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DIGEST

The educational philosophy of the renowned psychologist

Carl Rogers is dedicated to the -freedom, dignity and worth o-F

each i ndi vi dual human bei ng. These concerns, i n the broadest
i denti cal to the concerns of what be known as thesense. mayare

humanistic trends within Reform Jewish education.
•Fully evaluate the RogerianIt i s possible to more

educational phi 1osophy. Specific attention is paid to its

educational worth as wel1 to its compatibi1ity with theas

thought of prominent Jewish educators of past generations who

are identified wi th humanistic educational philosophy. These

-Factors help determine the appl icabi 1 i ty as wel 1 as the

■Feasibility o-F the Rogerian approach to the Re-Form Jewish

In Part One o-F this thesis I determine the educational

phi 1osophies of Carl Rogers and his two Jewish

counterparts—Martin Buber and Janusz Korczak. I aim to col1ect

the scattered statements of each of these pedagogues and to

assemble them into coherent statements on education. The

educational phi 1 osophy o-F Carl Rogers, including a critique by

educational scholars? is explored in Chapter One. In Chapter Two

I analyze the educational philosophy of Polish educator Janusz

description o-F the educationalKorczak. Chapter Three is a

philosophy of Martin Buber.

community.



In Chapter Four I propose that there are some crucial

points of agreement among the educatonal phi 1osophies of the

three personalities; these include a common stress on education

preparation for 1 i-fe and de—emphasis on 1 earningaas as an

accumul ati on of -facts. These educational phi 1 osophi es to acome

the i mportance of growthful teacher/studentconsensus on

relati onships as wel1. The chapter concludes wi th the

proposition that if the Reform Jewish community wishes to

i mpl ement the Roger i an approach9 that i t can rightly cl ai m -for

i t si gni f icant 1 inks wi th Jewish pedagogues.

Part Two includes the notion that, although important in

several respects, the totality of the Rogerian approach does not

resonate with the values or needs of the majority of Re-Form

consti tuents. Furthermore, any i mplementati on of a total

Roger i an approach woul d -Face si gni-Ficant structural and

attitudinal barriers -From both Reform parents and teachers.

In Chaper Five I demonstrate that the new UAHC—CCAR Joi nt

Commission on Education curriculum will not meet the Rogerian

requirements -For Re-form humanistic education. I suggest that

parents and teachers will especially have difficulties

i mpl ementi ng Rogers31 radical pol i tical and social agenda. A

comparison with humanistic Confluent Education stresses that the

structured and so would meet evenRogeri an approach i s much 1ess

greater opposition than does the Conf1uent approach.
of thesummary which offers my impressionsChapter Si x i s a

aims tostrengths and weaknesses of the Rogerian phi 1osophy• It



the question "what aspects of the Rogerian philosophyanswer are

valuable for contemporary Re-Form education?" Given these

positive aspects, Rogerian curriculum is proposed.a

Final1y, Chapter Seven is Rogerian model curriculum for

compati bi 1 i ty wi th the devel opmental needs o-F adol escents. The

chapter concludes with the thought that Rogeri an emphasi sa on

rel ationships, communication and teacher -Faci 1 i tation is

beneficial to the wel 1 rounded development o-F Re-Form Jewish

adolescents.

Bar/Bat Mitzvah training. In this chapter I stress the Rogerian
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RATIONALE

In recent years the Reform movement appears to tailor its

educational efforts along humanistic 1Ines. Within Reform

circles, whenever a discussion of humanistic education ari ses,
there i s usual1y mention of the pioneering work ofsome

psychol ogi st Carl Rogers. In -fact, one Reform educator

characteri zes Rogers ,'the bui Ider of the modern study ofas

humanistic education."(1)

For many Re-form Jewish educators and rabbis it is the work
of Carl Rogers which is considered the definitive expression o-F
humanistic education. I-F during their Rabbinical studies Re-Form

rabbis are exposed to any humanistic educator, it is Carl Rogers

with whom they are fami 1iarized.

Given the centrality of Rogers, ideas to Reform education,

i t i s surprising that attempt has been made to systematizeno

and evaluate Rogers, educational thought from a Re-Form Jewish

perspective. Upon investigation it might wel1 turn out that

applicable to Reform education thanRogers, work is even more

has hitherto been recognized and that exclusively Rogerianan

model should inform the Reform religious school of the future.

Alternately, it might be -Found that Rogers* approach really has

Re-form Jew!sh education.very 1 ittle relevance -For today* s

Part of what makes Rogers* approach legitimate for Reform

Jewish education is the degree to which his values and methods

correspond to the values and methods prevailing in the Reform



Rogers affinityJewish religious community. Another guage of

with Jewish education is the extent to which hi s approach i s

humanisticsi mi 1 ar to the approach of recognized Jewish

educators of generations past. It is in this regard that the

Buber and child advocate Januszworks o-F theologian Martin
Korczak will be discussed.

One further critical consideration is the educational

soundness of the Rogerian approach. Key considerations in this

regard whether Rogers* approach is sufficiently realisticare

and clear as to merit adoption by Re-Form Jewish schools. To

faci1i tate this di scussi on presentation of the comparative

educational worth of Rogers vis—a—vis Buber and Korczak will be

presented. To further cl ari fy Rogers* approach, sample

Reform Jewish Bar/Bat Mitzvah course will becurriculum for a

presented.



CHAPTER ONE

TOWARDS AN UNDERSTANDING OF CARL ROGERS

Whi1e Car1 Rogers is wel1 known among Americans, there is
doubt that the phi 1osophy of education which he advocates isno

of the phi 1osophy which he called "student centered" learning.

Some persons perceive it to be a weird and outdated innovation
o-F the Sixties that promotes student anarchy and sexual

permi ssi veness. Sti11 others are sure that its advocates are
communi sts determined to foment social and economi c revolution.

These mi sconceptions, whi1e exaggerated. grounded i nare a
reali sti c fear. Rogers consi ders the world to be fraught wi th

and racial tensions.(1) His prescription for changeeconomi c

consi sts of radical social and interpersonal changes which will

heal the ri-Fts in society. Rogers envisions a new ofway
education that will pave the way to this society. It isnew no

doubt that radical prescript!on like Rogers will al arm thea

average American. At the heart of Rogers* critique is the claim

that Americans 1onger know how to communi cate wi thno one
quiet revolutionanother in an honest and tolerant way. Only a

in education can stem the tide of separation. Unless Rogeri ana

instituted,mode of education stressing interrelationships i s

then the world is destined -for bloodshed such as never before

experienced.

1 一

i11 1ittle understood. Misconceptions abound as to the nature



Individuals feel powerless to deal with the social
tensi ons. In the past they relied on the values associated with
religious traditions to give them sense of direction. Rogersa

contends that for most these religious values have 1ost their

force.(2> Tragically then most persons currently adrift, notare

knowing what values to hoid in order to better with thecope
estranged -from theirdi-fficult times. These same people are so

and so unaccustomed to making deci si ons
■For themsel ves, they are unable to repl ace the out:worn values

wi th newer ones. Con-Fusion is added to despair as "they are
merci 1 essly barraged by the conf 1 icting value claims o-F

organizations each vying -for their passive loyalties.

Several responses arise in the -face o-F this crisis. Many

persons sol ve soci al problems by identi-Fying "problem

i ndi vi duals*' and man i pul ati ng them according to their own vi si on

of propriety. In his most recent book, titled F「eedcjfn 七。Lea厂n

in the Eiohties. Rogers suggests that the greatest threat to

human dignity ■from these seif —appointed and self-righteouscomes

'•repairmen- " (3) In this decade these persons clothe themselves

i n the garb o-F rel igious fundamental i sts. They intrude into the

nation* s educational, judicial and communications institutions

in order to mold Americans into their vision of propriety. By so

right tofundamental

determine his/her own 1ifestyle.

to the crisis has been toAn equally maladaptive response

ignore it altogether. Once persons disassociate their '

2 一
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intruding they violate the individual * s



intellectual perceptions from their feelings they can walk

around numbed to the ri-Fts which plague society.

According to Rogers, both the public and private schools

systems have done nothing to al leviate the crisis o-F

Mseparat i onM that ex i shs bet:ween di -f-Ferent cl asses, generations
and Instead, they fuel the crisis by educating theirraces.

responses outlined above.
They do primarily by discouraging students from thinking andso

•feel i ng -for themsel ves about rel evant

teach them how to interact with each other in a harmonious

In short, they 1 eave students passive and cerebral；i11manner.

equipped to 1ive in a complex and fragmented world. (4)

The maladapti ve responses are not con-fined to the United

States. Rogers col1 eagues in West Germany posit a direct

correlati on between MnoncriticalM 1 earning and the successful

rise of the Nazi regime.<5) According to them, German students

who had 1ong ago become passive 1 earners simply swal1 owed whole

those prejudices which their teachers had presented to them.(6)

In his most recent book, titled Freedom to Learn in the

Eiqhties, Rogers maintains his condemnation of the traditional

school. He asserts that it has become only more passive and

impersonal during the 1ast two decades. In his defence he

presents research proving that most teachers function below the

minimal levels o-F effectiveness -for both empathy and eye

that students are mostlycontact. These same studies also prove

Eighty percent of the time it* is thesi lent in the classroom.

3 —
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charges according to the maladaptive



tai king in the classroom. (7)
Rogers contends that there i s widespread stiuden't

malcontentment with this maladaptive but yet traditional mode of

educating. He paints picture of endemic boredom anda

frustrati on. In the upper grades where dropping out of school is

option, 1arge majority doing. Where this is notan are so
possible students act unruly.<8) Rogers suggests that if

education will proceed much smoothly. He ventures thatmore

today* s learning pace could automatically proceed at -Five to

eight times its current rate if it dealt with relevant concerns

and pai d atterrt i on to the personal meani ngs and -feel i ngs evoked

by the subject matter.

The situation is only worsened when the educational system

removes the locus of evaluation from the student and places it

in the hand of the teacher. The student not only 1oses

confidence in his/her own judgements but also suffers under the

constant threat of harsh external evaluation. In as much as the

final grade is 1eft up to the often unpredictable and biased

judgement o-F the teacher, external evaluation al so encourages

1earned helplessness.

psychol ogi st and pro-Fessor,During his forty year career as

complete restructuring o-F the traditionalRogers called for a

educational system. Only in the 1 ast decade has he -found this
toleratesexpectation to be too ambitious. The "new" Rogers now

askslearning principles. Hesome modification o-F his now

4 一
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teachers to initiate as much of his orientation as they deem
comfortable.(9) Regardless of the new tolerance, Ragers remains

consistent and clear to his ideals. He hopes -For the day when

al 1 1 earning is experiential, student initiated and attentive to

personal meanings. In as much as these dynami cs are the stuff of
in thisRogers message, they will be explained 1ater on

chapter.

The revolutionary of Rogers* message i s that the bestcore

of the educational process will develop a person identical to

what the best of psychotherapy produces. (10) The sel-f

di scoveri ng person who emerges from both processes will be known

the "-Fully functioning" individual. This person is acutelyas

sensitive to his/her own personality and experiences; welcoming

the constant change that results -from an existential interface

between the two.(11)

The "fully -Functioning" person is the ideal product of any

educational effort. Rogers borrows -From Kierkegaard in

describing this ideal product as "the sei-f that is true to his

being. M (12) It is only this "fully -Functioning" individualown

who is equipped to 1ive in the fast paced and unpredictable

world in which persons of the Eighties find themselves. Rogers

■Fully describes the transition to "full functioning" asmore

follows:

"The individual expl ores what is behind the masks he

behind the masks with which hepresents *to the world, and even

has been deceiving himself. Deeply and often vividly, he



experiences the various elements of himsel-F which have been
hidden within.•.not a facade of conformity to others, not a
cynical denial o-F al 1 -Feeling, nor a front of intel1ectual

living, breathing, -Feel ing, fluctuatingrationali ty, but a

process..•(13) As persons become sei f they becomemore aware
seif confident and realistic. In turn they become moremore

accepting o-F others and socialize with them in more satisfying

ways."(14)

THE NATURE OF HUMANKIND
Carl Rogers spent the years 1924 and 1925 studying in a

Protestant seminary. Si nee that time he has chai1enged the
Protestant Christian tradition that person is basical1y sinfula
and that only by something approaching a miracle can this sinful
nature be corrected.

Years a-fter 1 eavi ng Uni on Theol ogi cal Semi nary Rogers
debated the Protestant theologian Niebuhr on the nature of

beasts whose central problem that they 1ove themselves toowas

much and give themselves too much power. Rogers responded most
emphatically that people* s chief disability i s instead that they
have insu-fficient regard -for themselves. Contemporary humans
suffer so much guiIt about their natural needs that they come

to di sii ke themselves. Al1 that i s 1eft for a humankind soeven
power they have left toto surrender what 1ittlebeleaguered i s

paternal istic: organizations such as the Church. Niebuhr
having 1ittle appreciation ofinsultingly dismisses Rogers as

6 -
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ei ther God or God7 s grace.(16)

Rogers hoids deep conviction that humankind is very good.a

describes humankind as "inherentlyAt various times he

social ized, -Forward moving, intel1igent9 realistic and
self-balancing.M(17) Rogers had not always maintained such a

positive view. He admits how during the early part of his career
he persuaded by arguments to the contrary.(18) The Freudianwas

school had convinced him that a human* s basic nature is

primari ly made up of instincts which would, i-F permitted

expression, result in uncontrol1able acts of sexuality and

aggression. Only after twenty years of working with individuals

did he gradually change his views. In 1961 he writes, "only

si owl y has it become evident that those untamed -feelings are
nei ther the deepest strongest."(19)nor

Since that time Rogers consistently maintains his hard won
view that people essentially This said, heare never
denies that people have strong sexual and aggressive drives.

