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Ortega y Gasset:
 
The Partly Faithful Professor
 

By ROBERT McCLlNTOCK 
Auociote PrQfeuor 01 History ancJ EcJueofion, 
Teochers College, Columbio Un;verJity, New Yori:: C¡fy 

With the special permission o/ the publisher, SCHOOL 

& SOCIE1Y presents the folIowing selection /rom the 
/orthcoming book, 1\fan and His Circumstances: Or
tega as Educator, by Robert McClintock. Tlle book 
(approx. 600 pages, $10.00 tent.) is copyright © 1971 
by Teachers College, Columbia UniversitYI and will 
be published in August by Teachers College Press. 

StrietlYJ a man's vocation must be his vocation tor 
a pel"{ectly concreft!, individuall and integral lite, not 
for the social 5chema 01 a career.-ORTEGAl 

FOR OVER TWENTY-FIVE YEARS, Ortega's career, in the 
sense of a social schema, was that of a universi 

ty professor. As had been anticipated, in 1910 Ortega. 
won appointment to the Chair of Metaphysics at the 
U uiversity of Madrid. His character as a civic peda
gogue is exemplified in the way he turned this career 
into an integral e1ement of his personal vocation. 

How Ortega's expectations must have soared when 
he learned, at twenty-seven, that he had won the 
Chairf Here was a great opportunity; without having 
to spend years in academic obscurity, he would be 
able to use his new position to work systematical1y at 
educating the gifted elite that he believed necessary 
Ior Spanish reformo As he later put it, an "imperative 
of intellectuality" was a condition of progress in 
Spain, and there was no better way to cultivate 
intellcctuality in Spain than as a professor of meta
physics. 

Fo! Ortega, any substantial civíc grouping such as 
a nation involved the linking together oI diverse 
peoples in such a way that their divershies were 
preserved. perfected, and utilized. Nationality was 
not a cornmon character shared by aH. The ability to 
draw, in pursuit of a Kinderland, on the different 
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charaeteri"itks of diverse pcoples, gave rise to a na
tion in whjch men with many special geniuses could 
give. harmoniously and cooperatively, to the common 
effort what was unique to each. For this federation oí 
diverse eIements lo occnr, it was imporlant that 
each he "in form," that each have a sense of his 
uni(.]uene"is, of the way that hi"i special character 
might help enrich the who]e. \Vhat Ortega caBed 
"particularism" developed within a nation not when 
its component members possessed an acule sense of 
their unique character, but when these members com
p1acently confuscd themselves with the whole. Partic
ularist groups, thinking they were Ihe nation, would 
scek to make policy serve their interests without 
taking in lo account the interests of other members..2 

Ortega thought that Spain's poIirics was hopeIessly 
particularistic; his condition gave rise to the imper
ative of intellectuality. Such an imperative did not 
call on the intellectuals to take over power; as we 
ha"'e nored, an Ortegan elire was not an authoritari
an elite. [nstead, lhe imperative of inlelleclualily 
called on men who had carefuIly disciplined their 
powers of Ihought to confront "lhe masses," the 
uncrilical members of aH the' particularist groups in 
Spain, with cJear deliueations of the actual complex
ity of Ihe nalÍon, fhe diversity of its members, and 
lhe infricacy of their interdependence. Jf a minority 
of gifted. articula te thinkers could confront the Span
ish people with a cogent presentation of this diversity 
and intricacy, then a modicum of realism, humili
ty, and altruism might creep into practical politics. 
"In the intenectual dass there resides vaguely, very 
vaguely, the lone possibility of constituting a select 
minority capable of profoundly influencing our eth
nie destinies and beginning to iniliate the new orga
nilation of our country, which now destroys and atom
i7es itseU day by day. 1 believe, therefore, that the 
Spanish intellectual is not at the hour of triumph, 
hut al the hour of the greatest effort."3 

In its fllll seme, this effort would be two fold. In 
rhe end it would entail bringing intellectual darity to 
hear on every aspect of Spanish life; but thar. 
culminarion W<lS possible only after a previous labor 
had been performed, narnely, only after a substantial 
group of Spaniards had truly mastered intelIect. It 
was this aspect of the imperative of intellectuality 
that Ortega could pursuc as a professor of philoso. 
phy. 

Recall how Ortega's conception of Europeanization 
gave prioriry to intellectual rigor as the European 
characteristic that Spaniards sorely lacked. In general, 
Ortega took it as his task to enamour his compatri
ots wilh a feeling for science. that great tradition of 
theoriling about experience. Science was idealism, 
metaphysics, thought about phenomena. both physical 
and spiritual. Thus. Ortega's purpose. the imperative 
controlling his vocation, was to make the Spaniard 
"react inteIIectuaIIy to reality," To accomplish this 
goal. Ortega needed, through his prose or through his 
dassroom, to influence the integral character oC par
ticular Spaniards, to inspire them with a feeling for 
speculative thought. This aim led Ortega to take up 
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the career of an educator, of a professor of philoso
phy; and a~ an educator, he did not simply savor 
ideas in limbo in hi~ philosophical reflections. As an 
educalor, he had to see that ideas gave themselves 
flesh, for man thought various ideas so that he could 
use them in living his life. Hence, when Ortega 
spoke, as he often did, of transforming the Spanish 
spirit, he did not envisage exercising sorne mysterious 
power over the Volksgeist; he prodaimed his inten
tion to have a real effect on the though t and charac
ter of actual men, first on those who would make up 
an elite diffused throughout the mass, and second on 
every man as the capacities of the elite began to 
resonate independently in each member of lhe mass. 
"[ will achieve all my aspirations," he said, "if 1 
manage lo cut on that minimal portion of the Span
ish "ipirit within my reach certain new facets that will 
renect the ideal."4 One place where a bit of the 
Spanish spirit came within Ortega's reach was the 
cla"isroom oí the university. 

We hm'e already seen how Ortega fOllnd the active 
concerns of politics and economics to be secondary, 
clerivative clements in public affairs. In contrast 10 

these, one of Ihe fundamental Cacton in public life 
was the higher learning. Systematic philosophy was 
especially important, not for any direct effects, but 
for its indirect influence. A strong. contiuuing pbilo
sophic elite was the historical backbone oí any Euro
pean nation; for in times of trouble the members of 
this elite unobtrusively preserved the conceptnal ca
pacities by which public affairs could ag-ain be g-iven 
a humane, progressive order, and in times of hope 
these men were a saurce of inspiration, constrnctive 
criticism, and infonned instruction. On his retUTn 
from Germany, several years before his univeniry 
appoinlment, Ortega had dcarly stated that the first 
order fm educational reform was to brjng lhe srudy 
of philosophy up 1.0 the leve! that the leading Euro
pean nations had attained during the nineteenth 
century.5 It was this belief that brought him home 
from Marburg, and his appointment was a practical 
step giving him the opportunity to attempt the re
formo 

To demand radical improvement in one or another 
university discipline is easy: to implement such 
reforms is diffieult. The uuiversity is a conservative 
institution. [ts power to perpetuate learning is 
bought partly at lhe price of being doomed to perpet
uate incompelenee as well. But this faet should not 
cause despair. The university is particularly open to 
personal influences. Faculties rarely exceJ as corpo
rale bodies; great schools of scholarship are the work 
of particular meno The vitaIity of an intellectual 
tradition does not depend on its being continuously 
represented by popular courses in the currículum; it 
is more important that here or there a particular 
professor in one way or another profoundly move.!l 
certain students. Through such re!ationships Ortega 
himself had been initiated to systematic philosophy. 
And since the transmission of learning depended on 
such personal ¡nfluences, he could hope that a univerw 
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sity, although seriously estranged from the philosoph
ical tradition, could make up its deficiencies and 
develop a corps of men who were at, or near, the 
front rank of speculative inquiry. 

