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GERMAIN G. GRISEZ

3: The Right to be Educated—
Philosophical Reflections

What is education? Certainly the concept embraces more than
schooling, since the school is only one institution invented to
accomplish the purpose of education. Then too, we must admit
that not all schooling makes an authentic contribution to edu-
cation. Sometimes the instrument fails to achieve its end.

Education is an aspect of human development. But the
concept of the development of the person is wider than educa-
tion, since much development occurs unsought as a by-product
of activities done for their own sake. Moreover, development
can be negative—for example, a person can be taught to lie, to
violate the rights of others, and to indulge habits damaging to
himself. One remembers the waifs in Oliver Twist who were
trained in vices. Such development could hardly be called
“education.”

Education is the purposeful development of the human
person. Development is the end in view, the objective inten-
tionally pursued by education. At least the educator must aim
at development. If the one who is being educated also aims at
it, he begins to participate actively in the process of his own
education. Self-education is a real possibility, not a contradic-
tion in terms.

Education is a positive development of the person. Devel-
opment is directed toward what is conceived to be the true
end and good of the person. Human good is realized both in
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the individual and in the community. Education aims toward
the betterment of persons and communities. Without a stan-
dard of human good, no education is possible. All education
is implicitly dominated by a philosophy of man, an under-
standing of what man is and what he ought to become.

The development involved in education is not mere tran-
'sient change. If two equally strong and healthy boys are sleep-

ing, then it may be impossible to distinguish which of them has
been trained in gymnastics and which has not been trained.
But when the boys awaken, a simple test will answer the ques-
tion; since the one who has been trained will have a ready
ability for athletic feats, while the boy without training will
lack such ability. Similarly, each field of knowledge presents
the possibility of a ready ability. For example, to know a lan-
guage is to have a ready ability to read, write, speak, and
translate it. To know mathematics is to have a ready ability to
solve mathematical problems. To know medicine is to have a
~ ready ability to treat and cure diseases.

In its most general sense, then, education may be defined
as a deliberate attempt to develop in a human person any
ready ability that he can exercise for the true good of himself
or others.

COMPLEXITY OF EDUCATION

In a very simple human culture there is little need for educa-
tion. Children acquire the abilities they need spontaneously by
imitation. Without a written language and division of labor,
each couple incarnates the fullness of the culture, actuates it in
. their daily acts, and passes it on to their children without
making any deliberate effort to do so.

With a division of labor beyond that found within each
family, a problem presents itself. Either each separate task will
be hereditary and the various aspects of the culture will be-
come the property of different groups, or some deliberate
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effort will be made to pass on the various abilities to those who
do not acquire them by spontaneous learning. To the extent
that the latter solution is adopted, there is a beginning of
primitive education.

As techniques become more sophisticated, education be-
comes more necessary. Simple and easily imitated techniques
are gradually modified into complex, efficient, but difficult to
imitate processes. At a certain point in this evolution, a stage is
reached where the technique can no longer be acquired by
direct imitation. First a ready ability for the simpler, less effi-
cient forms of the technique must be gained. The first ability
is a vehicle for transition to the more sophisticated ability of
the evolved technique. To aim specifically at the transitional
ability, using it merely as a stage in the process of develop-
ment, is to engage in activity that is purely educational. How-
ever simple the culture, formal education begins at this point.

Sometimes the lack of a ready ability is not due to the
complexity and difficulty of the behavior of those who exercise
the ability. A small child cannot share in making decisions for
the community, not because of technical difficulty, but because
of his lack of sufficient knowledge, proper attitudes, and spirit-
ual capacitics. Not merely past experience, but also common
cultural meanings must be transmitted symbolically by stories,
legends, myths, rituals, and object lessons. The ability to act in
a community presupposes and gathers into itself a whole
host of meanings and values that belong to the spiritual di-
mension of the culture.

As time passes, man’s acts become more and more signifi-
cant in both dimensions. His technical acts gain greater and
greater power through ever more complex instruments. The
ready abilities for such acts become ever more difficult to ac-
quire. Social acts gain greater and greater meaning through
ever more complex and self-conscious extensions of spiritual
culture. The gaining of the status of full membership in society
becomes a task ever more difficult.