Rather9 he neutral izes 'those drives by al 1 eging the existence o-f

an acute internal balancing mechanism.(20) Rogers claims that

when a person is heard, accepted and given freedom, that he/she
will automatical1y move to balance his/her own temperment and

behavior. The person so balanced will be character!zed by an

honest9 nonabusive, dependable and non—materialistic nature. (21)

When individual has desperately -Few of his/her psychologicalan

needs met his/her internal mechanism will shut itsel-F off. Only

at this point does there exist within that person the potential

7 —



for "non—balanced" behavior.
When it functions, this balancing mechanism al so balances

the individual *5 need -for absolute freedom with society* s need
•For 1i mi tati ons that personal freedom.(22) Rogers explainson
that persons of al1 ages can accept reasonable rules of behavior
i f they given within the context of relative freedom.are

Individuals will invariably rise to master any chailenge if
only they given that critical requisite amount ofare
freedom. (23) Given freedom there also emerges what Rogers coins

Hexquisite rationality."(24) Rogers is convineed that peoplean
inherently wise and universally equipped with the capabilityare

•for subtle and complex thought. The more freedom given; the more
these natural tendencies will automatical1y emerge.

Rogers view of humankind is totally positive. Its essence
is best captured by Rogers himself when he exclaims that "people
are wonderful, as wonderful as I let them be."(25) His
conviction is that when engaged in genuine, empathetic anda
•Freeing relationship any person will emerge as a wel 1 balanced,
respectful, highly intel1igent and motivated human being.(26)

Rogers only teaching experience has been in American
universities. Based on his experience he concludes that Graduate

the assumption counter to his, thatStudies programs rest on
individuals are i nsuff i ci ent 1 y motivated to pursue learning -For

thought motivated only bythemselves. Students of al 1 ages are
chief among these being the threat ofexternal motivators;
educators this notion translates itselfpunishment. For many

8 -



into the popular that learning only be effective whenax i om can
it is made difficult and painful• Rogers recognizes that this

notion -Fl ies in the face of his bel ief that must bepersons
and affirming environment in order -For 1 earninggi ven a secure

to
Rogers al so believes that American schools at al1 levels

disregard his assumption that human beings have deep anda
creative intel1igence. He claims this as the why thereason

traditional school system continues to plod along, pedantically

accumulating "brick by brick11 of knowledge according to a
sequence which hoids 1itt1e surprise ingenuity.(28) Oneor
result of such is that al1 divergent thinking isnarrowness
quashed. This is of benefit to many teachers. As Rogers
suggests, the less students engage in critical thought the less
chance there is that a teacher* s competency is ever questioned

Rogers submits that the modern educational machine is
ignoring its students basic need -For understanding

relationships. What prevents such closeness from occuring is an
"evaluation ethos" which states that a teacher cannot properly
eval uate a students progress if he/she has any feel ings -For that
student. The fear is that any degree of relationship precludes
the existence o-f the objectivity necessary -for external
evaluation.(29)

MoreoverJ Rogers posits that the contemporary system denies
of students. As a result,

9 —
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the self regulating capabilities



traditional schools see one of their main functions to be that
of i nsti11i ng o-F order and discipline in students. Ina sense
total contradiction, Rogers holds that "when students are in

real contact with problems that relevant to them, that theyare

natural1y move toward self discipline."(30) Despite what he

admi ts to be the occassional disp1 ay of Merratic cl assroom

behavi or*' 9 Rogers i s unwi 11 ing to suggest that students are

anything but essentially self regulating.

In his most recent book Rogers affirms that most U.S.
schools continue to in contradiction to hisrun assumptionsown
about the nature of humankind. They instead operate very much

according to what Niebuhr^s view of mankind necessitates.
THE IDEAL TEACHER

The Rogerian philosophy rests on the notion that

significant educational change is primarily emotional change.

Such pervasive change is only facilitated through the experience

of a certain type of relationship. A "growthful relationship" is

one that is both safe and honest enough to nurture

seif—discovery of the emotional and, it pertains to theas

emotional9 the intel1ectual variety.(31) Rogers has such

absolute faith in this prescription that he concludes after long

and careful consideration that "growth would inevitably occur

relational context.M(32)gi ven the proper [Notes Whi1e Buber

did not believe that the most significant emotional change was

emotional9 he did however believe in the centrality of

the vehicle for educational growth.3 'relationship as

10 一



The outstanding teacher is the individual who is expert in
forming and maintaining growthful relationships. Rogers
stressses that an excel1 ent teacher need not have formalany
training- He notes that any strictly cognitive training
including the mastery of subject matter is especially irrelevant

to effective teaching.
Rogers admitted that he had not always believed in the

central i ty o-F relationship. (33) In the earl iest years of his
therapeuti c he depended his diagnostic ski Ils in ordercareer on
to help distressed Indi victuals. He gradual ly observed that
people resisted his ef-forts to "repairM them if they sensed any

his part.. Further influenced by socialjudgementalness on
worker Otto Rank, Rogers decided that clients would not accept
his help unless he first entered into accepting and maturean
relationship with them.(34) Rogers also learnt that he was more
helpful to clients by entering into relationship with thema

"than by trying *to diagnose and then "repair" 'their problems.
Soon he became totally disenchanted with the aim o-F

"fixing" others. Noting just how passive the client remained
during the entire process, he wondered just how effective his

repair job remained once the client left his office for the
freedom of his/her own home. Although his attempts had been
based the most modern knowledge and technique, he suspectedon
that because his clients had not participated in their own

change that any ensuing change would be both insignificant and
and nonenduring. Too often, well intentioned plans for'change

11 一



had been imposed on the client without his/her clear
understanding commitment. His sei-F appointed busyness hador

dependency and passivity in clients thatal so encouraged a

aggravated their overal1 functioning.(35)
Conditions

These seminal insights to develop into prescriptionwere a
for establishing faci1itative, therapeutic and educational
relationships. Rogers cal1s the absolutely essential
characteristies of his prescription the "core conditions". He
considers these conditions be the prerequisi*tes as wel 1 as
the operative conditions of growthful relationships. Developed
between 1942 and 1951, Rogers continues to stand solidly behind
them in the Eighties.

a) Realness

The most essential of tihese ,,coresM is "realnessM or
the wi11ingness toas

exist outside of prescribed role and to expose truea ones
bel ief s and -Feelings in a non—imposing manner.

Rogers believes that students will never know what is real
teachers presentin themselves or the world unless their
It foilows then, thatthemselves in an honest and direct way.

painfulteachers serve their students best when they share even
and frustration with them.(37) In so-Feel ings like anger

teacher allows the opportunity for very real emotionssharing, a
emotionally safe environment.to be expressed within an an

identify and deal with their emotions willStudents who 1earn to

12 一
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be better able to heal a tension racked world.
Rogers cal 1 s thi s openness of self 9 ,'transparency. " A

teacher who is "transparent" must consistently evidence
behaviors which correspond with his/her true inner feelings. A
teacher who is so "balanced** is said to be "congruent."

"Noncongruent" teachers con-Fuse students, totally destroying
their own attempts to communicate in honest and forthrightan

• (38)manner

Rogers guesses that teachers have much difficultyas
exposing their ■Feel ings they do their bristly Hewarm as ones.
i denti f i es a pervasive fear amongst teachers that if they admit
their caring feelings that they will either be rejected or taken
advantage of.(39)

A further aspect o-F "realness" is the necessity o-F dealing

in the present. According to the Rogerian scheme it is forbidden
■for persons to inquire into anyone* s past. This is prohibited so
that no one develop preconceived notions about persons based on
their past actions. (40) This to eradicate stigma and likeserves
al 1 aspects of "realness119 appl ies equally to both teachers and
students.

The final and mosh di-F-ficult aspech of being real is the
readiness to admit mi stakes and limitations. Rogers lauds the
teacher who has the courage to admit "his fears, his lonliness
and the attitudes which do not make him proud."(41)

b)Unconditional acceptance

This core condition voices the teacher,s need to maintain a

13



regard -For each student. (42) It is definedwarm a globalas
1i king and respect and is based on the teacher* s abiding trust
that the human i s worthwhi1e .

Many
expressions of anger and frustration. Many teachersmomentary
according to the prescription they must remainwonder if
of a student even when he/she i s abusi ve- Rogersaccepting

i s emphatic but 1ittle publisized, no. He dictatesanswer an
that this core*' take a second seat to the "core" of realness.
According to this priority a teacher is not only permitted, but

actual 1y required to express his/her very real buts

nonaccepting feelings.(43)

The notion of unconditional acceptance bespeaks deepa
trust that humans of al1 ages will become constructive and wel1
balanced matter how dysfunctional they appear at any givenno

It is within this context that Rogers principle ofmoment.

"-Freedom to fail" i s best understood. A studenh must be given
the freedom to attempt any endeavor if it is apparent thateven
the student will not succeed. Rogers takes his principle to the

even when failure willextreme suggesting that result in
death that person must be trusted tophysical trauma or a

action.(44) Rogersdetermine his/her own course of advocates
inter-f erethat no one possesses the moral right to n an

that hepeople* s decisionstrustsattempted suicide. He so
this fatal decision in their hands.

c)Empathy
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Acceptance does not mean much unti1 it involves
understanding. The abi 1 ity to empathize begins wi*th the ski 11 of
•feel ing anothers reactions "from the inside out. " It extends
itself to understanding the emotional loadings of those
reactions more clearly than the person who is experiencing them
•F i rst hand. Empathy i nvol ves great deal more that simply beinga
able to repeat the remarks of another person. At its heart it
involves the abi1ity to clearly verbalize that content in
completely nonjudgemental manner. (45) This criterion is based on
the Rogerian axiom that persons are incapable of empathizing
whi1e at the time Judging.same

The singlemost important prerequisite for establishing
these "core" conditions is teacher self awareness.(46) Teachers

share their -feel ings with students only they *thefnsel vescan once
of those -Feel ings. Nor attempts at nonjudgementalare aware can

empathizing be successful unti1 teachers acutely ofare aware
their own biases.

Most "helping professionals" exposed to a briefare
synopsi s of Rogers, three "core conditions'* during their
pro-fessional training. During that overview many are not taught
that there exist other conditions which Rogers also considers
indi spensable to building growth-f ul rel ationships.

Many of Rogers interpreters ignore his cal1 for
dependabi1ity and consistency. (47) Rogers emphasizes that no

deeper condition of trust can ever exist if a helping
profess!onal does not keep appointments, respect
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conf i denti ali ty, and act in a consistent -from meeting tomanner
meeting.(48) He adds that being trustworthy does not demand

riQid consistency. The priority demand for "realness'1 cal 1 s -for
the of •flexibi 1 ity. (49)presence some

Al so 1argely i gnored Rogers cal 1 for 七Eness" toi s

be maintained between the professional and the client or
student. (50) Al1 parties keep their individuality intact by

establ i shing sufficient emotional distance and no one -Feel s
trapped by the emotional physical needs of the other.(51) Aor

cardinal rule of the Rogerian relationship is that neither
teacher student get enmeshed that they lose sight ofnor so or
even surrender their own needs, feelings or beliefs. Under no
ci rcumstances must an individual * s capacity to determine his/her
own 1 i-fe be interfered with. (52) A teacher may in no way

overwhelm the student* s autonomous decision making self. A

teacher is dangerously non—separate when giving a student
advise, persuading a student when offering overwhelmingor an
personal model.

One final condition is also overlooked. Rogers only alludes

left up to the wri ter to -Formal ly 1 abel it. Theitto it, so 1 5

condition of "appropriate participationM is based Rogers*on

observation that a relationship is threatened if the

professional either participates too much or too 1ittle. For

learning relationship it theexample, in the beginning of a i s

express responsibi1ity of the teacher to actively initiate a

faci1itative 1 earning climate. This includes eliciting* and
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ular"i*fying purposes and needs as wel 1 as organizing any

necessary resources.(53)
It is appropriate that only as students become more

experienced and confident in guiding their learning thatown
they be called on to actively participate and eventuallymore

guide that process. (54) Even at that point the teacher is
prohibited -from becoming total 1 y uninvolved in the cl assroom•

The teacher must continue to participate in classroom activities
wi th the degree of involvement and authoritysame as any
student.

Teachers who ignore this shifting continuum o-f
participation do so for varied According to one suchreasons.

case a teacher almost immediately gave up any leadership role in

his classroom. As a result the group floundered and lost al1

morale. Despite the desperateness of the situation the

instructor remained uninvolved. This particular teacher^s

response was an overcompensatory reaction to the ambivalent

■Feel ings he f el t toward the Rogerian approach. Unable to openly

admi t hi s problems wi th the Rogerian schema, he instead

implemented it with an extremism with which it was never

i ntended. (55)

A final condition -For growthful relationship is that ofa

called for in order to cope Mi th whattol erance.