Only rarely does academic reform require action 
from administrators and senior professors. The real 
changes depend on the spirit of younger faculty mem
bers, of those who do not believe that the present 
world is [he only possible one and who are therefore 
unwiIling to can it the best. As young men define 
their style of inQuiry, their purposes and powers as 
teachers and students. they define the future charac· 
ter of the university. lf their elders reward the medi
ocre, preferring the familiar to the excellent, ir. simply 
means that institutions with present prestige will 
decline and others wiII take their place, for the truth 
will come to Iig"ht. Here ís the secret source of 
renewal: among the young there is a gravitatíon 
towards difficulty, which is less visible than the gravi
tation towards novelty, but which is in the long nm 
the most powerful of a11 the forces making for benefi
cial change. 

Ortega's teaching provides an excellent example 
of the power of spontaneous reformo He simply be· 
gan to teach in his own way, pursuing his own 
academic ends; students recoO'nized his personal com
petence and the legitimacy'"' of his purpose: other 
professors concurred with his goals; without fanfare, 
the reform was wrought. In this way, "the schooI of 
Madrid" emerged. By 1936 Madrileños took príde in 
the fact that their city was a flourishing philosophical 
center, and they gave Ortega much of rhe credit.6 
The change was remarkable and is the first measure 
of Ortega's accomplishment as a teacher. 

VVherea.~ at the turo of the century the most prog
ressive philosophic movement in Spain was Krau· 
sismo, by the 1930's Madrid was one of the creative 
centers of existential thought. To be sure, Unamuno 
had done. the most to bring Spanish thoug-ht to 
the attentlon of those outside of Spain; but it 
was Ortega who had done the most tú bring Span
iards abreast of European speculation. Prodded by 
Ortega, Spanish publishers discovered durin~ the 
twenties and thirties that they couId flouri~h by 
providing a substantial public wirh good translations 
of European thinkers, traditjonal and contemporary. 
Brentano, Dilthey, Husserl, Scheler, Simmel, Spen
gIer, Spranger, Heidegger, and Huizinga attracted 
much interest. Talented young men took to the study 
of philosophy; and in the early 1920's, Ortega had 
one of lhem, Xavier Zubiri, go tú Freiburg where 
Husserl taught. There Zubiri carne under the influ
ence of Martin Heidegger; and henee even before the 
publication of Sein und Zeit, a link was established 
between Ortega's version oí existential metaphysics 
and Heidegger's. Zubiri has gone on to become 
one of the more able philosophers of EUTope as is 
shown by the appearance in 1962 of his treatise, 
Sobre la esencia.7 In addition to Zubiri, Ortega's 
teaching had a significant influence on a number of 
other excelIent philosophers-Pedro Lafn Entralgo, 
Julián Marfas, José Ferrater Mora, Paulino Garagor. 

Ti, Luis Dfez del Corral, Manuel GranelJ, and José 
Luis L. Aranguren, among them-all of whom are in 
one way or another connected with the school of 
Madrid. Together, they constitute one of the more 
solid centers of contemporary thought. As examples: 
Laín's work on "the self and the other" and his 
inquiries into the ethics of the clinical relation be
tween doctor and patient, Marías's studies in the 
histúry of philosophy, Ferrater's reflections on the 
nature of death, Garagorri's essays on Unamuno and 
Ortega and his continuation, in the Ortegan mode, of 
an active role for lhe philosopher in contemporary 
Spanish life, and Diez del Corral's profound reflec
tions on European history are but a few examples of 
how members of the school of ~fadrid have brought 
clarity, profundity, and competence to bear on a 
wide range of concerns. 

Tog-ether with his direct infiuence on the school of 
Madrid, there is a second rneasure of Ortega's 
teaching, namely his continuing inspirational influ
ence in the Spanish university. Alter the Civil 'Var, 
Orteg-a was barred from teaching-, but even so he 
remained one of the more effective influences in 
Spanish higher education: insofar as students are free 
men, they will naturaUy folIow the memory of 
excelIence rather than fawn on imposed rnediocriry. 
This ¡nfiuence became manifest at Orte~a's death in 
1955. Numerous speakers and essayists cornmemorat
ed his influence as a teacher, for the fact that he had 
not been perrnitted tú teach had a11 along been 
eloquent witness to his power to teach. Always a 
master at creating occasions, Ortega was 50 in death, 
for his fnneral became one of those great events in 
which the human spírit affirms itseU against those who 
would suppress it by shoutinR' as General Millán 
Astray reputedly did when unable tú answer Unamu
no's criticism, "Down with inteUect! Long Iíve 
deathl" The regime was able tú censor the obitu
aries and made a transparent effort to hail Ortega as 
one of its supporters: but it could not control {he 
e1egies of the inward heart. Through these, truths 
were spoken that could not be suppressed. In me· 
morial after memorial, thousand of students eloquent
ly pared homage to lhe men, Orteg-a and olhers, who 
should have been [he students' teachers. "ntis post
humous tribute to Ortega y Gasset, professor of 
philosophy and letters, is the homage of those who 
would have been his disciples had he not relin
quished, for reasons well known, h;s chair of meta
physics. It is an homage of a university youth without 
a university whkh js compelled to seek knowledge 
outside of classes, from books whieh are not textbooks 
and in languages which are nor Spanish."S 

Thus, what haDpened through both Ortega's 
presence and his absence as a teacher aHests to his 
capacity; and when viewed in retrospect, there can be 
no doubt that Ortega's ¡nfluence through the uní. 
versity was great. Manuel García Morente, Ortega's 
friend and colleague, gave unequivocal testimony to 
lhis fact: "the philosophic teaching that, during the 
past twenty-five years, Don José Ortega has given at 
the University of Madrid has actuaIIy created the 
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basis oí Spanish philosophic thought."D And Xavier 
Zubiri gave a ciue to the genius of Ortega's teaching 
when he described it as "the intellectual irradia tíon 
of a thinker in formation."lo 

A major part of Ortega's commitment to renovate 
Spanish life through civic pedagogy depended on lhe 
facl that this irradiatíon took effecl, lhat his teachíng 
had power. And let us emphasize the word "power." 
Teaching is not a neutral act; it is a public commit
ment of considerable consequence. At his best, a 
teacher occasions change in lhose he meets; in doing 
so, he shapes the future-lhis is the teacher's power. 
With respecl lO lhis power, a detailed reconstruction 
of the particular )essons imparted by a pedagogue is 
less significant than the informing principIes that 
alIow the lessons lo occasion change in their recipi
ents. 

Ortega had left Germany committed lo reforming 
Spain by refonning, among other things, lhe universi
lY. In academe, his mission was to raise intellectual 
standards, to bring donnant traditions back 10 life, 
and to cultivate a love of intel1ecl among those who 
had litlle comprehension of the capacities that a 
thoughtful life enlailed. In pursuing such a mission 
one can easily plunge into pedantry. Ortega realized 
lhat intellect could flourish only when enlivened with 
imaginatlon. Higher standards were useful only to 
those with higher aspirations, and consequently, while 
insisting on competence, Ortega provoked his stu
dents to essay the most difficult problems of thought. 
Here were the principIes that gave Ortega's leaching 
its pawer: imel1ecl and imaginatian. Thus Ortega 
taught with a two-edged tongue: the discipline and 
hope thal he had received as a student he tried to 
lransmit as a teacher by simultaneously cultivating 
the tooIs and the telas of thinking. 

