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Abstract
We can see Dewey’s philosophy of education as a model of the moral and social engagement. In this model, a main role is played by the experience of students and huge accent is assigned on the formation of an active attitude to the engagement and its application to the life of an individual and society. The goal should be seen in common good as a result of applying experience and engagement in the process of education and their presentation in real life (including the ability to foresee consequences of one’s behaviour and actions). Schooling should be a driving power for the engagement in the life of community, or, society. In his view, any new, reasonable model of education had to correspond to the development of society and its new forms of social and moral life, the leading aspects being the capability of an individual to respond to varying situations, explore for innovative answers, and fight against rigidity and prejudices. 

In context with Dewey’s idea of new model of education, we analyse our concept of ethics of social consequencesxe "consequences" (as a form of satisficingxe "satisficing" non-utilitarian consequentialism) as one of the options for a new model of philosophy of educationxe "non-utilitarian consequentialism". The primary values in ethics of social consequences are humanity, human dignity and moral right, which are developed and realized in correlation with positive social consequences. Secondary values include justice, responsibility, moral duty and tolerance. We analyse principle of humanity and its meaning for philosophy of education.
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John Dewey

Introduction
In the present study, we would like to deal with John Dewey’s ideas on education in modern society, compare them with some contemporary ones, and perhaps propose a possible implementation of these ideas in Slovak schools at present. Dewey’s work in the field of philosophy of education is relatively unknown in Slovakia, primarily because no comprehensive work dealing with his philosophy of education has been translated into Slovak to date.
 We presume that his ideas are still current and relevant in our circumstances as well – especially as far as the period after the year 1989 is concerned, because it has seen many changes in education. Bearing in mind that the issue of education in Slovakia is not central to our politicians' attention, we must conclude that even those proposals for change that have already been made in this area – similar to Dewey’s ideas in many respects – have proved very slow to take effect.

Bogdan Suchodolski considers Dewey’s pedagogy an important part of the history of Comenius’ (Komensky) followers, including Rousseau and Pestalozzi. The main aim of this pedagogy was an attempt at true education. (Suchodolski, 1972, p. iv). Dewey’s philosophical and pedagogical ideas began to form under the influence of contemporaneous thought in American pedagogy (particularly J. J. Rousseau’s and J. F. Herbart’s ideas). However, Dewey found fault with the Herbart school, asserting that the child is not the focal point. He emphasised that this tendency of pragmatic pedagogy (the child/pupil becoming the centre around which the whole education is built) was not to be understood as extreme pedocentrism; rather, it was to be interpreted in the sense that pupils are supposed to work actively, live their own life, and dynamically grasp the experiences that life brings.
Experience as part of education in society

The central notion of Dewey’s pragmatic philosophy was the category of experience. However, the child had to learn to gain experience first. In his opinion, using experience in education meant taking advantage of the child's natural tendencies and inclinations, process management, and ability to gain experience. He stated that it was vitally important such education in which the learned skills and knowledge of pupils and students are integrated fully into their lives as persons, citizens and human beings. He recognised the importance of the subjective experience of individual people in introducing revolutionary new ideas. For Dewey, faith in experiences was inseparable from faith in democracy. 