Rogers cal1s "the occasionally annoying, defiant and oddbal1

qualities of the creative student.M(56) Rogers admits that there

"straightand toto set these studentsi s a strong temptai on
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control their behavior. Rogers* comment 1 eads us back -ful 1

circle to the realization that above al19 a successful teacher

must be a "fully -functioning" individual. Only persons who are

open to their own creative possibi1ities are able to nurture the

same in their students. Teachers so inclined will do so no

matter what temporary behavioral di-Fficulties arise.

ROGERIAN METHODS

Carl Rogers consistently underplays the methodological

aspect of hi s orientation. (57) He considers methodology

essential1y superfluous to the educational process. At its

heart, education i s -For Rogers the art of relationship building.

The mastery of this art in no way depends techniques. It ison

rather teacher* s accumulated life experiences, intuition anda

growth promoting attitudes which the indispensable elements.are

As Mi 1Iholen confirms, "for Rogers the attitudes were the most

important tools."(58)

Techniques not only nonessential but they are al soare

the Rogerian philosophy. Rogersopposed to the tenor or

spontaneous and fluid. In this regard he considers his to be a

phi 1 osophy "to which there were no -fixed points and goals o-f

which he i s only di mly aware."(59) Methods symbolize a

which is not tolerated1evel of pre—planningcommi tment to a

within the Rogerian -framework. They channel much needed energy

away -from empathizing and toward planning and analysis. Rogers

teacher who relies on such artificial andaccuses any
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i nef-f ect i ve to be practising M<nethodolatry. Mmeans

Nor i s Rogers convi need that there has yet been developed
techniques which significantly help a person becomecan more
"■fully -Functioning. " In this spirit he writes, nwhen you come
right down to it, there very 1 ittle in the way o-f techniqueis

that has been developed ■For helping persons achieve
i ndependence.M(60)

It i s apparent -from his earliest writings that in the -first

hal f of his prof essi onal life Rogers was suspicious o*f 9 and even

di sii ked conventional learning techniques. (61) Through the

1940* s and 1950*5 he paid very 1ittle attention to them. At that

stage of his he had been satisfied walking intocareer a

and immediately giving students complete -freedom to

they wished. Rogers then sat back untildevelop a course as a

made for his assistance. Most often hisrequest was

i nterventi ons 1imited to supplying reading 1istswere or

■faci 1 itating encounter groups. If Rogers ever

than the minimum o-f methods, this has gone unrecorded. (62)

By the early sixties Rogers notions undergoing awere

gradual change. He becoming convinced that his totalwas near

not -Faci 1 itating1aissez—faire approach Mstudent—centered"was

1 earning. (63) His too premature removal of almost al1 structure

and direction 1ed only to widespread student anxiety.(64) Once

he realized that he had to take a more active role in the

methods. Al thoughclassroom, he was forced to appropriate more

general disregard -for methods, he did succumb tomai ntai ni ng a
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their practicality.
discussion of those methods, theBefore proceeding to a

philosophical characteristics of the "student—centeredapproach

i s br i e-F 1 y summar i zed .

Rogerian learning is:

1)Experienti al— The person,s emotional and cognitive selves are
involved in a learning event.(65)

2) Sei f initiated— even when the impetus or stimulus (-for

1 earning) comes from the outside, the learning is

considered seif initi ated 1 ong as -the ofas sense

di scovery, of reaching out and of grasping and

coprehending, comes from within the student. (66)

3)Pervasive—in that it makes di-Fference in the behavior,a

the personal i ty o-F theattitudes and perhaps even

. (67)

4)Seif evaluated—meaning that the locus of evaluation is built

into the whole learning experience.(68)

5)Meaningful— the element of personal meaning is built into the

whole learning experience.(69)

6) Process centered — whi1e the content (subject matter) is

significant it i s secondary to the mastery o-F the abi 1 i ty to

think in a critical and coherent manner.(70)

By 1961 Rogers had outlined several techniques which he was

with the character!stics outlinedsatisfied were in consonance

whether 1ectures should beabove. He was however, not quite sure

consi dered among them. Al though he -f el t that 1 ectures >»ere
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inherently too passive and nonspontaneous, he was hesitant to do

away with them completely. While maintaining them he drastical1y

reduced their status. (71) He recommended that 1ectures become

the 1east used instructional method.

further attempt to their use heIn properensurea

instituted basic ground rules to which 1ectures had to comply.
The f i rst of these bei ng that instructor could only lecturean

at the request of his/her students. (72) As wel1, he/she was

permitted to continue lecturing only 1ong as he/she detectedas

no boredom in his/her students. Furthermore, teachers could only

di scuss those topics which they personally interestedwere

in.(73) If a teacher could not relate the subject matter to

hi s/her personal dai1y life, then i t unacceptable -forwas

presentat ion. In order to be a valuable learning method, the

1 ectur e had foremost to retai n i ts rel evancy to the real i ty o-f

current personal and social struggles.

totally legitimate method toRole plays a

expose students to real 1 ife issues. Rogers claims that students

of all ages overwhelmingly prefer simulated role plays over

conventional 1ectures.(74) Field trips and internship

highly recommendedin the larger come

highly regarded that Rogers informsfor al1 ages. They are so

his graduate students that "the opportunities within the larger

the opportunities within theimportantcommunity asare as

problem from another angle, RogersApproaching the same
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suggests that students will get a better exposure to real 1 i-fe

if subject matter is presented to them in a more
wholi stic Material traditionally taught as discretemanner.

subjects should no 1onger be taught independent units. Asas
wel1, team teaching must that different perspectivesensure are
brought to any given material. (76)

Rogers believes that programmed 1 earning materials have a
legitimate, although restricted place in exposing students to

real life concerns. He 1 auds these materials -for their immediate

and positive reinforcement as wel1 as for their stress on
1 earning individually paced and coherent process. Heas an

cautions that programmed techniques be used exclusively.never
He that they easi1y become substitute for thinkingwarns can a

in 1 arger patterns. As wel19 they easily stiflecan

creati vi ty. (77)

The teacher who poses relevant i ssues and then creates a

learning environment which is stimulating and reassuring is said

enablingto be students in the "conduct of

to -Faci 1 itate this process the teacher must provideorder as

of learningbroad as possible. In realan array resources a very

providing is considered primary teachingresources asense

method. Rogers advocates that teachers spend fully ninety per

cent of their preparatory time organizing

Typically these include organizing reading 1ists, audio—visual

carts.(80)centers and resource

On the most basic level offering resources consists of
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organization and compi1ation. On higher 1evel ita means
understanding the student perspective of the process of
accessing This is done with eye to simplifyingresources. an
both the physical and psychological steps which students must go
through to • (81)access resources

The students greatest is the person o-F theresource
teacher. Teacher becomes importantan

"method" for fostering educational change. To maximize

effectiveness the teacher must initiate contact with students at
the very beginning of the of study. At a formal meetingcourse

the teacher must cl early express his/her interests,

competencies, biases and hours of availability.(82)

Throughout the entire course the teacher must be available

several hours weekly to students. According to the Rogerian

approach, the artificial distinction between "academic11 and
"personalM realms breaks down. Any subject of personal relevance

is 1egitimate matter for discussion between student and

teacher.

sei-F disclosing a teacher, the betterThe more resource

he/she is. Rogers raises teacher self disclosure to the status

o-F teaching method.(83) He suggests that meaningful learninga

will take place only if the teacher discloses personal

puzzlements and asks the students help in clari-f ying and deal ing

with tho^e issues.

The teacher* s search -for solutions will encompass new ways
ofof understanding his/her self, of relating to others, and

23 一

accessibi1ity thus



accumulating new information. Rogers stresses that his approach
not opposed to cognitive activity so 1ong as al1s

"informational pursuits" are integrated with affective 1 earnings
and are in the of better interpersonal relationships. (84)cause

In the Rogerian classroom the responsibi 1ity for evaluation
remai ns wi th the student. This i s based the assumption thaton
external evaluation is inherently irrelevant, potentially

abusi ve and unf air to a students unique t.alents and needs.

Rogers di scards al1 traditional evaluative methods which depend

on external criteria. Al1 exami nations and assignments developed
by teachers are therefore prohibited. Rogers al so eliminates

academic degrees in the bel ie-F that they are the ultimate

symbols of based external evaluation.(85) He replacessuccess on

these methods with sel-f evaluative methods which allow students

thei r strengths and weaknesses.own

Despite his radical cal1 to discard deeply entrenched

evaluative methods, there remains question as to whethersome

Rogers i s const stent1y opposed to external evaluation heas as

makes his readers believe. On the one hand, he seems to advocate

sei-F evaluation to an extreme degree. In this regard he writes

"that a student must embark on a course of study ifeven

everybody else thinks that it is absurd.M(86) Yet on the other

hand, he demands that students in professional school submit to

external evaluation in order to be licensed.(87) For some reason

nothing inconsistent in expecting students toRogers sees
both "competantM andconvince a 1icensing board that they are
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"pro-Fessi onal. H (88> It is clear that Rogers is o-f varying minds
the legitimacy of self evaluation.on

Just as students must 1 earn to understand themselves9 they

must al so learn to rel ate with others. Two di-F-F erent group
experiences are recommended as methods to give students
fami 1i arity with 1i fe in group. The -First of these isa an
academical1y defined group cal1ed a MFaci1itator Learning

Group." Therein seven to ten students together on the basi scome
of learning interest. As this experiment ina common

co-operative study unfolds, participants struggle with

1eadershi p and deci si on making i ssues integral to group
life.(89)

In the second type o-F group, students drawn togetherare
for the express purpose of emotional growth. These intense

experiences are cal 1 ed "encounter groups'* and 1ast anywherecan

from one half to four days. Participants encouraged toare

express themselves in a clear, independent and honest Asmanner.
well, emphasis is placed receiving feedback from others inon a

nondefensi ve .(90) In short, these groups act trainingmanner as

grounds for the development o-F the "core conditions" as wel 1 as

for seif directed behavior.

The rationale for these groups is that nobody will dare

proper 1earning climate within the classroom unti1initiate a

they first experiment with it within the safety of the encounter

Rogers encourages students as wel1 as admini strators andgroup.

parents to participate in these learning labs.
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Rogers recognizes that some students are always
uncomfortable with the looseness of his approach. (91) It is -for

these individuals that Rogers offers learning contracts. These
contracts are ideal in that with their activity suggestions and
evaluation criteria they provide necessary bridge to thea even

unstructured amongst the Roger!an methods.more

Rogers is particularly interested in the contractual model
of Arthur Combs. (92). The salienh feature of this so called
"transitional" model is that students al1owed toare

predetermine the grade which they wish to work toward. This tool
i s based the assumption that it is permissible for a studenton

to choose to work for gr~ade bel ow hi s/her percei veda

potential.

In theory at least, Rogers makes provi si on even -For those
students who will have nothing to do with his approach. Their

need for teacher guidance and external evaluation is to be fully

met within their own "Faci1itative Learning Groups". Rogers

affirms their rights writing, "if students are -free, they should

be free to learn passively as wel1 as to initiate their own

learnings.M(93) Despite this gal1 ant statement the writer is

left with the nagging doubt that Rogers does not completely

tolerate these persons. He seems rather to feel that teacher

directed learning groups are 1i ke learning contracts;merely

'•stepping stones" to full participation in the "student

centered" approach.

At the same time that Rogers began to tolerate th白
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incorporation of various methods into his hitherto 1aissez—faire
approach, he also became accepting of partial and modifiedmore

appli cations of that approach in U.S. cl assrooms. By the 1960^ s

spi ri t into the cl assroom1* but had decided to maintain some
methods of traditional education alongside it.(94)•

Rogers begins Fi-eedom t。Lear~n with a commendation of an
elementary teacher who does just this. This teacher modifies the

"pure" Rogerian orientation to accomodate her students need -for

direction. She begins her Rogerian experimentation with an

explanation of the rationale o-f "student centered" learning.

Next she presents learning contracts of the transitional type

described above.(95) As wel19 she remains constantly accessible

for advice and c1arification• (96)

teacher chooses the 11 programmed 1 earning " methodThis same

in order to give her students structured -freedom. (97) Programmed

texts al1ow students to move at their pace while providingown

them wi t.h some order as wel 1.

In a further attempt to keep some structure she maintains

external evaluation. She modifies it to become the joint

responsibi 1 ity o-F both teacher and student. (98) As students

become more confident in evaluating themselves, obiigatory

changed from dai1y to a weeklyteacher consultati ons are a

basis. It is unclear as to whether it is the student or the

teacher who has the ultii mate power to deter mi ne a final grade.
structure* thi sIn keeping with her need to retain some
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elementary teacher elects to retain the state devised curriculum

it pertains to time scheduling and subjectas

catagorization.(99) For example, the chiIdren can expect a

definite time of the day devoted to math exploration. This

teacher al so unilaterally decides that the entire class will

parti ci pate in music and physical education together. Despite
her obviously only partial observance o-F the Rogerian

methodology, she is applauded -For her efforts by increasinglyan

tolerant Rogers.