Students ayer thal as a teacher Ortega had styIe. 
Those who spent much time with him report that he 
would use many means of discourse to teach at any 
opponunity, that always the expression of his thougbl 
was lam, and that each particular statement car
ried with it an intimation of his entire outIook. 
Ortega not only presented his philosophy, he exem
plified it. TItus, lhe Puerlo Rican educator, Anlonio 
Rodríguez Huéscar, recalled lhat "in Ortega-in his 
leaching-we witnessed ... living reason in motion, 
personalized, making itseU; Ortega did not have a 
philosophy, he was it."l1 Few studenlS could resist the 
lyric grace of Ortega's discourse. Manuel Granell, a 
member of the school of Madrid, has recorded how 
Ortega "seduced" him lO give up plans to study 
architecture and to switch lo philosophy. "Never 
would 1 have suspected that concepts could take on 
sudl fiesh. The dry, cold Kantian expres5ion received 
palpitating life. And suddenly, in the Critique of 
Pure Reason~ he opened a small passage that led to 
the es.sence of love:'l2 

The essence of love, an erotk theory of education: 
by the lime Ortega had returned from Germany, he 
not only had one, but, believing lhat peopIe had to 
feel attracted to learning in order to seek it out, he 
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was ready to make use of his theory. Before his first 
class at the normal school of ]\1adrid, there was much 
curious anticipation among the studems, for his writ
ing-as it always would-had stirred youthful spirits. 
Ortega arrived a moment late. The expectant stu
dents watched as he drew, silentIy, but with a dramat
ic flair. a copy of Plato's Theaeletus from his 
briefcase. Holding the book befare the class, he an
nounced that lhey were beginning a course in philos
ophy and that philosophy was the general science of 
love. As such, philosophy was an aspiration, él desire, 
not for erudition, but for understanding, for the 
greatest possible comprehension of the connection of 
all things lo aH things. l3 

As Ortega realized, such methods involve serious 
risks. Without care, the teacher who uses dramatic, 
poetic methods to arouse the interest of his sludents, 
can sacrifice his teaching to his drama and poelry. In 
his partlcular case, Granell noted how, when students 
started to take notes, Ortega stopped and warned 
them tllat he was presenting an example chosen to 
engage their powers of thought, not to present note
worthy doctrine. "1 must try 10 seduce you with lyric 
means; but you must not forget that they are only 
this: meanS-llleans and not ends. Philosophers should 
permit no other seduction than that of metaphysi
cal ideas."l4 To carry off such a seduction one needs 
more than sensuous rhetoric. AH love is a discipline; 
but none is more demanding than amor intellectual
¡s. \Vhat erogenous zones of the spirit did Ortega 
arouse? How did he turn lhese desires towards the 
true, the good, and the beauliful? 

Firstly, Ortega required competence. It may seem 
strange that the seduction of melaphysical ideas 
should begin with such a prosaic quaJity that at the 
slart erected a barrier; but the expectation that 
seduction mould be easy simply shows how far we 
have come to expect that everyone should win great 
thoughlS with little effort; tite cult of easy learning 
goes hand-in-hand with that of easy virtue. Ortega 
was not intimidated by the thought that rigor would 
reduce creativity. The idea of rigor intimidates only 
those who lack strong creative energy; whereas for 
anyone with sufficient spirit to cornmand his opportu
nities. rigor is the quality thal enables him to seize a 
thought and turn it into a work of art, science, or 
ethics. AH love is a discipline, and the very essence of 
a.mor in:tellectualis is rigor, competence, and preci
Slon. 

Science, Ortega once observed, meant to speak 
precisely; and precision, he told a young Argentine. 
was the requisite of a good thinker.l5 A teacher who 
wished to initiate his students into lhe delights of 
metaphysics should lry to ¡mpart the standards of 
precise thinking. One does not, however, speak pre
eisely by incanting the term "precision" and expect
ing a11 to understand. "Vhen logical positivists think 
of precision, lhey dream of a perleet language in 
which ambiguity is rendered impossible. Such preci
sion was not Ortega's goal. \Vhereas the theorists of a 
perfect language aim al the precision of objective 
statement, Ortega sought the precision of subjective 
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comprehension. He was not interested in training 
students to repeat, dumbly bUL aceurately, the charac
teristic terminologies of various philosophers. The 
tenns the:m.selves were meaningless; and they could 
have meaning only for those who perceived the hu
man problems that a philosopher tried tú solve by 
recourse to the thoughts denoted imperIectly by his 
terminology. The attempt tú do away with meta
physics by exposing the inadequacies oI its language 
is based on a reverse word magic in which the 
shaman believes that by annihilating the words he 
can annihilate the thing. But the problems of meta
physics are nol dependent on the words; the mean
ings oI the words are dependent on certain probJems 
ofman. 

A good example of this reverse word magic is 
Sluarl Chase's chaste rebuke of The Tyranny 01 
Words,l6 Chase reproduces isolated sentences and 
paragraphs from various wrilers, including Orlega, to 
show how their willingness tú use words imprecise
ly-meaningJessly, without strict observance of lhe 
ordinary definitions-makes them get slirred up about 
senseJess mallers. Chase's word magic becomes ap~ 

parent in his expectation that any paragraph shonld 
be Jucid even when it stands aJone, independent oI 
the context the author gave it. With this expeclation, 
a work of art can be nothing more than the sum of 
íts parls. Each word embodies a couventional signifi
cance; and regardless of the spiritual whole inlo 
which lhese discrele eJemenls are woven, we are to 
judge on lhe basis of convenlional meanings whether 
an isolaLed pa.ssage expresses something intelligible. If 
lhe separate parts prove uninleBigible, Chase in
fers thaL the context, the inclusive whole the author 
forged from these parts. mUSL be the figment of an 
excited imagination. 

By this method words certainly will never be tyran
nical, for they will never require a person tú alter his 
established convicLions about the way things are. 
But whenever Lempted to make such niticisms from 
the parl to the whole. we should remember 
Coleridge·s caution. "Critics, who are most ready to 
bring this charge of pedantry and unintelligibility, 
are the most apt to overlook lhe important Cact that 
besides the language of words there is a language oC 
spirits (sermo interior), and that the former is only 
the vehicle oC Lhe laller. Consequemly their assnrance 
tbat they do not understand the philosophíc writer, 
instead of proving anything againsL the philosophy, 
may furnish au equal and (ca.eteris poribus) even 
a slronger presumption against their own philosophic 
talent:'l1 

Coleridge meant by "language of spirits" the inner 
comprehension that arises in a man as he conlem
plales the wondrous and awesome aspects of his exis
tence. The liIe oC any man is problematic, and words 
are merely imperCect means thaL men use to make 
maniIest LO themselves and othen what they think 
about lheir problems. Words receive their human 
significance from the context oC the human problem 
that occasions their utterance. No matter how care
fulIy defined, words do 001, serve to communicate 
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fuUy unless speaker and lis tener lacitly share coromon 
concerns; these concerns give rise to the sermo 
inlerior~ the realm oC imerior discourse that the true 
educalOr seeks lO develop. Hence, Ortega contended, 
"my teaching that did not first impart a personal 
comprehension of lhe difficulties that had occasíoned 
a particular thought would merely impart a muddled 
set of ideas, the significance of which the student 
had no inkling of. 

