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Education is the conscious formation (or Bildung) of human beings to 
enable them to live together with other human beings. Thus, no education 
can avoid being political. Still, the question is in what sense education is 
political and whether all education must be politics, or, if not, to what 
extent politics must be made the explicit telos of formation and upbring-
ing, and what the relationship might be between the principles needed for 
education and those of the political sphere. Today, after the successive 
collapse of the modern models of the good society – first, eastern bloc 
socialism and, then, neo-liberal market society, the question is what the 
standards should be for education and especially what the relation should 
be between these standards and politics. Are we, for instance, to raise 
human beings to become citizens of a civic republic, a world society, or a 
league of nations? Can education limit itself to local concerns, or must it 
transcend limits to become international, transnational, or even global? 
Should we educate to a global social democracy? 
 

* 
 

This collection of articles tries to grapple with these questions, although 
in very different ways. The articles in the first section are mainly histori-
cal perspectives on the politics of education from Antiquity to the En-
lightenment. The second section consists of critical investigations into the 
ideology of education from the perspectives of the marginalized in vari-
ous senses. In the third section, focus is on the universities, which today 
have become a battlefield in the international fight over education. The 
fourth section aims at providing some reasons and suggestions for hoping 
for a brighter future for education from a political perspective. 
 

HISTORY 
 

Evanghelos Moutsopoulos considers the views of education contained in 
Proclus’ interpretation in his Commentary on Plato’s Republic of the 
musico-political theory of Damon, a Pythagorean thinker who in 443 B.C. 
in Athens was prosecuted for his teachings, which, allegedly, had been 
too conservative and, hence, dangerous to democracy. Damon was ban-
ished from the city but not without defending himself before the Areopa-
gus in a speech, which became known as the Areopagiticus. This speech 
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became notorious, because Plato provides long citations from it, inspiring 
both Aristotle and Philodemus. Damon insisted upon the need to avoid 
musical innovations. The idea was that traditional standards had a benefi-
cial effect on the soul of the young man and future citizen by communi-
cating the principle of equality to his consciousness; whereas, removing 
such standards would necessarily entail the elimination of fundamental 
city laws. Proclus saw this effect at three levels: an aesthetic level, a psy-
chological level, and a political level. However, despite the changes in 
musical education that occurred during the half-millennium from Da-
mon’s era up to the middle of the 5th century A.D., when Proclus wrote his 
Commentary, Damon’s doctrine on musical education remained un-
changed, since it had been transmitted exclusively through literary 
sources. This tells us that the idea of political equality, considered as an 
inalienable right of the citizen, has been implied from the very beginning 
in the Greek conception of education through music.  

Blaise Bachofen discusses the educational importance of work for 
Locke and Rousseau. Apparently, Rousseau was inspired by Locke, but, 
so Bachofen argues, Rousseau actually subverts the legitimacy of 
Locke’s position. For Locke, it is important to argue that education 
should aim at keeping the child active. The body as well as mental facul-
ties should be trained to become a tool for all kinds of useful ends; and, 
for Locke, this is beneficial to the child, whom he considers a spontane-
ous pragmatist. Rousseau is also preoccupied with educating the child to 
become active but not in the same instrumental sense. Whereas Rousseau 
emphasizes being, Locke emphasizes ‘being for.’ The contrast becomes 
even more marked, since Locke denounces laziness as a vice; whereas, 
for Rousseau, idleness is a virtue. Bachofen calls attention to the differ-
ence in educational aim – namely, between Locke’s gentleman, who is 
supposed to fulfill his social role, and Rousseau’s man, who has value 
independent of the contemporary social organization. This analysis 
makes it possible for Bachofen to argue that Locke considers manual 
occupation as simply leisure for the gentleman, who should primarily be 
raised to administer his fortune by keeping his account books. Rousseau, 
on the other hand, wants Emile to learn a trade, which will enable him to 
earn his living. This makes it possible for Emile to experience and, thus, 
discover the true logic of property and economy, namely, alienation. 
Whereas Locke argues normatively for work as legitimizing property, 
Rousseau demonstrates how, in reality, property rights overrule the ideo-
logical legitimacy put forward by Locke. So, for Emile, Bachofen argues, 
it becomes possible to know that people may work without actually gain-
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ing any profit from their labor, just as other people may profit without 
working. And, when it comes to education, Locke actually let children 
learn about property rights through gifts, not by work. By focusing on 
work, Bachofen is able to demonstrate a crucial difference between 
Locke’s approach to education and Rousseau’s, even though they might 
appear similar at first.  