It was his Democracy and Education that brought on a revolution in the tradition of education. No longer isolated from society, school was becoming central in the fight for a better life. Contrary to the approaches of traditional pedagogy, where discipline and study materials were repeatedly emphasised, and the extremes of progressivism, which overestimated the importance of the child's inner life and interests, Dewey created his model of an active school in which experience, free activity, and respect for children’s needs were in organic unity with their preparation for social life. (Krankus, 1992, p. 533). Similarly, the authors of the ‘Millenium’ project have recently outlined the general goals of the education system in the Slovak Republic: they are to be based on a purposeful and systematic development of pro-social behaviour and creation of noble values such as love, respect, good will, tolerance, trust, honesty, mutual help and cooperation, search for the right value orientation, relationship to oneself, other people, environment, and the world as such. As opposed to the traditional school, where the teacher-pupil relationship was directive, the humane-oriented school puts emphasis on the humanisation of man, relationships, and atmosphere in general. (Rosa, Turek, & Zelina, 2000, p. 11).
What Dewey had in mind was not just gaining a lot of knowledge and information on the part of pupils and students, but, most of all, developing their motives, moral powers, and adapting and finding their place in social life.
 He dealt with issues that are still current, and he was partly right to assert that the main source of “the discipline problem” in schools results from suppressing physical activity. With education largely resting on using the “mind”, we ought to indulge in physical activities to a greater extent, because the development of a human being cannot do without physical fitness under normal circumstances. (Dewey, 1922, p. 175). Therefore, we believe that in the current era of scientific progress and over-technologized society, in which computers, mobile phones and other technological conveniences are used by pupils and students in schools on a daily basis, we should demand, bearing in mind their healthy physical development that our students get involved in physical activities. 

In the concrete, the value of recognising the dynamic place of interest in an educational development is that it leads to considering individual children in their specific capabilities, needs, and preferences. (Dewey, 1922, p. 163). Contemporary education emphasises the importance of treating every single personality on an individual basis. It is necessary to take into consideration any given individual's unique personality characteristics, peculiarities, and abilities to grasp the knowledge that is to be gained.

Since the intellect played a sole role according to Dewey, namely that of using experience to solve problems effectively, the main emphasis in education should be put on activities and various forms of problem-solving. The process of education thus changes from handing down pieces of experience to organising their actual acquisition. The strategy of learning by doing was employed to ensure that the child is in constant contact with nature and social reality. It is thanks to activity and communication with society that man's personality is encouraged to develop. (Krankus, 1992, p. 533).

Importance of values in education 
The term ‘value’ had two different meanings. On the one hand, it denoted the attitude of prizing a thing, finding it worth while, for its own sake, or intrinsically. To value in this sense is to appreciate. But to value also means a distinctly intellectual act - an operation of comparing and judging to evaluate. (Dewey, 1922, pp. 284-285).
The specific values usually discussed in educational theories coincide with aims which are usually urged. They were such things as utility, culture, information, preparation for social efficiency, mental discipline or power, and so on.  Every adult has acquired, in the course of his prior experience and education, certain measures of the worth of various sorts of experience. He has learned to look upon qualities like honesty, amiability, perseverance, loyalty, as moral goods; he has learned certain rules for these values - the golden rule in morals, harmony, balance, etc. Since Dewey did not make a strict distinction between the goals of education from the process that lead to it, it merged with the process of personality development. According to him ‘(i) the educational process has no end beyond itself; it is its own end; and that (ii) the educational process is one of continual reorganising, reconstructing, transforming’. (Dewey, 1922, p. 72). Bearing in mind our understanding of human activity, the goal of education cannot be a given for all pupils alike either: it is situational, circumstantial, and has to reflect changes dynamically. (Krankus, 1992, p. 533).

Dewey criticised the old school
 for its detachment from life, lack of awareness of children's mental individuality, and relegating the pupil to the passive role. He claimed these elements were in contrast to the demands of the sort of developing society that calls for a new type of man. Instead, he advocated a radical change in the conception of education, one that brought school and life together. He showed respect for various psychological and social aspects, most of which became the cornerstone of his concept of society based on democracy. (Dewey, 1922, p. 113). In his opinion, any new, plausible model of education had to correspond to the development of society and its new forms of social life, the dominant features being the ability of an individual to react to changing situations, search for creative solutions, and fight against rigidity and prejudices. In connexion with some negative phenomena in school and non-school institutions in Slovakia, it has been increasingly emphasised that the role of school is to establish contact with new forms of social life, unify them, and make a selection of the most essential ideas thereof. Furthermore, it must be ensured that the child understands these ideas, enjoys active contact with its social environment, and gains control over its behaviour and conduct.