A University French instructor makes her own ideosyncratic

adaptations to Rogers paradigm. She elects to conduct the

majority of her course time in Mstudent centered" -Fashion. Yet,

in the 1ast two weeks of the she asks her class to shiftyear

to a traditional 1earning approach that they will beover so

best prepared to successful1y complete standardized finala exam

administered by the state.(100)

i nterpretati on of Rogers, sheAccording to her own

institutes two major methodologies. Firstly, she decides to let

pairs of students teach the course for a week at a time.(101)

During their respective periods each pair is totally responsible

for curricul ar planning and i mp 1 ernen t at ion. Al 1 evaluation is

Her second innovation is to make herdone on a peer basis.

students personal issues the subject: content of the French

language skills seminar. In contradiction to a "pure" Rogerian

approach thi s instructor made the uni lateral deci si on that she

seminar and that the subject content will bewill guide this
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personal in nature.(102)

A psychology professor offers •further example of whatone

Rogers considers to be a legitimate modification of his

paradigm. Rogers commends this professor* model despite that its
diverges •From Rogersy paradigm in some drastic ways. (103) For
examp1e9 this pro-fessor elects to retain attendance credits. As
wel19 he makes his preferences known as to what subject material
he -Feels is worthwhile exploring. This professor also maintains
external evaluation.(104)

Whi 1 e

inf1uenced by Rogers to give his students options in thissome

regard.(105) He gives them a choice as to whether they prefer
standardized whether they will want to design, inexams or

concert wi th their instructor, their own more wholistic

evaluative tool. He al so works to maintain student dignity by
communicating to students both orally and in writing that

evaluation will be of the work and not of the person. He further

makes it clear that he does not believe that external evaluation

in any way motivates students to learn but that this

responsibi1ity i s primarity the students. Finally, he commits

himself to honest evaluation when it is a painfuleven

procedure.

In part this keeps external examination because

requests that he do Allthe institution which employs him so.

"pure"such institutional restraints to the implementation of a

Rogerian approach are known as Minstitutional press.M This
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professor* s opinion i s that "institutional press" by itself does

not hinder 1 earning. Only when "institutional press', is combined
with an authoritarian teaching style is learning
inhibited.(106)

This also chooses to rework Rogers typologysame

si x condi ti ons indispensable to education. (107) 1)confrontingas

real problem 2) trust in the human being 3)realness 4>a

acceptance 5)empathy and 6)providing Despite theresources.

obvious emendations and modifications, Rogers lauds this

professor as a teacher who has remained committed to Rogeri ana
phi 1osophy.

It is thing to say that the "student centered" approachone

that it produces competant scientists. In order to prove the
adaptability of his approach, Rogers presents successfula

application of his approach in the study of

neurophysiology.(108) In the in point, al1 1ecturescase

excluding an introductory one are focused on topics that the

students themselves suggest. Al1 evaluation is done by peers and

each student has tihe right to determine his own final

grade.(109) As wel19 the professor encourages his students to

1 ecture to the class as often as they desire. Finally, i-F the

day* s appointed lecturer decides that he/she has nothing

worthwhi1e to present, then he/she has an obiigation to cancel

class for the day.
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In an effort to produce a Rogerian learning climate another
faculty member has chosen to implement lessons in relaxation

techniques. (110) Al though the methods used are behavioral9 the

o-Ffering sti 11 fits wel 1 into the Rogerian mode because it is

based on free choice and a wholistic view of learning.
That faculty member observes that persons who are insame

good physical condition have energy with which to establishmore

and maintain "core condition" responses. (Ill) As a result, he

tests the fitness levels of students at intervals throughout the

academic year and encourages increased activity as indicated.

It is di-fficult to know whether Rogers ever conceived of

innovative methods such as fitness testing and the like.

According to the example o-F the courses which he himself taught,

it is apparent that Rogers disciples have buiIt upon his own

rather uni magi nat i ve methodologi es. Rogers seems to have relied

almost exclusively encounter groups and book 1ists as methodson

for educational growth.

Rogers al so diverges from his fol 1 owers in the amount o-F

teacher direction that he gave. For example9 he is quitenever

comfortable giving his own students the ultimate power to

He stands in contrast to thedetermine their -final grades.

neurophysiology professor in the preceding who gives hiscase

students ful1 and clear authority to determine their own

grades.
is■fair present at i on of Rogers methodologyIn conclusion. a

attitude to methodscomplex than first anticipated. Hismore
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became more favorable as his progressed. Sti119 he alwayscareer
deemphasizes methods if only not *to divert attention away from
his overal1 message. By keeping it relatively "mechanics free"

he attempts to preserve a mystique around the approach. Indeed,
his teaching even into this decade depends only a veryown on

•few methods.
ROGERS AND RESEARCH
Throughout his Carl Rogers has consistently lookedcaLr&&r

to science to corroberate the intuitive satisfaaction he himself

•felt toward his educational approach. Just cons!stent1y, heas

has believed that scientific investigation has totally

vindicated that approach. So sure has he become, that he

recently wrote "that the evidence has accumulated to the point

where it (his orientation) seems irrefutable. (112) At no point

does Rogers do systematic research of his Hisever own.

conclusions are based on the smal1 research base of col1eagues.

These conclusions are doubly suspect due to his own inconsistent

reporting of those research -Findings.same

The most extensive and best documented experiments

implementing the Rogerian approach have been conducted in the

U.S. in Los Angeles and Louisvilie, Kentucky. In the first case,

Rogers and his personal staff implemented that approach in a

Roman Catholic school system named the Immaculate Heart

system.(113) That system had within its jurisdiction several

college. Thi selementary and high schools as wel1 as a

experiment was conducted through 1965 and 1966. Its salient
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■feature included encounter groups for students of high school

as wel1 as for teachers and administrators.(114)andage up,
In Louisvilie, Rogers active observer. The projectwas an

implemented in that center* s inner city elementary and highwas

project included encounter
groups, team teaching, open classrooms and parent hiring of
teachers. (115) As is apparent, the Louisvilie project

incorporated many more facets of "student centered" approacha

than did the Los Angeles project.

Rogers conclusions regarding the effectiveness of the L.A.

project have been contradictory the years. They range -fromover

undeterminable to negative through to the positive.

Rogers first evaluation of the project is found in Freedom

to Learn. He admits therein that it is too early to clearly

ascertain whether his approach did did not faci1itateor

learning.(116) He regards the bits of evidence in his possession

"straws in the wind.M(117) Chief the criticisms whichamongas

he does acknowledge is that the Rogerian faci1itators were

"pushy.M Rogers admits that his staff had imposedpercei ved as

the encounter groups and had also prematurelygoal stheir onown

striped participants of the ways in which they traditionally saw

themselves.(118) Elsewhere Rogers calls these -Faci1itators

"zealots" and condemns their efforts to convert persons who did

not agree with the Rogerian phi1osophy•M(119)

In a later article on this same project, Rogers,
both•morecone 1 us i ons about: the program, s effect i veness are
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definitive and negative. He cites the above criticism, butmore

adds that the projecf s biggest fault is that i t does not
provide followup. In way are encounter group participantsno

supported in re—entering their work environments which do not

operate along Rogerian 1ines.(120) The other major difficulty

being that from its inception the project had engendered extreme
opinions both -For and against it. The col lege community had
become polarized that classroom progress was e-ffected. Rogersso

writes that "the polarization was so severe that the entire

community was looking f orward with great rel ie-F that the year
coming to a close."(121)was

article Rogers is left to conclude that whileIn that same

of the teachers involved feel that the Rogerian experiencesome

has improved classroom communication9 most -Feel that it has

not•(122) Six months after the encounter groups ended, -faculty
and admi ni strati on percei ved emotional distancing betweenan

their respective groups caused by the Rogerian

experimentation.(123)

In his most recent report, Rogers ignores much of the

criticisms that he had earlier reported. Those which he does

report he dismisses ''adolescent 1 i ke reaction" of aas an

community who has reaped the rewards of the experiment but is

these on their own.i mpat i ent to -Foil owup successesonnow

hearty self evaluation of theInherent in Rogers claim is a

victorious spirit he admits that there hadproject. In this same

been an initial period o-f 11 superficial criticism" of the project
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but that this had given way to a full acceptance ofsoon
Rogeri an phi 1osophy and method. (124) His earlier article had
reported such acceptance.no

Rogers conclusions regarding the Louisville project appear
questionable from yet another angle. In this case he is not
contradicting himself; he 1eaves that job for another
researcher. Rogers reports that the project failed because o-f a
"tragic set of circumstances having nothing to do with the

innovative policies of his approach."(125) He cites the merger

of two antithetical systems and personal and cultural

animosities as the "extenuating" circumstances which buried the

experiment. In other words, he is unwi11ing to take any

responsibi1ity whatsoever for the wholesale failure of the

project.

In her dissertation the project, Griggs outlineson same

•for the -f ai lure of the project. Shevery different reasons

pl aces the blame not "extenuating circumstances" but insteadon

the theoretical impracticality as wel1 the clumsyason

i mplementati on of the Rogeri an model. (126)

In addition to the above case studies, Rogers relies on

empirical studies to document the success o-F his system. In

Freedom to Learn he cites three studies which indicate the

successful application of his approach to the field of

education. The first is a pilot study by Bills which is based on

sample of only eight teachers. (127) This study concludes thata

the mostthe teachers who the administration perceives as
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effective are the same teachers who perceived by studentsare as
being the most real, accepting and empathetic. This study points
to positive correlation between the Rogerian core conditionsa

and teacher Me-F-Fectiveness. " However there is no indication as
to whether the correlation is statistically significant.

MacDonald and Zaret studied the interactions o-f nine
teachers with their students.(128) They found that whenown
teachers clarifying, stimulating and accepting that studentwere

responses tended to be more discovering, experimenting,

synthesizing and exploring of implications. In other words, the

Rogerian approach fosters higher levels of cognitive activity

than does the "traditi onalM method of education. While

encouraging to Rogers, both studies invalid because they doare

not foilow random sampling and other methods of good research.

Approaching the issue from another angle, Schmuck shows

that there i s diffuse 1i king pattern between students whoa more

have teacher who i s understanding. (129) Instead of there beinga

•Few students who are both strongly 1 i ked and di si i ked9a

affection is more evenly distributed throughout the classroom.

chi 1dren al so exhibitThese positive attitude towarda moresame

themselves and the school experience.

In 1ater studies Aspy confirms these positivesame

exposed to the Rogerian approachattitudes. Students who are

creativity and independent behavior than those whoshow aremore

seif disciplined.(130) Asnot. As wel1, they are more

encouraging as these findings are9 for many the big question
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remains. Does the Rogerian approach foster academic progress?
Rogers cites studies by Aspy to confirm that a highermore

degree of core conditions in cl ass results in Msi gnificantlya

higher gains" in student reading ability.(131) Rogers

generalizes from these very specific results to conclude that
his approach improves academic progress in al1 fields of study.
His conclusion is doubly suspect in that he does not take into

consideration that the sample population -for this study was

exposed to a Rogerian approach only after many years o-f being

taught according to traditional approach. At best, this studya

only conclude that a combination o-f the two approachescan

■Faci 1 ibates progress in one of many academic ski Ils.

In his most recent book Rogers cites experiment wihhan

"educationally handicapped" students also designed to prove

overal 1 academic performance. Once again Rogers -fal 1 s prey to

sioppy generalizations.(132)

Later on in the same book Rogers cites the work of Horowitz

significant difference in academicwho finds that there is no

achi evement between students taught traditionally and students

taught by the "student centered"approach.(133) Also ci ted is

Good who concludes that the "mastery of basic skills" is reduced

(134)when children are taught in the Rogerian manner

wel1 as MacDonald andIt is critical to note that Aspy as

themselves with the correlation betweenonlyZaret concern
of the three coreeffective 1 earning and the presence

work for example, test^ theconditions. (135) None of Aspy* s
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relationship between effective learning and the existence of
student directed 1earning. This is despite the fact that this is

integral part of the total Rogerian philosophy.an

West German studies must be cited in order to make any

further conclusions about Rogers approach. These studies

conclude that the presence of both core conditions and student
directed activities prove to Msignificantly faci1itate the

quality of the pupil'm intel1ectual contributions during

1essons.M(136) Their conclusion in this regard is rather vague

as i t does not discriminate between academic progress which is

due to the core conditions and that which is due to student seif

determi nation.

In summary, it appears that the research which exists to

date shows with some certainty that the presence of core

conditions faci1itates personal growth within the classroom. It

is undeterminable at this point whether the Rogerian approach

e-F-Fects academic growth in a positive fashion. Nor can any

definite conclusions be made about the relationship between self

direction and academic achievement. Finally, it is clear -from

studies that while the Rogerian theory hasthe somecase

favorable results when properly implemented that it is very

difficult to so implement.

ROGERIAN CURRICULUM

The central theme o-F the Rogerian philosophy is that power

is given to students and it is never taken away. Translated into

curricular terms, this means that students are o-f-fered* the power
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,to pl an and implement their entire curriculum and that they can
never 1ose that right. If students accept the chailenge then the
teacher, administrator and parents may only take on a
consultative role in curricular Further, they may doconcerns.

only at the specific request of the studentso group.
In the ideal Rogerain classroom the teacher enters the

f i rst cl ass o-F withoutany course any personal agenda.(137)
He/she procedes to elicit from students what issues are of

to them. (138) At that point the teacher assi sts theconcern

students in setting up a tentative curriculum which -Focuses only

those topics of interest to students.(139) As theon course
progresses the teacher takes less and 1 ess of a consultative

role unti1 the students eventual1y have total control whatover

is being presented in class. Just as there is no teacher

determined curriculum, so also is there no teacher developed

student learning objectives. Rogers is unclear as to whether or

not students must develop these for themselves. Given his

aversion to pre-planning it is ventured that he does not cal1

for student 1 earning objectives.

