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It is certain that uniess there is a worId-wide disaster - which 
could undoubtedIy be brought about by man himself - humanity 
will never again be what it was in the pasto As a resuit of universal 
education, we have entered upon a new type of civilization. What 
this civilization will be like and what its main features will he, it is 
still very difficult to say with any degree of accuracy. 

A very short time ago - scarcely more than a century - edu
cation was the prerogative of a small, privileged élite. Whether this 
élite was composed of an hereditary social class, or whether its 
members were elected or came into it individually like the scholars 
of traditional China, the fact remains that it comprised only a tiny 
minority of the population (often less than 5 per cent) which had 
aecess to the world of knowledge and learning. The rest of the hu
man race .remained for centuries in ignorance and illiteracy before 
finally winning the right to he given the rudiments of learning 
which we calI "the three R's." 
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It is not surprising, in these circumstances, that learning for 
a long time had a 84Cred character. To be educated, learned. was to 
have entry into a sort of sanctuary or tabernacle shrouded in mys
tery, to enter into possession of an almost magical power over things 
and people. Thus the masses, while respecting educated persons, 
have always distrusted them, because their learning conferred on 
them, to use the biblical phrase, "the knowledge of good and evil." 
This represented a considerable power which could be wielded for 
human good or ill. This is perhaps what Fernand Dumont means 
when he speaks of "a sort of original sin of learning.''' In ancient, 
so-called primitive, societies the sorcerer was respected as weIl as 
feared; he was an ambiguous person who, as everyone knew, could 
use his occult science just as easily to cause evil as to do good. An 
earlier Christian age burned at the stake not only the ignorant but 
also men and women who had l'one to the Devil's school and were 
too advanced in the black arts. In popular folklore and children'g 
fairy tales, the evil witch wielded a dangerous power because she 
knew the properties of aIl plants and could prepare potions that 
would kill her victims or put them to sleep or change them into 
animaIs. This idea of an ambiguous or dangerous science still per
sists. Have you not noticed, in the modern science-fiction novels we 
read and see in the movies or on TV, that the scientist is often por
trayed as a warped mind or madman whose satanic design is either 
to establish a vicious tyranny or to destroy mankind. 

But today we find that the veil of the temple of learning is 
rent and that the inner temple of learning is open to the multitude, 
like the palaces of former royalty which are converted into Museums 
and amusement parks. The comparison, moreover, is not without 
basis in facto Knowledge, like political structures, is becoming democ
ratized; we are witnessing the secularization of learning and of 
royal or imperial power at the same time. Access to the world of 
learning is no longer the prerogative of a caste, it is no longer an 
honour bestowed on a chosen few. The Declaration of Human Rights 
adopted by the UN in 1948 states in Article 26 that "every person 
has a right to education." And it must be admitted that in the la st 
hundred years, and more particularly in the last two or three dec
ades, great progress has been made in this direction. For example, 
governments have assumed responsibility for education; war is 
being waged on illiteracy in the less developed countries; school 
attendance is being made compulsory to the age of 15 or 16; free 
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education is becoming general; elementary and secondary school 
curricuIa are being revamped; advances are being made in vocation
al and technical training, and adult education is expanding. In a 
number of countries, including Canada, the vast majority of chU
dren now complete at least part of their secondary school education. 
This phenomenon did not occur until the twentieth century, and it 
will certainly be one of the most powerful factors in bringing about 
the change in tomorrow's society from an industrial society to what 
is known as the post-industrial or mass society. 

However, in spite of such great progress in such a short time, it fs 
fair to say that we are only making a start on theprofound changes 
that will have to be made. We are barely emerging from the stone 
age in education and we still have taken only the first halting steps 
in the democratization of education. This is not just an idle state
ment: it is based on the fact that in practice the universal right to 
education is still far from being translated into action and becoming 
a reality. Regarded from this angle, the Declaration of Human 
Rights, in this as in other parts, is more like a hope or a prophecy 
than a description of the present situation. 