Another thing that Dewey considered invaluable was teachers' awareness of various psychological methods: a detailed knowledge of the child, its mental characteristics and the social environment that it comes from is a complementary part of the teacher's acquired personal knowledge.
 In this connexion Brian stressed that according to Dewey psychology should be taught in high schools as a bond between other studies and a means of making the mind more open to new ideas as well as for the student’s own self-awareness. (Brian, 1998, p. 20). 

The pragmatic school was based on the pivotal idea of organising educational situations around specific issues that the teacher considers important. Rather than a systematic classification of knowledge, the teaching process was understood as a development of the child's experience. It is for this reason that the child was to become familiar with and remain in contact with its social and physical experience. Experience was understood to be acquired through personal activities. In this connexion, we would like to stress that nowadays demands are increasingly placed on pupils to learn by problem-solving designed to make them think effectively.
 The pupil is thus expected to seek and weigh all sorts of information, opinions, and solutions. The way Dewey saw it, the basic method of acquiring knowledge was involving in practical activities and experiments on the part of the pupil. This kind of work was seen to offer sufficient room for freedom as well as to create a sufficient number of problem-solving situations. The child's ability to solve a problem was a benchmark of its mental development.

Democracy in education

According to Dewey, one of the fundamental goals of the pragmatic, active school was to mould the citizens of a future democratic society and their moral and social qualities. Project-based schoolwork created the necessary preconditions for individuals to assert themselves in a group, which laid the fundaments of rational communication and cooperation habits. Learning as a cooperative form of activity is thus a process of forming the socio-ethical qualities of an individual. When addressing the issue of children’s education as preparation for life in society, Dewey adhered to the principles of his philosophy of education. Education has to be based on psychological evidence and child’s needs, interests, and process of acquiring experience, but equally also on acquiring social experience. Through individuals' integration into various groups, levels, and social environments, life itself is to be seen as a starting point of ethical education. In this connexion, Dewey claimed that a number of interpersonal relationships in any given social group are automatized. Emotional and intellectual predispositions were absent. (Brian, 1998, p. 20), and social experience, primarily involving contact with other people, was one of the most essential kinds of experience.

Dewey described democracy as the only social form in which self-realisation and self-identification are possible. It gives its citizens both the right and duty to participate in and have control over public affairs, while directing them towards an identity of interests and social goals. Democracy was marked by an intensive experience exchange, securing that everyone has their right to seek their own way and to assess the situation by means of independent judgement and rational control. The moral aspect of democracy involved making it possible for citizens to think critically in order to become familiar with inevitable social changes and interpret events from a holistic point of view.
Dewey’s moral education was conceived of along the same lines as the newly-emergent socially-oriented individualism. Although he knew that democracy was a process that would never be brought to completion, the task incumbent on schools was to contribute to the implementation of this process. When dealing with morality, Dewey kept stressing the importance of rational, scientific principles: the moral conduct of an individual was formed by their social context and studying the demands and problems of social life. The socially-oriented function that schools are to play in order to bridge individual and social interest’s involved shared activity, establishing new contacts and cooperation, all of which make it possible for a child to develop its own social experience. (Dewey, 1922, p. 417). The teacher's role is to help the pupils understand current moral issues, although not by means of precepts (nonetheless, verbal expressions of moral principles are important, too). (Krankus, 1992, p. 537). Nowadays, teachers face an even greater demand because schools are not isolated from society. It is ever more difficult to emphasise moral and ethical principles in schools when students frequently bear witness to law-breaking in their own society.
Dewey put emphasis on creating the kind of environment for children that would enable them to acquire social experience, make their own way in life, and establish democratic relationships with other people. The development of personality and individuality manifests itself through a growing understanding of one's actions, interest in social life improvement, social goodness, freedom, and progress. Whereas the basis of democracy lies in an individual's moral self-determination, its development depends on voluntary cooperation among all citizens.