Insrrucrional reforms followed from this conten
tion. Ortega adapted the age-old Iectio to a novel 
purpose. A studenl would read aloud an important 
passage from a greal work and Ortega would give a 
commentary to it. IB In doing so, he avoided simple 
attempts to explain the argument. Such explanations 
disLTacled the student fram his proper concern, Orte
ga suggested, because a program of instruction that 
was designed simply to transmil subject matter was 
fundamentally false: it merely thrust upon the stu
denl a mass of material that he was not prepared lo 
understand. Because most students soughl subject 
matter alone. [hey usually falsified lhe very knowl
edge they lried lo acquire. "The solution lo such a 
lough and bicorn problem ... does not consist in 
decreeing that one should nol sludy, but in profound
ly reConning the human activity oC study and conse
quently the essence of lhe sludent. For this purpose, 
ir is necessary lo lurn instruction around and say that 
to teadl is primarily and fundamentally lo leach 
the need for a science, and not to teach lhe science 
lhe need (or which it is impossible to make the 
sludent lee!."l9 Here was the principIe oC negalive 
edncalion, first noticed by Rousseau, applied lo uni· 
versity pedagogy. 

Through hisLOricism Ortega made students per
ceive the opportunity Cor metaphysics, the source of 
it. not in theory. bUl in man's vital experience. 
Historicist explanations, as he indicated Lhroughout 
his essay on "HisLOry as a System," took account of 
the fact that everything human, inc1uding the pursuit 
oI trmh, beauty, and goodness. had an historical 
setting that was petinent to understanding the char
acter oC the human effort. "To comprehend anything 
human, personal or collective, it is indispensable Lo 
narrate its history. This man, this nation acts this way 
amI is as it is becouse before it aeted in another 
and was something eIse. Life only becomes a bit 
transparenr to historie reoson."20 With an historicist 
presentalion, a teadler couId convey a precise nnder
standing of the issues tha[ had occasioned man's great 
philosophieal systems. Even when explaining the 
most abstract issues, Ortega usually resorted to hislor
ical exposition, either showing how the issue arose in 
the history oC thought or suggesting how it should 
arise in a hypolhetical personal history. 

Ortega's hisLoricism was a mode of explanation, 
not a set of ontological assertions about what had 
"reaJIy" happened in bygone times. Ortega did not 
suggest that thought was detennined by historically 
inevitable forces. On the contrary. thought was man's 
Cree response to his circumstances; and to understand 
any particular thought, one needed LO be aware of 
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the circumstances lO which it pertained. "The under
standing," Ortega told his students, "and its radical 
fonn-philosophy-, are not definitive auitudes of 
man, but only hislOrical ones, ones of the human 
present."2l Hence, lO understand a philosophic sys
tem, studems needed to comprehend its historical 
seuing, to discover what human problems the system 
penained lO, and lO make that system pan of their 
repertory for dealing with the world when the prob
leros to which the system pertained were a150 lheir 
problems. 

Whatever its wonh as a philosophy of history, 
Ortega's hislOricism was useful as a pedagogical 
means. A studenl who did nol undersland tile vital 
problems lhat gave rise to an imelleclual system had 
no personal control over the syslem. To be sure, he 
might be able to reproduce and analyze various argu
mellts, bnl he would be unable to use them. To help 
sludents assen control over lheir intellects and lO 
improve lheir use of lhoughl in living their lives, 
Orlega tried lo recreate through hislorical exposilion 
lhe problems that men had soughl lo solve by 
creating melaphysics. Compelence resulled from un· 
derstanding, nol mere knowing; and lo undersland a 
maller one needed, in addition lO knowing ils fonnal 
properties, lo comprehend ils function. Hence, one 
did not effeclively disseminale lhe 1001s of inlel1ecl 
simply by explaining varions doctrines; one had lo 
exemplify lheir humane uses. 

Orlega soughl firsl to stimulate the student's power 
of thought. He cultivated this power in his stu
dents by imparting to them an historical undersland
ing of philosophy. NOle lhat a studenl who had 
mastered the power of thongh 1 would be free lo exen 
himself on whalever problem engaged his interesl. 
In lhis way, Onega's firsl i05truclional endeavor con
tribuled to a liberal educalion, to an education 
worlhy of free men, for a young man who underslOod 
the historical uses of different doclrines would be 
free to adapt them lo his personal purposes. Here lhe 
olher concern of Ortega's leaching carne lo lhe 
fore-the telos of intellecl. 

Secondly, then, Ortega aroused a sense of mlSSlon 
in his students. In addition to gaining a cIear como 
prehension of the uses of past doclrines sludems 
needed lo define the purposes through which they 
couId adapt pasl doclrines to present uses. Withoul a 
personal mission, even the besl trained Ihinkers 
would be dependent on conven tion; and a roan who 
was dependenl on convention, whelher his depen
dence was posilive or negative, was not his own 
ma~ter. A leacher could nol provide his studenls with 
a mission, bUl he could contínually pUL lhe issue 
before them and suggest various possibilities for their 
consideralion. Students responded lo Onega because 
he provoked their aspirations. Insistentiy, he advised 
youlhs to contemplale lheir destiny, to define their 
proper purposes. Frequcmly, he confronted smdenls 
with lhe idea of a misslon and the function that it 
served in personal life. Imaginalively, he suggested 
novel aspirations for consideration by the studenls he 
addressed. 
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According to Onega, a person'g mlssJOn was an 
activity that he had to do in the double sense that the 
person had certain things he could do, for they 
were within his sphere of possibilities, and that he 
not only had them to do, but he had lO do them, he 
was obliged lO do them, on the pain of voluntarily 
falsifying his best seU. Each seU, in conjunction with 
its circumstances, had definite possibiJities, which 
would not become actual withoul efforl, but which 
were not Utopian, impossible goals lo pursue. Only 
the person himself could wiU to pursue his mission, 
for although many components of it were public, or 
at least publicly apparent, the most importanl ele
menl, his wilI, was locked in lhe recesses of his spirit. 
Orlega's conception of mission democralized and uni
versalized his idea of the hero, lhe man who reslsted 
the ready-made life that his surroundings offered and 
wllo inventcd his own program of life, an advemure 
in which he overcame the real problems in his 
circumstances. Every man had a miss ion, which each 
had lo find in !lis circumslances; and, like the hero, 
every man finds thal he can pursue his mi.>sion only 
through alllhentic, personal commitments, nol 
lhrough impersonal, external conventions. Uhimate
ly, the quality of life in any community was a function 
of the dcgree lo which its members freely aspired lo 
fulfill their missio05, lheir deslinies. 

Aman became free by willing lo pursue his mis
sion. Each person',.; mission originaled from his own 
powers and inspiration, and was always dependem on 
these; hence one's miss ion was the basis of one's 
dignity ami strenglh vis-a-vis the manifold stimuli 
from the snrrounding world. No slave can be made 
oC aman who has a keen sense of his miss ion; a 
despolie ruler can only exterminale such aman, or 
drive him into open or covert rebellion. No inner 
strength, no independence can develop in aman who 
lacks a feeling for his mission. for he will have no 
basis for pursuing a consistent course of aClion in lhe 
face of the vicissiLUdes of experience. Consequenl
Iy, a liberal educalion, an education worlhy of free 
men, musl somehow address lhe problem of mission; 
and one of lhe greal lhreats LO the liberal lradition is 
thal the growing" reliance on stereolypes in educatíon, 
enterlainmenl, and propaganda deslroys lhe power of 
young men lo formula te inspiring, personal con. 
ceptions of lheir destinies. 