Obstacles ta the Right to Education 

What are the obstacles which still prevent the full exercise by 
aIl citizens of the right to education? While 1 cannot claim to be ex
haustive in the space allotted to me, 1 should like to enumerate the 
principal ones so that we may better measure how far we still have 
to go and have a better appreciation of the reforms that mùst be 
begun or continued. For the purposes of this paper and for greater 
clarity, 1 shall group these obstacles under three main heads: social 
inequalities, the inadequacy of the educational structures, and in
dividual handicaps. 1 therefore propose to approach the subject start
ing with the socio-economic structures, proceeding then to the 
school, and finally to the pupi} himself. This analysis will enable us, 
in a final section, to outline the reforms that are necessary if we 
want the right of each person to an education to become a f'èalit". 
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Sociallnequalities 

In North America, we do not like very much to think in terms 
of social ineqtiality. Above aIl, we are not prepared to admit that 
there are social classes or to recognize the consequences of this facto 
We prefer to delude ourselves into thinking that social classes do not 
exist on this continent, or at least that there is so little distinction 
hetween classes as to he negIigible. It is generally held that the class 
system is more rigid in Europe than in North America and that up
ward social mobility for individuals and groups is more difficult 
and less common than it is here. In fact, in most European countries 
the working class is poorly represented in the halls of higher learn
ing and in the secondary schools which prepare students directly for 
university (the lycées in France, the athénées in Belgium and the 
public schools and grammar schools in England). Therefore in most 
European countries, access to higher education remains the priviIege 
of what is commonly called the middle class. Yet a university educa
tion costs much less than in North American and should therefore 
be more accessible. How can we explain this fact? 

A study conducted in England by two sociologists, Brian Jack
son and Denis Marsden, published under the title Education and the 
Working Glass,! affords sorne explanation. These researchers com
pared school-age children of the middle class with working-class 
chiIdren of the same age. They found that middle-class parents en
courage their chiIdren throughout their school life and seek to 
develop and maintain in them the ambition to succeed. Middle-class 
parents choose the elementary school that offers the greatest chance 
of leading to grammar school. If the child has problems at school, 
the parents are able to discuss them with the teachers, to obtain 
expert advice, or to move the child to another schooI. These parents 
are able to help the child with his school work, finding material for 
his projects and helping him study for his exams. They make a 
point of maintaining a home atmosphere that is conducive to study. 
W orking-class parents on the other hand are far less weIl equipped 
in this regard. They do not know the right schools that will lead to 
grammar school; they are not familiar with the services that are 
available to help their children; they are intimidated by the teachers 
and often do not dare to go and see them. They accept without ques-
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tion the teachers' decisions concerning the guidance of their chil
dren; they are ill-equipped to help their children scholastically or 
to advise them in their choice ef options. University seems to them 
a far-off world beyond their children's reach. 

The obstacle which bars the way to higher education for the 
working-class child is, in the final analysis, perhaps less financial 
or economic than psychological. It is luck, or a miracle, if a child 
of the working class is able, in spite of his family and social back
ground, to embark on the path that leads to university. If he is to 
succeed, he will have to be endowed with a mind, a motivation and 
an energy far superior to those of the middle-class child; and it is 
only at the cost of enormous psychic tensions that he can get through 
grammar school and university. 

The working-class people described by Jackson and Marsden 
do not live in sIums or blighted areas. They are semi-skilled workers 
living in relatively adequate socio-economic conditions. What is it 
like then for the truly proletarian class who live in the most deprived 
districts? The Newsom Commission, which was entrusted in 1961 by 
the Central Advisory Council for Education in England with the 
task of conducting a study on the education of children with aver
age and less-than-average ability, studied the plight of children from 
the sIum areas. The commissioners came to the conclusion that in 
these areas 79 per cent of the secondary schools are seriously in
adequate. They are too old, they are obsolete. Classrooms are small, 
unsanitary and not soundproof; libraries, laboratories, workshops, 
play rooms and recreational programs are woefully lacking. General
ly speaking, there is a high turnover in the teaching staffs of these 
schools. In short, the sIum children, who are already deprived by 
reason of their birth, are doubly handicapped by an inappropriate 
school environment that is ill-suited to helping them. Thus the 
percentage of academic failures, slow learners, absenteeism and 
dropouts is abnormally high in these schools.3 

Such is the situation of working-class and proletarian children 
in England. Is it much different in North America? As the result 
of a survey conducted in the large American cities, former Harvard 
president James B. Conant gave a striking description of the dispar
ity between the schools in the sIum districts and those in the resi
dential suburbs! To give some slight idea of this disparity, suffice is 
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it to point out that in 1961, when this survey was made, the cost-per
pupil in a suburban secondary school was $1,000 a year, and there 
were as many as 70 professional adults per 1,000 pupils. In the sIum 
sehool the eost-per-pupil was half as mueh, and there were 40 profes
sional adults at the most for every 1,000 pupils. These are two rough 
indicators of the vast differenee between the two types of sehool 
and education. And Conant eoneluded with this warning which has 
sinee proved to be prophetie: "We are letting social dynamite ac
cumulate in our big eities." 