Dewey rejected isolated moral education, claiming it was to be implemented through all aspects of school life. Schools were to teach cooperation, support awareness of mutual dependence, responsibility for shared tasks, and individuals’ ability to cooperate. Always involving some problem-solving, education ensured that habits related to cooperation and understanding the importance of social changes were formed. Not just the teacher, but the whole situational context, including all circumstances of the educational environment, ‘has to make pupils' conduct more conscious, self-consistent, and decisive’. (Krankus, 1992, p. 538). Interpreted as an education of the will, character, and reason, moral education should potentially be included in any educational subject matter or teaching method – whenever children happen to be learning to think independently, organise and plan their work, make decisions and assessments, and behave responsibly.

Siegel claims: 
In order that theory and practice may be coordinated, there needs to be a forum where philosophers and educators can talk to each other about their common interest in improving social life. This forum is philosophy of education, that is, philosophy and education properly understood in their necessary dependence on each other. By viewing philosophy and education as Dewey does, philosophers and educators can and should work together, and talk together, so as to preserve and enhance the precarious life of their society. And those who largely play the role of intermediaries, facilitating the conversation as a whole, would be philosophers of education (Siegel, 2002, p. 274).

Dewey’s place in the philosophy of education
Many historians concerned with the philosophy of education claim that Dewey’s insistence on a radical transformation of school and its adaptation to the demands that life places changed the structure of American schools. Moreover, it had an impact on many pedagogical innovations as well as on the development of pedagogical reformism in other countries of the world. His views on the position of the child/pupil in the process of teaching, importance of motivation, interests and child’s experience with the social function of school (central to which is cooperation and the principle of individualisation) had a considerable influence on subsequent theoreticians concerned with reforms in pedagogy in both the USA and Europe.
One of the positive aspects of Dewey’s philosophy of education is his effort to transcend the formalism of the old school and its detachment from life; instead, he promoted realism in the teaching process, emphasis on work education, and various social and democratic elements in education. As for teaching methodology, his contribution includes project methods and problem-based teaching. Based on a balanced diet of providing theoretical information reflecting children's interests and supporting their motivation, independence, and morality, his contemplations on the organisation of subject matter in schools were similarly important. The pivotal idea of his work – connecting school with life, school as both an institution and a place for free, creative work and preparation for life – has been the subject of pedagogues' discussion for many generations until today.

Ethics of social consequences and philosophy of education
One of the determinations of the analytical ethics includes these components: clarity of terms, informativness (the application of real life information – providing examples), rationality, impartiality and cold mind, right moral principle. (Bureš, 1992, pp. 59–63). In the foreground there are examination of problems connected with the status of rules and substance of ethical and moral thinking and decision-making, the right and the wrong, ability to apply these models in solving of practical problems, argumentative reasoning of the suggested models of moral rationality and their application in practical life. In this context, a concept of ethics of social consequences is analytical ethics, in which analysis is understood as a means of reflective thinking of moral issues and morality of a man and era. Its aim is to help with selection of a suggested solution of moral problems via ethical thinking. A part of this analytical process is also a stimulation of thinking which, in terms of ethics of social consequences, is performed through real or hypothetical moral situations, in which its principles and values structure can be applied.  

Basic initial values of the ethics of social consequences are humanity, human dignity and moral right, which are developed and performed in correlation with positive social consequences that express clear consequence-based value orientation of the concept (Gluchman, 1996, pp. 38–58; 1997, pp. 117–180; 2005, pp. 110–171; 2008, pp. 55–144; 2012, pp. 16–27; 2013, pp. 694–700). Basic values are connected with others that are also developed in context with positive social consequences. Justice, responsibility, moral duty and tolerance can be included among secondary values within the ethics of social consequences. Their role and significance in the structure depends on their ability to contribute to achievement and performance of moral good (Gluchman, 1996, pp. 38–52).  The value structure of the ethics of social consequences is not closed to other values that meet the criteria determined in terms of what can be understood as moral good and positive social consequences. They are not values that can be defined through exclusive contents. Determination of the values provides sufficient space for their further specification and accomplishment through real contents according to real life situations. Their misuse, i.e. their accomplishment through undesirable contents is prevented partly by the fact that the basic condition for their acceptance and performance is identification with the contents of moral good. Another means of their misuse prevention is the condition for their mutual correlation and so the contents of one of these values should correspond with the requirements or conditions emerging from other values. It means that performance of one value should not contradict other values that constitute basic or secondary values within the ethics of social consequences. We formulate the stated conditions according to normal circumstances of moral agent´s actions. In special situations we do not have to require consideration of all claims emerging from the complete value structure of the ethics of social consequences. In special circumstances hierarchy of the values in the process of ethical or moral thinking and their performance is applied. The performance of the basic values is prior to the secondary values. In terms of basic values, performance of positive social consequences or at least reduction of negative social consequences is prior to other basic values.