How can the teadler take up lhis que~tion? The 
very naLUre of a mission complicales lhe task, for no 
man can authoritatively leU anolher what the lalter's 
mission is. The Greek debate over whelher virtue 
could be taught is essenlial lo answering the educa
ti~n~l question posed by Ortega's conception of 
mlSSlOn. Socrarcs and Plalo worked oul lhe liberal 
position: virtue ilseU cannot be laught, but the 
intellcclnal skílls by which a pcrson can ascerlain 
lhe proper virtue in any particular silualion can be 
taught. $uch skílls the teacher could impart, bul 
beyond lhose, he had lo reIy on the natural goodness 
of man, on lhe fact lhat no man would wiltingly do 
wrong. The desire to be virtuous carne from wilhin 
lhe penon, and the teacher had to limit himself lo 
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hoping that by judicious criticism he might awaken 
the unwitting to a sense oi their error. The teacher 
could not exceed that limit and Ínstroct others of 
their duties. Thus Socrates must let the befuddled 
Euthyphro cominue with his impious plan; and 
despite aH Plato's talk about the idea of the good, he 
gave no substantive definition of goodness itself. 

In a similar way, Ortega did not propose to teach 
people their mission. As we have seen, he did leach 
his students lo comprehend the use of concepts. This 
instruction would help to free lhem to think con~ 

structively about their personal destiny. But the 
teacher could do morej he could lry to insure by 
criticism that the young would not be unaware of the 
problem ol their mission. There was a great differ
ence belween a teacher who dogmatically proclaimed 
lo his students that they must do thus and so, and one 
who told them that they should consider what it 
was that they must do. Ortega took the latter course. 
He believed that on examining independently their 
common problems, men would come up with 
coherent goals. The difficulty was to get the problems 
befare the people. To accomplish this, Ortega de
voted much of his effort in his academic courses, his 
public lectures. and his protreptic essays to making 
his listeners consider the question ol their destiny. 

Throughout his life Ortega exhorted students, pro
fessors, and the public at large to examine the mis
sion of the university. CurrentIy. we are becoming 
fuTIy aware that the university will have a central 
place in any twentieth-century Kinderland, for as the 
possibilities oí politics and economics are more and 
more nearly exhausted, the task of further humaniz
ing life falls more and more explicitly to the men of 
culture. Ortega refiected on the mission of the univer~ 

~ity with a iun awareness of the imrinsic power of 
mtellect. He did not acquiesce to the apparent inevi
tabilities of his given present; he keenly studied the 
art of the possible. 

The issue for the future is this: is the university 
the cIient of the sta te, or is the state the ciient of the 
university? This question restates the already familiar 
question: is practical politics the primary problem 
oC public affairs and pedagogy secondary. or i5 peda
gogy primary and polities secondary? We know in 
general Ortega's answers to these questions. Pedagogy 
was the primary force moving the public affairs of 
a community. The state was becoming a great dan
ger, having become for many an end unto itselfj and 
to provide an alternative renter for progressive aspi
rations, the university should be built up as fulcrum 
Cor humane initiative. These convictlons. fully de
veloped. can lead to a European KindeTland. 

If education has precedence over politics. then the 
participants in the university have, despite contrary 
appearances, initiative with respect to their funcdon 
in the community. Almost everywhere the fonnal 
arrangemems appear to contradiet this fact: universi
ties are chartered and maintained by the politicaJ 
and economie powers that be. But Ortega believed 
that official polities. with the fonual primacy of the 
state over the university, was a sham; vital polities 

coincided with the actual relations in the community. 
and in early twentieth-century Spain there was 
much evidence that the university was a major source 
of enlightened theory and humane practice in pub
líc affairs. Whether or not fuIl community leadership 
would ever be located in the university, there were 
grounds for calling on students and professors to lead 
the university in unexpected, independent, contro
versial directions. Intellectuals could assert initiative 
if professors and students could spontaneously concert 
their aspirations towards great, cultural goals. All 
that Ortega said about the mission of the university 
was intended to produce thís coalition. 

Ortega's reflections pertain to a situation that has 
many parallels tO current unrest in Western uwversi· 
tieso There was a crisis of purpose in Spain as pres
entIy there is throughout the post-imperialist world. 
When people have lost íaith in their traditions and 
expect liule fram official politics, they tum to alter~ 

native institutions. Thus in Spain, many hoped that 
the university could be a source of great reforms. 
if..•. If what? If the university could stop being 
the meek servitor of the established interes15 and 
could begin lO act independently. The university. 
that is, the aggregate of studen15 and professors. 
would act independently iI the cultural activities i15 
members performed refiected their autonomous judg· 
ment of what was culturally most 6t and proper, DOl 

the judgment by practical men of what was politically 
and economically most expediento Then, and now, 
the effort to act autonomously was easily sidetrack.ed 
in a senseless agitation against external interferences. 
Interferences would be lelt behind if-if students and 
professors could somehow concert their elforts at 
learning and teaching. In the 1920's in Spain, the 
students were well organized in their peculiar, anar· 
chic way. and the university faculty was at least in 
part far more progressive than mose in official power. 
The time was ripe for a university initiative, 
provided students and professors could combine the 
authentic pursuit of their proper activities into an 
effective refonning force. 

Ortega'5 efforts to promote university reform, to 
make the university a powerful force for Spanish 
reformo aimed to unite faculty members and students 
in the cooperative pursuit of common cultural goals. 
In our day, many managers of the so-called multiver
sities instinctively misunderstand this p05Sibility, for 
it contradicts their essential policy-divide and rule. 
For instance, in The Uses 01 the UniveTsity, Clark 
Kerr observed that "although José Ortega y Gasset, in 
addressing !he student federation at the University 
of Madrid, was willing 10 turn over the entire 'mis
sion of the university' to the studenlS. he neglected lO 
comment on faculty reaction."22 This remark reveals 
an inadequate comprehension of both Ortega and the 
important educational possibility that was in ques
tÍon. In the realities of life, the mission depended on 
all who participated in the university. and it could be 
Uturned over" tO no particular group, neither to 
students, nor to professors, nor to administrators. The 
mission could be perfected, however. if a11 partid-
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pating persons considered their destiny in the univer~ 

sity and honestIy refined their aspirations. 

In his quip, Kerr did not dwell long enough on the 
setting in which Ortega enunciated his vision of the 
university's mission. The central issue was not wheth
er either the students or the professors should domi
nate within the university; the central isslle was the 
one that has been central since Plato criticized sophis
try, and it will certainly continue to be central to 
academic development throughollt this century. This 
issue concerned putting the school, the university, on 
an equal footing- with the state. Without such bal
ance, the ruler will not respect the thinker, and will 
expect the latter to do no more than menially im
prove the meaos for achieving politically sanctioned 
ends. whatever these may be. 

The Mi'l.fion of fhe University, a manifesto declaro 
in~ the independence of the university from narrowly 
defined sta te service and control, appeared as a 
series in a daily newspaper dllring the fall of 1930. 
Spain was then in the midst of a revolution: the 
quasi-Fascist dictator, Primo de Rivera, had lost con
trol of Ihe conntry and renollnced his power; the 
Monarchy was collaosing: a Republic, which not 
witholl t reason would be called ""the professors' Re
puhlic," seemed destined. Ortega had pnblished his 
ítrtic1es in fulfillment of a promise he had made 
while addressing the powerfllI student federation, the 
F. U. E. The students sought Ortega's opinions be
cause he had been a leader in the camoaign to free 
the university from state interference. In the aKita
tion preceding- the Republic, both students and pro
fessors wanted the university freed fTOm the cus
tomary political interCerence; they thought, further, 
that men of culture should take np leadership and 
transform the university into a bulwark of a liberal 
Soain. The Madrid students invited Ortega to speak 
about these pos~ibilities. There was Hule need for 
Ortega to comment on faculty reaction, since he was 
then recognized as a leading spokesman for the facul
ty. The students wanted lo know what reforms he, a 
respecre<! professor, thought should be made in the 
Snanish univenity. The position Orte~a espoused 
showed his ability to can simultaneously for both 
discipline and hopeo and his fidelity to his concep
rion of Europeani7ation, that is. to his belief in the 
historie importance of fundamental principIes. 

