Introduction
“The Lord said to Abraham: “Go from your country, your people and your father’s household to the land I will show you.” So Abraham left Charan, as the Lord had told him. He was then aged seventy-five.” These are the opening verses of Genesis 12.
“As Jesus was walking beside the Sea of Galilee, he saw Simon and his brother Andrew. They were casting a net into the lake, for they were fishermen. “Come, follow me,” Jesus said, “and I will send you out to fish for people”. At once they left their nets and followed him. Going on from there, he saw two other brothers, James son of Zebedee and his brother John. They were in a boat with their father Zebedee, preparing their nets. Jesus called them, and immediately they left the boat and their father with the day labourers and followed Jesus.” This is from the first chapter of Matthew. The religious heroes within the Christian tradition appear to be very mobile and flexible; and there is not even any mention of work. Abraham receives the promise that he will be blessed. The task and this promise are enough motivation for him.
It is remarkable how these people could be motivated into action with such little effort and so few means. Could the European Union perhaps learn something from this?

Nowadays, mobility, flexibility and employability are the key issues. The policy does not make up these objectives, they just occur, and at the most the policy could encourage these objectives and steer them in the right course. I see the same thing in my own family. My brother-in-law and sister-in-law, who are both architects, are moving to China with their three young children, because there is no work for them in the Netherlands, but there is in China. Another brother-in-law and sister-in-law are going to Boston because my sister-in-law, who works for a large international company, was offered a job there. My brother-in-law handed in his notice for his ICT job, in the knowledge that he will quickly find another job, partly thanks to his friends and acquaintances from the ICT world. One of our nephews will soon be leaving for Poland, along with his Polish wife; he is going to explore the Polish market on behalf of a Dutch ICT company. Three years ago, a brother of mine emigrated to Norway because of the market there – he works in the metal industry – and because of the beautiful nature and peaceful surroundings. Mobility, flexibility, employability – these have not been invented, or forced upon us, by a higher power. They evolve, we ourselves form part of this, and we see this reflected in our own circle of family and friends.
Education originates from the Latin verb ‘educare’, literally ‘to lead forth’. Education is about being led forth, brought out, onto the street, into the world; the world in this case as a No Man’s Land where we experience something (Masschelein, 2010). The Flemish philosopher-educationalist Van Crombrugge repeatedly compared the teacher, who really sets out to educate, with Moses: he shows the pupil a path, through the dessert, to a new country. The journey is boring, difficult; and pain and sorrow are a part of it. Van Crombrugge remarks that a good teacher is able to hold the pupil riveted. He challenges the freedom of the pupil, but does not use force, the pupil follows him. Holding the pupil riveted is holding his attention, enthralling him, captivating him. 

In short, the Christian tradition in which we find ourselves and the education we wish to practise are borne by the idea of coming into action, withdrawing from the familiar, going on an adventure. It is the core of it to a certain extent. The Christian philosophy is a life philosophy that is a concept of knowledge. It embraces life as the task or the invitation to acquire an answer to the voice that is calling to you. An appeal is being made to us, to me. To answer that appeal assumes that we surrender ourselves, go in search, allow ourselves to be led forth. Mobility does not have to be a problem. However, we must ask ourselves: mobility for whom and to what destination?
In order to be able to answer that question, I wish to dwell upon the education policy of the European Union. I will make some comments about the management philosophy, then I will consider the vision of the position of education within society. Finally, I will say a few words about the true nature of education.
The leitmotif within my speech will be as follows: In contemporary education, there are conflicting views concerning the question of what is applicable action knowledge. The dominant vision of education assumes an objectivistic concept of knowledge, as is apparent, for example, from the importance attached to evidence-based education and educational policy. However, within the history of education, another concept of knowledge is evident which certainly has equally strong roots, namely the model of practical wisdom. My viewpoint is that, from the Christian education system, we should make a case for the rehabilitation of this concept of knowledge. Within this concept, the philosophical knowledge could be given the much greater latitude which it deserves. Ultimately, it is about essential questions. Is the policy not so closed and one-dimensional that the voice which calls to every person goes practically unheard? In other words: are responsibility and dignity not at risk of being pushed aside if the pluralism of everyone’s answer to that voice is exchanged for a government coded life ideal of mobility and flexibility? 