Jørgen Huggler analyses Immanuel Kant’s essay Towards Perpet-
ual Peace, which is famous for its promotion of cosmopolitanism as citi-
zenship of world. In Kant’s On Education, cosmopolitanism is claimed to 
be the overall educational goal, but Towards Perpetual Peace actually 
rejects the prerequisite of world citizenship, namely, the idea of a world 
government earlier advocated by Kant himself. The point is that it is per-
petual peace that is the overall goal, and Huggler emphasizes that Kant 
does not think of this as a utopian project but as a task to be completed, 
the goal of which we are steadily approaching. To promote the process, 
Kant formulates six preliminary articles in the form of prohibitions such 
as a ban on military intervention, uncivilized warfare, national debt, etc. 
These articles outline a path of progression from the natural state to the 
civilized state of law, and the three definitive articles define the institu-
tions necessary to maintain peace: not only cosmopolitanism but also 
republicanism and federalism. It is the combination of these three spheres 
of law that, according to Kant, secures peace. However, they also mutual-
ly restrict and thus balance each other. To justify his optimism, Kant 
points first to the nature of human desire, which spurs human beings to 
enter into stable commercial and legal relations. More importantly, how-
ever, Kant thinks that the just ordering of states in accordance with na-
tional and international law will make peace sustainable. Kant has often 
been accused of being dangerously naïve and confusing morality with 
politics. For Huggler, therefore, it is important to emphasize that Kant 
clearly distinguishes between law and morality in his argument and that 
the restrictions put on cosmopolitan rights do not mean giving up cosmo-
politan ideas. In fact, he argues that the cosmopolitanism is given a 
sharper and more reflected expression than in Kant’s earlier works. 

Athanasia Glycofrydi-Leontsini focuses on the ideas of citizenship 
education connected to the revival of Greek thought in the epoch of the 
Neohellenic Enlightenment and early Romanticism of the 18th and early 
19th centuries. It was a time of modernization and innovative education in 
both secondary and higher education that was opened up for free thought 
and cultural, social, and political change in institutions and ways of life. 
Many new ideas were introduced through translations of English, French, 
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and German philosophy and literature. In particular, Greek scholars and 
teachers were interested in moral thinking for guiding moral education 
according to Enlightenment and early Romantic ideas. One of these ideas 
was that of the “beautiful soul” described in writings by Rousseau, Schil-
ler, and Wieland. Wieland created the Bildungsroman in which he com-
bined Platonic and Christian allegories and myths with Greek ideals and 
British moral theory. In this epoch, Greek intellectuals were interested in 
virtue ethics and ethics about care for oneself as well as for others and the 
importance of character education for politics. At that time, the Greek 
philosopher Eugenios Voulgaris, who had studied seven years in Germa-
ny (Halle and Leipzig), translated Voltaire and advocated toleration, 
freedom of thought, and “freedom to read,” had a great influence. How-
ever, the most important writer for the regeneration and re-education of 
Greeks was the physician and political theorist Adamantios Korais, who 
came to Paris in 1788 when he was 50 years old, became closely tied to 
the new regime’s intellectual supporters, and stayed there for the rest of 
his life (he died in 1833). He was an editor of classical texts and believed 
in the importance of classical studies for a liberal education in general, 
stressed the Aristotelian archetype of “kalos-k’agatos” (the connection of 
beautiful and good) and contributed thereby to the establishment of an 
independent and modern Greek state. It follows that the Neohellenic En-
lightenment can provide us a good foundation for liberal and social re-
form of the individual and society. 
 