At the same time as Conant, the American sociologist Patricia 
Sexton was condueting a thorough study of the public sehool system 
of a major industrial city in the United States'. Her main conclu
sion may be summed up in the following formula: the money spent 
on public schools and the quality of the school services vary directly 
with the. income of the families in the district. In other words, the 
weIl-off families enjoy better services while the poorer families re
ceive poorer services. This conclusion is based on precise findings 
and statistics obtained by painstaking investigation. Whether it be 
school buildings and equipment, qualifications of teaching staff, 
pupil-teacher ratio, guidance, counselling and treatment service, hy
gienic conditions, recreational facilities or cafeterias, everything is 
always poorer for the poor and meaner in the deprived districts. 

The sIum areas of England do not need to take a back seat to 
those of the large American cities. What is the situation in Canada? 
We still do not have in this country the counterpart of such pain
staking and exact studies as those of Conant, Sexton, and the N ew
som Commission. However, we do have sorne revealing indicators. 
Professor Emile Gosselin recently published an analysis which he 
entitled "The Third Solitude," based on official figures of the 
Dominion Bureau of Statistics. By the third solitude he means the 
solitude of the "grey zones," the underprivileged districts. It is the 
solitude which surrounds and ahuts up within itself the chronic 
poverty in which a large part of Montreal's population is born, 
lives and dies'. Le Conseil des Oeuvres has pointed out a number 
of times that as a result of a host of factors - psychological, socio
economic, cultural and educational - we observe in Montreal as in 
the great urban centres of North America that "the children in the 
underprivileged areas have a poorer school performance than the 
children in the other areas .... 1 have even been able to observe the 
same phenomenon directly and as if through a microscope in the 
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small school board, on which -1 serve as one of the administrators, in 
the Montreal area. In the area· served by our school board, there are 
both poor and well-off familles. It is in the schools serving the poor 
district that we find the most slow learners, the most personality 
problems and the most drop-outs. Finally, 1 have had the oppor
tunity to visit a good number of schools in the greater Montreal 
area, and the contrast is striking between the ob80lete and ill-equip
ped schools of the poorer districts, with their small playgrounds 
jammed in between blocks of houses, and the modern, well-ventilated 
and well-equipped schools of the suburbs. 1 know tbat the school 
administrators in the Montreal area are aware of the problem. 
But it will have to be solved quickly; otherwise Dr. Conant's 
prophecy will come true in our own country sooner than we think. 

If the sIum areas of North America resemble those of Europe, 
is the same thing true of the working class? AIl the descriptions 
which American sociologists have given of the American working 
class resemble, with few differences, that made by Jackson and 
Marsden for EnglandB• Summing up these studies, the Canadian 
sociologist John Porter said recently that we have been too prone 
to believe that the aspiration to upward social mobility was evenly 
distributed among the whole American population. In reality, the 
desire for mobiIity is strong mainly in the Middle class. 
It is much weaker and more limited in the working class". These 
attitudes are reflected in figures. The American sociologist William 
Spady has just published the resuIts of a survey on the educational 
level of American males between the ages of 25 and 64. The statis
tics he compiled show beyond any doubt that aIthough the educa
tional level has risen steadily for the American population as a 
whole, it is the Middle class which has benefited Most. Thechild of 
working-class parents has proportiO'TUttely less chance of finishing 
high school and college than the middle-class child. Spady concludes: 

Contrary to the assumption that the observed increases in 
high school and college graduation rates during this time 
have particularly benefited boys from the lower social strata, 
we found that the relative chances of such boys having 
reached and completed college compared with the sons of col
lege-educated fathers have diminished over time. Paradox
ically, while completion rates continued to rise for aIl men, 
the probabilities of going to college, given that you finished 
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high school, and finishing college once you entered, have 
decreased over time for low-status sons ... Unless a more 
concerted effort is made to create and stimulate more mean
ingful opportunities for the people caught in the bottom 
stratum, what now seems like a paradox is likely to evolve into 
a social dilemma which neither indifference, h08tility, nor 
legislative action will be able to ameliorate. The urban riots 
and destruction of recent summers strongly indicate, in fact, 
that this dilemma may already be upon us!O 