If the most important classroom dynamic is student self

it foilows that whatever students do in thedetermination,

long as it is they who chose to dois legitimate as

it. On the surface Rogers reinforces this view. He certainly

lists any criteria other than self determination that alsonever

must be met in order for learning to be considered legitimate.

From what has preceded there is no reason to believe that a
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Rogerian curriculum must be anything else but free. In truth
however9 Rogers hoids several notions about what constitutes the
aims and content of a good curriculum. In advocating these
notions Rogers contradicts his overarching principle ofown

student self determination. Since he hides his definitive views
very wel 1 9 very -few people actually detect the contradiction.

According to his -First criterion Rogers insists that a
1egi ti mate Rogeri an curriculum cannot be purely emotionala

experience. (140) This is the case even if that is what the
participants -Favor. Rogers insists that legitimate curriculuma
should have "a great deal of intel1 actual content." For him this

thinking and researching rather than the passivemeans

conveyance o-F subject matter. Still, it is clear that to be

1egitimate the curriculum must pay attention to ideas and

concepts.

Nor does it appear9 despite Rogers rhetoric to the

contrary, that students are free to study whatever subjects they

choose. In actuality they "set free" in order that theyare

"choose" to study the current and highly politicized social

which Rogers deems important. Rogers makes it clear thatssues

if students do not successfully initiate the study of these

social issues that it is the teacher* s responsibi1ity to

"confront" them with those issues.(141)

Rogers identifies at least six current world problems which

he is concerned that his students be exposed to. These include

the following: Dpollution 2)excessive drug usage 3) government
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participation in national health 4)social security and thecare
elder1y 5)nuclear power and 6)the ethics of the space

program. (142) He i s al so particularly interested in the future

of marri age and the nuclear family. (143) Rogers discusses
marriage with eye to debunking many traditional notions.an

Among his many strong opinions is that Ma partner relationship
has 1i tt1e to do with marriage 1 egalas a ceremony or as a

step."(144) As well, he questions just how safe the typical

American family is -For the emotional and physical wel 1 being o-f

chiIdren.(145)

highly particular orientation for theWhat emerges i s a

Rogerian curriculum. It is obvious that Rogers is not as

lai ssez—f aire about what his students learn as some o-f his more

blanket comments have it? In a 1ittle known book by Evans,

about hi s avowed intention that, theRogers i s most clear
certain type of student. That student willproduce a

follows: 1)indifferent to material comforts 2)communal

3)distrusting of al1 external authority 4)close to nature

5)committed to situational ethics and 6)agnostic.(146)

Rogers has a very definite idea about the appropriate

will beThatrel igiosity o-f the Memerging person." awareperson

o-f his or her "smallness as against the enourmous

will remain on a continued search -For purpose in the

td the■Find absoluteefforts this person will answersnever
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be known as the "emerging personM and will be characterized as

universe.(147) Rogers hopes that despite "spiritually orientedM



spiritual search. Although dreams and meditations may be used as
tool s, the searcher will remain -Forever uncertain about the

"ultimate questions." As Rogers describes it. "the person will
be forever uncertain as t.o whether there is purpose in thea
universe or only the purpose which (the person) creates."(148)

In this spiri t of openness^ the "emerging person" must
accept orthodox religious dogmas. He/she must trust only thatno

■Fai th which has been borne out by his/her own experience and

intuition. This individual is encouraged to study ancient

phi 1osophy and religion but is cautioned to keep at enough of a
distance from it as not to be coerced by its "free -Floating',so

religiosity.(149) As wel1, he/she must maintain a distance from

the instituttions of organized religion. Rogers* attitude became
most apparent when he responded to question on the worth ofa

the Church, saying that "I too religious to beam

reli gious."(150) In other words, that his spiritual needs can be

met just fine outside of organized religious institutions.

Rogers al so looks to the classroom to produce a student who

is distrusting of al1 external authority. In theory at least,

the Rogerian classroom is a place of discovery, part o-F which

includes clarifying one* s values. It is at school that each of

us must strive to distinguish between those values which we -feel

comfortable with and those with which we do not. Rogers contends

that as young chi 1dren we indiscriminantly adopt the values of

others in order to win approval.(151) As a result, adults are

left maintaining loyalties to values that run counter to their
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heal thy existence. As they experience the safety o-F the core
conditions adults are able to become aware of harmful values and
discard them.(152)

According to Rogers* rhetoric al 1 values must be -free to

change according to the situation ・ As such al 1 values are open
to constant re—evaluation. This approach is known as situational
ethics. Ulhat however is the fate of those values which Rogers

contends must be the end products of the educational process?

be submitted to the same gruellingMust these values al so

subject to? And what ifinterrogation that al1 other values are

after honest and thorough re—evaluation9 person decides thata

he/she prefers a value which Rogers does not prescribe to? Is

that i s contrary to thatthe individual -free to make a decision

directly speaks tothe ideal? Rogerswhich Rogers neversees as

In order to be communal9 it is important to know how to

communicate. Rogers proposes that a significant amount of class

time be devoted to the teaching of communication ski Ils. For

the encounter group format. Atthis he relies exclusively on no

time does he broaden his horizon to include the formal

communication dri Ils which his di sciple Carkhuf-F

developed.(153)
as theIt i s Rogers* vision that the encounter group serve

ground where oppressed segments o-f the popul ati on come to terms

with their oppressors.(154) In this vein he suggests that

black and white and children and parents comewealthy and poor,
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together -For encounter. Through discussion they will become
aware of each other people having the same needs andas

feelings. Rogers feels satisfied that these encounter sessions

will automatical1y 1ead to positive social changes for all.

In summary then, the Rogerian curriculum depends mostly on
group discussion and very little on books. While it appears that
the curriculum is -free, it is in -Fact not free. It is free only
■For i ts purpose of developing existential9 sociallyown aware

persons who shun tradition. If students do not naturally develop

along these 1ines then the Rogerian teacher is given a clear

mandate to spend class time inculcating them with such
concerns.

A ROGERIAN CRITIQUE

Psychologist Carl Rogers broadened his interests beyond

psychotherapy with the publ ication in 1951 o-f his book Cl ien十

Centered Therapy. In this work Rogers devoted attention to the

educational application of his theory of therapy. Evidence of

education are his articles publishedhis growing involvement in

Review and in Youg Children in thein the Ha厂vatd Educzational

years 1962 and 1966 respectively. During those years hesame was

invited to address prominent educational gatherings including

the Conference on Educational Foundations and the National

Conference of the Association -for Supervision and Curricular

Development.(1)
During the Sixties educators listened to Rogers because he

of the few people at that time focusing on the 1was one
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interpersonal aspect of learning. Since that time his
educational notions have under pointed attack. Today manycome

educationalists consider his views narrow and romantic and

therefore irrelevant to education in this decade.(2)
Rogers has great -Faith in the innate goodness anda

intel1igence of humankind. Left to their own devices, people are
able to 1 earn al1 they want and value that, and only that, which

enhances their quality of 1ife. People capable that whenare so

the school dictates to them what they should learn or value, it

only interferes with their intrinsic abi1ities to do the same.

Al 1 that an individual needs from others in order to learn is a
■Free and understanding environment within which to uncover
his/her inherent learnings and values.

Seif discovery, with the concomitant openness to

experience, becomes the primary aim of Rogerian education. The

traditional aim, that of 1earning how to 1ive within a given

society, becomes an extremely peripheral if not i1legitimatean

aim of education. Within Rogers* system the welfare of society,

does not matter. As long as the -Forward moving potentialper se9

of individuals is left -Free then the bui 1 Iding of society will

of itself.supposedly take care

As the center of existence the individual is the sole
"objective" truth but onlyof truth. There is then, nopossessor

truth as the individual perceives it to be. For "objective"

truth to exist there would have to be an authoritative source

outside of the individual who judges truths to be the truth.
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According to Rogers no such external authority exists; whether
it be other people, science or God.

Rogers envisions two kinds of knowledge operating
simultaneously in each individual. On the one 1evel there is
"intuitive knowing"9 the kind that al1ows for deep
sei-F-discovery. This type of knowledge is always trustworthy. On
the other level exists the "consciousH which receives and

type of knowing is not considered trustworthy and oftenmore
than not interference to the deeper "intuitiveserves as an

knowing." The two types of learning mutually exclusive andare
do not compliment another. Rogers submits that al 1 of theone

1 earning encouraged by the traditional school system is of

conscious type.

The writer considers Rogers romantic view about the

to be a major deficiency in his approach. Asgoodness of man

1957 Shirk 1ambasted Rogers for his naive view of theearly as

learner. She writes,"Rogers* emphasis on an innate drive toward

improper adaptation of the findings ofknowledge springs from an

many psychologists."(3)

Frank suggests that Rogers* view of man is "sentimental

view he studiedown an

American school run according to the Rogerian orientation. He

concludes that "left to their own. students simply develop

relevent to our world nor thenei ther the interest in problems

ski Ils needed to master them."(5)
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Dettering attacks Rogers belief that left to his own
devices, an individual naturally unfolds into a wise and good

i s too far into ideal ism. The conceptperson. He writes, "Rogers
o-F sei f discovery which Rogers stressed employs methods akin to

the epistomology of traditional mysticism". (6) Rogers toseems
have no concrete evidence upon which to base his fanciful claims
about human nature.

is itAs romantic as i s Rogers view9 Heso vague. never

why his model of human nature works thecl ear1y describes how or

way i t does. He al so never explains how the "natural abil ity to

how it became superior to conscious knowing. (7)know" works or

Indeed ji as Jami son concludes, "his assertions required a great

deal of bl ind -Fai th in order to be bel ieved. " (8)
It i s unfortunate that on the basi s of no evidence and only

piece-meal explanation that Rogers has created a rift between

and his/her society. According to his theorythe individual an

worthwhi1e knowledge from the externalindividual can
-Finds this dualism a rather Mcurious piece ofculture. Shirk

fantasy."(9)
Jamison suggests that it is this adversarial separation

which has more than anything else "taken Rogers philosophy out

of the context of American schooling."(10) By ignoring the

current socialization function of Americal schools, Rogers makes

himself unrealistic and thus irrelevant. Certainly there always

exists a tension between the needs of the individual and those
^ood -Forit does noo-f the society. !,£ this is the real issue,
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Rogers to solve the tension by simply disregarding one of the
parties. By having 1 i ttle appreciation -For societyy s needs he
makes both the society and the individual losers. At the same
time he alienates 1arge percentage of America,s teachers.a

Rogers came to a black and white distinction between the
individual and society. Evans identifies a tendency in Rogers to

al 1 things in extremes. (11) He wonders aloud what possessessee

such an i ntel1i gent man to take such extreme views of the human

Rogers al so appli es his "black and white" approach to the
issue of core conditions. According to the in which hemanner

only two alternatives. Eithen there isRogersreasons sees no

there is infinite need for it.need for a core condi ti on or

Rogers cannot understand the adage that "there can indeed be too

much of a good thing."(13) Evans writes that "Rogers would have

congruent, the empathi thethat the moreyou beli eve more

wi th most 1i nearis thebetter. It sounds good, but caseas

thinking, it fails in the extreme and that is exactly where both

Rogers and his students have taken it."(14) Rogers believes that

al 1 human problems from marriage to international negotiation

should yei1d to the application of his principles of

communi cati on.
Rogers tries to apply his theory of therapy to every sphere

it to education he does so in aof human life. When he apples
wholesale and indiscriminate manner. The writer considers it

ofi naippropri ate o-f him to transpose the ex act Qoal s and ms
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psychotherapy to the endeavor of education. (15) For example, it
is wrong of him to make the acquisition of information a
peripheral classroom concern just because it is so in the
therapy room.(16) Rogers will have to wi thcome up a more
careful rationale than this for his radical moves. Unfortunately
he never offers such a rationale.

What Rogers cannot transpose whole into the educational

framework he simply does not bother discussing. That is why his

curricular theory and actual curricula are non-existant. (17)

It i s al so clear that Rogers is contradictory in ofsome
his positions. On the hand Rogers says that truth i s theone
perception o-f the individual. On the other hand, he speaks of

himself as a scientist in search of Mtruth as it exists out
there." He in fact writes as if there is "hard reality" ina

nature which exists apart from human perception.(18)

The ramifications of Rogers inconsistencies important.are

The wri ter suggests that Rogers admits to the possibleonce

existence of MobjectiveM truth he is then free to •Formulate his

own vision for people and consider it to have the authority of

"objective" truth.

This is exactly what has occured. His vision of the "fully

took on for him more status than it wouldfunctioning" person
have if he had simply considered it to be his own personal

"subjective" truth. The scientist in him encouraged him to taik

about objective truth. The therapist in him however, could not

allow him to set his own views above thein good conscience
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views of others. Hence the strong double message that " I do not
have the right to interfere in other peoples 1 Ives but I must
because I know how best they need be educated. 11 This strong
double message pulses through al1 of Rogers writings.(19)

In his search for extremes Rogers becomes the victim of his
phi 1osophy. Blinded by his own pass!on he ignores manyown

pertinent issues which are as central to the educational process
today they during his most active years. Today,sas were

teachers look to Rogers for direction on the issuescan no more
of accountabi1i ty, planning competancy than could teachers ofor
the Fifties.