Thus as man progresses, the proportion of his life that
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must be devoted to formal education grows greater and
gréater. The ready abilities take longer to acquire, but they are
increasingly significant and indispensable. We may imagine
the process of development reaching its ultimate limits when
individuals will spend almost all their lives developing abilities
which will be exercised only for a very brief time. Neverthe-
less, the few acts that will be performed will be so effective
and so filled with human meaning that the life-long education
needed to perform them will be worthwhile.

EDUCATION AND HUMAN LIFE

Looking at education in this way, one can see that denial of it
is tantamount to denial of human life itself. Once culture
reaches a level at which education is necessary; no one without
it is able to participate in his community as a full member, for
he lacks the ready abilities to perform the acts that are most
effective and meaningful in his society. The denial to anyone
of educational opportunity automatically limits his role in the
society. He is, as it were, consigned to a certain earlier and
lower level of cultural development and prevented from reach-
ing the frontier of present-day life and activity. It is little
wonder that a society that degrades certain groups always re-
stricts the educational opportunity of those against whom dis-
crimination is practiced. The right to education is the founda-
tion of all the rights of the person to live as a free and equal
member of his community.

Written language may not have been invented as an in-
strument of education. From one point of view, it presents a
large and basic challenge to the more educated part of the
community. Since the ready ability to read and write is a key
to so many other abilities, those who are more educated can
hardly feel that they are doing justice to those who lack this
ability until every reasonable effort has been made to eliminate
illiteracy. Whatever else belongs to the “elementary and fun-
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damental” part of education, certainly instruction in reading
and writing belongs to it.

From another point of view, written language is the most
powerful instrument of education. Discoveries and thoughts
that are recorded are less likely to be lost, and they can be
spread widely and quickly. The past becomes more fixed, less
subject to revision; and hence genuine cumulative progress
becomes possible. The abstract symbols of language make pos-
sible a larger community of shared, human meanings and the
development of a social structure based on the intelligent ar-
ticulation of legally stabilized rights and duties. From written
language grows civilization. And civilization is a school, an
institutionalization of education.

In considering illiteracy, we would make a serious mistake
to imagine that the problem is simple. There are many levels
of ability to read and write. The mere ability to vocalize writ-
ten phrases helpful for daily life is precious, but minimal. If
the written language is to attain its full power as an educa-
tional instrument, literacy of a rather high order must be the
aim of the general clementary education. Reading comprehen-
sion, including especially the logical analysis of argumentative
content, is necessary if the ability to read is to be used as a tool
in self-education. Moreover, even the most skillful reader
needs a good library.

The right to a free elementary education therefore includes
the right to instruction in reading and writing up to a solid
level of ability, and the right to use free public libraries.

Taken by itself, this conclusion is not very sweeping, for it
deals with the issue only at a general level. Further specifica-
tions may be introduced if a nation as a whole is economically
in advance of the most undeveloped peoples. For if there is
some margin of resources that can be used for more than mini-
mal education, then it is a strict requirement of social justice
that these added resources be used with justice to every citi-
zen. Each child to be educated must be regarded as a person
having an absolute dignity, as an irreducible bearer of value,
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not merely as a potential contributor to some larger political,
ideological, cosmic, or religious design.

Moreover, basic education is a good that must be distrib-
uted with equality, and any failure in equality of distribution
demands restitution. This remains true even if the fault was
committed at some time long past by one group in the society
against another.

In the United States, for example, the grave injustice of
Negro slavery, with all its associated evils, was practiced for
centuries. Still today the children of this injustice—together
with other groups in the population whose ancestors were also
treated unjustly—suffer such great cultural deficiencies that a
merely proportional allocation of educational resources is far
from just. Yet it remains that the best schools are generally to
be found in the most prosperous areas while the poorest
schools are generally to be found where the children of injus-
tice live.

In such a situation, the right of the culturally deprived to
education certainly ought to mean their right to the best edu-
cation available—the best school buildings; the best equip-
ment; the best books; the most intelligent, best trained, -and
most experienced teachers. Of course, those who at present
enjoy great and unjustly held advantages will say that such a
proposal is unfair and impossible to put into practice. Never-
theless, if as much genius were used in finding ways to rectify
injustice as is used in finding ways to do injustice and to
rationalize it, a way surely could be found to achieve the res-
titution of education that has been unjustly withheld.