Principle of humanity and philosophy of education
Principle of humanity is one of the most significant principles of philosophy of education regulating the influence of a teacher as a mature moral agent, since teachers, by means of their work, contribute to shaping the humanity of students. In the further contemplation, we will study forms of humanity within education on the basis of ethics of social consequences. 

An active and passive form of humanity pursuit can be defined. Vasil Gluchman emphasises that, in the active form, the moral agent directly participates in activities performed for the benefit of others, possibly strangers, in need of help while the passive form of humanity is pursued when the person, through his/her actions, expresses compassion towards strange or unknown people affected by, for instance, disaster. It is especially in the passive form of the pursuit of humanity where a significant role is played by moral feelings, while the passive form is usually the basis of, or presumption for, pursuing the active form of humanity, i.e. providing help to those who need it. Compassion for those suffering often (although not always) leads to acting in favour of these people. At the same time, with regard to the active form of humanity pursuit, a positive and negative form can be defined, while the positive formulation stands for direct help to a stranger in need, for the realisation of positive intentions or aims. The negative formulation stands for preventing people from pursuing harmful aims or intentions which could affect a stranger. (Gluchman, 2008, pp. 48-49).

If these thoughts are to be applied to education, or the teaching profession itself, it can be presumed that the moral agent, or teacher, is the one pursuing the active as well as passive form of humanity. In common school-related situations, teachers are, on an almost daily basis, exposed to the need for active reasoning, acting and behaving for the benefit of their students, or colleagues and other pedagogical employees, be it in lessons or within extra-curricular activities (Dworkin, 1981, p. 25; Joseph, & Efron, 1993, p. 213; Rayburn, 2004, p. 357). Actual education, which is the main concern of the teacher’s work, is the cultivation of spirit and mind in children and youths, which can, to the greatest possible extent, be considered a manifestation of a pro-active effect; the teacher’s humanity. Teachers, moreover, by their decisions, directly participate in solving a number of dilemmas. (Campbell, 2008, p. 369; Colnerud, 1997, p. 628; Fitzmaurice, 2010, p. 46; Johnson, 2008, p. 429; Husu, & Tirri, 2003, p. 347), which are common in the teaching profession; they offer help to their students, they provide (direct or indirect) guidance in moral reasoning, decision making and acting.

As we have already suggested, the principle and value of humaneness can, first of all, be applied to the relationship of the teacher towards students.
 Teachers should, by their humane approach, contribute to removing moral barriers, fear in children and youths, and accept them as morally equal partners. Success can only be achieved if students are convinced that the teacher is interested in them, wants to talk to them, help them with their personal worries and problems, and if they also, in an informal way, discuss topical or global problems of mankind, etc. (Fitzmaurice, 2010, p. 45). Those teachers whose constant shouting proves that they are unable to manage their students appear, to their students, rather pathetic. Teachers must remember that each of their smiles or frowns is a means of educating. They, therefore, act for their students’ benefit. In this way, with regard to the active form of humanity, its positive form occurs, when teachers, through their actions and behaviour, help those moral agents (including potential ones) participating in the educational process to overcome obstacles on the way to the realisation of positive goals. (Aurin, & Maurer, 1993, p. 293; Kidron, & Fleischman, 2006, p. 90). This, for instance, concerns a successful completion of studies, fulfilment of study duties in the course of a school or academic year, helping others, or satisfaction from an achieved goal. Helping students in education, in the development of their abilities and skills and personal maturity (including moral maturity) is the most prominent manifestation of humanity within the teaching profession as moral additional value or moral surplus value,
 i.e. helping unknown people (in the context of contemplations with regard to ethics of social consequences). 

