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Thomas Jackson

ior the reader of this chapter: I love the work I do, learning and doing phi-
liwophy for children (p4c). I began and have continued to learn to do p4c in
{awan since 1984, 1 love what p4c has made possible for me and the teach
+1+. students, and educators with whom I have met in Hawaii, the mainland
Uinited States, China, Japan, Brazil, Korea, Austria, and Switzerland. 1 love
linw teachers and students come to love pdc; what it does for them in school
sl out, changing and enriching their lives; and, for the teachers, how it
smpowers their professional practice as they internalize what we in Hawau
sow call “the philosopher’s pedagogy.” I love the excitement in the K-12
lassrooms 1 get to spend time with on a regular weekly basis when the
(e+her and students realize that it’s “pdc time,” a special time where we will
wiquire together, in the intellectually safe community we have developed,
Wi topics and questions they have chosen, questions that have arisen out ol
(ler interests, be it in English, Social Studies, Math, or questions that arise
it of their own wonderings about the world in which they find themselves.
I e questions range across the landscape from “Could Santa die?” (K) and
\Who made numbers . . . because they never end!” (1st grade) to “Why do
L iy have to judge each other by the way they look, act, etc.?” (8th grade).

I'or most of the teachers and students with whom I work, there is no lon
jer a question of the value of what we are doing together. Indeed, together
we are working to expand the impact of p4c throughout our schools and
. ommunities. In addition, the “hard data” that this approach works and has
impact beyond standardized test scores continues to grow as well.

What follows is an effort to share with you the framework we have devel
aped and some of the concrete strategies for implementing this framework
that is producing the exciting results indicated above. I will assume that
many of you reading this are encountering p4c for the first time and so,
hopefully, begin at the beginning.

"LLARS OF P4C

At p4c Hawaii we have found that the adventure of doing philosophy
with children (K-8) is supported and enhanced when the adventure is
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conceptualized in pillar form. As this chapter will show, the pillars we use’
are Community, Inquiry, Reflection, and Philosophy. In the space that fo
lows, each of these pillars are explained in terms of both why and how they;
are part of doing philosophy for children.
It is not an accident that Community comes first in this list. As indicated
above, the intention of doing philosophy in a classroom setting is to inquirg
together into topics that arise from the interests of the community (students
and their teacher) in philosophically responsible ways. For this to happt
it is essential to begin by building and sustaining an intellectually safe coms
munity conducive to philosophical inquiry.

Pillar 1: Community

At the outset, it is uscful to think of your community as something that will’
grow and develop through stages of beginning, emerging, and mature coms«
munities. This is important because, as this development occurs, the role
of the teacher will shift from teacher/facilitator/participant to participant/:
teacher/facilitator. In other words, as the community matures, the student |
members will internalize the roles, vocabulary, and protocols (social and®
cognitive) that are the hallmarks of an intellectually safe philosophical in«
quiry community. Students will become co-facilitators as well as partici«
pants, allowing the teacher to become a participant among participants,
Indeed, in a mature community, apart from the teacher’s physical size, idens
tifying the teacher would not be an casy task. In a beginning community, |
the teacher’s role will be strong and direct as students gradually learn the
“rules” of the community. 1
At the outset it is also important to be mindful of the nature of your con
munity. Two important factors are age and backgrounds of your students, -
We have found that beginning to do p4c at the pre-K, K-1 levels is impor
tantly different from later grade levels. We have developed a “Start-Up Kit"
for pre-K and K-1 levels preciscly because of the wide range of developmens f
tal experiences young students bring to the classroom. For example, it may
or may not be their first experience in a group setting. They may or may not
have attended preschool. They may or may not have experienced sitting in 4
circle, taking turns, and so on. They also will have come from a wide variety -
of family and cultural backgrounds. All of this just adds to the adventure!
At the upper end of the age level, in middle school, a different set of chals
lenges presents itself. Depending on the school experiences to that point,
students may resist the idea of sitting in a circle, taking turns, speaking |
out in front of their peers, or responding to questions to which they may -
not know the answers. The very idca of an inquiry where no one knows =
in advance where the discourse may go can be confusing, frustrating, cven
threatening for some students. Don’t be discouraged! There is plenty of |
cvidence of success once students come 1o see thar this “pame™ s very difs :

ferent, The minal resistance meles as they come 1o see thar pde time is thelr
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time, where their thoughts and ideas are central. It is not about what the
tcacher thinks, or about a predetermined answer the teacher is looking for
hut what the community (teacher and students) can develop together out
of their thoughts about what matters to them. Some examples will follow
later! .