I have used the situation of the United States to illustrate
this point. I use this illustration both because I am familiar
with the American scene and because otherwise a citizen of
another country might excuse himself by pointing out that I
am insensitive to the tear gas in my own eye, and impolitely
attentive to the speck in his. But having admitted the inade-
quacies of America’s achievement in regard to social justice, I
must point out that similar situations seem to exist everywhere
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in the world. For in every society there are the exploited. And
everywhere those who profit from injustice receive a large part
of that benefit in the form of a far larger than average share of
educational opportunities.

A key in this matter is that we must not think in static
terms about the possible. In the ficld of human action, what a
small and poor heart finds impossible, a larger and better heart
finds possible. Resources are not a fixed quantity; they can
expand so that injustices can be rectified with only a temporary
halt to the increasing advantages of the prosperous. If only the
rich and the comfortable do not become richer and more com-
fortable, then justice can be done to the deprived. Morcover,
while social justice in education is a matter of strict moral
obligation, justice also is a worthwhile investment which will
bear fruit in increased future productivity and in social stabil-
ity.

In nations where it is possible, the right to basic education
should be understood to include more than what is essential
for making a living. If all of a man’s activity is aimed at gain-
ing the bare necessities of life, he has little chance to enter
upon the endless creative process characteristic of advanced
human culture. Obstacles of various kinds stand in the way of
trying to communicate ultimate ideals and values in the com-
mon cducational process. But there are fewer obstacles in the
way of a better distribution of the chief instruments of the first
steps toward self-transcendence. For these instruments are
those of play and of esthetic experience, and neither ideologi-
cal nor political conflicts need prevent the expansion of educa-
tion to include them.

Play should include all kinds of games and sports—to be
engaged in, not merely to be watched. If we use imagination
in writing rules and setting qualifications, every child might
find some form of play to which he could devote his self-
discipline and in which he could excel. Accomplishment should
receive public recognition, not only as a stimulus to effort, but

even more because play, which is an adult’s recreation, is a
child’s work.
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Esthetic experiences also should be cultivated in a wide
range of abilities to perform and to appreciate. How many
who would have been great artists have never been discovered
in childhood, have never been disciplined? To what loss to us
all? How to combine freedomand discipline is the great ques-
tion of modemn life. The problem of the esthetic sphere is
simpler: how to unite creativity with high standards of excel-
lence. Yet it seems certain that a life lacking esthetic cultiva-
tion is not well disposed to receive the higher and more com-
plex cultivation of moral and spiritual discipline.

EDUCATION ACCORDING TO MERIT

Beyond the elementary or fundamental level of education, the
right to technical and professional education should be accord-
ing to merit—that is, according to individual ability. The
proposition scems self-evidently true, but its meaning is far
from clear.

A young person whose parents were not themselves tech-
nically and professionally trained is likely to seem less able. to
profit from such training himself, even if his native ability is
high. Does an educational system simply accept applicants on
the basis of developed qualification, or must an attempt be
made to equalize advantages? If the former, technical and
professional education can produce something of a new elite
class, even in a “classless” democratic society. If an attempt is
to be made to equalize the position of young people from less
advantaged backgrounds, the demand of justice in education
presupposes a transformation in society that will permit all
children to profit from an equal wealth of cultural experiences.
No civilized society has attempted such equalization.

Another problem arises from the indefiniteness of the con-
cept of the “technical and professional.” If only a few estab-
lished areas are recognized, competition for education will be
limited to those areas. If, on the other hand, the aim is to find
some area in which every student can be given a technical or
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professional education, then the number of fields must be ex-
panded indefinitely.

A related problem concerns standards within established
fields. An area such as medicine may be well organized with
very high educational standards. The result may be a shortage
of persons able to exercise limited medical skills.

Although this last problem is complex in the concrete order
of political and social action, it is comparatively simple con-
ceptually. Many persons of limited ability could be trained to
exercise certain medical skills. Undoubtedly, their work would
not be as satisfactory as that of a fully trained physician. But
such medical care could be superior to no medical care at all.
Accordingly, the principle of a right to professional training
according to merit seems to imply that some who are not now
admitted for such training—for example, in medicine—proba-
bly should be given access to it. Even if they were less able
and standards were somewhat lowered, the result could be
justificd so long as the end for which the profession exists were
better served on the whole.