All in all it could be stated that the teacher and the school or out-of-school environment contributes to humaneness and cares for the protection of students, which means that school (despite its problems and shortcomings) is a ‘workshop’ for humanity where, apart from cognitive abilities, intellectual, personal and moral potentials of children and youths are developed. This means that it is school (especially thanks to teachers, their work and educational impact) where mostly positive social consequences for the benefit of the development of students (that is, from the viewpoint of ethics of social consequences, strangers) as well as for the benefit of the whole society are produced. A significant dimension of humanity in the teaching profession is also connected to the fact that teachers play a highly important role (together with the parents and family) in the forming of children or youths and their growth from potential to full moral agents, which is also connected to a young person’s ability to recognise moral requirements of society, reason, make decisions and act in their context, as well as to be responsible for them.

The enforcement of the above principle of humanity also in the relationship of the teacher towards students should not be of lesser importance, as the teacher represents a parent in the school environment. Their mutual cooperation should be based on humane and correct relationships, as both the teacher and the parent should be concerned with, by means of joint discussions and strategies of education, achieving overall success in the studies and education of the student/child, which should lay in his/her progress, or life protection and support. This should be something that concerns both the teacher and the parent (Carr, 2000, p. 23; Kidron, & Fleischman, 2006, p. 91) and it could also be expressed as an effort to achieve a prevalence of positive over negative social consequences. 

Applying the principle and value of humanity is not irrelevant in mutual relationships within teaching staff, or in the relationship of teachers towards their superiors (and vice versa). The actions of moral agents (teachers) are humane if mutual harm, causing pain or suffering, suppression, abuse and endangering rights and freedom are eliminated. This is not only valid in relationships between teachers, but also with regard to the relationship of the school management towards teachers and other pedagogical employees. We assume that, with regard to the quality of the teaching staff, a lot more work needs to be done to improve interpersonal relationships among teachers, as well as the relationship of superiors towards their employees, so that it was obvious that it is truly all moral agents participating in the educational process who are concerned with the protection and mutual support, development and cultivation of their lives. Superiors should make an effort to make their actions and behaviour an expression of the care for their employees and, thus, bring positive social consequences for the school institution (Aurin, & Maurer, 1993, p. 293; Fitzmaurice, 2010, p. 49) as a whole (greater loyalty, better work morale, an increase in quality of the achieved work results), for teachers as well as other pedagogical employees (better relationships especially within teaching staff, an increase in trust towards the school leadership, less gossip among colleagues, which can influence people by bad intentions, better performance at work, etc.). In this way, the principle and value of humanity will acquire a concrete form and become an integral part of work and functioning within teaching staff, as well as with regard to the relationships between superiors and employees. This is equally valid for all considered aspects of humanity within ethics of social consequences, i.e. active and passive, positive and negative. No teaching staff can function well unless all these aspects of humanity are accepted to the fullest as an integral part of behaviour and actions of members of the above teams. (O’Brien, 2010, p. 111). Acceptance and enforcement of all above aspects of humanity create the final form of moral and work ambience in teaching collectives. It is moral ambience of the staff that is reflected in the work of teachers and, significantly, also in the relationship towards their students, their parents and, to a great extent, loyalty to their profession.

A negative aspect of pursuing positive humanity within the teaching profession can, among other things, be seen in preventing other moral agents (including potential ones) from interfering in the pursuit of positive intentions. (O’Brien, 2010, p. 114). This dimension of humanity within the teaching profession as well as philosophy of education is equally manifested by the teacher, by means of communication, behaviour and actions, and does not violate rights of children and youths, nor does it use, or misuse, them for his/her own goals and intentions in contradiction with their moral and intellectual development and also prevents such practices, be it on the part of adults or other children, or adolescents. This is, on the one hand, a part of his/her pedagogical and educational duties; however, on the other hand, it should also be an integral part of the teacher’s personality, or a moral requirement regarding moral integrity in the teaching profession. 