The management philosophy of the EU

Anyone who closely scrutinizes the documents of the European Union will discover the familiar vocabulary of the so-called New Public Management. The core of this New Public Management is the Principal Agent Scheme. There is a motionless mover, in this case the EU, which sets objectives; and there are agents who have to execute these objectives. This scheme immediately introduces a particular vision of education and educational establishments which is very steering and questionable. From the very outset, the Principal Agent Scheme introduces a distinction, if not a division between objectives and means. Determining and executing a policy are distinguished, if not separated. The question is whether this does justice to the true nature of education. I think not, but will return to this subject later. Suffice it to say for now that, by means of the thinking scheme employed, educational institutions will by definition end up in the role of executive organizations. Schools will become the executors of European policy. The question is whether this vision does justice to the role which schools have always played within the West European tradition. I think not. After all, since time immemorial, schools in Western Europe have been supported by social organizations, parents, churches. 
The New Public Management is a management model with Anglo-Saxon roots, which emerged during the Eighties, the years when politicians wished to demonstrably improve the quality of the public provision of services. Cutbacks had to be made, the efficiency and effectiveness of the means deployed were under discussion; the politicians felt a need for an management philosophy which could help them to make interventions in such a way that the performances of the public provision of services would demonstrably improve. They believed this was instrumental in order to be elected or re-elected. Thus a second shift took place. Not only are schools considered as executive organizations, they are also considered as public service providers. This calls for a certain jargon. People who use these services are claimants or consumers. Satisfaction plays a central role. In order to be able to measure that satisfaction, services are rendered comparable by means of benchmarks. On the one hand, the benchmarks have the purpose that services can be charged for, and on the other hand, that service providers can learn from each other. Now, the complicated part is, in order to fulfil the wish to be able to compare services to each other – or in the case of the EU, countries – the complex and whimsical reality must first be stripped away. The specific culture, the history, the ideological motives, the nature and composition of the population, all these factors must be considered as irrelevant, or corrections must be made for them in order to obtain proper quantative comparisons. And then in the case of public services, we speak of paying out a benefit on time and correctly, for example. However, is that the same thing as the interaction between the teacher and the pupil in education? The first example concerns a transaction. But if we look at education, it is not about transactions, but about transformations, educare. It is about the transfer of values and meanings, symbolic goods which are learned and shared. An essential difference. Thus, a third shift takes place. In order to be able to compare the services and different countries with each other, the colourful reality must first be stripped of its cultural, historical and ideological qualities. Next, that reality is recoded into a universal language of performances and satisfaction. 

There are two problems in this regard. Firstly, it are precisely those specific cultural, historical and ideological characteristics where the true sources lie hidden, of wanting to and being able to deliver performances and the ability to find one’s place within a new order, in which mobility and flexibility are more necessary than in the past. Remaining silent about these sources does not do them any justice, and wrongly assumes the supposition that these sources will automatically remain in place for ever, and do not require nurturing and maintaining. That is the first problem. The second problem is that the language of public services, and in particular that of satisfaction, does not do justice to what is at play in education, namely transformation. Education is about symbolic goods. Imagine if the people of Israel had been presented with a satisfaction questionnaire during their trek through the desert. The score would not have been very high. Moses would appear to be a poor leader. But was it about satisfaction? Of course, the test papers have to be checked on time, the lesson must be well prepared, but in education, is it about satisfaction regarding such matters? Ultimately, not.
In his book ‘Seeing like a State’, writer James Scott makes it clear what is at play. He gives examples of projects which show what would happen if the government actually took control of particular domains of reality, as it were. 
One of the many examples is the ambition of the government to allow forests to grow as productively as possible. For this purpose, trees were planted of an equal height, at a equal distance from each other, of the same thickness, and all the bushes, crops and flowers which normally grow around trees were removed. The results were astounding. Within two years, the trees had died. In the eyes of the state, the disorganization of society is a wrong which has to be righted, an obstacle in the way of transparency. However, that same disorganization is indeed a source of tremendous vitality, partly due to its very nature. In the true reality of things, people do not exist as an object or instrument for the purposes of the EU, but as living beings who have their own roots, often intertwined and linked with each other, who search for the light of their objectives, often in the same direction.