A solution to the other problems seems to presuppose some
theory of justice by which to balance the rights of the individ-
ual and the welfare of the community as a whole. The right to
education is not an immunity, and so its corresponding duty
requires performance, not mere avoidance. To fulfill such a
right, society must allocate some part of the available re-
sources, which are always inadequate to demand.

Of course there are some forms of technical and profes-
sional education that have an unquestioned social value. In
these cases, the allocation for education can be viewed as an
investment. The ready ability developed by education is a
capital asset for the society. As long as the productivity of this
form of investment is greater than that of possible alternatives,
the expenditure is justified in purely economic terms, and no
conflict between individual rights and social welfare arises.
Thus dentists and elementary school teachers are educated,
because their training is a sound investment.
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But what of the technical and professional education re-
quired to engage in space exploration, historical research, or
philosophic speculation? Clearly, each society estimates ac-
cording to its own sense of values the extent to which there is a
right to education in such fields. If /an educational program
does not terminate in a ready ability for some activity that is
already socially valued, then any claim to a right to such edu-
cation is not likely to be honored.

Such discrimination on the part of society may seem rea-
sonable enough, and perhaps it is. Yet at some point the per-
spective must shift, or individual persons will become mere
cogs in the social machine. This point is illustrated very clearly
by the problem of hard-core unemployment.

As technology progresses, unskilled and semi-skilled work-
ers are more and more replaced by automatic machines. Of
course, the quantity of output is not fixed, and the machiries
themselves must be manufactured; thus automation creates
many new jobs. But the new positions require ever-rising quali-
fications. Not everyone is naturally apt to be an engineer.
Fewer and fewer people having special natural aptitudes de-
veloped by longer and longer technical education are produc-
ing the increasing output in a more and more efficient -way.
What is to become of the displaced unskilled and semi-skilled
workers?

Some can be retrained for other tasks. In many cases, there
is no lack of native ability. An imaginative and vigorous effort
at education can restore these displaced persons to the dignity
of productive work. Such an approach is necessary not only
within each nation, but also on a world-wide basis. The devel-
oped, technologically advanced nations are displacing the citi-
zens of undeveloped nations from their economic roles.

Measures which stave off starvation are not sufficient to
meet the standards of justice. A person ought not to be con-
demned to misery merely because he committed the sin of
being born in an undeveloped land. Those who have resources
owe him technical education. Men of every nation have the
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right to share in the dignity of productive work. The universal-
ization of opportunity for technical education is far more
urgent than further technical advances.

More serious is the problem of the increasing proportion of
persons who cannot be trained for any productive role. There
always has been a small group of such persons—individuals of
very low intelligence, the physically disabled, and those suffer-
ing from other severe handicaps. The boundaries of this group
are socially defined, however. Advancing technology seems to
be tending to increase the size of the group. The tasks re-
quired by more sophisticated technology are more complex,
require more education, education for which a smaller pro-
portion is apt. :

A static approach to this problem will mean that society
will regard this group as an increasingly large dead-weight. If
human life is respected, the weight will be dragged, though
reluctantly. If respect for life falters, the temptation will grow
strong to practice euthanasia on such useless individuals.

A dynamic approach to the problem would seek to alter its
conditions through education, not only of those displaced by
advancing technology, but also of those consuming goods and
services. Although material goods are closely linked to techno-
logical development, services are related less directly to it.
Anything onc individual can do for another may be a valuable
service if the human significance of the act is appreciated by
the one who receives it. In a world made more and more
impersonal by technology, inventiveness is needed to find new
ways in which those lacking aptitude for professional and
technical work can preserve their personal dignity while offer-
ing services to others. Education must teach the value of ser-
vice by instilling the ready ability to appreciate what even the
least able of us can offer.

We may imagine a band of travelers crossing a trackless
desert. A few are far ahead and making rapid progress, while
others straggle behind, and some are barely crawling through
the hot sand. Such is mankind. The primary task of profes-
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sional and technical education is not to accelerate the progress
of all, for then their relative positions would become even
more widely separated. Rather, education should be used to
draw the band together. The pace of the stragglers must be
improved. None may be left behind. Even those who cannot
continue the march must be brought along. Their contribution
could be to cheer the rest with good humor and to remind us
all of where the trek is headed—lest in the haste to make
progress everyone forget this most essential point.