It i s true that during the Seventies and Eighties Rogers
backtracks somewhat from his extreme views on the individual

vi s—a—vi s soci ety. Sti11, he has not yet treated the subject

with the depth and clarity that it deserves. His views on the

nature of humankind continue to 1 ose him much credibi 1 ity. I-F he

had not first done himself9 his critics would surely suggestso

time teaching in the nations grade schoolsthat he spend some

contributions to the nation* sbefore he makes moreany

educational theory.
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CHAPTER TWO

TOWARDS AN UNDERSTANDING OF JANUSZ KORCZAK

Janusz Korczak was born in Poland. Trained physician,as a
he i s best known for accompanyi ng the orphan chi 1dren of the
Warsaw ghetto to their deaths at the hands of the Nazi Korczaks.
belonged to political party religious movement. Heno or never
Joined a synagogue or sat any committee for Jewishon

phi 1 anthropy. Although in many ways he stood al one in his -fight

for humanity, he is today remembered by many around the world

•For his wisdom and heroism. Over five hundred schools and scout

troops in Pol and carry his In 1978 UNESCO declaredname an

i nternati onal cel ebration dedicated to the pedi atri ci an known

with affection as "Mistor Doctor.M The International Korczak

Association awards the Korczak Literary prize each year so that

is kept alive.the spirit of the man
compel1ing caregiver9 respectful JewJanusz Korczak was a a

has beenhedynamic educator. For the past thirty yearsand a
champion o-f the rights ofrecognized throughout Europe as a

children, both in and out of the classroom. Americans justare

Hanna—Mortkowiczbecoming fami 1iar with his message.now
contributions are so masterfulsuggests that his pedogogical

Montessori andthat his rightful place is amongst Dewey,
Piaget.(1) Longtime student of Korczak and professor at George

He concludes that "KorczakWashington University is Ed Kuleweic.
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ham much to inspire and motivate educati today."(2)on
Throughout his forty year career the one love of Korczak* s

life was the poor and orphaned children of Harsaw. These
chi 1dren mostly between the ages of seven and -fourteen andwere

abused by their parents.(3)
During the -first seven years o-F his career Korczak treated

these "broken" children surgeon at an inner city hospital.as a
He gradual1y to feel that mending their broken bonescame was
not enough. In his own words, 11 somehow the doctor had saved many

assignment to let them 1 ive, to win for them the right to be

chi 1dren."(4) Uninterrupted by war and army duty, his

frustration led him to turn his thoughts and efforts toward
chi 1 d It was during this early period in his thatcare. career

he wrote his first books devoted to raising chiIdren. He soon
became famous and asked to administer two Uarsaw orphanages,was

one -for Jew! sh and one for non—Jewi sh chi Idren. For thirty

years, up until the day that he went to the concentration camp,

he remained singularly devoted to his orphanages.(5)

Despite his intensive involvement with chiIdren, it is

clear that Korczak did not consider himself a "teacher" in the

pro-fessional sense that most use it today. (6) He never considers
his primary sphere of influence to be the classroom nor his care

of children to end at the close of the school day. In contrast,

he considers himself to be an "educator" and even a "parent
"parentsubstitute."(7) Although his experience is more as a
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substitute" than as a teacher, he does consider his tomessage
be applicable to classroom teachers. His earllest essay,
entitled "Educational Factors"9 is a clear testament to that
•fact.

What Korczak cared about most9 that which he worked towards
his whole 1 i-Fe, was that chi Idren would longer be oppressed.no
In their suffering he 1ikens children to the Negro torace,

and to peasants around the world. (8> They are victims o-fwomen

an adult world wherein overemphasi s physical strength andan on

monetary independence gives adults al1 the power and chiIdren

Korczak bel ieves that regardless o-f whether orphan or not,
al1 chiIdren suffer to the same abhorent degree. Simply because

they are small. adults consider children to be "blank slates11

and forget that they have inherent abi 1 ities to think, to

evaluate and to -feel al 1 the emotions that adults do. (10) As

wel 1 f adults negate the past experience o-F the child. They see a

smal1 chi 1d and forget that the child responds according to a

1 arge and legitimate inventory of thoughts and feelings. Korczak

writes "'the child has a future but also a past consisting of

events, memories and 1 ong hours o-f highly signif icant sol i tary

reflections."(11)
adults consider children to be blank slates.While some

chaotic.(12) Korczak considers these mythsothers see them as
"Researchersand procedes to debunk them with "typical sarcasm:

chi Id byadult is guided by motives, ahave asserted that an
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urges; an adult i s 1ogical and a chi 1d reckless in i ts illusory
imagination? an adult has character, definite moral make-up,a a
chi 1 d i s enmeshed i n a chaos of instincts and desires. They
examine the chi 1d not different psychological structure butas a
as a weaker and poorer one. Adults of course, are al1 saint1y
professors."(13)

Sti11 other parents consider their children to be a burden.

These parents -feel a constant resentment toward their chi Idren

•For restricting their 1 if estyle.

Korczak posits that whatever their particular bent, al1
adults handle their chiIdren in the way. They proceed tosame

mol d them into the type of child that they pref er to cope wi th.

They advise9 critique, train, suppress and direct. They do so
wherever and whenever they feel it necessary. (14) Al 1 the whi le

they insi st that i t is -for the good of the child. Yet the

chiIdren of these parents grow up having right to theirno own

feelings choi ces.or

Parents who mold their children also tend to overprotect

them. Korczak laments how the child is so often denied any
confident andpossibi 1ity of developing into an active,

independent adult.(15) Once chiIdren have sensed their

,it is their nature as young children to comply

wihh the framework provided them- (16) According 'to Korczak, it

is only in the teen years that any rebellion against the

surfaces-oppression
The conventi onal school system perpetuates that
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oppression. (17) Korczak maintains that it is in the school where

doubled^.*1 (18) He considers school to be a crime against the
human soul and body. He wonders aloud how anyone could expect a
vivacious chi 1 d to sit for up to four hours at a time in an
uncomfortable seat. If children resist this passive role then
they are bl anted -for their disinterest. (19) Korczak reports that
the interest of chi 1dren to learn is M1aceratedH earlyas as
kindergarten. This is accomplished by unfeeling teachers who do

not bother to understand the student* s discomfort but only make
fun of their apparent inabi1ity to learn. (20) This insensitivity

causes the student* s initial discomfort to turn into anger and

fear of the teacher.

At the siightest sign of student anger the teacher
becomes the teacher* sdisciplines. (21) Maintaining control soon

Korczak characterizes the typical school to be themain concern.

four wal1s of
indifference than smiles.M(22)hel p-f ul hands, more

-For teachers toproposed by Korczak isThe alternative
better understand thei r student:9 s needs and f eel i ngs. I-F

students then theenough to know thei rteachers will care
Armed with ai mpersonal i ty o-F the classroom will disappear.

knowledge of strndenh backgrounds teachers wi11 tai 1or curriculurn
into theto personal needs. In this way they will bui1d success

Korczak laments that "teachers are1earning experience.
unfortunately too lazy to undertake this effort."(23) Instead,
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they pre-fer to relate to their students giant adversarialas one
monolith. The most unyielding student in this monolith is
singled.out "del inquent. '* (24)as

It is with poetic justice that Korczak exercises his
perogative to 1abel teachers, "artless". He hates their

sorry
,for them as he -feel s -for their students. He writes, "cl osed in

with the chiIdren the school mi stress not only
constrains but is herself constrained; wearying others she is
hersel f wearied. '* (25)

On the one hand he blames teachers for not choosing a

profession to which they better suited.(26) On the otherare

hand, he recognizes that they simply have not been trained "in

the art of tai king that puts both students and teachers at

ease. a* Informal conversati on al lows for trust and warmth and
education.(27) Korczak admitsthus is the key to constructive

that no book can ever teach teachers how to become e-F-Fecti ve
how to faci1itatecommunicators• They must 1earn by experience

good relations.
Korczak does not place the entire burden -For good relations

equalupon the teacher* s shoulders. Students have an

relationships in theresponsibi1ity for fostering warm

and not the student* s responsibi1ity to initiate such

relations.
always remained skeptical that parents and teachersKorczak
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classroom. This said, Korczak is clear that it is the teacher^s

that c1 assroom

indi-Fference and their heavyhandedness. Yet he feels as



had the ability to strip hhemselves of the!r biases and relate
to chi 1 dren in a humane and af-Fectionate For too 1ongmanner.
parents, and teachers have refused to look at their feelingsown
because they have been preoccupied with interfering in theso
1ives of children. Before adults properly relate tocan
children9 they must get back in touch with their own selves.
Self is the single most important prerequisite toawareness

establishing rapport with chi 1dren. As Korczak writes, "We

cannot 1iberate the chi Id as long as we (adults) remain in

chains ourselves."(28)

No one who writes about Korczak discusses his blanket

condemnation of adults. Nor do they concern themselves with his

prejudice in -favor of chi 1 dren. It is partly because ofreverse

prejudice that Korczak gives chiIdren so muchthi s reverse

credit. Except for their size he considers chiIdren the equals

and sometimes even the betters of adults.
Korczak describes how chiIdren are more capable at

keener observers than are adults.(29). Sointerrelating and are
wi1ling than adults to make amends when theyal so they moreare

willing to 1ivehave done wrong.<30> Furthermore, chiIdren are

according to reasonable amounts of rules which i mposed uponare

chailenge to bethem. (31) Finally, unlike adults they consider a

their greatest joy.(32)
tendency to compareKurzwei1 suggests that Korczak* s

result of hischiIdren and adults as the same entity is a

psychological iiraining which prescribed *to the Russian view of
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human development. This view denied the existence of a
discernable developmental period cal1ed adolescence. (33) In his
day Russian psychologists considered adolescence to be a
capital i stic invention of convenience and not a true
developmental stage. Without adolescence existing as a buffer,
Korczak completely blurrs the emotional and cognitive
differences between chiIdren and adults unti1 that point where

he equates the two.

Korczak recognizes that although capable, children need

some direction and help in order to fulfill their potential.(34)
He develops three educational goals according to which his

teaching efforts will be guided. They are 1) to assi st students
knowledge of self 2) to improve student selfin obtaining a

esteem and 3)to assist students in mastering harmonious
relations.(35) In addition, Korczak gave special attention to

goals which straddle the major goals. They are, 1) to

instruct students as to which social compromises are essential

in life and which can be avoided at al1 costs and 2)to

demonstrate to students at which point hypocracy stops being a
offence.(36)matter o-F propri ety and becomes an

Korczak also has very definite notions about the type o-F
attainment. This writerlearning climate that faci1itates goal

identif ies them as Korczak* s *four "core conditions" 9 each one

indi spensable to good educahion. They are 1) physical com-Fort and
and2)emotional security 3)discipline and purposestimulation

4> partial shudent: sei f deter mi natzi on «
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1)Physi cal comfort

On the most basic level a classroom must be built for
mobility, and be wel 1 venti 1 ated. For maximal effectiveness
KoFUNaR stipulahed that it: had to be variously colored and

conhemporari1y furnished. (37) As well, the class should be safe,
but not e ^hat nothing remains to be exploredso or
experimented with.

Korczak derides teachers for being flippant about their
student* s symptoms of physical discom-Fort. <38) He writes, "what
cough is -For a physicain, a smile, a tear or a blush should bea

•for an educator. Not single symptom should bea

overlooked."(39)

2) Emotional security

Equal1y important i s that a cl assroom be emotionally safe.

The halImark of such a class is what Korczak cal1s "subjective
empathy. '• Thi s primari ly that an adult must constantlymeans

visual ize the di-f-ficul ties that inherent for chiIdren inare

1 earning. Korczak writes of the difficulty of the task, "we

fluent reading acrobats, cannot visualize the difficulties a

chi Id has to cope with nor the artifices he uses to make things

easier for himsel-F. M (40) In part, empathy prohibits asking a

child to do what an adult would not him/herself do. So for

example, Korczak calls for the end of the practise of asking

children to confide in front of their classmates.(41) Finally,

empathy dictates that a teacher realize that a single word has

different meanings and that he/she listen carefully to each
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student for variations in meaning.(42)

The express! on of affection i s al so part of a safe
environment. Korczak writes the -Fol 1 owing on the power of a
ki ss. "A kiss, within sensible 1imits, is a valuable educational
■factor, a kiss smoothes pain, al1eviates harsh words, awakes
repentance and rewards effort. " (43) At the same time Korczak
cautions that a-ffection must be given on the conditionnever
that a student conform. As wel 19 it should never be used to
di sgui se selfish attempt to overprotect a child.(44) Nora

should affection be distributed unequally. (45) There must be no
•favorites and despised in the Korczak inspired classroom.no

Honesty i s another characteri sti c of emotional ly sa-f ean
environment. (46) Adults often attempt to hide the 1 ess pleasant

aspects of 1ife by 1i eing to children and covering up their own
doubts.(47) Children able to detect these 1ies at earlyare an

age and -feel cheated. Nor do these 1 ies serve them wel 1 in the

•future. When they actually confronted with the pain in theare

world they left confused and directionless. At times adultsare
are, according to "Mistor Doctor"9 simply too lazy to make the

proper explanations to children. They prefer to explain

1ies. Each time that chi Id is 1ied toquestions away with amore

burden, his self respect plummets.<48)because he i s a
Korczak uses humour with his students to help make the

sense o-F humour and Kulaweic cal 1 s him a jocul ar man. (49)
teacher makes a classroom emotionally safe byFinally. a
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!；
i；not constantly interrupting a student in order to correct

his/her mi stakes. Korczak suggests that there is enough time at
the end* of presentation to inform the student: ofa necessary
correct!ons.(50)

Korczak wants the teaching environment to be a kind one. He
writes, "years of work made it increasingly obvious to me that

derived from them in cheer-Ful atmosphere of mild sensationsa

and merry 1 aught er . •' (51)

3)Discipline and purpose
Part of being kind to students is providing them with

rules. Korczak* s conviction is that students cannot develop self
of rules that can•first in possessioncontrol unti1 they are

direct them towards it. Without imposed rules no child begincan

to understand the consequences of his/her actions.