CRITIQUE 
 

Enrique Dussel presents the idea of “conscientisation” in the educational 
thought of Paulo Freire. Education is a relation between an educator and 
an educand and, for Freire, the primary goal of education is the liberation 
of the oppressed. Education must, therefore, be part of a real transfor-
mation of the structures that so far have maintained education as repro-
ducer of existing injustices. What is important for both Freire and Dussel 
is that the process of conscientisation is a dialogical process that includes 
both the educator and the educand. All education begins from a perceived 
reality of the educand, but this reality must be criticized in order to 
achieve a critical consciousness. One of the obstacles to this process, 
which must be overcome, is the fear of freedom of many oppressed. In 
order to show the paths to freedom to the oppressed, the educator must 
engage with the educand, avoiding discourses about the objects of educa-
tion. The educator must learn the world of the educand in order to be able 
to interpret the reality critically. According to Freire, the oppressed are 
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thus not the objects of education but the subjects. Still, in relation to their 
own society, the oppressed are excluded victims who, as such, constitute 
a social exteriority. In relation to discourse ethics, therefore, Dussel em-
phasizes that educational dialogue must always have content – namely, 
that the world has to be transformed. For Freire, the denunciation of the 
oppressors is at the same time a proclamation of their narratives as myths; 
this denunciation is, therefore, also a proclamation of the imagination and 
creation of a possibly more humane future.  

Bhuvan Chandel and Tuktuk Ghosh bring out the prime importance 
of education explicitly stated by Marx in his third thesis on Feuerbach in 
which he states the materialist doctrine about which “it is essential to 
educate the educator himself.” The article aims to explicate the intimate 
bond between politics and philosophy, and attention is called to the role 
of action in changing the world and the precondition of conceiving action 
only in the context of a truthful consciousness of social reality. It is em-
phasized how the ideas of truth and freedom are central to the Marxist 
perspective as social goals to be achieved for human fulfillment. It is 
argued that a radical reconstruction of society is necessary for a truly 
human society based on a conception of ethical humanism declaring that 
humanity is in each one of us and centers around the basic reverence for 
man and life. Chandel and Ghosh remind us of the importance of the con-
cern for suffering humanity and that the endless urge for a unity of man-
kind can be conceived as the cognitive requirement to examine the histor-
ical and socio-economic dimensions of social reality. As they emphasize, 
happiness and freedom cannot be class-bound; they must be for a univer-
sal humanity. As such, ‘freedom’ from the realm of ‘historical necessity’ 
can be attained only by the transcendence of alienation and servitude, 
which in fact defines the spirit of Marxist ideology. Such teachings, it is 
argued, found a sizeable space in the educational curricula of many coun-
tries of the world, and this forged a strong link between the political pri-
macy of Marxism and education. 

Per Jepsen raises with Theodor W. Adorno the question of why the 
theory of Bildung, or formation of the human being, as it was developed 
by educators during the Enlightenment could not prevent the barbarism of 
Nazism and Fascism in the 20th century. He considers education, whether 
it is children’s education or adult education, as the “facilitation of possi-
bilities of human self-expression and action through the widening of 
knowledge and reflection,” which means that the philosophy of education 
is a part of practical philosophy about the values and goals of human 
action. It follows that education as a human practice in general presup-
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poses the idea of individual autonomy, which only makes sense if there 
are options for human action and forms of life. The question of why the 
education project of the Enlightenment failed then becomes a question 
about the conditions for the failure of the project of its practical philoso-
phy. Jepsen claims that, according to Adorno, these conditions are essen-
tially political. This was not taken into account by philosophers who, like 
Kant, understood education as pure cultivation of freedom, since freedom 
was understood as an unrestricted human capacity and not as an activity 
that only society makes possible. It was not recognized that freedom pre-
supposes political forms. Therefore, the project of cultivation or Bildung 
that was a part of the emancipatory project of the Enlightenment was 
doomed to fail. Adorno characterised this form of Bildung or cultivation 
as half-cultivation or half-education (Halbbildung) in his essay Theorie 
der Halbbildung. It is part of a culture that understood freedom as domi-
nation over inner and outer nature. However, by this mastery of nature, 
Enlightenment culture reproduced the barbarity from which it tried to 
escape and, finally, became the victim of fascism and anti-semitism. This 
culture could not be an antidote to totalitarianism, because its education 
was only a half-education without subjective identification with society 
and without individual capacity for critique and resistance. There were no 
political forms that could favour this capacity and strengthen human au-
tonomy. 
 