EDUCATION BY PARENTS

The primary right to decide what sort of education shall be
given is assigned to the parents. Why to the parents? Why not
to the larger community, which also has an interest in the
matter?

The answer to this question lies in the manner in which
persons originate. Our understanding is distorted by individ-
ualistic and mechanistic images which conceal the real con-
tinuity in the process by which persons emerge from persons.

Even from a purely biological point of view, the new per-
son is not a new beginning of human life. The living substance
of the father and the living substance of the mother join to
form the beginning of the new individual. At first the new life
is most intimately united with that from which it has been
formed. Then, gradually, step by step the new organism grows
apart, distinguishing and separating itself from its mother.
Birth is merely a memorable moment in a long, slow process of
separation. Even after birth the life of the infant is closely
united for some months with that of his mother.

The complexities of the process of sexual generation should
not blind us to the essentials. Human life comes from human
life, just as truly as life comes from life in the simple organisms
that reproduce by a straight-forward process of fission.

Psychic and spiritual life also arises from pre-existing life.
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Parents not only become one flesh in their children; they also
become in them one mind and one heart. To be a father, to be
a mother is more than physical reproduction. The parent not
only must give the beginnings of physiological life, but he
must give all the beginnings—at least, the beginning of all the
beginnings. Parents must provide for their children the ready
ability to educate themselves or to receive education from
others.

Here, once more, we see why the right to education is so
fundamental. To refuse education is to strangle new life in its
beginnings. The right to education and the right to life are
inseparably linked. Education is the psychic and spiritual
equivalent of conception. To withhold education is to commit
a kind of psychic and spiritual abortion.

Thus education belongs to procreation as its psychic and
spiritual aspect. Parents are naturally concerned with the edu-
cation of their children, because the children are sparks from
the fire of the parents’ own life, sparks that will burn on when
the parents themselves have died.

While the child is unable to exercise his freedom and de-
pends upon someone’s care for the beginning of his life, the
responsibility and the right naturally falls to the parents, be-
cause the psychic and spiritual life of the child is most closely
united with the life of his parents until the child achieves
independent personhood by distinguishing himself from them.
The emerging person cannot be interfered with by outsiders to
any greater extent than any other member of the community
may be interfered with by another, because the child may be
resolved into two functions: his identity with his parents and
his independent personhood. To the extent that the child is one
with his parents, no one may interfere with the existence of the
child any more than he may interfere with the existence of the
parents themselves. To the extent that the child is an inde-
pendent person, he is a self, a free and equal member of soci-
ety. He himself can determine the directions his own education
will take.
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EDUCATION AND AUTHORITY

But to say that the parents, or the person himself when he
becomes capable, have the primary right and responsibility in
regard to education is not to deny that within the educational
process itself there is need for legitimate authority. One cannot
learn anything from another unless he is willing to be led.
Even if one reads a book, he must accept at its true value the
authority of the author. Between the lack of an ability and the
acquisition of it is a void that can be traversed only by trust.
The teacher is a better judge of how to learn, because the
teacher knows and the student does not. Educational anar-
chists, who would exclude all authority from learning and leave
everything to the spontaneity of the children confuse the ideal
of autonomy which may be achieved at the end of education
with the condition of the human person who comes to be from
another, and after not having been at all.

Thus the fundamental commitments that will determine
the kind of person the child will be must be reserved to the
parents. Not every detail of the educational process, but the
kind of education the children will receive is for the parents to
decide. The state may seek to remove children from the influ-
ence of their parents, to impose a system of values and a
meaning of life that the parents do not accept. This is the sort
of interference which violates the basic right of the parents to
control the education of their children. Coming to be from
their parents, children must begin life in the likeness of their
parents’ psychic and spiritual selfhood, not according to the
pattern of some utopian or scientific blueprint for a better
humanity.

The point is worth stressing because it is fundamentally
important. Over and over again those who have set out, confi-
dent in their blueprint, to remake mankind have sought to
seize contral of education. If only the children were brought
up as the dreamers and planners desire, then their entire



66 The Right to be Educated

scheme could be a success. Thus there is a totalitarian effort to
break the continuity of human life. The parents are regarded
as mere suppliers of a human raw material to be shaped and
formed into the new humanity in the educational factories of
the state.