No doubt there are econ(}mic (}r financial factors which may 
explain this situati(}n in part. In an article which appeared in the 
New York Times on April 21st entitled "The Higher Cost (}f Higher 
Educati(}n," Myron Brenton demonstrated the staggering rise in the 
C(}st (}f university educati(}n in the United States. Fr(}m 1957 t() 
1967, the cost (}f a year's tuition r(}se by 3 t() 5 per cent. This places 
c(}llege and university still farther bey(}nd the reach of children 
fr(}m the less well-(}ff families. But the financial fact(}r d(}es not 
acc(}unt for everything; American soci(}l(}gists have revealed the 
existence (}f what they call "a w(}rking-class culture," that is, a set 
(}f ideas, attitudes and behavi(}ur patterns which are n(}t likely to 
devel(}p in the child the motivation, ambition and aspirations neces
sary f(}r success in the essentially c(}mpetitive climate that prevails 
in the school system. 

Unfortunately, we do not have for Canada the equivalent of 
these American studies. This is a gap that we shall have to set about 
filling without delay. But in the absence of definitive studies, it is 
accurate to say that except for a few differences the situation is 
probably the same here as across the border. It is not likely to be 
much better, it is probably about the same and we only hope it is 
not worse. We can at least refer to the study made in Quebec on 
the living standards of the working population by two sociologists 
from Laval University, Professor Marc-Adelard Tremblay and 
Gerald Fortin. In the section on education, they find that parents, 
when thinking of their children's education, have an attitude that 
is shortsightedly utilitarian and very unrea1istic. As a result, they 
have a practical standard that is too low and an ideal standard that 
is too high. The authors conclude: "As long as education continues 
to be defined in strictly utilitarian terms among wage-eamers, the 
level of education will ri se very slowly from one generation t() the 
next. Inability to meet the indirect expenses involved, the need for 
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extra income, the pressure of the environment, and the absence of 
an intellectual or humanistic tradition - these are factors which 
will perpetuate the lag between performance and ideal by turning 
young people away from school".11 

It is tberefore true to say that in North America, just as in 
Europe, social inequalities are still, for a large part of the popula
tion, an obstacle to the full exercise of the right to education. We 
are now finding, to our dismay, that the school system, far from 
being the instrument of social mobility it was believed or hoped to 
be, is still a factor of segregation, of social cleavage, and even of 
individual and group alienation. Instead of lowering the socio-eco
nomic barri ers Ilnd fostering the free circulation of talent, the 
school system is helping to make the social inequalities irremediably 
hereditary. 

This conclusion l'equires us however to make an important dis
tinction, which is suggested to us in particular by the American 
sociologist Frank Reissman: "There is a great deal of evidence 
that deprived children and their parents have a much more positive 
attitude toward education than is generally believed. This attitude 
is obscured by the fact that deprived persons value education but 
dislike school. They are alienated from the school, and they resent 
the teachers. For the sake of clarity, we should consider their atti
tudes toward education and toward the school separately.'''" This 
brings us to the second obstacle to the right to education - the 
inadequacy of the educational structures. 

lnadequacy of the Educational Structures 

The chief difficulty lies in the fact that the educational struc
tures still bear the stamp of the aristocratic and bourgeois society 
which created them and of the concept of the élite which inspired 
them. Not long ago, elementary education was the only kind that 
was accessible to the majority of children; only a minority went on 
to secondary and higher education. Elementary education dispensed 
the rudiments of knowledge. Secondary education, on the other hand, 
was designed to develop the mind and character with a view to form
ing what was called, according to the country, the humanist, the 
gentleman, the intelligentsia or the scholar. Secondary education was 



108 The Right to EduOQ,tion 

therefore patterned on an ideal model, on a typical man considered 
as the most perfect, most highly developed representative of human
ity. ln his famous speech of 1925 on "The Forms of Learning and 
Culture," the German philosopher Max Scheler wrote: "It was the 
great mistake of the 18th century - a mistake which had a disas
trous effect on the 19th century ideal of humanity - that it set up, 
as a cultural ideal, "humanity" understood solely in the abstract 
form of the reasonable being, equoJJ/y present in aIl men."" 