UNIVERSITY 
 

Gordon Finlayson explains how the university was born in European 
culture in the Middle Ages and how it has survived many crises by being 
able to renew and adapt itself to different political conditions. Now, how-
ever, it is threatened by a storm that might undermine its very existence 
as an institution of free research and teaching. Since the beginning of the 
19th century, universities have flourished more and more and were not 
seen as barriers but as pillars for the Industrial Revolution and the emer-
gence of strong nations. They survived two World Wars and supported 
the rebuilding of the European economy during the Cold War. However, 
today, the question is whether they can survive the Management Revolu-
tion, which means that only economic values count and that all manage-
ment must follow the leadership model in business. The consequence is 
that researchers and teachers themselves are not considered capable of 
determining their own work. It all started in 1979 in the UK, when Marga-
ret Thatcher’s government was elected and wanted to reduce the cost of 
bureaucracy in social institutions. This government did not attack the 
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universities directly, but some university leaders thought that they could 
avoid major government surgery by making cuts themselves, and they 
hired professional managers to assist them in making the best efficiency 
reviews. They also introduced audits on research to check that the prac-
tice in universities was proceeding properly. And this became a very 
powerful tool in the corporate governance of university activities. Add to 
this the creation of peer review panels, whose rankings were used to allo-
cate quality-related research funding of each institution, so that the gov-
ernment was assured that it was getting “value for money.” As a result, 
the universities prioritised research over teaching and abandoned small 
group teaching as “inefficient.” The general marketization that was initi-
ated by Thatcher was intensified by the new Labour government in the 
1990s. The Conservative policy was to reduce economic input into uni-
versities, since they wanted to save money. New Labour did not only 
want to increase the economic output of universities but also to change 
the nature of that output by a radical regulation of universities that chal-
lenged the very idea of the university. They were not only to become 
business-like but to become businesses. Therefore, university senates 
were downsized and mostly replaced by small councils with a “majority 
of lay members” and small senior management executive committees. 
But, as Gordon Finlayson points out, universities cannot survive if, for 
instance, peer-reviews are made by people who are not peers. He also 
reminds us that it is extremely difficult to predict the impact of research. 
For example, nobody could know that academic research in mathematics 
and logic would give birth to informatics and computing. He concludes 
that there is little evidence that the transformation of universities over the 
last four decades has improved their excellence in teaching and research.  

María José Guerra Palmero also calls attention to the consequenc-
es of globalization on education and research, taking Spanish universities 
as an example of this colonization of the life-world by the market and 
bureaucracy. She argues that neoliberal slogans function as an ideological 
cover-up for a reality of authoritarian routines of monitoring and control. 
In focus is the Bologna process, as it has been implemented administra-
tively in Spain, i.e. in haste, without due reflection, multiplying bureau-
cratic procedures, without economic support, and thus usurping resources 
earmarked for education and science. With the current unemployment in 
Spain, this means more students, fewer teachers, and thus heavier work-
loads and stress. In order to make Spain’s education system comparable 
to the rest of Europe, a competence model for university teaching has 
been introduced, but it only aims at training professionals; the passion for 
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learning is not considered relevant. Palmero quotes Boaventura Sousa 
Santos questioning whether European standardization will mean the end 
of university diversity and innovation. One of the devices introduced is a 
teaching guide, which is conceived of by university administrators as a 
contract, which sometimes must even be signed by the teacher. The 
guides present themselves as tools, but in reality they discipline the teach-
ing in details unheard-of until now. Following Deleuze, Palmero argues 
that what we see is actually control societies replacing disciplinary socie-
ties. Ironically, in Spain, the universities never got to the point of aban-
doning the disciplinary model, but now control is added. The only hope is 
the rebellion of the youth. 