The dominant management philosophy evokes all kinds of undesirable effects. For example, an infallible focus on the average or mean emerges. Otherwise, you will have to explain something. Another risk is aiming education solely at the afore-mentioned measurable indicators. Other dimensions, less easy to measure but nevertheless equally valuable, disappear from the picture. This focus on a stripped average could have negative consequences. When our minister had the idea of rewarding schools financially for getting a number of early school leavers back into school, my educational establishment missed out on a great deal of money, because we had invested in this objective relatively early. We had reached a peak too soon, as it were, and therefore lost out financially. The Netherlands has now already reached the objective of the EU for 2020, with regard to early school leavers. What then is the significance of this objective for our country?
Another objection is certainly just as fundamental. Within the dominant management model, the emphasis lies in particular on who is responsible. That responsibility is operationalized by means of indicators, open coordination and benchmarks. However, this does not take us a single step closer to the question of how problems in education can and must be resolved. A step closer will only be achieved if the focus is less on rules and institutional arrangements, and more on the solution-focused capacity of professionals in contact with their clients and of the organizations and their committees. (Scientific Council for the Government Policy, 2004).

The desire for complete transparency in the dominant management model assumes a complete familiarity with the reality. That is an illusion, an inadequate concept of knowledge. This familiarity is only possible if the reality of its individual characteristics is removed. However, the teacher is involved with the ‘true’ reality. The tradition of practical wisdom assumes a much broader concept of knowledge. The reality itself is the starting point, experience is considered as a form of knowledge and is therefore an important building block of practical reality, as well as the community within which this type of knowledge – practical wisdom is a form of knowledge – functions.
In this connection, the so-called Information Paradox must be mentioned: the more we measure, the less we know. The background is as follows. If you measure a reality stripped away, all kinds of differences come to light which can only be explained and gain meaning if a connection is nevertheless made between these differences and the whimsical and varied ‘true’ reality. The Dutch philosopher Kunneman refers to this as the logic of lamp posts. The lamp posts are managed centrally, the point is to have maximum visibility and control, and the light can always be made stronger. There is no limit to the expansion of the transparency. The twilight at the extremities of the beam of light is usually a reason for increasing or expanding the strength and scope of the beam of light. In other words, the dominant management philosophy does not know any inner limits. In this way, each indicator and statistic evokes new questions which can only be answered if they ultimately represent and do justice to that ‘true’ reality. As long as this is not the case, the people involved – teachers, administrators – will not be capable of or want to adopt assignments and objectives as their own. Nowadays, in the Netherlands we can perceive a good example of this management philosophy. Six years ago, within senior secondary vocational education, trials were started using the bench mark method, on a voluntary basis, in order to learn from each other, so the theory goes. Meanwhile, the minister has been responsible for making it law that this educational sector is obliged to take part in three benchmarks. These benchmarks partly determine the ranking of educational institutions and have consequences for the financing. All the risks mentioned lie in wait.

My main concern will meanwhile be clear. The dominant management philosophy abstracts from social, cultural and ideological sources, which are precisely vital to us in order to find our place in a new, uncertain, open world. And that management philosophy does not know any inner limits, partly because of that. I would like to place this phenomenon within a wider context.



Education within society: from institution to system

My stance is: over the past thirty to forty years, education in Western Europe has changed from being an institution to being a system. The policy of the EU is perhaps the expression of this, rather than the cause. I would like to make a few comments about this and, for this purpose, I will make grateful use of the work of the French writer Dubet, in particular. Dubet describes the so-called decline of the ‘programme institutionel’. He defines this institutional programme as “the social process that transforms values and principles into actions and subjectivity or character building by means of specific and organized professional work.”