In his speech on the ninth of October, Ortega did 
not prescnt his personal conception of desirable 
academic reforms. Instead, he reflected with the stu
dents on the qualities that made reformen effective, 
for if students were to do their part they would need 
to develop these oualities in themselves. Ortega spoke 
in a large hall, fiIIed with a young audience that 
buzzed with exdtement. He brought this excitement 
ro a peak by reflecting on the historie power of en
thusiasm. 

"'If primitive humanity had not possessed this abi1i~ 

ty to inflame itseU with far off things in order to 
struggle against the obstacles that it encountered 
close at hand, humanity would cominue to be statie," 
But then Ortega brollght the students down to 
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earth: enthusiasm alone produced no refonns; the 
refonner had to act as well as hope, and to act well a 
man had to be in form, or "in shape,u as athletes 
put it. To get in shape for university reCorro, one 
needed discipline and clarity, an awareness of present 
problems and possibilities, and a knowledge of the 
strengths and weaknesses of one's own character. The 
university alld its mission could not be discussed 
substantively in a loud voice before a huge audience, 
Ortega told the students. These topics, he promised, 
would be the subject of a spedal course, which he 
characteristicaIly conducted through the columos of 
the daily press.23 

Ortega began by observing that if students were to 
occupy themselves, as they shOllld, with the effective 
reform of the university, they had to overcome their 
frivolousness and forthright1y contend wjth the mis
sion of the university. Ortega commended one princi
pIe lo students who were concerned with such re
form: do not exhaust energv agilating ag-ainst abuses, 
but build np force by fostering the proper uses of the 
institution. "University reform cannot coosist whol
Iy or prindpally in the conection of abuses. Reform 
i!1. always the creatíon of new nses." Both the faeulty 
and the students had to ask the "capital qllestion"; 
"VVh.at is the mission of the university?U If the 
members of both groups continually examine<! 
this question, and if each person, whether stndem or 
professor, was sufficient1y in form to pursue his own 
answer to it, then their concerted aetions would sIow~ 

Iy ereate a reformed nniversity.24 "'History proceeds 
very often by jumps. These jumps, in which tremen
dous distan ces may be covered, are caBed gener~ 

atioos. A gencration in form can accomplish what 
centuries failed to achieve without form."2lS 

At this point Orte~a stopped directly addressing 
students, for he would not paternally teH them what 
they should find the proper uses of the university to 
be. But he did continue. The mission of the univer
sity lem itself at Ieast to Ortega's personal formula
tion. He himseIf acted on this mission, and he hoped 
that others connected with the hígher lcarning wOllld, 
on considering the probIems, find that they had a 
similar mi.'lsion and that they would also act on it. As 
students and professors spontaneously shared certain 
aspiration.." a beuer educational program would au
thentically develop; to impose a plan by administra
tive fiat would simply perven the essential nature of 
the goal. Patience was the virtue of the true reformer. 

According to Ortega, the miss ion of the universi· 
ty Was to overcome the multiplicity of studies and to 
reachieve a unity of culture. The reunificatiou of 
culture would make the university, once again, a 
spiritual power, a power that could harmonize the 
potitical, social, and economie sectors of contem
porary Jife by suffusing them with value. "'Then the 
university would again be what it was in its best hour: 
an uplifting principIe in European history."26 

In Ortega's view, it was entirely possibIe and thor
oug-hly desirable to make the university a progressive 
infiuence on European history. The university wOllld 
not perform this function by maximizing its produc· 
tion of applicable knowledge and using it more ag. 
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gressiveIy to promote the polítical, economic, and 
milílary strength of the state. That 'Vaterloo was won 
on the playing fieIds of Eton or that the Gerrnan 
victory of 1871 was the victory oC the Prussian schooIs 
and the Gerrnan proCessor was a "fundamental 
e'rrOr that it is necessary to root out of our heads, and 
it consists in supposing that nations are great be· 
cau.se thcir schooJs-elementary, secondary, or higher 
-are good. This ... attributes to the schooJ a 
creative historic force that it neither has nor can 
have."27 This was not the uplifting power that the 
university couId possess; and, iC anything, Ortega 
hoped the university would wíthdraw from rnany 
gTatui10us service Cunctions in the cornmunity. An 
historically significant university would be a universi
ty that served its own miss ion, not the interests oC the 
state, and that managed, by virtue oC serving its 
mission, to introduce into public afIairs various ideas, 
aspirations, and abilities that would command his
toric responses. 

An infatuatíon with practical political power can 
hcre pervert an understanding oC the pedagogical 
possibiJity. Ortega carefuBy called attention to the 
error of thinking that the university (ould promote 
history directly, and in doing so he allied hirnseH 
with those in the traditíon who have denied that the 
educator couId teach men to be virtuous. Neverthe
less, sueh paternalistie expectations have bccome 
deeply ingrained in presenl-day views of how history 
is made; hence many think that history is made for 
men by their instilUtions and thal institutions that 
cannot aet direetly eannot act at aH. In keeping with 
these beliefs, many expect that the university will 
prornole history through its instructional programs, 
which wiU cast present youth in a mold rhat has been 
predetermined to suit the future. Instead, history 
may stiH be made by men, and another way that the 
university may promote history is by being of discreet 
assistance to men as they seek to realize their 
unique poten tialities. The university becomes aster· 
ile servant of the status quo to the degree that ir 
prostitutes itself to programmaric policies. The uni· 
versity wields the indirect power of culture. Ir shapes 
history by heIping the young inform their hopes and 
discipline their powers, and thus spring surprises on 
their elders. Rather than the university program 
being the historie agent and rhe students being the 
plastie stuf[ upon which it works, free men may be 
the historie agents and lhe university may be a simple 
but significant oceasion for their activity. Liberal 
education gains historic signifieance in this second 
manner, by helping the men who will make history 
make themselves. 

By definition, an education is at once general and 
particular: it includes aH the intelleclUal attributes 
that a particular person acquires during his lifetime. 
Not even the grandesl institution gives an educatíon, 
spedalized or general; the institution ofIers instruc
lion, the student acquires his educalíon. It is an axi
om of liberal pedagogy that responsibility and initia
tive reside in the person becoming educated; he is the 
one who must live with the ideals and skilIs that he 

aequires. Since in the end each man is his own 
teacher and the instroctional agent is not the cause oC 
educalion, educational instilulions cannot be the 
servile agems of the established interests, for those 
institutions do not in facl have the pedagogical 
efficacy lO mold the young to any extemally de· 
termined formo To stay within the bounds of hu
man possibility, educational instillltions can and 
should do no more than provide the occasions where· 
in the young can forge themselves into something 
substantial. 

In the past hundred years, however, educational 
theorists have plunged into pedagogical paternalism. 
\Vhat was once the student's responsibility has since 
become the responsibi1ity of the leacher and the 
institution. Opportunities lO receive instroction have 
heen hypostatized into "an education" that exislS 
independent of lhe persons who acquire it. This 
hypostatized education is attributed to teachers and 
institutions, which are thought to have the power to 
educate. Thus. one "receives" a college education by 
virtue of doing satisfactoriJy what a college faculty 
teHs one to do. The pedagogical consequence oC this 
hypostatization has been to shift nearly rhe whole 
bmden of responsibility and initiative in formal 
provisions for education off the sludent and onto the 
teacher. This shift has had a grotesque elfect on 
didactics: Iearning theory has become synonyrnous 
wilh conditioning theory. 

