.
Ed. Program in Queensland before | arrived. Ittdedh specific educational phenomena
such as childhood and youth as life-phases, pedagathority, the child’s
consciousness of freedom, the truth of being, notexnt power in education, the
encounter, the admonition, the traditional aimsasfooling: character, citizenship, and
vocation. More existential possibilities were dosgd in “Openness: The Pedagogic
Atmosphere,” in David Ntberg, edlhe Philosophy of Open Education (1975, pp. 35 —
57), and in “The Transcendental Phases of Learh{BgP.A.T., 2002, pp.321 — 344).
Whether the ontological, epistemological, or ethfoandation of education is the most
important for thinking about education or for thefessional development of teachers,

however, remains an open question. Perhaps thesqarprimordial.