What is the nature of the institutional programme? The core of this programme consists of three, coherent thoughts or suppositions. Firstly, the institutional programme effects the mediation between universal values and the individual. Dubet therefore refers to it as ‘monotheistic’. Secondly, the work is seen as a vocation. Thirdly, the institutional programme can resolve the paradox that an individual must be, at the same time, free – in the sense of wanting to and being able to be responsible – and must also be socialized. The institutional programme has religious roots. The bearing model of the institutional programme is the model of the conversion. In the same way that the church once had a complete and universally coloured hold on the soul of the religious being, within the framework of the institutional programme, the school has the interests at heart of the pupil as a whole. The pupil must experience a transformation, he must leave the school as a different person to when he started school. The school is a place of learning, but it is also a place of moral foundations. It is a place in the world, but it is also a place outside of the world, a sanctuary, a place where moral unity is offered and can be experienced. The institutional programme is ‘monotheistic’. There are universal principles, values, dogmas, myths, which are not open to discussion and which are adhered to, for more fundamental reasons than their value or empirical evidence. Due to their ‘sacred’ character, they create unity, also within the sense that they realize a fundamental equality between individuals. 

This institutional programme – which can be granted both a laic interpretation as in the French educational tradition, as well as a religious interpretation, as in the Roman Catholic private schools, for example – has crumbled away. Firstly, ‘monotheism’ has crumbled away or perhaps even disappeared and socialization is no longer unity. Contrary values and principles fight for precedence. The teacher and the pupil both have the task to choose, to reconcile or to reject values, and in this way give form to their life story. The world has been laid open. It is not the assurance of the institutional programme which determines actions, but the ambivalence of the open existence. Actions no longer have a centrifugal point, as it were, they have become a continual search in order to find certainty of a short or longer duration. The conversion has given way to development, the rock solid assurance has given way to the ability to choose. Education as an institution has lost its monopoly. Traditionally, education entailed the exclusive possibility of initiating the child into a world beyond the own class and beyond the local and family traditions. Meanwhile, the school culture has become a culture that exists alongside other cultures. Consider, for example, the youth culture, within which education and formation take place in all kinds of ways – both formally and informally. Consider also the many forms of expertise which used to form an intricate part of the teacher’s role and have now become separated in the form of other professional roles, for instance, the role of psychologists. Or the rise of new media, enabling young people, in combination with a considerable increase in mobility, to identify with heroes that did not exist in previous times, or were inaccessible, such as heroes from the world of sport or music, or the icon Pope John Paul II.

What has become of the teacher now that the institutional programme has disappeared? Dubet outlines how the teacher as actor and the teacher as subject became separated. With the absence of the moral unity of the institutional programme, a much keener distinction has emerged between the teacher as ethical subject, who has a need for recognition, and the teacher as strategic, utilitarian subject. No longer is it possible to express in your professional role where your heart lies as a teacher, and what you value as really important. That role therefore takes on strategic characteristics. The teacher is increasingly becoming a mere executor, an actor. In the ‘Corrosion of Character’, Sennet describes the rise of the ‘ironic being’ who, as a consequence of the permanent changes in and around the profession, mentally switches off in order to survive. Also the work of the teacher has therefore lost its unity. Various operational logistics which came together within the institutional programme have become separated from each other. Dubet points out social control, which refers to the role of the agent; the service, which necessitates the role of the expert and the professional; the relation, which calls upon the teacher as a person. The docent becomes a mixture of agent, professional, as well as a person. These three roles no longer coincide. A good example is the significance of discipline. Within the institutional programme, discipline was given significance by calling upon ‘sacred’ values. Meanwhile, discipline has been reduced to the function of social control.

In summary, over the past thirty or forty years, a type of regime change has taken place. The institutional programme was a regime in the true meaning of the word. A regime embedded in a tradition, a community, a collective language, both ethical and symbolical. Now, a different regime has emerged. The institutional programme has been replaced by an economic-systematic programme. Conversion has been replaced by development, on the part of pupils, or disciplining, on the part of teachers. Tradition has been replaced by risk management and colonization of the future. The source of trust is no longer the individual, but the system. The subjectivity, the individuality and the room for play, an integral part of this, have been traded in for the certainty of objectivity. The concrete reality is disappearing behind the aggregated reality of statistics. Objectives are not found within and around the profession, but determined externally by the EU, for example. The pupil leaves school as a different person to when he started school, not as a convert, but with the certainty that he has achieved a particular level. The vocation has taken on the form of an annual assignment form. The symbolic power has been traded in for the desire for complete transparency. We are still looking through a mirror, but no longer with any mysteries waiting to be unveiled. 
You will have realized by now that I am outlining the situation from the viewpoint of a nostalgic 53-year-old man, who has seen the world in which he grew up disappear beyond the horizon. However, this is making things too easy for me. I would therefore like to now outline this development in a more objective way. 