Tong Shijun demonstrates that the idea of the university has univer-
sal appeal. Currently in China universities are being established in a pace 
never experienced in the western hemisphere, and China has already 
years ago overtaken the US in rate of enrolment in higher education. This 
development has of course been accompanied by reflections on the idea 
of the university, and Tong quotes some of the presidents of the best Chi-
nese universities for their views as well as some of the mottos of these 
universities. Tong in particular refers to Meng Xiancheng, who as univer-
sity president in the 1930’ies argued for the importance of knowledge 
creation in contrast to the Chinese tradition of knowledge conservation, 
just as he emphasized the role of the university as an educator and its 
importance for the development of society following the demands of de-
mocracy. Tong discusses what it means for modern Chinese universities 
to be under the Leadership of the Party Committee, and he admits that the 
tensions between the classical western ideas of the university and modern 
China may not be easily resolved. Still he argues that party leadership 
secures the dual purpose of a university as an elite research institution 
committed only to truth and as a school, which also pay attention to dis-
advantaged groups under norms of justice and fairness. Tong argues that 
the current development of the universities reflects the increasing need 
for cultural self-awareness in modern China. Following these considera-
tions he reminds us that the idea of the university was introduced in Chi-
na during the time of Western imperialism, and this aspect he thinks must 
deserve some attention. 
 

HOPE 
 

D. P. Chattopadhyaya calls attention to how nations that emerged during 
the recent past often considered education as the only instrument of pro-
gress and social change. A reminder is given as to how democratic-
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socialistic educational policies, national objectives, and national devel-
opment were discussed in the light of this. It is argued that the individual 
and social fulfillment of the nation can be achieved by dedication to na-
tional development and through a deepening of national consciousness. 
The idea is that the latter can be facilitated through an understanding and 
re-evaluation of the cultural heritage of a nation and that faith in 
achievements in the future can strengthen the bond between individuals 
and society. This is followed up by a matrix for a socialist morality, 
which is worked out on the basis of an idea of universal human nature 
expounded by Marx. Chattopadhyaya emphasizes how Marx thinks of the 
uniqueness of man as a conscious, free, social, creative, purposive, and 
aesthetic being for whom freedom was a necessary precondition for ful-
fillment. It is argued that Marx’s conceptual framework implies that such 
freedom could only be possible in a socialistic society. The article con-
cludes with the hope that the illumination of what is meaningful for hu-
man life and society above will provide an adequate ground for further 
philosophical reflection in the domain of the philosophy of education.  

Sergio Cremaschi departs from the Aristotelian conception of prac-
tical philosophy in which perspective ethics is politics. This concept of 
politics, however, conflicts with modern instrumental conceptions of 
politics and the idea of Realpolitik. Still, the importance of the classical 
notion of politics has been recognized institutionally by the recent estab-
lishment of citizen education in post-fascist democracies such as Italy and 
Spain. Cremaschi calls attention to a tradition of civic education often 
forgotten – namely, the teaching of secular ethics in early modern Eu-
rope, especially from the 15th century until the end of the 18th, i.e. in the 
time of the Renaissance and the Enlightenment. Apart from Aristotle, the 
basic literature was Cicero’s teaching of social and political duties, but 
Samuel von Pufendorf also contributed with a normative perspective 
based on the natural law tradition. His book was a basic textbook for 150 
years but largely forgotten after 1800, rejected by both the Kantian and 
the utilitarian perspectives. Kant himself also proposed a purely moral 
catechism for teaching all the virtues and vices. The idea was that morali-
ty should be taught separately from the Lutheran catechism, but Kant 
never realized the project himself and, after the Enlightenment in Europe, 
the church took over the teaching of morality again in most countries. By 
calling attention to this European tradition for secular civic education, 
Cremaschi wants to argue against not just the right of one religion to de-
fine ethics and morality but also against the political bias of the modern 
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idea of civic education. Instead, one should focus on ethics, demonstrat-
ing it by examples from all of the high cultures of the globe.  