The fact that there are cases which are in contradiction with the tendency to pursue humanity in the teaching profession only confirms the demanding nature of philosophy of education including the teaching profession, as teachers, throughout the whole working time, are exposed to a significant psychological burden connected to a number of objective factors. (Fitzmaurice, 2010, p. 53). The psychological burden is, thus, one of the most important factors influencing the sensation of contentment and general health. A crucial role in the prevention of inadequate working load of employees is, therefore, also played by employers. Failures in the teacher’s work might occur when a particular moral and educational problem is solved. It is, however, also these cases when it is important to consider the teacher’s actions in a broader context, not just based on one action and its consequences. First of all, an effort should be made, in the actions of each and every moral agent working in education, for positive consequences to clearly prevail over negative ones, and so that the effort made to achieve and pursue humanity in our actions outweighs potential problems and shortcomings. In no case, however, such continuous long-term behaviour and actions in the work of a teacher should be tolerated, or even condoned, which would result in a prevalence of negative consequences over positive; or clearly inhumane actions threatening the lives of children and youths or ignoring their human dignity. 

A strong and clear emphasis on the value and need of humanity in our lives on the individual and social level (and especially with regard to the teaching profession) leads to the formation of positive thinking, suitable motivation, acquisition of skills necessary for social life and pro-social interpersonal relationships, as well as learning how to morally reason, make right decisions and actions, predict and take responsibility for one’s moral and educational decisions. (Carr, 2004, p. 77; Colnerud, 1997, p. 630; Maccallum, 1993, p. 7; Young, 1993, p. 52). Everything with regard to the teaching profession produces positive or negative social consequences, be it in the relation towards teachers, but, mainly, from the part of teachers towards students. 

When the application of an approach based on non-utilitarian consequentialism to education is concerned, we have to admit that to reason, make decisions and act in accordance with it is, for a teacher, a lot more demanding than to act on the basis of other ethical theories, as it requires a lot more effort from the teacher to premeditate his/her actions and to assess them from the view of several possible alternatives, to consider potential consequences resulting from these actions and, based on that, to make right decisions and act, while being aware of the resultant responsibility and consequences which are brought about by his/her actions and behaviour. (Clarkeburn, 2002, p. 442; Fitzmaurice, 2008, p. 345). In this way, ethics of social consequences provides the teacher with more possibilities, greater freedom in making decisions and acting; however, on the other hand, also places greater responsibility onto him/her than it is in the case of, for instance, deontological ethics which results in the teacher being obliged to, above all, act in accordance with agreed or generally accepted rules and values valid for the given profession (most often expressed in the form of the teacher’s code of ethics or other regulations) regardless of their relevance in the solving of a particular moral problem, or resultant consequences. This does not concern a special kind of ‘moral arithmetic’, as we are never able to give an exact enumeration of positive and negative consequences. It concerns a model of morally rational reasoning based on accurately set criteria, which create sufficient conditions for free decision making and acting on the part of a teacher in the solving of moral issues and problems within his/her professional and educational work. 

Conclusion
We are of the opinion that the ethics of social consequences offers such possibility for philosophy of education, moral education and development of critical moral thinking: on the one hand, it emphasizes basic values accepted by the moral of the society, i.e. humanity, human dignity, moral right for life, justice, responsibility, duty and tolerance. On the other hand, in the process of moral thinking it requires to regard future or past consequences emerging from our thinking, decision-making and acting. The aim is to create a model of moral rational thinking on the basis of strictly stated criteria, which form sufficient conditions for free decision-making and acting of the moral agent, his higher responsibility, which should be determined by the effort to achieve positive social consequences emerging from our behaviour and acting or at least to achieve predominance of the positive over negative social consequences.  