One could say that the ‘unity of life’, which the school used to signify for the teacher and the pupil, has disappeared. That unity has changed into plurality. Whereas the school within the institutional programme used to be part of an own community – in the Netherlands, those were the ideological pillars – during the process of pluralism, the school has been more or less left to its own fate and has become available for the government. As a result of this, a different concept of knowledge could become dominant. The ideological knowledge model, with a government in the wings which limits itself to setting basic quality standards, has tacitly made way for a strategic-objectivist knowledge model that takes control of the whole education system, by linking it to economic objectives in particular, and by no longer setting minimum standards, but output standards that are measurable and evidence-based. Education is becoming part of an objectivist-strategic system.
It is worthwhile researching whether, within this new constellation, points of contact can nevertheless be found for true education, and education inspired by the Christian faith. 


The true nature of education

Within every programme, we pay a price, and that also applies to the institutional programme. Within that programme, a conscious choice was made to not consider the characteristics of the individual pupil. We no longer accept that, and certainly not from a Christian perspective, that emphasises the unicity of each individual. Within the institutional programme, a certain degree of violence also had its place. We most certainly no longer accept that. So we must not idealize.
Now too – within the economic-systematic programme – we pay a price. I will try to explain this. Yet, I would like to accompany each step in the analysis with the exposure of possible new latitude for true education. 

I will begin with the pupil. It is not the conversion that forms the purpose of education, but permanent development. Socialization is no longer fitting into the social order and contributing to it as an educated individual; no, life is a project, the world gives you the attributes in order to develop and embellish your life. Self-identity in our society has become a reflexive project, says Giddens (A.Giddens 1991). With the disappearance of the anchoring of the ‘self’ in societies and relationships, the formation of the identity has become a permanent task. Within that task, people are especially dependent on experts, such as psychologists, coaches, et cetera. However, knowledge in our society is always hypothetical and therefore temporary knowledge. Experts therefore do not really offer something to hold onto. The rest and duration – and also the limitations – of the tradition which offered a fixed identity in this way, have been replaced by the permanent disquietness and uncertainty of the flighty lifestyle. Every day, there are an endless number of options to choose from. The ‘self’ has an essentially different attitude to the future: “… the future does not just consist of the expectation of events yet to come. ‘Futures’ are organized reflexively in the present in terms of the chronic flow of knowledge into the environments about which such knowledge was developed” (Giddens 1991, p.29). The core is therefore that knowledge about ‘circumstances of social life’ plays a constitutive role down to the finest details of everyday life in the organization and changes of that daily social life. And with that knowledge, the modern human being is supposed to write the book of his life himself. 
However, is the human being the author of his own life, am I and do I write my own autobiography (Van Prooijen, 2005)? The answer is yes, to a certain degree, but no, in many other respects. Psychology has taught us that the human being can only change to a relative extent. In today’s world, words such as ‘new’, ‘challenge’, and ‘innovation’ play a central role. The entrepreneur is the role model. During the Fifties, a period of reconstruction, very different characteristics were called upon: dedication, discipline, loyalty, putting the need for satisfaction to one side. All characteristics which are now considered as dull or even as inadequate. But, what if that is your character? Do you no longer count then? Does someone have that discussion within the school? There are other questions to be asked. What place is there for pupils who do not possess that level of self-reflection and insight that they are capable of mapping out their own path? And how do we deal with the dark sides to the autobiography? How do I conquer those dark sides? When is my autobiography considered a success? Do I myself determine that or are we dependent on recognition from other people? Van Prooijen rightly points out that the dominant vision of education is inclined to filter out the obstinacy and tragedy of the human existence. 