It is precisely this unique and monolithic conception of culture 
and of the secondary school course that must now be shattered. 
Secondary education, which is destined in the future to be thrown 
open to nearly aIl the adolescents of one generation, can no longer 
retain its former character, can no longer be based on just one 
ideal of the well-rounded man and one ideal of culture. On the con
trary, today's secondary education must recognize the diversity of 
aptitudes, interests and outlooks of the students; it must be based 
on the idea that intellectual culture May take various forms and that 
there are many roads leading to it. Just what is intellectuai culture"1 
1 would define it by saying that it is a mental relation8hip which 
1n4n 1n4intains with himself and with hi8 whole environment, 
through a wriety of 8ymbol8 (conCept8, words, nUmb6r8, actions) 
and by a constant effort of thought and meditation on the f'ealitie8 
and on their repre8entations. Thus defined, intellectuai culture is 
not an intellectuai baggage nor accumulation of knowledge; it is a 
movement, or more correctly, an attitude which is the fruit of at
tention and meditation aimed at always seeking to understand better 
the meaning of human beings and of events in order to live in 
harmony with them. Viewed from this angle, the humanities and 
the sciences are no longer the only paths leading to culture; a gen
uine intellectual culture rnay be acquired through the practice of 
the plastic and rhythmic arts as well as by the study of the applied 
sciences, technical subjects, technology, and manuallabour. In short, 
culture is perhaps more a way of living than a way of reading. 

Although this dynamic and pluralistic concept of culture· meets 
less and less opposition in theory, the same does not apply in prac
tice. This notion of culture has not yet become a part, in. auy real 
sense, of the secondary education system, and as a result the struc
tures are partially ineffective and ill-adapted. 1 should like to sketch 
briefly some of the main structural defects of secondary education.· 
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In the first place, the burden of general abstract and bookish 
learning still weighs far 000 heavily on the system. A premium is 
still placed on verbal and abstract intelligence, to the detriment of 
the other forms of intellectual activity. Thedice are loaded against 
the child whose inclinations are more towards concrete, practical, 
mechanical or esthetic activities or achievements; he is often the 
one who becomes bored, who is unruly, who fails, and who finaUy 
drops out of school. 

In the second place, secondary education is stiU partitioned off 
too much in parallel sections, which are assigned a place in the status 
system. This system is perpetuated by the teachers, the parents, 
and finally by the students themselves. It is "in" to study pure 
science and the humanities, but commercial and technical subjects 
are for those who do not have the abiIity to do anything better. This 
mandarinism is scarcely less common in North America than in 
Europe, although it must be admitted that North America has gen
erally established the singl~ secondary school, thus sparing the child
ren the traumas which accompany a change in school necessitated 
by a transfer to another section.14 But we are still far from having 
the true comprehensive high school which Conant has defined sim
ply as "the secondary school whose programs can meet the educa
tional needs of aU the children in a given area"" and whose special
ists are agreed that it offers the most flexible formula, best adapted 
to the diversity of talents and to the demands of modern industrial 
society.lI 

Thirdly, present-day secondary education continues to maintain 
an unnecessary and pernicious divorce between general education 
and vocational training. The fact is, we have not accepted in prac
tice two idée8-force or dynamic concepts which seem to me to be 
basic: first, that a technical and vocational training can and should 
be "cultural" if it is well done, and second, that general education 
need not necessarily precede vocational training for aIl students, 
but in many cases should paraIleJ and supplement it. 

One of the particularadvantages of the comprehensive school is 
that it permits better integration of general education with tech
nical and vocational training. It should be added that although con
siderable attention has been devoted in the past few years to voca
tional training at the secondary level for boys, there still remains a 



110 The Riflkt to Education 

great effort of imagination to be made for the vocational training 
of girls. 

Fourthly, the edueational system forces too many chiIdren to 
make final choices prematurely. This works to the detriment of 
"late bloomers" and deprived children. We now know for acertainty 
that forcmg chiIdren to make final choices at the age of 11, 12 or 
13 years places a large group of students, mainly from low-income 
groups, at a disadvantage. These children need until the age of 15 
or 16 before deciding definitely which direction to take.l1 

In the fifth place, secondary education is still very remote from 
real life and the labour market. This is a carry-over from the time 
when the secondary school had but one purp08e: to prepare students 
who were going on to higher education. Today, it must prepare the 
larger numbers of students who fill its classrooms to go straight 
out into the labour market. Over the door of every secondary school 
a sign, printed in huge letters, should be erected, containing the 
principle on which the Committee of Inquiry on Technical and Pro
fessional Education for Quebec based its entire report. It would 
read: "No child should leave school until he has received a minimum 
of vocational training, and the school system should be so organ
ized that it could, at the proper time, offer to each child the voca
tional education that is suited to his capacities and ambitions."u For 
this purp08e, 1 believe we should follow the lead of the US SR in 
the experiment tried there for the past few years, in which every 
secondary and technical school is affiliated with one or more indus
trial firms. The students are required to serve an apprenticeship in 
one of these, which initiates them both into their occupation and into 
the world of work. 