Korczak believes that at the beginning of the education

process chiIdren temporari1y resist understanding the

of their behavior and so cannot by themselvesconsequences
the teacher is cal1ed on toregulate it. (52) For this reason

definite though tempered coersive effort" to impose theseuse a
but unwelcome rules. (53) Moreover, the make-up o-Fnecessary

them to be angry at the teacher if not given thechiIdren causes

-Freedom to liveinternal ize more self control they gain more

according to rules they themselves create.
The teacher is called on to walk a "fine line" when using
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discipline. Korczak cautions teachers that neithen too much nor
too 1ittle discipline is appropriate. He writes, Hbeware that by
kindness.you do not understand laxity, ineffeciency and clumsy
stupidity. We find among teachers not only crafty brutes and
mi santhropes but al so rejects from every possible kind of work,
i ncapabl e o-F sustaining any responsible action. " (55)

Korczak* s position on discipline is unusual because it is

behavi or was noted and meted out but there was no abuse or
insult to the child.M(56)

In enforcing rules Korczak solicited religious guiItnever

by making reference to sin. (57) Most of the chi Idren in the

Jewish orphanage did not have particular1y strong Jew!sha
therefore impractical for him to appeal toidentity. It was

As his co—worker affirms, "Korczakstudents on this basis.
exchanged the outworn and discredited morals (of the religious)

that which was relevant.M(58)and substituted in its place
himself with rules governingKorczak only concerns

relations between students. For example, a student will not
punishment -For dawdling unti 1 it adversely effectsrecei ve any

another student.
Korczak suggests that "chi 1dren should be admoni shed

wholesale though only on rare occasions.M(59) When applied,

di sci pl i ne must take the form o-F a "friendly chat. M He writes

what he feels is the faulty rationale behindthe fol1owing on
11 We adults fear, as a rule, that the childharsh discipline:
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directed wi thout being vindictive. Korczak writes, "A chi 1d* s



will -Forget but i t i s not so, (the child) remembers everything
very wel 1-it is we who are rather apt to forget and thus we

er"七口 sett 1 e the matter there and then—in other words, at
the wrong time and brutally."(60)

Korczak* s hope is that all children will become able to
freely decide for themselves without the threat of adult
interference.(61) In describing hi ideal he poetically 1i kenss

the human mind to a forest: Mthe chi ldy s mind i s a -Forest in
which the tops of trees gently the branches mingle, andsway,

the shivering trees touch. Sometimes a tree contacts its

neighbour with a delicate touch and through that neighbour

receives the vibration of a hundred or a thousand trees—of the
whole forest. Whenever anyone of us says *'right—wrong, Pay
attenti on—do i t again, that i s 1 i ke a gust of wind which plays
havoc wi th the chi Id. " (62) It is Korczak* s intention that such

interference continue for short a period possible.asas
Unti 1 that time of self liberation adults must be cautious

not to overly interfere in the lives of their chi Idren and thus
overprotect them. To overprotect them is to invariably make them

"self centered and stupified."(63) Korczak pleads with adults to

early as possible. He asks themlet go of the apron strings as

to cast aside the typical attitude which says 11 let (the

chi 1dren) seek, provided they do not stray, 1et them climb9

provided they do not fal19 let them clear virgin land, provided

that their hands are not bleeding, let them struggle, but be
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careful."(64)

only, figurative. There is way to know to what extent heare no
actual 1 y advocates a free hand. The fol 1 owing description o*f one
o-f his students antics will shed 1i ght on the matter.some
Regarding that student he matter of factly writes, "He lied.so
Unseen9 he took cherry out of the wedding cake. He 1 i-fteda a
girl * s skirt. He threw stones at frog, 1aughed at a hunchback,a
broke statuette and put the pieces back together so that ita

should not be found out. He was smoking cigarrete. Annoyed,hea
silently swore at his -father. *' (65) Korczak -Feels that this
behavior, at 1 east, is within the bounds of permissibi1ity.

It is clear -from Korczak* s writing that a teacher must even
legitimate childhood experimentation.accept 1 i ei ng and anger as

So understood, the teacher does not -Feel compelled to punish
The teacher is calledsuch behavi ors every time they occur. on

to "hold out with his rules and influence unti 1 the very last
moment when the child is beginning to lose al 1 balance. It must

•from thebe a teacher* s hope that "the child will emerge
struggle triumphant before he must intercede.M(66)

Korczak has onl y a vague vi si on o*f what sort o*F person his
He wants his students to becometeaching efforts must produce.

compassionate, sei-f control 1 ed9 fraternal and hard working. (67)

He held
"Korczak does not want to mold the childNeger1y confirms

in the interest ofthat pattern or programaccording to this or
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the state, the church or some particular social class.M (68)
None of Korczak* s educational philosophy can be considered

birth there had taken place in Europe
and America pedagogxcal experiments which moved in the directi on
he was

replace compulsion with agreement and to make students more
active and responsible for their own lives.(69)

Korczak* s unique contribution his abi1ity to transformwas
his ideals into methodology. Chief among his innovations being

the student pariiament, in which students givenwere
responsibi1ity for planning and implementing community rules.

provided imput into teacher evaluations.(70)
Korczak, s only role in the parliament was to give tacit approval
to its decisi 1imiting his heBy ownons. so gave

credence to his deep felt belief that "the expert is the child
and without the participation of the expert we shal 1 never

succeed."(71)

similar innovation.The student run newspaper was a

Additionally, Korczak provided students with registers wherein
constant record of their behavior and thethey could keep

consequences of such.(72)
In an effort to expose his students to the wide world

he made available to them aoutside of the orphanage walIs,
travel, 1iterature,shelf whi ch contai ned materi al onresource

social problems and personal hygiene.(73) To compliment this he
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1 ater to -fol low. In Wickersdorf and Odenf eld, Germany 
there had existed "free school communi ties>a which had tried to

influence

gi nal«.. Even before hi s

Thi s body al so



frequently invited special guests from the community to taik
about the f i el ds i n which they had been successful • He al so took
advantage of the expertise found within the home. For example,

hygiene with the
students.

Vocational work was used as a major educational tool • Part
o-F every day spent in on—the—job training in carpentrywas or
el ectroni cs. In addition to expertise, the experience was
calculated to teach students co-operation as wel 1 as to bolster

seif confidence. The lessons were divided into smal 1 ue-ffort
units" that made any goal manageable and so ensured
success.(74)

It is unclear what -Formal academic teaching Korczak did in

the orphanage and therefore, what basis his educationalon

theories legitimate. What is clear is that each o-f hisare
students did receive a full time academic instruction at a
nearby Polish Christian school. Korczak was fully cognizant that

in the academic instruction ofhe played supplementary rolea

his charges. (75)
Despite his relative dehachmenh ,from acsdemic Achievement9

per se9 Korczak at one time suggested that academic 1 earning

could be aci 1 i"tahed using material that had personal cneBning
andthat he experimented, using puzzlesfor students. So it was

books to st:imulahe and maintain his students interest incomic
of two minds about this creativereading.(76) In the end he was

interested inapproach. He noticed that his students were more
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r*eadi ng. He al so de'tectied hhah the practi se had di s^rached
students from the acquisition of that academic skill. (77)

available to students as character models. He writes,Ma chi 1d
has right to adult models who demonstrate consideration fora

others, integrity in living, a desire to work out problems and
of-fences. sense of ethical values and, most especi ally9a

compassion and empathy. (78) Kohlberg emphasizes that for Korczak
being a model meant more than just preaching about how one must
live. Korczak* s greatness i s that he lived up to his

preachments. (79) It i s for this that Kohlberg places himreason

at the highest stage in his scale of moral development.(80)own
It is curious that al though Korczak believes in the

educational efficacy of adult modeling, he never cal1s attention

to himself model. Kohlberg suggests that for Korczak toas a
have had done would have made him unvirtuous and thus, byso

role model. As Kohlberg writes, "to think ofdefinition, a poor
ones role as exemplary is to risk hypocracy by

display of virtue."(81)
adult model will teachKorczak insists that a proper

children that there is a God. He -Feels that children need to
MHow doomed totranscendent figure. He writes,believe in a

parents (do not call this progress!ve) who,disappointment are
God9 think that thishaving told their chiIdren that there is no

is nowill help them understand the surrounding world. If there
understand how everything got made, and whatGod, how will they
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Konczak feels it imperative that adults make themselves



will they think happens when they die. " (82)
It is however illegitimate, according to Korczak9 to rai se

chi 1 dren according to any parhicular set o*f religious

with authority
and a rigid obeyance of law and ritual. (83) To inculcate a child
wi th such 1 imitations is in hi s words, Mto sentence (the child)
to a 1 ife of constraint—a life of caution to the point of

Passivity. " (84) It al so meant sentencing them to a life of

tunnel vision where children ignore al1 beauty and truth
existing outside of their particular tradition.(85)

Korczak chose not to sentence his students to such a life.
He was, therefore 1 ax about maintaining Jewish observance and
knowl edge in the orphanage. (86) If chi 1 dren had entered the home
wi th some 1evel of observance he respected this and al1 owed them

to maintain it. For example, he excused some chi Idren from

attending school on the Jewish Sabbath. He did encourage al 1 of

his students to pray, although neither the form timing ofnor

the prayer was dictated by Jewish tradition.(87)
Perhaps Korczak* s truest feelings for al 1 religions emerged

most honestly when, after being criticized -for his rel i gious

1eanings9 he responded: MFaith is necessary for the lonelyonce
give the children instead ofand the sad. What will we

prayers!?."(88) He clearly would not allow religiosity to divert

hi s energi es -from making the temporal 1 ives of his students

successful. If rel i gion had any merit it was as a tool o-f

catharsis and consolation which he could use for" his own
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temporal ends.(89)
In conclusion, Korczak is extremely sensitive to the

neglect . and maltreatment of children. He tries to counter the

o-f chi 1 dren by elevating their status to the level

of adul ts. His homi letical writing style al lows hint to champion
this and other equally extreme statements without ever havi ng to
give a methodological accounting of his views.

it isDespite his unsystematic and zealous style, clear

great educator and chi Id advocate. Itthat Janusz Korczak was a
i s there-f ore appropr i ate that Kohl berg i ncl udes him i n the

Socrates and Martincompany of such great personalities as

Luther Ki ng. (90)
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CHAPTER THREE

TOWARDS AN UNDERSTANDING OF MARTIN BUBER

There i s an Indi an parable in which people of different
■faiths are asked to describe the of an elephant. Inessence
order to do they must first walk blindfolded intoso a room
containing elephant and grope at it. Each person touches onlyan

anatomy, but

of the whole.

Martin Buber is German born theologian famous for hisa

"I—Thou" theology. Forced by the Holocaust to move from his

homeland, he became leading Zionist -figure in his new home,a

Palestine. (1) Li ke the elephant, Buber* s writings are massive
and compl ex. As such i t i s very easy for students to grasp one

part of the whole and mistakenly think that the piece they touch
complete representation of Buber*s thought.gives them a

Goodblatt reports that Kiner, for example, ignores the key
the "selective seive."(2) Still othersconcept of the teacher as

ignore equal1y central themes, including that of the teacher as

role model.
Some resist altogether any attempt to understand Buber in a

to allow theThey prefercomplete and systematic manner.
pseudo-mystical thoughts of the man to remain hovering above the

the supra-1inguistic spheres. These sameuniverse somewhere in
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interpreters insist that Buber "had no doctrine but that he was

doctrine. M (3) Others have similarly concluded that "his thought

does not fol low logically and that its succession is determined

biologically than theoretical ly. M (4) In other words,more

Buber* s notions are perceived as somehow springing naturally out
of the "ground of being" and therefore transcending theoretical

formulation.
Goodblatt suggests that Buber himself resists translating

his observations, including those about education9 into
systematic theories. (5) Buber -Feels that his observations are so

situation specific that any attempt at theorizing from them does
an injustice to their existentially unique nature.<6) Wenger
confirms that Buber resists any systematic analysis of education

re-fused a teaching position in the -field o-Fand -For that reason
pedagogy at the Hebrew University. (7)

systematicto find aDespite the reluctance of some
approach to Buber* s work, it is clear that Buber,s beliefs about
education do in fact follow a definite direction which can be

logical exposition. Etscovitz confirms this,captured in a
systematic and thorough interpretation can doadding that only a

thought.(8)justice to the intricasy of Buber* s
THE NATURE OF HUMANKIND AND OTHER DEFINITIONS

Buber is as reluctant siding with Niebuhr in
he is uncomfortable in supportingthe human beast asas a

all good.(9) Instead, BuberRogers* claim that humans are
neither radically goodthird alternative. People areprovi des a
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nor evil, but a dynamic mix o*f the two. From birth to deahh the

individual i s polarity of struggling and opposing -Forces. (10)a
Thd struggle is further described by Buber to be whether an

i ndi vi dual sei ects hi rnsel -f or God as the center o-f the uni verse.