And yet, there is more to be said on this subject. Even if the pupil has to be a critical education consumer within the current model, even if he lives with the ideal of his life as an enterprise or project, as the sum of his own choices or of interesting experiences; within the practical context of education, there also appears to be a yearning for ‘unity of life’, a yearning for a stage that provides coherence and gives meaning to his experiences. Within my previous working environment, mourning groups existed, where pupils who had suffered great personal loss could exchange and share their experiences with each other and the school minister. The school was generally one of the few places where that was possible and where communality could exist, also thanks to words of comfort that formed part of the Christian tradition, although pupils were often not aware of this. It is interesting to see that models other than that of the entrepreneur within education play a role – often implicitly. I will mention two. The first is the traveller, or even the pilgrim. More than with the model of the entrepreneur, this metaphor offers space for coming together with other people, the possibility of going astray or of getting lost, the necessity of places of quiet, the notion of destination. Within my previous working environment, we offered pupils and teachers the possibility of a retreat in a monastery. Almost without exception, they experienced this stopping place as positive or even necessary. 

Biesta generalizes this type of experience in his case for a ‘pedagogy of interruption’. He opposes the objectification and rationalization of modern education and makes a case for a fundamental plurality as a condition within which people can come forward as unique. In the words of Biesta: “If we close off this plurality, if we make the world into a rational community or a collection of rational communities, we will still have many ways in which newcomers gain a voice, but none of these voices will be unique –they all will just be representative. A pedagogy of interruption is, therefore, a pedagogy that aims to keep the possibility of interruptions of the ‘normal’ order open. … A pedagogy of interruption is not a ‘strong’ pedagogy; it is not a pedagogy that can in any sense guarantee its ‘outcomes’. This ontological weakness of education is at the very same time its existential strength, because it is only when we give up the idea that human subjectivity can in some way be educationally produced that spaces might open up for uniqueness to come into the world.” 
The Flemish religious educationalist Ilse Geerinck argues that religious teachers learn to reread reality along with their pupils. She mentions the story of the good Samaritan. “It may seem easy to put yourself in the place of the good Samaritan, but can you live with the idea that such an attitude could mean the collapse of your own life, read: entrepreneurship? After all: whereas other people walk on past because they wish to fulfil their own needs, the Samaritan stops to help, which means that he must at the very least put his own plans to one side. Can you cope with accepting such a delay in your own life path?” (NRC Handelsblad, November 2006) 
There is yet another model besides the traveller, namely that of the artist. A Dutch bishop once typified the lives of many young people as forms of ‘embellished sorrow’. There is room to give shape to life, much more than in the past. It not without reason that the theme of ‘life art’ can be found in all kinds of titles in recent years. 

I will not elaborate further on this metaphor. The appearance of other metaphors than the ‘entrepreneur’ indicates that there is a need for a unity of life, which is moral and existential, and which therefore offers more than the bare unity of a portfolio, or a curriculum vitae as a reflection of an enterprising life. Here, the significance of philosophy also comes into play. Modern life is an open and uncertain life. Experts play a much greater role than in the past in order to ward off this uncertainty. However, we have seen that the experts do not achieve that goal. Expert knowledge does not offer certainty. Philosophical knowledge is a different kind of knowledge. Many people consider philosophical knowledge as competitive to scientific knowledge. However, that does not touch the core. The Flemish philosopher Dedijn shows that philosophical insights and concepts might not be rational, but are reasonable, in the way in which they have been rooted in central deep human practices from the social world or from daily life (Dedijn 2006, p.55). He refers to the reasonableness which is also a part of, for example, practising music or loving your partner. Even if you know that chemical processes within your body stimulate love, even if you know that if you were born in another country, you would have a different partner, this does not make your love any less real. People live existentially and morally, not on the basis of scientific insights into themselves and other people. We can only live, in the words of Dedijn, “from a vision and yearnings that are determined by images and symbols. Meaning and values are pre-eminently non-scientific categories (Dedijn 2006, p.53). Within religion and philosophy, questions play a central role which are completely unrelated from an objectivist concept of knowledge: Why am I afflicted with this fatal disease? Why are there still wars? Why am I not good at learning? A philosophical answer is never a concluding rational answer. But it is an answer that can help us to live with such problems. It can therefore also help us to lead a worthy life (Dedijn 2006, p.62).   