Ortega's hopes for the Spanish university will be 
incomprehensible to the pedago,~kal paternalist. To 
be sure, Ortega made efficiency the key to a desirable 
program of instruction, bUl it was efficiency defined 
by the stlldent, not the social powers that expected to 
be served by the lIniversity. As a national system 
fOr distribming sociaHy useful slills. Ortega's univer
sity would become less efficient and less predictable. 
But his university was not to serve a paternal sta te, 
bul to contribute to a republic of free meno By 
rcspecting, rather than subverting. each person's in
trinsic dignity, the university would again become a 
constructive force in history, in an open, humane 
hislory made by responsible persons. The mission 
that Ortega envisaged for the university was to 
renollnce the pedagogical paternalism that has been 
the foundation oE the corporare state and to offer 
again an education worthy of free meno 

Presently, many despair of Jife in industrial socie
lies because they have a diminished sense of responsi. 
bIe freedom and of creative signifieance. The comput
sions that people feel are manifold: libidos excited by 
the media drive us into promiscuity; organization 
-poHrical. economic. and social-forces us into all 
kinds of established group endeavors, which suck 
the digníty frorn our sense oC self; a premature 
taste for abundance lures us into debt and calches 
us in the endless efIorl 10 meel our payments 
on a roounting material wonderland. A young per· 
son who sees his future as a series oí compulsions 
rightly judges that there i5 no reason to educate 
himseH, to give his character a unique, significant 
formo Men in power thinl that they have learned to 
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manipulate the publico AdeptIy mobilizing idealistic 
activism here and the complacency of the silent ma
jority there, they believe that the performance of 
essential social functions can be assured, regardless of 
particular persons' sense o( non-participation. This 
political nihilism of the adult rulers simply inten~ 

sifies the educational nihilism of the young by depriv
ing thero of an authentic sense of personal responsi~ 

bility. Thus we incubate the citizens of an ever 
lcss-principled, characterless community. 

Juvenile anomie can be overcome by one decisive 
act; let us suppress the bétise that teachers and 
institutions are responsible for the success of educa
tion, and instead, let us recognize the fact that the 
one thing in life for whidl the young are absolutely 
responsible is their own education. This responsibili~ 

ty is unavoidable because the young have the ulti
mate power, wbatever the system of didactics, to 
accept or refuse instruction, to seek out, select, toler~ 

ate, or ignore any particular preachment. A boy's 
duty is to make aman of himself; the responsibility 
of youth is to educate itself. No man or institution 
can do this for the young; life puts it up to them. In 
educating themselves~ the young make or break them
selves, for their ability to acquire that highest of aH 
possessions, self-help, fundamentaIly detennines the 
quality of their commonwealth. Teachers can only 
chaIlenge-Saper"e aude! Dare to discernl 

On this point, Ortega was "muy siglo veinte/' very 
twentieth century. He broke decisively with the pater~ 

nalistic conception of the university for the nation's 
service. To be sure, out of context certain of bis 
points sounded quite paternalistic. For instance, he 
contended that the university must "make the aver~ 

age man, above all, a cultural mano •• ,"28 But the 
context of this remark was his insistence that the 
university was based on the students, and hence he 
was putting the responsibility to make the average 
man cultured primarily on the average man, that is, 
lhe student, rather than on the teacher or the curric
ulum. Ortega did not imend, as Clark Kerr mis
takenly suggested, to hand over the en tire mission of 
the university to the students. Ortega's intention was 
not so simple; he believed that no component of the 
university-students, professors, administrators-could 
authentically contribute their increment to the whole 
unless they recognized that studcnts were the reason 
for being of the university. "In the organization of 
superior instruction, in the construction of the uni~ 

versity, one should begin with the student, not with 
knowledge or the professor. The university should be 
the illstitutional projecrion of the student, whose two 
essential characteristics are a limited, insufficient pow
er to learn and a need to know in order to live,"2!} 

By recognizing that the university was the institu
tional projection of thc student, the problem of cur~ 

riculum was posed in a new manner. The alternative 
to paternalism by the faculty is not apure and 
simple abdication lO "student power." Lernfreiheit 
and Lehrfreiheit. the freedom to learn and the free
dom to teach, go together inseparably; and the worst 
abuse of academic freedom for the faculties of Ameri-
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can colleges and uniVerSItleS is our examination sys
tem, which impairs the student's freedom to learn in 
any particular course, and which thus undercuts the 
professor's freedom to teach. To be sure, there should 
be a check on achicvcmcnt to uphold standards 
and to certify that competencies have in fact been 
attained; but that check ueed not come at the end of 
each separate course, and it would be closer to its 
proper place if it carne when a student judged that 
he had mastered a whole subject, not a fragmeutary 
course, and that he had acquired the qualifications 
for a degree. Reliance on course grades signals our 
distrust of a student's power ro judge his own prog~ 

ress. When students are considered to be incapable of 
autonomous judgment, the teacher finds ascribed 
to him manipulatory power over the students; and 
with that power, the teacher seems to become respon
sible for the results of its exercise. This apparent 
respousibility inhibits the teacher's activity: if it is the 
teadler's fault that his students fail an examina~ 

tion, then the teacher will feel impelled to spoon 
feed his auditors. But the roan studying, being capa~ 

ble of autOnomous judgment, is responsible for his 
studies. Confronted with men studying, the man 
teaching finds that his responsibility is to make the 
matters that he personally considers important acces~ 

sible to those who also consider them worthy of study. 
The essence of such a system is mutual respect 
between students and professor; lhc enemy of it is the 
urge to prescribe. 

Ortega believed tbat the mission of the university 
could be realized cooperatively and spontaneously 
hecause he had the twin conviction that students who 
were unfettered and aware of their responsibilities 
to themselves would wisely choose what to study, and 
that professors who were autonomous and confident 
in their students would intelligently choose what to 
teach. The existing system, however. was perverted, 
in the Spanish case, not by misplaced examinations, 
but by the simple fact that the most important mat
ters were ignored by both professors and students, for 
aH were preoccupied with other people's business. 
To reform the university, both profcssors and stu
dellts needed to get in shape, in form, and by an act 
~f will attend to their proper business: the acquisi~ 
uon, not of skills, but of culture. Ortega asserted that 
professors who were in form would try to teach 
culture; and he was confident that given the opportu~ 

nity, students would want to make themselves cul
tured meno And for Ortega, "culture" had a spedal 
meaning. 

Culture was not sorne objective good; it was impor
tan t becausc the student was a living, throbbing 
person who had to act, like it or not, in a myriad of 
ways. Man was limited, an imperfect being; and yet 
he had to direct himself in the world, often in 
situations in which the potential consequences were 
final. Culture was lhe set of ideas by which men gave 
dircction to themselves in the world. Culture was 
another way of talking abollt an education worthy of 
free men, for it was an imperfect but provisionally 
complete scheme of the world and of life by means of 
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which a person could direct himself through his 
life. Culture inc1uded certain vocational skills; but 
the possession of only a particular set of skiUs was 
not sufficient as culture, foc the man who possessed 
onIy particular skills would be dependent on a world 
in which those skills were needed. Culture was that 
comprehension of the way things were that enabled a 
man to readapt continually to ever changing situa
tions and to maintain through those changes his 
unique, personal character.30 Culture was a definite, 
intellectual structure by means of which particular 
men oriented themselves in the chaos they found 
around them. Culture was each man's means for mak
ing a cosmos of the surrounding chaos. 