The beginning of the p4c Hawaii classroom experience is seating every-
one in a circle. For this first and most, if not every subsequent session for
pdc time, the class, including teacher, sit in a circle. For many this may be
their first experience in such a configuration. The importance of the circle
cannot be overemphasized! In a circle, each participate is able to see each
other, to make eye contact with each other, to see directly the impact on each
other of what is being said or done. The circle creates the possibilities for
more intimate engagement and commitment, vulnerability and trust. Par-
ticipants are better able to hear what others are saying and also to see how
they are saying it; in other words, the facial expressions and mannerisms of
those who are speaking. The circle also facilitates seeing the impact on each
other of the interaction. What is the impact of acceptance or rejection? Of
carcful listening as opposed to indifference?

Your first activity together, an experience central to every beginning p4c
community in Hawaii (K-University) is the making of a Community Ball
(C:B). The CB will become a moving source of focus and energy that facili
tates weaving together the voices that will contribute to each inquiry that
unfolds in all the sessions to follow. Here are the materials you’ll need to
make your first CB: (1) an empty cardboard paper towel core, (2), a skein of
multicolored yarn, (3) one zip-tie, (4) scissors.

IHere is the procedure:

(1) Place the zip-tie through the center of the paper towel core. The
teacher begins wrapping the yarn around the paper towel core while
the student next to him/her feeds the yarn from the skein. As the
teacher is wrapping, he/she is responding to the questions she has
prepared for this first session. These questions can be anything the
teacher thinks will draw out the children, such as, “What is your
favorite food (or music)?” or “What do you like best about school?”
The objective is to select questions that will be easy, yet engaging,
drawing out each student in some degree. When the teacher finishes
speaking, he/she passes the cardboard to the student beside her, who
begins to wrap and respond to the questions as the teacher takes over
feeding the yarn. This process—one person wrapping and speaking,
and his neighbor feeding the yarn—continues until all have had the
opportunity to speak to the question. This activity creates a sense of
mystery and excitement and often the beginnings of intimacy as stu

dents share some surprising responses to the questions.

When finished wrapping, hold onto the zip-tic while pulling the yarn
off the core.

(2
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(3) Zip-tic must remain in the center of the yarn col. 4
(4) Loop and fasten the zip-tie, pulling it as ught as possible, forming &
bagel shape from the yarn. .
(3) Cut through the yarn at the outer edge, creating your own pom-ponj
CB!

There is often delight when the CB emerges as the end result of these
efforts. .

Once the group has made the ball, the teacher presents two rules: (1)
the person with the ball is the speaker of the moment. That person, wheit
finished, may pass the ball to whomever he or she wishes. (2) If one receives
the ball, one ahways has the right to pass. In a beginning community, the
teacher, of course, has the right and responsibility to intervene, even without
the CB, if circumstance requires.

This activity anticipates many of the features that will be central to t
community. First, everyone is scated in a circle. (We've done this with u
to 40 high school students in the circle.) Second, cach person has the o _:
portunity to speak, allowing everyone in the circle to hear every other voic
in the circle responding to questions that invite an casily accessible responsg.
from cach participant, including the teacher. Third, upon completion, the
CB becomes a symbol of a powerful symbolic shift in the circle regarding.
the authorization of the right to speak. 3

This activity has proven effective with groups from kindergarten througly
university, and in places as diverse as China, Japan, Brazil, Austria, and
Kenya. :