We do not track down the unity of our life by reasoning logically. We are more likely to track it down by looking for the key to life ourselves. Within this context, I would like to remark upon the importance of formation or Bildung. Formation or Bildung not only refers to the ideal of Enlightenment – autonomy, judging for oneself on the basis of fairness – but it also originates from Meister Eckhart, who translated the word ‘formatio’ with ‘image of God’, imitatio Dei (Van Crombrugge 206, p.91). Life can be seen as an answer to the question what image of God I can and may be. We therefore cannot live without examples. Within education, it is not about the sum of a number of separate competences or blocks of knowledge that the individual pupil has to acquire. There must be examples which the pupil can model himself upon. In addition, the pupil must also learn to be able to name the reasons why he acts as he does. In appropriating values, it is not just about the values themselves, but also and in particular about the question why these values are important. It is therefore especially about practising and learning a particular attitude to life. Formation and education are not an individual project, but come about within the relationship. The present education system has the theme of development and being introduced to social realities, within which pupils must learn to behave adequately. However, formation presupposes an appeal to the pupil that he wishes to become a good person, better than he is or was. The teacher is therefore the example, whether he is aware of it or not. Now that roles and models can no longer be established so clearly, openness, authenticity and courage may be required from the teacher, indeed also in philosophical questions. 
 
Education within the economic-systematic programme is aimed at development and effectiveness, within which a neo-positivist vision of knowledge is dominant. It concerns objective facts and basic skills that pupils must recognize and master. Knowledge is separated from values and religious ideas. Knowledge is also considered separately from the person who has, acquires this knowledge, and the tradition within which it functions. Knowledge is neutral, so to speak, and transferrable as a package. Knowledge is detached from culture and personal development, and the personal search for the true and good (Afdal, 2010). The question is whether that is possible. Polanyi, the man who coined the concept of ‘tacit knowledge’ – ‘we know more than we can tell’- remarked: “We must recognize faith … as a source of all knowledge. Tacit agreement and intellectual passions, sharing an idiom and a cultural heritage, connecting to a kindred community: those are the impulses that give form to our vision on the nature of matters which we rely on for our mastery of those matters. No intelligence, however critical or original, can function outside of such a framework of trust.” Knowledge can therefore not be considered separately to understanding, and understanding can only be achieved from an intentional framework; and such a framework can only be achieved within relations, communities and tradition. Innovation is rarely true new knowledge, but usually a reordering of existing knowledge. Within the dominant, objectivist approach to knowledge, justice cannot really be done to questions concerning values and conflicts of values. They are recoded into questions of a technical nature – part of social competences – or they are privatized and therefore rendered harmless. Of course, values are always personal because they are only visible when incarnated, but they are not private. Every ideology desires to have general significance and power of expression. Precisely that aspect of ideology interacts poorly with the neo-positivist view of knowledge. 

What does all of this mean for the professional within education? He works within a context where the government, as well as the EU, consider education as a public service, where centrally determined output is more important that the outcome, an objectivist concept of knowledge is dominant; and the pupil is encouraged to view his life as an enterprise or project.
Deprofessionalization could be a consequence. The core of this is that teachers are no longer concerned with objectives, but only with the means. Aspects of efficiency and effectiveness prevail, the objectives are purported increasingly often. In the Netherlands, for a number of years, a parliamentary enquiry was held as result of the failure of several large educational projects initiated by the government. One of the results of the enquiry was that, in future ‘The Hague’ would concern itself with the ‘what’ and the schools with the ‘how’. A catastrophic error, because the school and the teacher are robbed of one of the most essential freedoms and responsibilities, namely making judgements concerning not just the means but also the content and the objectives, and being able to act accordingly. 