Lastly, some American psychologists have shown that the North 
American school system as a whole is dominated by the ideas, out
look, spirit and values of the middle cIass." This is a very difficult 
question to explore and to document,because it is a many-faceted 
phenomenon with many shades of variation. But this problem will 
have to be studied very carefully, because the school system is in 
conflict not only with the working-class mentality but also with 
"youth subculture," which in many points is diametrically opposed 
to the middle-class culture. 

If 1 have analyzed only the inadequacies of the secondary 
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educational system, it is because it now has to he accessible to nearly 
an the children in one generation and because it is in urgent need 
of reform. But higher education is no better adapted to its func
tions and is also in urgent need of reform. The increasingly loud 
rumbles of dissatisfaction among university students aU over the 
world will force us to make reforms before very long. 

PersO'fUÙ, Handicaps 

The third group of obstacles to the right to education - per
sonal handicaps - is perhaps better known. At least they have been 
amply publicized in recent years by psychiatrists, psychologists, 
educators and social workers. 1 shaH therefore deal with them very 
briefly. 

Schools and curricula are designed for wha.t is sometimes 
called the "normal" or "average" student. Assuming that such a 
student exists, it must be admitted that there is a minority group of 
students who are not normal or average. It was specifically to 
study the problem of these children that the Newsom Commission 
was created in England. The commissioners entitled their report 
Hal! our Future, thereby seeking to indicate the importance, both 
quantitative and qualitative, of the group of children whose fate 
was their concern. 

1 should like at this point to underline the problem of what is 
called the "exceptional child." ln the school board on which 1 serve, 
a team of specialists (psychiatrist, psychologist, social worker and 
child guidance officer) recently demonstrated to us that ten per 
cent of our children in the first grade are already repeaters because 
of backwardness or troubles with the development of the mental, 
emotional or physical functions. These appear as psychomotivity 
problems, troubles with perception or language, personality prob
lems, intellectual immaturity or defective or frail health. If these 
difficulties are not diagnosed and treated at once, these chiIdren 
will still go to school, but they will repeat two or three grades in 
elementary school, they will have difficulty passing into high school, 
and will finally become discouraged. However, if Most of them were 
treated at the start of their first year in school, they could continue 
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their schooling in a normal manner.How then can we not think of 
each of these little children as a human being with his whole life 
before him and with a right, like a normal child, to a fulllife? A lit
tle attention and care on our part can save them from certain disas
ter. 

Among the exceptional children 1 would also classify the gifted 
children, although they doubtless form a special category. We now 
know that a good Many slow learners are in fact children who are 
"too intelligent" to go at the pace of a normal class. They get bored, 
develop attitudes of inattention and laziness and very soon come to 
lose all interest in schooI. The fact that intelligence becomes a 
handicap in an educational system shows to what extent the system 
is depersonalized. An experienced educator said in my presence that, 
according to his experience, the teacher really teaches half of his 
class; the remaining pupils are either too advanced or too far behind 
to keep up with the program. Doctors talk a good deal these days 
about the "medical act," which they say must remain a personal 
relationship between the doetor and his patient. Have we considered 
that we have long sinee eolleetivized the "educational act" and that 
we must now take the neeessary steps to make it individual again? 

1 say without hesitation that the school system is just plain 
cruel to exceptional children when no attempt is made to detect and 
treat these children. They are forced, in fact, to follow a system of 
life to whieh they are not adapted, and in this way we hurt them 
and further disorient them, or finally make them the victims of the 
suceess of others. 

N ecessary Reforma 

When we see these innocent victims of the school, when we see 
the children of our deprived areas, the children of our iIl-served 
rural areas, our Indians who are aIl too often poorly educated, our 
teenagers who drop out of a secondary school which has not been 
able to adjust to their needs, how can we still speak of the right 
of every person everywhere to education? The brief analysis 1 have 
just made enables us, it 8eems to me, to understand better what this 
right to education means in practical terms. This formula means 
that each member of the community should be able to receive the 
education which corresponds to his interests and his needs and that 
he should receive the auxiliary services he requires, so that he may 
pursu,e his education as far as his ability pe1"mits. 
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From this statement alone, we can see at once that the theoI'e
tical right proclaimed in the Declaration of Human Rights is still 
far from being realized. We still have to pass, to use the excellent 
expression of Jacques Leclercq, from "legal .equality to social equal
ity,"JO that is, from a de jure equality enshrined for two centuries 
in various laws to a de facto equality translated into reaIity in the 
social and educational structures. Therefore, in order for the right 
to education to he fully put into practice, it is not enough to pass 
laws for compulsory school attendance or free education. 