Having completed the making of a CB, which can take more than onc pes.
riod, an carly, vital concept to introduce and explore together with the coms
munity is that of “Intellectual Safety”: All participants in the community ard:
free to ask virtually any question or state any view so long as respect for all
is honored. It is important to share this statement with the community i}
age appropriate ways and to discuss together behaviors that contribute to i
and detract from intellectual safety in the community. The presence or lack E
of safety is onc criterion of a “successful” session that is discussed later i
this chaprter. :

Creating and maintaining intellectual safety allows for thoughts to he
expressed that might not be expressed otherwise. “Raw thoughts™; tentas
tive, not yet formed thoughts; “spontancous cloquence” all become poss
sible in an intellectually safe community. Intellectual safety does NOT mean
participants are simply being “nice” and “polite” with cach other. Intel
lectual safety makes possible intellectual courage (to speak one’s authentic
thoughts). Speaking one’s authentic thoughts then brings with it the intellec:
tual responsibility to clarify, to ask for and give reasons for what one Sayse |
(See “Good Thinker’s Toolkit section below.)

The intention in creating and maintaining this intellecrually safe come
munity is to provide a foundational context for inquiring into and achieving
a deeper understanding of questions and topics that arise out of and are 1
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wensitive 1o the interests of the community: that s, to say, to conduct a pie

Inquiry.

Pillar 2: p4c Inquiry

I'he idea of Inquiry covers a large territory. Thcrc are ‘diffcr(:-m d'isciplufr
specific forms of inquiry such as mathem.atlcal, SCIC'IIIlf.lC, historical, p.hy‘_
hological, and philosophical, cach‘with its own criteria. A pdc Hawai'i
philosophical inquiry has the following five charactcflsncs: e v
(1) The source of the inquiry—Whenever p::)ssuhlc,‘ the inquiry ;lf‘m 5
out of the questions and interests of the community, begins where the ¢ "m.
munity is in its understanding, and moves in d:rcctmn_s_tl}ar the cnnllmu_nn)
indicates. A salient feature of p4c inquiry is its sensitivity to the interests
and questions of the community, their'thoughts, and where t!wy t;ﬂ\('. Il.w
topic. In an intellectually safe community, even very young Ch'lidr:t'!l ‘};t (l'l)l r.
ate sophisticated lines of inquiry from.dcccptwcly simple hcgnmmgi.s. 1::‘
kindergartner, in response to the question, “Whar do you wonder about: |
answered: “The other night, while I was gazing at tl?c stars, 1 wonderec
whether anything came before space.” In the LI;SﬂtS:f:nn that cns.m-d,. lh.t'
children’s exploration ranged from dinosaurs to God. Other ";t’l‘l"r{“;
have explored such topics as “Could there be a preatest mnnh(‘-r.. I(. I,t
prade); “What constitutes a right?” and “W"hat is the purpose of n);-:‘us.l
(5th grade); and “What is more important——_—lrwmlx‘, fame, or fnrtl_uw. ;:h.l '
prade). Once children realize that the topics can indeed come from I.ltll:
and be pursued along lines they are intclzc.‘stcd in, the quality, creativity, and
msight in their thinking is truly astounding. . il
There are a wide variety of possible sources, occasions, and topics tmi
mquiry. Plain Vanilla is one strategy or “h‘(‘)w t_o” for f"},dmg a u\an.n. i“l“-
then giving shape to an inquiry. The name l:‘lam Yumlla was m..-,pn‘u W
(he idea that just as there are a variety of possible triggers for inquiry, 50 too
are there a variety of ice creams, vanilla being only on. “\‘/ancfy,' as :Iu_*y
say, “is the spice of life!” There are lots of ways to begin an inquiry! A Plain
Vanilla sequence proceeds as follows:

Read—The community reads a paragraph or two, an episode, a d.m.‘m"
or a whole story. Alternatively, the community cnuld'hmk at a painting,
watch a video, read a poem, listen to a piece of music, or select a topi
from a “wonder box” into which questions have been placed. .

Question—Each member of the community is asked to pose a question
or comment based on the reading or other option mentioned above.,
These questions are then posted for all to see. [0‘ptmnal: cach person
also writes his or her name next to his or her question or comment.) .