Biesta clarifies this by comparing education and medicine to each other, in the discussion about evidence-based knowledge – I have read in the documents that the EU also desires an evidence-based policy. Biesta remarks that the educational process is not a causal process, which applies to a chemical or physical process, but a process that is symbolic or symbolically arbitrated. The comparison with economic transactions can also help. It is not the same as a sales transaction for a crate of beer; in the transfer of knowledge, a transfer does not take place from the owner, but the knowledge becomes a shared possession. And both the teacher and the pupil change during and as a result of this process. The reason for this is that the recipient interprets and tries to interpret. It is only thanks to this mutual process of interpretation that education can succeed. In the words of Biesta: “… the very impossibility of an educational technology … makes education possible.” In education, teachers do not make any interventions that function as causes, but they carry out actions that give pupils the space or opportunity to answer and to learn something from those answers. However, within modern evidence-based education, the teacher is mainly the executor who must achieve optimum results by means of proper interventions and adequate class management. Yet the essence of education is now precisely the openness of the situation. Real actions are accompanied by uncertainty. Anyone who truly acts begins with something that has no precedence and the outcome of which is always uncertain (Van Heijst 2005, p.107). There is therefore also room for the catastrophic, the new and the frustrating. Those are not additions to the situation; they could be defining characteristics of the situation. Taking action does not take place on the basis of a previously indicated model, but comes about within the relation. Taking action is not about applying true, general insights within a specific practice. Insights emerge on the spot and are connected to previous experiences, in order to discover what is useful for the here and now, what the objective of the action should be. Taking action does not involve a form of transfer from one person to the other. People take action together, people achieve action together. In taking action, the ‘who’ of the person, his uniqueness or identity, are revealed. In education, it is therefore not about added value, as is claimed within the economic-systematic programme, but about transformation that can only be realized within a truly open situation.

Now the good thing is that a very old knowledge tradition already exists, which contains all these elements. It is the tradition of the practical wisdom which stems back to the time of Aristotle, among others. Within this tradition, it is not about generic knowledge, but about specific perception and specific knowledge. It is the wisdom which goes back to the concept of prudence: being capable of perceiving, capable of judging, capable of acting, capable of learning. It a knowledge that can only grow due to successes and failures. It is the wisdom which goes back to the concept of phronesis, being capable of determining objectives and means, in such a way that they are adequate and fit together. Practical wisdom is knowledge that is much wider and more true to life than evidence-based knowledge. The context and the moral dimension are part of this knowledge from the outset. As in the case of philosophical knowledge, practical wisdom is also about reasonableness. What is sensible and required in this situation, for this child with these talents and this character? The true professional always works on the basis of the tension between experience on the one hand, and uncertainty on the other hand. Experience knowledge never offers absolute certainty in new situations. This is why mutual deliberation and continual mutual consultations are essential. In this way, practical wisdom is gradually formed.
The knowledge concept of practical wisdom offers a point of connection in order to combat the risks of deprofessionalization. It also offers the possibility of combating the creeping hierarchization of evidence-based knowledge with regard to practical and philosophical knowledge and wisdom, and precisely integrating all those forms of knowledge. Finally, this concept makes it clear that professionals should have their own free roaming space in order to allow their practical wisdom to develop and to be able to apply this.
Society becomes extremely vulnerable when schools are robbed of the opportunity to interact with their sources. The dignity of teachers is affected when, on the basis of their life task, they are not allowed to react to an appeal called for by the situation, and when they become merely the executor of purported objectives (Van de Donk, 2008, p.6-20). 

I will end where I started off. Education is about leading forth. In the words of Van Crombrugge: “A good teacher wishes to and knows how to hold his pupil riveted… Holding a pupil riveted is transporting him away from his own little world, offering him new horizons. And not voluntarily, but forcefully. However, this force is not a physical force, nor is it brainwashing. A teacher holds the pupil riveted by allowing him to enjoy what he himself is riveted by… pupils should be captured, as it were, by the reality. It is therefore not the case that the pupil conforms with the teacher. Education is not about imitating the teacher, but about becoming riveted and being led to the reality which deserves attention… The moment of formation is also to be found here: the teacher transports the pupil away from himself to the reality that can therefore seize the pupil. The fundamental position of formational education is not the individual self-development, but responding to the reality: not the continual reflection on oneself, but the selfless attention and dedication for the other matter and the other person. Observing with different eyes is especially responding, learning to listen, learning to be attentive.” End of quotation. Attention, being attentive, the core of the religious approach. Life is often not about mastering and controlling, but responding carefully to what you see and hear. Helping our pupils on this path in an open and uncertain world remains a task that is worthy and necessary. 