Ortega observed that students could not learn ev
erything; they had to rooose to learn this and to 
ignore that, or else they wouId overload their capaci
ty to acquire knowledge. Students who chose frivlr 
lously would be shirking theic responsibility to them
selves and their future; the matter was too important 
to the young for them to leave it up to their elders. 
As far as many specialists were concerned, it would 
be convenient to ignore culture in the university, to 
forego a sense of over-aH orientation in order to gain 
omnipotence in a narrow matter. Bnt, Ortega 
thought, the students would be foolish if they did not 
seek. aboye aH, for culture in its proper sense. If 
students carefuHy nurtured their sense of Iife, its 
values, principIes, and problems, then they would 
have the power to give a coherent direction to their 
more specialized activitíes; and if, on the other hand, 
uncultured specialists. who lacked a sense of the 
whole. continued to domínate the important, particu
lar activitíes of contemporary lHe, then the communi
ty would remain dangerously directionless, unprinci
pled, and instable. Culture should not be shirked; 
anyone who thought he couId safely ignore the difli
cult task of making himself cultured was blindly gam
bling that other men would be willing and able to 

provide the community with qualities that he himself 
believed unworthy of his personal roncern. Ortega did 
not believe that the young really wanted to take this 
risk, and consequentIy he asserted that "the primary 
and central functíon of the university is education in 
the great cultural disciplines...n 

As a fact of academic life, the great cultural disci
plines were not in the existing curriculum. University 
disciplines had long been organized to meet techni
cal, cather than cultural, preoccupations, Ortega ob. 
served. This situation was harmIul even to the fnture 
of the sciences, for it created a bevy of investígaton 
who lacked any orientatíon to life other than that 
offered by the present state of their arto To reetify 
this situation, and more importantly, to reassert the 
mission of the university, professors should cooperate 
with the deepest demands of the students, and togeth
er they should try lO create a new faculty, a faculty of 
culture. In doing so professors and students could 
give rebirth to [he ideal of a liberal education; and 
doing that, they would lay the groundwork for a 
renewal of authentically liberal politics. 

Culture had been pushed oUt of the existing facul. 

lies by demands {rom the surrounding society for 
more and more practical research. The sch.olar's 
strength and freedom, however, has always been his 
ability to wander, if not physically, at least spiritual
ly; hence there were no compulsions preventing a 
change of direction. Students could initiate that 
change by taking responsibility for their own educa
tion. Having taken it, they would soon realize their 
need, to perfect themselves as free beings, for culture. 
Professors then could make good on the revitaliza. 
tion of liberal education simply by shunning the 
profits of praetice and by seeking the consolations oí 
culture. And in the híghest sense [here would be a 
great practical utílity in such a course: it would 
reínvigorate the conscience of the community. 

When teachers expected discipline and hope from 
their students, not simply in this or that special 
sphere, but in a complete view of IHe, and when 
students respecled and responded to these expecta
tions on the part of their teachers, then the spontane
ous reform mat Ortega hoped to achíeve would be 
fulfilled. Then the Spaniard could expect that his 
oommunity would be contínuaHy nouríshed by an 
infiux of imaginative, competent, independent young 
men who would penetrate into every spbere of IHe 
and bring it doser to perfection. By respect for the 
autonomy of men and for the capacity of free men to 
make their history, the university could fulfiH its 
historie mission and again become a powerful, in
direct source oí progress in European history. 

If, by such reforms, Spain could get its educational 
institutions "in forro," au open future, one that 
would bring significam roange in the direction of 
Spanish public life, might berome possíble. A univer
sity in form would help develop a select minoríty 
that would work, not from the top by virtue of its 
special skills,. but from every level by virtue of its 
sense of mission, inteBectual clarity, and capacity to 
live life intensely. 

Ortega's conception of Europeanizatíon caBed for 
reform by resonance. A self-appointed elite diffused 
throughout the community had to set itself in mo
tion; it had to make itself vibrant. On the appear
ance of an elite of vibrant spirits. the nation would 
turn towards its members in the same way that the 
admiring gaze of passers.by turns towards the vibrant 
man or woman walking down the street. "Imagine," 
Ortega mused, "that the general type oí woman 
preferred by the males oí today was a liule, a very 
liule more dynamic than the one loved by our fa
thers' generatIon. Doubtless the chíldren would be 
thrust towards an existente that is a bit more bold 
and enterprísing, more replete with appetites and 
efforts. Although the change ín vital tendency would 
be slight. its amplification of the average life of the 
whole nation would ineluctably bríng about a gigan
tic transformation of Spain."32 

Working for twenty-five years as an ínfiuential pro
fessor of philosophy. Ortega did much to he1p such 
an elite bring itseU into existence. But he made 
himself only "a partIy faithful professor," as he put 
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it, far cultured elites have aH to easily become mere 
ornaments on decadent societies. In order to fulfill 
the imperative of inteltectuality. in order not to lose 
the benefils of love's labors, the intellectual must 
succeed in making reason resound. In keeping with 
this part of lhe ímperative, Ortega complemented his 
work towards universily reform with significanl 
efforls al popularízalion lhrough publishing. 

The thinRing /aculty is common to all. ••• Al! men 
hrrve the capacity o( knowing themselves and acting 
with moderation.-HERACLITvSS3 
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The Textbook of the Future 

By BlllY ROJAS 
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Univerti''1 01 Manachusetts, Amhersf 

AT ONE POINT in 1967, Marshall McLuhan asked a 
question that left rnany people-especially teach· 

ers-bewildered, íf llOt frightened to sorne degree. 
\Vhat McLuhan wanted lo know was: "15 book dead?" 
The questíon suggests an answer predicaled upon a 
reply of "yes." One readily can piclure a nation of 
stupified viewers and lísteners so intoxicated with 
their electronic gadgels-television, radio, tape car
tridge recorders-that lhey have lost aH interest in 
hooks and no longer have the will to read them. 
Reading a book, after a1l, requires an investment of 
time and, in the case of sophisticated literature, the 
exercise of one's intellígence. It is much easier to 
swilch on rhe magic Iantern and watch situatíon 
eomedy. The reading that still might be done in the 
posl-book era would consist of perusing various peri. 
odicals. Newspapers and magazines, as everyone 
knows, can be read effortlessly. 

\Vhat is WTong wíth this vision of the future is its 
single-mindedness. lt is a picture conceived in com
plete ignorance of every trend bearing on lhe sub
ject except the proliferadon of color TV sets. The 
context of the question-and thus its meaning-in an 
article in College and University Business can be 
overlooked easily. This is. due to the wider context
the aura-that Dr. McLuhan has ínspired, largely as 
a result of the suecess of Undentanding IIfedia. In 
that work, the Canadian prophet forecast the demise 
of Gutenberg lechnology. Such a prediction, how· 
ever, does not mean that printed literature will di5-
appear. The argument in McLuhan's 1967 essay is: 
Books will not go away; they will change their form, 
however. Books will become services and cease being 
ob.iects. 

Recently, two publishing firms sent me their latest 
advertisements. There seemed to be nothing peculiar 
ahout these brochures-they resembled hundreds of 
other Ayers one sees every year as a leacher. Then 1 
read further. The McCutchan Publishing Corporalion 
was not sellíng the same books to everyone, but 
rather "Books Designed by Vou for Vour Students." 
If the teacher would guarantee a sale of 500 copies 
each year, he could be his own editor, assembling 
any appropriate readings, from any source, for his 
classes. He also couId indude between the covers of 
this custoooized tome any original commentary, or 
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