This is only one of possible suggestions that can be discussed and assessed by experts. It is essential to make the contents of philosophy of education as well as moral education object of a critical discussion that should lead to the search for an optimal model corresponding with the era of the 21st century and its ethical and moral issues. 
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� In 1998, the anthology entitled Pragmatizmus [Pragmatism] was published in Slovakia, containing Dewey’s The Influence of Pragmatism on Education (1909) and Chapter 24 of his Democracy and Education (1916). Apart from this anthology, some of Dewey’s essays have been published in Slovak translation recently. The selection of the essays is entitled Rekonštrukcia liberalizmu [Reconstruction of Liberalism] (2001).


� Similarly, the authors of the project mentioned earlier emphasise that, apart from teaching pupils to think for themselves, it is also necessary to teach them ways of obtaining information through dynamic, creative activities, which is, after all, a lot more effective process than trying to instill loads of raw information into pupils' heads. (Rosa et al., 2000, p. 29).


� Nowadays, similar issues are brought into focus by Boyles, who states that, at the start of their professional career,  many teachers had their own visions and experiences regarding what to do and how to do it in their future career. However, the social climate and fear of losing their job often makes it impossible for them to differ or stand out from the average, thus potentially imparing the structure of the school system. Instead of implementing innovations that they would greatly appreciate, many of them prefer to stay ‘in the old ruts’. (Boyles, 2006, p. 67).


� The authors of the Millenium project emphasise the importance of pro-social behaviour on the part of pupils, students, and other moral subjects taking part in the educational process. Furthermore, they stress the significance of ethics; abilities and skills to communicate effectively, live with other people, and help them establish progressive social relationships. Assuming that the new millenium is likely to be a millenium of humanity and emphasis on the spiritual dimensions of man and mankind, they stress the necessity to support shared values and tolerance and prepare the young for the role of responsible European citizens and participants in the working process in an integrated Europe. (Rosa et al., 2000, pp. 16-17).


� Especially in an era when we bear witness too many negative, violent manifestations and instances of vandalism in and out of school in Slovakia as much as elsewhere, though particularly in Western countries, it is very important to get acquainted with the mentality of pupils and students influencing their behaviour and conduct. Even though knowledge of pupils and students' mental processes is repeatedly emphasised at present, university graduates training future teachers keep pointing out that, based on various studies carried out in Slovak primary and secondary schools, teachers are still not sufficiently prepared to face these issues. More thorough preparation for understanding children's and adolescents' minds is demanded so as to facilitate understanding this age group and become more prepared to face the kind of ethical and moral issues that are becoming ever more frequent in school institutions nowadays.


� However, bearing in mind the rapid development of information and communication technologies, we often witness students giving precedence to computers and the Internet over their own reasoning and problem-solving. We should therefore look for ways of taking advantage of their interest in information technology in the process of forming their experience related to real-life situations.


� Transforming the philosophy of education in Slovakia also implies that upbringing is to become more important than education; more precisely, education is only a part of upbringing. Upbringing is a matter of society as such, not just a matter of school. The philosophy of education is based on humanism, personality development and creativity. Instead of making efforts merely to acquire knowledge, those who are being educated should also try and learn to be positive about life, find motivation and reasons to live no matter how difficult the conditions, acquire skills for social life and progressive interpersonal relationships, adopt the values of creating and protecting human rights and natural environment, and learn to be free, responsible and creative. (Rosa et al., 2000, pp. 20-22).





� When applying individual principles with regard to ethics of social consequences to philosophy of education, we base this on the formulation of the contents of professional ethics, where, first of all, the focus is placed on the relationship of employees towards their clients, then towards their colleagues, superiors, profession and society. (Bayles, 1988; Gluchman, 2008, pp. 128-130; Goldman, 1980). 


� The term ‘additional moral value’ expresses a higher moral value of a particular way of behaviour or actions in opposition to common everyday behaviour and actions of an individual. A similar concept can be found in Immanuel Kant (1724-1804) with regard to the difference between hypothetical and categorical imperative, in John Stuart Mill (1806-1873) in the qualitatively diverse forms of pleasure or in Georg Edward Moore (1873-1958) in joining several kinds of good where, according to him, an additional value or additional good arises.
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