EDUCATION AS “PRODUCTION”

The conception of education as a form of production is insidi-
ous and widespread. It appears wearing only a thin disguise in
the least likely places. Again and again in modern times liberal
social reformers have turned hopefully to the schools. The
“openness” and “flexibility” of young minds offer the hope that
reforms resisted by the caution and rigidity of the older gener-
ation can be brought about by the proper cultivation of a new
outlook in young people. Those who make a profession of
condemning indoctrination seem to be insensitive to the fact
that they also make use of it whenever they seek to accomplish
social changes by turning young minds and hearts against the
beliefs and attitudes of their parents.

The concept of education as production also appears in
some efforts to develop “scientific” pedagogy. Medicine often
serves as a model. As medicine has achieved scientific status by
basing itself upon chemistry and biology and by utilizing the
experimental method proper to science, so it is thought that
education can achieve scientific status by basing itself upon
psychology and sociology and by engaging in pseudo-scientific
experimentation.

The difficulty with this project is that education should be
concerned with the reality of the integral human person, and
man transcends the determinacy of nature. He is not merely
what is already given, for he exists—his being is creative self-
determination. The self comes to be through its own effort,
through its own acts, through its own ingenuity or dullness,
through its own choices and omissions. Man is the only crea-
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ture who makes history, for the person composes his life and is
author of the material of his own biography.

Psychology has attained scientific status precisely to the
extent that it has abstracted from the existential reality of man
and has concentrated on aspects of human life that are com-
mon to man and other animals or on aspects in which man fails
to achieve his potentiality for freedom and falls into the caus-
ally determined patterns of neurosis and other forms of psychic
disease. Of what is uniquely human and truly personal there is
no science of psychology, although there are philosophical
anthropologies which emphasize the characteristics of the per-
son. These anthropologies do not provide a basis for a scientific
pedagogy, but they do point the way toward an appreciation
of the unique dignity of individual lives.

Similar remarks can be made concernjng sociology. The
sociologists have developed techniques for describing with
some degree of accuracy certain aspects of society. But the
techniques of sociology are most effective when the data col-
lected are most abstracted from human meaning—for example,
a compilation of demographic statistics. When sociologists
enter into more sensitive territory, their conclusions tend either
to pretentious statement of the obvious and trivial or to decep-
tive clarification of the arguable and ambiguous.

Surely in “sciences” of psychology and sociology there is
little ground for pedagogy. Little ground, but some. For there
are aspects in which education is not dealing with the person
as person. A public authority needs to know how many seats
must be made available in order to provide them when they
will be needed. More significant, empirical psychology is grad-
ually revealing the possibilities and limitations of the human
organism for various forms of learning. But such matters are
not the areas in which occur the great battles of educational
theory and practice. In these conflicts, science has little to
contribute. The real issues invariably concern philosophical as-
sumptions about the nature of man and the ideals of human
existence.
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In a field such as medicine, a great part of the work is
purely technical, and the decisions concerning policy can
safely be left to those who have technical expertise. The ends
of the medical profession are generally well understood and
agreed upon by both the medical profession and the public. In
a field such as law, a great part of the work is not technical,
and thus decisions concerning policy cannot be left entirely to
experts. The entire public has a stake in the making of law and
in its execution. Education is nearer to law than it is to medi-
cine.

EXPERIMENTATION IN EDUCATION

For this reason, the public at large, and especially parents,
should not relinquish the right to a role in forming educational
policy for the community. When psychological and sociological
jargon is used to create a seeming technical expertise, the “lay-
man” should not timidly admit his incompetence to judge. Of
course, there is such a thing as expertness about the technique
of teaching reading, for example; and those who have not
studied the matter would overreach themselves if they at-
tempted to criticize technicalities of method. But there is not
any expertness on questions such as the extent to which an
established culture should be preserved, or whether boys and
girls should be mixed together and given the same educational
experiences, or what general theory of pedagogy should be
adopted. Here teachers and officials overreach themselves if
they attempt to reserve for “expert” determinations such ques-
tions of educational policy, questions concerning which the
judgments of parents are as likely to be sound and have more
claim to be followed.

Extensive efforts to make use of the experimental method
in education often mean a false reduction of education to tech-
nique. Experiment has its place primarily in the technical field;
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it can be applied only in an analogous and restricted sense in
the existential domain.