What reforms are still needed? 1 would reply that there must 
be reform both of structures and of mental outlook. 

Reform of the Structures 

First of aIl, it is clear that aIl children are not given an equal 
right to education so long as the school system does not contai n, as 
one of its essential elements, a system of auxiIiary services designed 
to detect, treat and rehabilitate children who have particular trouble 
in adjusting to school. This presupposes that the school should have 
available an interdisciplinary team composed of a psychologist, a psy
chiatrist, a child-guidance officer, a social worker, a doctor and a 
nurse. 1 would add that detection will take place too late unless pre
school classes become general, because these permit a better social
ization of the normal child and the detection and treatment of chil
dren who are not ready for regular school. 

ln the second place, aIl teaching must be radically changed so 
that it is henceforth centred on the pupil and on his rate of learn
ing and development. This presupposes that the teacher is no longer 
"up front," addressing the whole class, but that he is down among 
his pupils, mingling with the work groups into which they are 
formed. This reform also requires that we eliminate the spirit of 
competition which has completely warped conventional education 
and that we resolutely adopt an approach tkat is both p6rsO'tUdistic 
and communal. And this educational revolution should take place 
not only at the elementaI'Y level but at a11 levels, including univer
sity. 

1 referred earlier to comprehensive secondary education. It is 
precisely on this new personalistic and communal spirit that it must 
he founded; otherwise we shall have, as is too often the case, a 
caricature of the comprehenlilive school. Furthermore, secondal'J 
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education, if it is to be comprehensive, absolutely requires the as
sistance of a guidance department. This department is the rail which 
is indispensable for the smooth running of a comprehensive school 
and for directing each pupil into the right path. 

ln my opinion, the concept of comprehensiveness should also be 
extended to higher education. In particular, 1 think we should de
velop without delay a senior technical or applied science course mid
way between our present technical education and higher education. 
Here is a big gap that is waiting to be filled in various sectors of 
the economy. For instance, some industrial firms recruit engineer
ing students who have faHed after two or three years because they 
say that these persons make top-notch senior technicians. But these 
technicians will never receive recognition of their studies in the 
form of diplomas, and they will face permanent insecurity. 1 am 
convinced that senior technical education is an answer both to the 
excessive rate of failures in the first years of university and to 
needs which are not met or which are not met effectively in the 
labour market. 

It is my profound conviction that for deprived districts and 
regions, an the reform of education and of the school services 1 have 
indicated is still not enough: the school will also have to be in
tegrated into the plan of economic and social development for the 
region or district. The school can be a powerful force for social 
renewal, provided that the leaders and the teaching staff under
stand that they have a role to play as social spark-plugs (animation 
sociale) in the district or region. In this connection, 1 am convinced 
that teachers who plan to work in these places should receive spec
ial training to equip them not only to teach but aiso to promote 
public participation. Where education is hampered by the socio
economic environment, the teaching staff will have to take an active 
part in the renewal of the community, and this will have to be 
part of their regular duties, recognized as such by the school ad
ministrators. 

Relorm 01 Mental Habits 

But it will only be possible to achieve this reform of structures 
to the extent that there is a real revolution in mental habits. Certain 
ready-made and fil'mly entrenched ideas will have to he changed, 
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certain attitudes will have to be revised and questioned. In the first 
place, we shaH have to abandon the idea of a reservoir of inteHectual 
ability that is static. Although psychometrics has performed great 
services, it has also misled us, no doubt unintentionally, by leading 
us to believe that there are fixed and stable percentage of people 
who are intellectually fit to do secondary or higher studies. Actually, 
the reservoir of talent is elastic to an extent that we still do not 
know, and there are at least three reasons for this. In the firat place, 
we find that tlu intellectual capacity of a popula,tion ri8e8 with the 
improvement in living standard8 and conditions. To use the expres
sion of the English economist Halsey, "a proce8S of econmnic and 
BOcial development is a proceS8 of creation of MW abilities."Z1 In the 
second place, it is often observed that a strong motivation to study 
can make up for intellectual ability which has been judged insuf
ficient according to the generally accepted criteria. Finally, a more 
diversified, more flexible and more comprehensive education will 
make it possible for different forms of intelligence to flower. Social 
and educational reforms may therefore have hitherto undreamed-of 
effects on the reservoir of abilities possessed by a people. 