Asger Sørensen presents Émile Durkheim’s idea of education in or-
der to clarify the ideal role of the State for a democracy in which individ-
uals can develop their autonomy and freedom. According to Durkheim, 
modern societies in his time, i.e. the beginning of the 20th century, are in 
crisis, and this crisis is both economic and moral. It is economic because 
trade, industry, entrepreneurship, etc., are conducted more and more be-
yond morality in such a way that the whole society becomes ‘de-
moralized.’ Therefore, he believes that the economy must become ‘mor-
alized,’ i.e. regulated, and the only actor capable of doing that is the 
State. People do not live as isolated individuals, they live in groups in 
particular societies. And the most organized group in a society is the 
State, which as the organ for social deliberations and organization is the 
group that controls other groups. It is because of this structure that the 
State is supposed to ‘moralize’ the economy and cure social disease that 
consists in the lack of morality. If this is true, as Durkheim believes, then 
the State is not a threat to human freedom, as it has been claimed by lib-
eral and post-modern writers. On the contrary, it is a supporter of free-
dom. If the State has been considered a danger to individual autonomy, it 
is because of the conception of the individual as a monad and not, as in 
Durkheim’s view, a social creation that has rights and value as a person 
given by the society. And that means that the State creates individuals 
through its educational measures and secures their freedom in its core. It 
is true that, in 1893, Durkheim thought that the State was not necessary 
for human freedom, but after 1902, he was convinced that the State 
should be a counterbalance to suppressive groups such as families, clans, 
and religious communities that enslave individuals if they are not protect-
ed by the State. According to Durkheim and Sørensen, the State also pro-
tects the individual against capitalism, against private decisions that do 
not serve social life, because it is the rational part of society protecting it 
against itself by rational education. Discipline is the basic condition of 
this education, but it should be without corporal punishment, since it 
must be a preparation for democracy, which prescribes inhibitions but 
also offers much freedom. To Durkheim, in principle, the ideal state 
would be the global state, but that might not be possible. Nevertheless, 
every State must aim to realize the ideals of humanity as an expression of 
true patriotism. This is the task of moral education, which takes reason 
and science as its basis for making individuals autonomous and giving 
them the power to counter the tyranny of capitalism.  
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Peter Kemp wants to counter the current dehumanization of educa-
tion with an emphasis on the good life, as it is conceived in ethics, and 
the idea of global justice as a world order of national and transnational 
laws. Such a project is, of course, challenged by all kinds of obstacles and 
barriers, and in this connection Kemp calls attention to Mireille Delmas-
Marty, who through the four volumes of her The Imaginative Forces of 
Law, published in French, scrutinizes the possibilities of realizing a glob-
al legal community. The biggest challenge, however, is another law: 
namely, the law of the market. Kemp reminds us that Kant thought of 
commercial relations as contributing to peace, but this is not possible to 
believe anymore – neither for Delmas-Marty nor for Kemp. Kemp pre-
sents two major challenges in the current state of affairs: first, the emerg-
ing world order as a system of competitive states; second, the fear of the 
Other. The idea of the competitive state has been conceived by the Dan-
ish political scientist, Ove Kaj Pedersen. The point is that, on one hand, 
states increasingly think of themselves as commercial agents on a global 
market but, on the other hand, all kinds of organizations within each soci-
ety tend to be organized in accordance with the ideal of being commer-
cially competitive. Kemp and Pedersen, thus, want to call attention to the 
pervasiveness of the idea of competition in many different kinds of social 
relations. The generalized fear of the Other is a result of the increased 
focus on terrorism, and the problem is that fear is now thought of as legit-
imizing the individual and collective right to self-defence, which has 
actually led to an acceptance of torture. With Delmas-Marty, Kemp notes 
that, even though fear may make people stick together, fear is always 
insufficient to give meaning to human action. As a basic opposition, they 
propose solidarity to counter the values of the market. This, however, is 
not sufficient. Against the prevalent political discourse of achieving a 
balance between security and freedom, they remind us that human rights 
must never be taken for granted. A new humanism must be developed 
that is open and plural; it must overcome the law of the market as well 
the fear of the Other. Only then can politics and education triumph over 
the logic of the market, and for this project, we need imaginative forces.  
 

* 
 

In the midst of a global financial, social, and ecological crisis, it might be 
comforting to remind ourselves of what we as human beings have actual-
ly achieved during the last millennium. In the continued praxis of educa-
tion, we have been able to display the finest traits of humanity, and it is 
remarkable that generation after generation – in spite of war, hunger, and 
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terror – have been able to pass on to the their children ideals, values, and 
norms that help us maintain our hopes for the future of humanity. Educa-
tion is the activity in which human beings become human, and this mode 
of being has so far shown itself to be remarkably successful. Actually, the 
general marketization of our educational institutions threatens us today, 
and this threat is more serious than ever. But whatever the solution may 
be, education is essential to democracy, and responsibility has to be part 
of it. 
 
 


