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1.  Any reflective enquiry upon or systematic investigation of matters of educational theory, practice, policy or research will either raise issues of a philosophical nature or rest upon philosophical assumptions
Educational policy and practice both receive their direction from some kind of educational principles and values which are themselves rooted in wider ethical views on, for example, the conditions of human flourishing, the sort of society we want to preserve or create, what kinds of life might be worth living.  These considerations do not just enter into judgements about the aims or ends of education or of the curriculum (though they are important here) but also into consideration of the values which might inform how we go about achieving those aims, what sort of teaching and learning we want to achieve, how we should relate to each other in the classroom, school or wider community as we go about our business – i.e., broadly, the domain of ethics and by extension of social and political philosophy.
Secondly, since education (and education research) are all in some way about coming to understand, to know, to believe in an intelligent and rational way (or, for that matter, in any way), then education relies on some kind of understanding of the nature of knowledge and belief itself, of the different kinds of warrant for belief, about the logical relations between different kinds of belief etc – i.e., broadly, of theory of knowledge or epistemology.

Third, since education is a lot to do with learning, with the development of mind, including in that the emotional powers of the mind as well as the rational powers and with the assessment of this development, then we need to understand something about the nature of learning, the nature of mind – and its relationship to behaviour and to what is revealed (and concealed) by phenomenography or by neuro-science – i.e. the domain of philosophy of mind.

Finally, for present purposes, though we of course expect all forms of education research and its reporting to maintain high standards of analysis and argumentation, it is philosophy that pays particularly rigorous and systematic attention to the analysis of concepts and their rhetorical and logical functions, to the nature of argument itself and its use and abuse, to the fallacious drawing of conclusions from evidence and problematic movement from what is or might be the case to what ought to be the case.  Educational discourse at all levels remains painfully in need of this attention and of people who can apply it.
2. We do not have to address these issues in a serious or rigorous fashion but we should be determined to do so

In a context in which we are requiring teachers to engage in ‘reflective practice’, requiring policy makers to adopt ‘evidence based or informed policy’, and applying the demand for ‘rigour’ as a condition of attaching value to research, it is difficult to see how or why we would be content to see fundamental issues such as those I have indicated treated without (i) the rigour which disciplined philosophical argumentation can bring and (ii) the systematic understanding and insights into these questions which are available in the philosophical literature (ancient and modern).
3. We need people trained in the discipline to contribute to interdisciplinary enquiry

This is not an argument for an isolated treatment of the philosophical questions embedded in educational discourse: most educational questions require empirical as well as philosophical engagement and are perhaps best addressed by interdisciplinary teams.  However, ‘interdisciplinary’ or ‘multi-disciplinary’ enquiry themselves pre-suppose a body of established disciplinary expertise that can be brought into play – and this may well require some concentrated development rooted in its own academic tradition, as well as interplay with the other traditions that can inform educational enquiry.
4. The resources we can bring to this crucial part of educational enquiry (as specialised philosophical work or in the context of interdisciplinary enquiry or in the teaching of the philosophical component of research training) are dwindling fast – and we need to do something about it!
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