It is in this perspective that in my opinion the very important 
question of adult education arises. Up to now, 1 have spoken only 
about the education of children; however, this should be considered 
only as a part of the school system and not as the whole. The 
school system in future will have to be accessible to every person, 
regardless of age. The Human Rights declaration rightly refers 
to the entitlement of each person - not only children - to educa
tion. It is obvious that in modern society the majority of adults are 
under-educated because, for one reason or another, they have not 
been able to receive an education that is suited to their abilities and 
needs. This is a very serious problem, a problem of justice for these 
persons, and a problem of the economic and social development of 
the whole community. In the article noted earlier, John Porter 
showed that the most highly industrialized societies, and particular
ly North America, suffer from a chronic shortage of highly skilled 
labour, which accounts for the "brain drain" from the less developed 
countries. This tragically vicious circle will only be broken when 
our societies ensure the full development of their own talent reser
voir. And this concerns just as much the under-developed intellec
tuai potential in the adult population as the potential that remains 
to be developed in the young. 
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Another idea we shaU have to discard, although it now has the 
force of law, is that in order to enSUl'e a fair distribution of public 
funds in the school system, aU you have to do is count the number 
of pupils and divide that number into the numher of dollars avail
able. Instead, we shalI have to take the view that the education of 
the underprivileged should cost more than that of the others, and 
this is only fair. For example, in the blighted urban areas, vast 
blocks of houses will have to be torn down and new, well-ventilated 
schools built. In these districts, more school and auxiliary services 
are needed to make up for the shortcomings of the family and social 
environment. These include social services, child guidance clinics, 
health services, public participation programs, school canteens, in
school study, and so forth. This is no doubt a radical change of out
look compared to the policy that is generally followed. But such a 
new approach has heen strongly urged in England by the Plowden 
Commission,!' which considers that a "positive discrimination" is 
necessary, and in Canada by the Conseil des Oeuvres de Montréal 
and the Montreal Council of Social Agencies which, in their joint 
brief to the Royal Commission on Health and Welfare in Quehec, 
caU for "preferential treatment" for the deprived groups in the mat
ter of schools.J!3 

Another essential reform in mental outlook, which will surely 
he difficult and take a long time to achieve, concerns the lack of 
prestige attached to technical and vocational education. Vigorous 
public information campaigns will have to be undertaken to raise 
this type of education in the esteem of parents first of aIl, and also 
of teachers and public administrators. We still harbour the old pre
judices against manual work and technical education. Neither the 
ancient monasteries, where manual work was practised and vener
ated for centuries, nor Marxism-Leninism, which has given the 
working cIass a real existence, has succeeded in uprooting these pre
judices. This is some indication of how hard a job it will he and 
the effort that will be required. 

In this connection, 1 feel that it is imperative for us to ques
tion the capitalistic outlook with which we are imbued, not neces
sarily in the interests of a socialism that has not always been able 
to prove itself more humane, but rather in the interest of a new 
community spirit. The industrial revolution, which was brought 
about under the aegis of capitalism, subjected man to the demands 
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of production. In a civilization where leisure is rapidly increasing, 
we must set about developing a new social philosophy based on a 
more humane, more communal outlook. 1 believe that this is what 
many young people have instinctively understood when in their 
uncertainty and agitation they reject an aduit society which seems 
to them, not without reason, to be dehumanized and soulless. Our 
present educational system is a reflection of our society. In it we 
find the same defects in microcosm: a premium on individuaIiam 
and personal success, encouragement of tough competition, disgrace 
attached to the least fsilure, importance accorded only to work 
which earns marks or rewards. Such are the laws of our social 
jungle which the child learns at school. We surely delude ourselves 
if we try to introduce a new education based on disinterested intel
lectuai work, team spirit, group consciousness and the demands of 
co-operation, while society operates on another set of principles 
altogether. Education cannot be divorced from the society for which 
it prepares the young; it cannot be in such flagrant contradiction 
with the prevailing values which are daily affirmed in society .. The 
reshaping of education therefore demands first of aIl an "ideological 
conversion" of our whole society. 

Ccmclusion 

We can see just how far a genuine educational reform would 
lead: it wou Id lead to the questioning of the most strongly held 
values of our industrial and capitalistic society. The fact is that 
everything is of a piece in social life, and education particularly 
cannot be renewed without bringing into question the social struc
tures and mental attitudes of society as a whole. We will have to 
go thattar, with courage and boldness, if we are to achieve anything 
more than trifling reforma. Will we have this vision and boldness? 
It is up to each of us as individuals and all of us as a community to 
answer this question. 
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