Vote—The community votes for the question or comment they would like
to inquire into first. _ )

Inquire—The community inquires into the question sclected, using
WRATTEC (trom the Toolkit).
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(2) Co-inquiry—In p4c inquiry, no one, not even the teacher, knows efes
ther “the” answer to the question (if the inquiry begins with a question)
or where the inquiry will lead. Any cffort to guide an mquiry 10 a predes
termined answer or outcome will compromise the process from the start
A p4c inquiry develops its own integrity, its own movement, going whe
“it” wants or nceds to go. At various points it may bog down and need a
occasional nudge, but in the main, the inquiry emerges from the context,

p4c inquiry is co-inquiry in the best sense. The teacher is an importang
but not a privileged knower. In such inquiries, the children are not infree
quently ahead of the thinking in the community, opening the inquiry dowi
unexpected paths. What someone already “knows” too confidently in ads
vance can interfere with participation in the unfolding inquiry. 3

(3) The self-corrective nature of the inquiry—Matthew Lipman, follow:
ing in the pragmatist tradition of the American philosopher Charles Sanders
Peirce, emphasized the centrality of self-corrective inquiry. In classrooms
where inquiry has become an essential and ongoing activity, community .
members will change and develop their thought about a particular topie,
“Before I thought . . ., but now I realize that. . . .” becomes an incream
ingly common comment in a maturing inquiry community in the course of
a school year. 3

(4) Inquiry tools (WRAITEC)—p4c inquiry is more than a conversation
or sharing of ideas within a group. It is characterized by an intellectual rigor =
that certain cognitive tools help facilitate. These seven tools comprise the
“Good Thinker’s Toolkit.” They are an important means for giving shape
and direction to the notion that, although we aren’t in a rush to get any:
where, we do have an expectation that we will get somewbere.

The Good Thinker’s Tool kit (WRAITEC)®

[W] = What do you/we mean by . . .2

[R] = Are Reasons being offered to support claims?

|A] = Are we aware of and identifying key Assumptions being made? E

[1] = Arc we aware of Inferences being made and possible Implications of
what is being said?

[T] = Is what is being said True? How could we find our? E

|[E] = Arc Examples being given, or is Evidence being offered to support or
illustrate claims? ;

|C] = Are there any Counterexamples to the claim being made?

As soon as possible, it is important to introduce members of the community
to the individual letters of the Toolkit, the important skills they represent,
and their interconnections. Sessions should be devoted to cach tool and their
interplay. Many teachers have cach student make his own ‘Toolkit for use
during sessions. Here are a couple of examples of practice lessons that are
lots of fun to do! i

PRUHOSOPDICAL IKIIES Of CHRARermcme s

To practice [R] Reasons, to the students, say, “Imagine you are the tea her,
A student turms i a homework assignment late. What would you con
sider a good reason and why?”

To practice [A] Assume & [I] If . . . then . .. and [T] True, to the students
say, “Assume children were in charge of the world. If this were [T] brue,
what might happen?

To practice [E] Example & [C] Counterexample, pose the question: *Are
all drugs dangerous? Can you give an example of a dangerous drug? Can
you give a counterexample?”

As familiarity and facility with the various toolkit letters grows, so too does
the depth of questions and the inquiries, both during the pde sessions
and in other content areas and life beyond the classroom!

(5) Reflect—Using the criteria below, the community evaluates how the
Lession went, both in terms of community (intellectual safety, etc.) and m
(uiry. The following criteria are suggested. The teacher can present these 1o
(he group prior to beginning the inquiry cycle and again at the end of cach
Lession. The criteria fall into two categorices, those dealing, with how we did
1+ 2 community and those dealing with the inquiry itsclf.

IHow did we do as a community?

« Listening—Was I listening to others? Were others listening, to me?

« Participation—Did most people participate rather than justa few who
dominated?

 Safety—Was it a safe environment?

I low was our inquiry?

Focus—Did we maintain a focus?

Depth—Did our discussions scratch beneath the surface or open up
the topic?