In strict experimentation, the experimental material must
be expendable. That is why medical experiments that cannot
be performed on human beings can be done on animals. In
education one can never take the attitude that the person who
is developing through the educational process is an expendable
sample. If experimentation with the human body must be
strictly limited, how much more strictly must we limit human
experimentation involving the mind and soul.

Again, in strict experimentation it is essential that generali-
zation be possible. Unless the experiment is really typical of a
general class, no significant application can be made of the
results. In education the more one approaches the existential
center’of the personality the less generalizatipn is possible, and
the more the uniqueness of the person dominates the reality.
Pedagogy which has a real basis in generalization will have to
keep its distance from the creative center of personal self-
determination.

Then too, strict experimentation requires that one have a
very clear understanding beforehand of what is being sought
by the experiment. Accurate means of determining if the ex-
pected result has been forthcoming are also necessary. In edu-
cation “experiments” often are undertaken with little or no idea
of the precise result that is sought and with no means to
measure many important effects. Or at times, the entire educa-
tional process is subverted by the requirements of the experi-
mental technique, since only factors that are readily measura-
ble are considered valuable. Whatever the educationists may
wish, the most easily tested kinds of learning always have an
advantage over the acquisition of more subtle values in a
regime dominated by experiment.

Experimentation has a limited role in education, because
some strictly technical problems of methods can be investi-
gated in this way. Even here, there should be a cautious re-
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gard for the fact that although the teacher or the investigator
may have a new class to work with every year, the children
who have been subjected to a new technique must live with its
good and bad effects. Thus changes in education should be
introduced cautiously with the conviction that the new factor
is simply better and with the intention that it should be perma-
nent. Of course, if the results lead to a different judgment, then
a further change or a return to the old pattern may be war-
ranted. Such cautious change can be called “experiment,” pro-
vided the word is used in a merely analogous and restricted
sense.

NORMS AND VALUES IN EDUCATION

If the right to education implies a right not to be treated as a
subject for experimentation or as raw material for the produc-
tion of some model of humanity designed by the overconfi-
dence of social engineers, that is because the person exists as a
self-determining source of creatively free activity. The right to
education is the right to human education, not merely to train-
ing for a social role.

But if as human persons we are self-determining, that does
not mean we can make ourselves out of nothing or that we
exist with no reference to realities that antecede us and tran-
scend us. Here we touch upon the most critical problem of
contemporary philosophy: how to reconcile the originality of
human existence with objective norms and values. We cannot
deal with this problem here. The question is too important and
too difficult to be handled incidentally near the end of a brief
essay on another topic. .

But it is certain that there are some objective norms and
values and that the education to which every person has a
right is an introduction to the appreciation of them as much as
it is an introduction to the world of facts. If one could educate
a child omitting altogether any introduction to a world of val-
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ues, it would be a grave wrong to do so, for his life would be
robbed of meaning. In fact, no education is possible that does
not include inculcation of values. The only question is whether
the values to which the child is introduced are authentic and
integral or partially illusory and more or less mutilated.

Some have imagined that the whole problem can be
evaded by allowing the child to develop his own sense of
values through his own experience and to make and alter his
own commitments as he wishes. The errors in this view are
many. To begin with, this approach itself embodies certain
values on which it puts an extreme estimate—for example, the
values of personal experience and individual freedom. Then
too, allowing the child to learn by his own experience in this
most important area seems to depreciate its significance even
in comparison with matters such as diet and hygiene where a
similar approach is not followed. Finally, a child cannot learn
the lessons of experience in a situation where he is shielded by
his parents and society—as he certainly will be in any ad-
vanced culture—from suffering the full effects of his choices. If
the child is to learn by living, then the initiation of his acts
cannot be free while the results are cushioned by responsible
intervention. '

Thus it is fitting that a declaration of the right to education
also assert that education should inculcate a respect for the
rights of others, an attitude of cooperation toward the efforts
of men to establish an international community, and a love of
peace. The child may not understand immediately from his
own limited experience how important these values are. But
mankind as a whole has gained some insight by painful experi-
ence, by reflection, and by criticism. No one can be forced to
accept and commit himself to values, but no one developing
toward the moment of full responsibility and commitment
should be deprived of an introduction to basic and important
values such as these.