Understanding—Did I increase my understanding, of the topic?
Thinking—Did I challenge my own thinking or work hard at u?
Interest—Was it interesting?

.

At the end of the session, members of the community can be asked tom
dicate by a “thumb-up, thumb-middle, or thumb-down,” their response 1o
cach of the above criteria.

In addition to the above criteria, with a maturing community it is highly
recommended to ask each student to write a written reflection on whether on
not he experienced any progress in his own thinking as 2 result of the Inquiry,
I'here are at least three possible, different, sometimes overlapping kinds ol
progress: (1) complexity/confusion: any encounter with a complex topic, s
pecially in the beginning, can lead to confusion. To I'l.“L'“!'.”i'f-" conlusion
oneself and celebrate one’s courage to be with this confusion is animportant
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form of progress, especially i a school testing cultue that s overwhelmimgly
about single correct answers; (2) connection of ideas: olten e an inguiry, ong
will hear perspectives not thought of before, leading 1o new connections for
oneself; (3) emergence of an answer: at any point an answer, however tenti
tive, can emerge.

At the end of any given session, individual participants may expericne
any or some combination of these forms of progress, depending on the in
quiry. It is important to stress that individuals can experience very differen

forms of progress in any inquiry depending on their starting point with the
topic or question,

Pillar 3: Reflection

Reflection as a pillar of p4c Hawai’i refers not only to the reflection tha
occurs at the end of cach inquiry, as indicated above, but also to reflectio
on the entire process of p4c, the pillars themselves, and the fidelity of th
participants to the values that the pillars represent. One such reflection con
cerns the role of the teacher/facilitator.

The teacher/facilitator is pivoral to the success of p4c inquiry. In the be
ginning it will be the teacher/facilitator who introduces the ideas behind sue
inquiry. He/she will be responsible for establishing, monitoring, and mains
taining the safety within the group. This will include monitoring the propef
usc of the CB and calling on each other and secing that members have ample
opportunity to speak as well as permission to remain silent. With younger
grades, for example, one problem that often appears initially is that boys
only call on boys, girls call on girls, or close friends call on cach other. _

In a beginning community, the teacher/facilitator conducts the lessons
that involve making the Toolkit and follow-up lessons that focus on a pa
ticular tool. For most students and many teachers, “inference” and “a:
sumption” are little more than vocabulary words. The group needs to spen
time on developing deeper understanding of what these terms mean. Simie
larly, what makes a reason a good reason, how counterexamples function,
and how one might go about finding out whether a given claim or statement -
is true may be arcas where understanding is currently quite shallow. In early
sessions the teacher should call attention to uses of the various tools and

encourage their use.

It is the teacher/facilitator, especially in the beginning, who sets the pace
for the group. “Not being in a rush” depends on a teacher being sufficiently -
comfortable with silence and “wait time” beyond what is typical in most ;-'
classrooms. It requires a teacher/facilitator whose own sense of wonder is still
alive and who is keenly interested in what the authentic thoughts of the com:
munity are on a given topic; one who is comfortable with uncertainty, nof
cager to push for closure but willing to allow an inquiry to move where “it"
and the community seem to want to take it. He/she must be willing to risk
not knowing the answer, to indeed be a co-inquirer in the quest for an answer,

R R

Initially the teacher/tacilitator needs to ma'k'c the c.mc}ila! ]udb:;:lljszl;(;g;
using Good Thinker’s Tools. Th(f teachcrffac;htat(?r is :1 he ;)m_:n ket
reasons, examples, and clarification; at the same t1r(r:§ l‘lsp ay;d gh b
represent the particular tool requested; at once modeling an g
lht’Il“rh‘::si‘caa:h«enff:u:ilitatcar assists in weaving threads of hconvetr:a:];(:::l tu:ltlc;
dialogue, asking who agrees or disagrf:sa(s);ii;;s“;tl::;ai '?:f; Sripirhny
i ffering a counterexample,
tf:::;c?ti? ?gg;):r thatg. . .2” or making some other comment to nu:gr:lat_l;i
dialogue along. This is especially delicate and challelt:gmg belcxz‘sl:eskills a]nd
objective is for the children to intemahze' and thus ta le over tthem "
behaviors. They need as much opportunity fxs possib ";;, t{) try s
providing these opportunities is the tf:achcr s responsibi ity. ose and sces
It is the teacher/facilitator who brmgs a given session to a clo ne s
to it that the group conducts an evaluation. Hoyv long are mql:;;r:n ” hom-_
With kindergarten children theyc:ast ;r';om 12 ;n::dtt:::s; ;?cr;?zzrms k.
Sessions with older children tend to be mor iy
more subject to the time demands of the schoo} day and curricu
lmrlzitslr(:is kind of lirtquir)!, the ttc;acger{facili;?ltoi‘s r(::r}?;&ﬁ gd:lglzﬁizall?;
strong but philosophically self-effacing. 1he ;:lac B e aicy o
firmly in control of the procedures but allpw the conten of the I &
Jfold. as it needs to, rather than following his/her own desires. il
l:;lufcd :;bovc, this role of pedagogical sFrength can be cspcaallyegh(a)::ir;)gi;ir;?
since it is asking for the students to ultifnatcly assume gre‘a;cr r ; }l:eir i
{or the success of the sessions. In(!el:?lc}, it cannot occur without ,

ilhi ance of this responsibility. . . _ -
mlknsgtrzizgtthat we have found effective in creat“mghthns morg; 2?::“;35?;
licipation is the use of what we call “Magic Wor_ds. These f\lvo o sleSion.
“shorthand?” for situations that can slow or disrupt the flow OT' sson:
Iere are a few examples: “POPAAT—-—?I&ase One Personfat a 12"1’:“ Ina
lively session there is a strong temptation to spegk out o tu::;,the St hae
the presence of the CB. POI’AAT m\n;l;;::tes}) téx;; ;l;;_s iiu::;?:d e rotocol
heen forgotten by the community. When ' ;e ;cs ¢
s for everyone to stop talking and to beg}n again onfy : :; chep;ffacilitamr
designated speaker has been restored. It is the role o 'ct }fis e s on
(0 vigilantly enforce this rule. Note that not observing ! T e o

: tual Safety of the session. Another example is ing O
Q:Th::.tffllci;os indicyat&s that the person who uttered it senses tltxat;l ::q:n):l)i
has moved away from the ch(})lsen focus. _The xlt'rﬁn:;tzlg (;r;):)e: :.etum t;:) e
10 see if it agrees and if it wishes to continu€ ) i
mitial qucst;gon. A final example is “LMO—L::t’s Mov:d C()in! L?:g l::ig;::lt(;\‘
(hat the person who uttered it scnses‘that we’re boggl own ey
nd it’s time to move forward. Again, the community votes tto sce I they
aprec. If the majority agrees, it moves on, perhaps to a new op1 c o ‘30“[
mlm. Note that one need not be in posscssion of the CB to say a mag .
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As the community grows and matures it will move from beginning, o
emerging, where the other members of the community miernalize the pros
tocols, call on cach other, and spontancously begin 1o use the Toolkit letters
and so on. Finally, in a mature community, the teacher/facilitator will be 4
coequal facilitator/participant.

Pillar 4: Philosophy

In my experience, for a varicty of complex reasons, many educators and
parents Pve met in my work around the world have a neutral to negative re-
sponse to the word Philosophy, particularly when connected with children,
They sce philosophy as something rather esoteric, removed from everyday
experience and concerns, difficult to understand, perhaps not cven suitable
for children. As a result, in working with teachers and parents in recent
years I have found it uscful to clarify philosophy and its connection with
children in the following way: first, if it’s a “live” audience, I like to ask if
those present were at some point in their life a child. This is met with smiles
of acknowledgment and raised hands. Next, I ask how many still think they
have something of the child within them. The response is the same. 1 next
ask them how many wonder about things. I then point out that a philosos
pher well known to some of them—Plato—pointed out long ago that phis
losophy, whatever else it is, begins in Wonder! To elaborate, I then playfully
suggest that philosophy, whatever else it is, first, involves both Content and _
Activity; and second, that philosophy comes in two “varieties”: Big P and
little p, each of which has both Content and Activity. It is Big P Content and
Activity that most people tend to associate with philosophy.