However, a difficulty arises because every system of educa-
tion presupposes an entire world view, not merely a few values
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concerning which there is very common agreement. Some sys-
tems of education are religious. They embody an outlook and
system of values determined by a fundamental conception of
God and of man’s relationship to him. Other systems of educa-
tion are not religious. They embody an immanentist view of
the world and a system of values determined by a concept of
integral personality, or self-conscious authenticity, or loving
interpersonal relations.

I do not wish to argue here which of these approaches to
education might be correct. In fact, I think any of them can
become a fanaticism and that an ideal outlook would include
many limited values, none identified as the absolute good. But
my point is that any system of education is committed and that
at least implicitly it inculcates its commitment. There is no
such thing as educational neutrality. The only way to be neu-
tral is to avoid personal relationships altogether, but no one
can teach another without relating to him on some basis or
other.

Some have imagined that an official position of neutrality
can be maintained with regard to ultimate questions. The
schools would teach only what is objective, while parents and
churches would supply whatever else they might wish. But the
very determination of what is to be considered objective pre-
supposes an evaluation. What is more important, this manner
of resolving the problem may do more to form the minds of
children than anything that could be said. Though it is over-
simple to say that the medium is the message, perhaps it is true
that the system is the evaluation.

The system of education must give reasons for studying
and it must teach students some way of dealing with conflicts
within themselves and of establishing relations with teachers
and fellow students. The inescapable moral aspect of the edu-
cational process itself must be conceived by teachers and
school officials within some ultimate framework that gives a
meaning to human life as a whole. A so-called “neutral” system
will in fact be dominated by the religious (or areligious) out-
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look which happens to have the support of a consensus of
those determining educational policy. Neutrality will obtain
only in regard to the relatively insignificant issues that adher-
ents to the consensus are willing and able to compromise
among themselves. Such a neutral system will not be neutral in
regard to the worldviews of those who differ radically from the
common ground of the consensus.

The right to education and the right of parents to deter-
mine the kind of education thus implies a duty of the commu-
nity to fully respect the plurality of ultimate value-systems
among its citizens. The imposition of a single public school
system clearly violates the basic rights of all who do not fully
adhere to the consensus embodied in that system. The mere
toleration of free schools does not fully satisfy the rights of
those who do not accept the common, secular philosophy of
life. Only when every philosophy of life is treated on a par will
the right to education be fully met. The community of course
can require that certain abilities be inculcated. That is the
reasonable meaning of saying that elementary education
should be “compulsory.” But the duty of the community to
supply education will only be fully met when the public recog-
nizes and acts on the basis of the equal right to public support
of every parent for the kind of education he chooses for his
children.

RELIGIOUS EDUCATION

The right to education includes a right to religious education.
For whatever else religion may be, it is a subject matter that
involves several ready abilities that belong to a full and ulti-
mately happy human existence.

Yet religious education is not merely a matter of informa-
tion. The primary modality of religious education is neither to
inform nor to form, but to challenge. The religious teacher
preaches a message which conveys a vocation and demands a
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response. The individual himself must determine his reaction:
either to accept the message and to respond to the vocation or
to reject the message and to turn away.

In this domain the duty to educate does not fall upon civil
society. Freedom of religion, however, does require that civil
society maintain the conditions in which religious education is
possible. Those who believe—as well as those who disbelieve,
for disbelief too is a religious commitment—can then freely
present to one another what they hold.

Perhaps partly because of the excesses and the failures of
religious teachers in-the past, many men of our day fear reli-
gious education as if it would detract something from what is
properly human. This is a mistake. Religious teaching cannot
contravene man’s freedom, because religion gains its effective-
ness only by being willingly accepted. Religious belief need
not take man’s heart away from the tasks of humanity, for faith
adds new dimensions of meaning and urgency to the fulfill- .
ment of these tasks. . o -

Thus, the right to education and the right to religious free-
dom meet and complement one another. There is no ques-
tion about the right of those who wish to limit their worldview
to an immanent and humanistic perspective to accept such
restrictions. But, at the same time, there should be no question
that those who see in the whole of human life a divine peda-
gogy by which man is raised to share in the life of God have a
right to believe in that for which they hope, and to fulfill in
their charity their life’s mission of communicating to others the
gift in which their own hearts rejoice: the ready ability to
search for God.