Big P Content includes Philosophers like Socrates, Aristotle, Kant, Witt« :
genstein, Nagarjuna, Samkara, Confucius, Lao-tzu, Ibn Sina, ctc.; Areas
such as Mctaphysics, Epistemology, Ethics; and Schools, Movements, g
and Worldviews such as Daoism, Empiricism, Feminism, Phenomenol:
ogy, Hermeneutics, ctc. - :

Big P Activity refers primarily to professionals teaching, studying, reading,
writing, publishing, and presenting their work at conferences based on
the aforementioned content. ]

Little p Content refers to the set of belicfs we begin to acquire at birth that
continuc to inform our experience, becoming the framework with which
we make sense of our world. To the extent that we have belicfs, we have
a philosophy. We are social beings from the beginning, and the family
and culture which meets and greets us makes possible our growth into
the human community. We are, however, not passive in this encountet,
as anyone with young children knows. The younger we are, the more
persistent arc the “But why’s?” that greet our adult responses to them
in our cfforts to answer their increasingly deep questions. A colleague
pointed out to me recently in connection with her grandchild that “A
young child can take you very deep, very quickly!™

Little p Activity refers to the fact that we don’t passively acquire this con
tent but engage it almost from the beginning. Arising from our innate
sense of wonder, with the acquisition of language questions soon arise
naturally with the persistent “But why?”

We are thusly born philosophical, eager to wonder, engage, question,
lcarn from and challenge the world around us. It is this child-like energy
that p4c taps into and is the primary source of its joy for parents, teachers,
and students. Perhaps one of the most important “lessons™ of rediscovering
one’s own “little p” philosophical capacity is, in an encounter with one’s
own child or students, to resist the temptation to immediately answer their
questions, but rather to see it as an invitation to an inquiry and respond
by asking first “What do you think?” Children and students, sensing your
genuine interest, soon jump at the occasion!

In the practice of p4c Hawai’i, the center of gravity is on little p philoso-
phy. That is, the emphasis is on the beliefs, questions, and topics that arisc
from the students themselves (Inquiry, First Characteristic). Philosophical
activity then grows from these initial beliefs and questions in the form of
inquiry as has been outlined above. They are co-inquiries, self-corrective,
informed by the active use of the Good Thinker’s Toolkit. Teachers soon
arc applying the Plain Vanilla structure to a wide range of content and
subject areas. This has been particularly important in teachers being able
to practice philosophy in their middle and high school classrooms. Phi
losophy is no longer an “extra.” It is now scen primarily as an activity,
a particularly effective way of engaging any content that presents i_tsvll.
Scen and practiced this way as little p, it does not require prior experience
with Big P. (This, of course, is in no way to diminish the importance ol
Big P in its own right and as a resource to be drawn upon if desired.) Phi-
losophy comes to be seen, when applied in a classroom context as I have
cndeavored to present in this chapter, as what we arc now referring to as
a “philosopher’s pedagogy.” Perhaps most satisfying of all is that when
this pedagogy is applied to oneself, it leads to what Socrates called “the
cxamined life.”

I hope, as a result of reading this, you will be inspired to give p4c‘:1_ try.
‘The journey of p4c will have its ups and downs. It is most challenging if you
arc the only one at your school doing p4c. It is imperative that you have
support all along the way if possible. The more teachers and grade levels
that are involved, the better it is. In Hawai’i we have two model schools,
Waikiki Elementary School, where we’ve been working for 12 years, has
almost 100 percent participation. This means that after kindergarten, you
have students who “know the routine.” At Kailua High School, where we
have been working for 8 years, whole departments are embracing the phi-
losopher’s pedagogy, buoyed up by students who also embrace the approach
and actively participate in making it work. This book contains lots of sug-
pestions from lots of good people who will no doubt be willing to help you

il you ask!