Choosing oneself means a life devoted to narcissistic
individualism. Choosing God life devoted to deeplymeans a
communicating with, and helping, other people. Buber
the 1 atter to be the only natural and good choi A person whoce.

in the direction of God and true fellowship is said to bemoves

community to be the most eternal and legitimate of al 1 Jewish

values.(12) It is "sin-ful shirking of the responsibi 1 ity toa
God" to orient the Jewish soul in other direction.(13)any

This personal struggle is considered difficult but not
impossi ble to Individuals are endowed with a Hcriticalovercome.
•flame" which Mtel Is" them throughout life what is right and what
is wrong. (14) However9 the "critical -FlameM is naturally dul 1

must itself struggle to shine confidently and clearly.and

According to Buber9 bolstering the -flame is the central task o-F

education. Only the proper kind o-f education, broadly religious
in scope, can support this flame.

also directive. Schaeder suggests thatProper education is
and thus somewhatonce Buber evaluated the human as a struggler9

tenor of educationchoi ce but to prescri beweak, he had ano
di recti ng9 protect!ng and persuading. (15)that was

the center o-F the universePeople who seiect themselves as
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"moving in the direction of home.M(11) Buber believes God and



mumt expend tremendous energy ignoring the instruct!ons of their
"u厂itiual -F1 acne11 to act ohherwise. (16) In order to counteract

Sof
■for exampl e9 one becomes convinced that al 1 lower cl ass persons
are is a deliberate attempt at
cushioning the instructions of the "critical flame" that one
mQst interact with al 1 people in an intimate and just manner.

Buber bel i eves that by the time chi Idren are six years of
age that they already begin to use these mechanisms to distance
themsel ves from others. (17) He considers the tendency to be
endemic among chi 1dren and maintains that there is a "sickness
i n the relationshipsM of school aged youths. (18) Once

establ ished, this "sickness1' will normally reside within them to

poison their future relationships and destroy the part of them

that i s intrinsically altruistic. (19) Buber identifies al1
relati onshi ps poisoned to be of the "I —It" variety. Where theso
"sickness1' is not present, relationships o-F the M I-Thou"are

type. "I—Thou" relationships characterized by theirare

unselfishness, honesty and spontaneity.
Political, religious and other organizations prevent the

"critical ■flame" from properly working. These organizations
ex i st to advance the maher i al sei f—i nt erest o-F thei r members.
Buber* considers hhem total 1 y uninterested in ■fostering humane

and just relationships of the "I—Thou" kind. (20)
al soThe struggle in pursuit of God and true fellowship is

instinct.(21) Fromhampered by whah Buber cal 1 s the Mori gi nator11
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by a need to remain on his/her
own and to create. If this instinct is left untampered with,
peopl e do not -feel the desi re to rel ate to anyone other than
themselves and their creative talents. (22) This precludes the

possi bi 1i ty of cooperative relationships existing in the world.

It i s the task of education to recognize this instinct and
temper it.(23)

When the "critical f1ameH burns brightly in a person9 the

"originator" instinct is superceded by the "communion11 instinct.
The "communion" instinct pushes humankind to interrelate in an
intense as wel 1 "validating** manner.(24)as

Buber has great faith in the ability of wel1 adjusted

people to communicate. In mystical fashion he describes thea
process of c ommun i c a t i on as -follows: "What appears here as the

humanum. before al1 other 1ivingthe great superior!ty of manas

bei ngs known to is his capacity of his own accord, hence notus,
like the animals out of the compulsion o-F needs and wants, but
out of the overflow of his existence to come into direct contact
with everything that he bodily and spiritually meets-to address

with heart alone."(25) In otherit with 1ips and heart and even
able to relate to others not out o-F sei fwords, people are

interest but out o-f an energy -Flow which simply 1 eads them to

validate all people. (26) Humankind reaches its height when
and out ofpeople create spontaneous and deep fellowship both in

the -fami 1 ial home. (27)
Buber parts company wi th most phi 1osophers who unii ke he.

74 一

birth the individual is driven



feel that the individual9s central task is to think, re-flect and
understand. (28) Buber remains staunchly commited to the belief

greatest task i s to relate with God9 wi th
nature and especially with other people. People are above al1
else, created for the sake of communion. Buber writes, "at the
opposi te pol e of being compel 1 ed by destiny, nature, or men,

there does not stand being free of destiny or nature or man but
freedom for communion."(29) Freedom is given in the classroom

of i mprovi ng thenot -for i ts sake but only for the causeown

student* s relationship wi th God and others. (30)
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The person who 1i ves al one can never achieve a fully
ethical 1ife. Buber writes "though something of righteousness
may be evident in the 1 i-fe of an individual, righteousness
itself only become whol ly visible in the structure of thecan
life of a people they function in the social9 political andas
economic spheres. M He concludes that Mthe righteous state o-F man

be most ful ly accomplished in the rounded 1 if e of thecan

community. M (31) It is clear to Buber that the independent 1 i-f e
only be prized •footbridge toward the -ful 1 er mean!ngcan as a

•Found in life of community."(32)a

Buber believes that most never make it off thatpersons
"footbridge" of narcissistic individualism. Most go through life
"playfully" taking care of their own needs. Uli thin Buber* s

system the action o-f "playing" has technical meaning. "Play"a

is equated with the Mundiscipl ined 1 i-f e force" present in al 1
the "measureless instincts rushingpeople. It is de-fined as

forth before being restrained. " (33) Play has its proper place

within the ethical life in that it allows humans to be
spontaneous and present centered in their relations to

others.(34)
The sponhaneity of impulses known as play, has no meaning

right. Meaning needs to be purposefully injected intoin its own
unableMplay-fullness. " Due to their turbulent nature, people are

toto do this for themselves. The teacher is thus cal 1 ed on

guide students in their search -for meaning. (35) Buber
current rejection of the Bible as a sign thatunderstands the

76 一



students have been unsati sfactori1y assi sted by teachers i n
their search -for meaning.(36)

Buber recognizes that speaking about "assisting othersonce
1 earn" 9 he has entered into the real m of 11 influence. " The

amount o-f i nf 1 uence that legitimately holdone person can over
another is of paramount interest to Buber. (37) Before discussing
his view of

assumptions regarding the dynamic o-F Minfluencing" must be

outlined.

The first two assumptions meant to protect the studentare

states that the unconscious mind is the student * s true center of
autonomy and that it only be influenced to ancan

"insigni -ficant" degree by teacher. (38) Furthermore, a studenta
will invariably rebel against any person who threatens that
autonomous center. (39) Buber* s second assumption suggests that
teachers inner needsget to know their studenty scan

that whatever little influence theysuf f i ci en11 y wel 1 canso

have is always in the student*s best interest.(40)

The third assumption pertains to another angle of the
only be influenced when theyissue. It states that people can

are umcomfortable. (41) People experience psychic pain every time

non—conf i rmi ng way. Yet thethey relate to another in a
is prevented fromdiscomfort which the pain naturally causes

•• I—Thou"Only the experience of anreaching conscious awareness.
and allows it expression. It isrelationship -frees this pain
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■^rom the undue influence of the teacher. The -first assumption

what is that legitimate degree of influence, Buber* s



Precisely when the discomfort surfaces that the person is open
the part of another.(42) In other

words, i"t is at this moment that education begin.can
Regardless at what age it occurs, Buber identifies this

di squi etude and subsequent vulnerabi 1 i ty as a person * s "second
youth. M (43) He writes, "one is said to become educable only to
the degree to which who has hitherto seemed whollyone

crystal ized has been stirred up and loosened; having again

become soft earth."(44) Buber has complete faith that students
have an inherent which enables them to deal with acourage

recognition of their psychic pain as well as that o-Fown
others. (45) He cal 1 s teachers to initiate this disquietudeon
against the backdrop o-f the "I—Thou" relationship.

person is able to accept the influence o-F another,When a

he/she is said to be ''reawakened.11 (46) Buber identifies several
It is these biasesprejudices to both young and old.common

which cause the battle for •'reawakening" to be hard one. (47)
The first of these is the prejudice against change.(48)

People resistant ,to any new experience or thought whichare
might endanger the choices which they have seized upon in the

past.

The second prejudice is againsh hi story. According to

Buber 9 young persons in particular 1 i ke to think that the wor 1 d

began with them. Thus, they reject ,the i mportance of hi story and

i n turn the si gnif i cance of tradition.(49)

Lack of faith in the
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to constructive influence on

"spiritualM is another preJudice



existing among people of al1 ages. Buber is particularly
distressed by this bias although he understands the
circumstances which have led up to it. With regret he points out
that the "spiritual is often used by political powers instead
o-f i tsel f being the standard setter. In other cases, the
"spiritual" retires to its and totally abrogates itsown corner
social responsibi1ity.(50)

Immediately upon the heels of this prejudice follows the

prejudice against truth. Much to Buber* s chagrin society has

adopted the notion that there is no one definitive truth that
guides al1 of mankind. In its stead there exists many truthsas
as there people; each truth fashioned according toare a

person* s unique circumstances. (51) Buber admits that there is an

element of truth in this stance. He applauds the fact that

persons are considered more than merely receptacles for an

inherited and fixed truth. He encourages individuals to take

part in making truth meaningful to themselves. Yet he firmly
believes that there exists only one overarching truth according

to which al 1 Jews must live their lives. (52)
One aspect: of this absolu*te truth is the expectation "that:

to another.(53) In direct oppositionpeoples responsible oneare
to "this expechahion exists the contemporary prejudice against

mostlyBuber believes that people arecommunal responsibi1ity.
preservation and devote only peripheralinterested in self

attention to the concerns of others. (54) The anonymity provided

collectives allow individuals to moreby political and other

79 -



easi ly escape their responsibi 1 ity to others. (55)
Buber is quick to indicate that it is not only in the

col 1 ectives where the individual is threatened with a 1 oss of
sei f. (56) Due to the prejudice against personal warmth and

spontanei tiy, people are al so threatened within thei r personal
relationships. (57) Buber believes that the pre Judice is wel 1
-Founded. He suggests that it is backlash against "the moderna
•Forms of the overestimation of the personal sphere o-f feeling

that a certain unreservedness between people has been lost. In
its stead exists impersonality wherein kindred spirits takeeven

to the other. Holdingattitude o-F assumed superiorityon an one

back, calculating and criticizing become the new order of the

day.(59)
Buber makes other observations about the nature of people

his notions about education. Firstly, hethat directly impact on
student wants to learn. He writesclai ms that the average

"Pupils for the most part want to learn something even if not

over much. " (60) He al so suggests that it is possible -for

heachers and shudenhs to arrive at a tacit agreement: al 1 owing

tzhe *teaching process to proceed. (61) Finally. Buber emphasizes
is never enough to producethat cognitive understanding

He considers neither "facts, -Figures norbehavioral change.(62)
moral maxims11 sufficient to effect pervasive change in

students.
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and the sentimental izing o-f life." (58) He nonetheless 1 aments



THE NATURE DF EDUCATION AND THE TEACHER—EDUCAT I ON AND ITS
PSYCHOTHERAPEUTIC PARALLELS

Although Buber has neither formal training experiencenor
in psychotherapy, he feels confident in comparing the

educational to the therapeutic process. Most of his comparisons

highly critical in nature. He criticizes both endeavors, notare

so much for their inherent worthlessness •for having becomeas
"professionali z ed M.

Historically societies did not depend on professionals to
heal or educate their citizens. (63) Instead, there existed

exceptionally committed persons who took these responsibi1ities

upon themsel ves. They -functioned informal ly and without pay.

Having interest in status, they depended less onno
on personal example in ordersophisticated methodology and more

to help people. Nithin Jewish society such person was calleda a

educational scene.
not o-f spiritual growth.one

Contemporary Jewry must instead settle for being taught and

healed by Mprofessional" people. According to Buber, these

professionals are neither as devoted nor as adaptable theas

called teachers andTzaddi ks of old. Such prof essionals are

therapists respectively.
it practical for Jewish society toBuber does not consider

turn back the clock and attempt to rei nsti tute the
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"Tzaddi k". The Tzaddi km are no longer part of the Jewish
They have disappeared because this century is



,'master—disciple,a mode o-f 1 earning characteristic o-f the
Tzeddi ks.(64) He does however, consider it practical to insist
that teAchers be able to imitate the attitudes and skills erf
those masters. (65) In order that this high standard be attained,

he advocates that candidates -For the teaching profession be
drawn from among the el i te o-f each university. (66)

Above all. professionalization the teaching task tocauses

become routinized. The once informal and honest TNaddi ks have

given way to teachers who hide their real selves behind the

professional role. (67) According to Buber, it is the anonymity
and superior!ty accruing from the professional role which gives

teachers the security they need to face a classroom of

students.

professional demeanor in orderAt first, teachers adopt a

to protect themselves from the complexity and force of their

students reactions to them. Once in control, they maintain the

role because of the economics of time which the profession
dictates. Buber points out that the teacher simply does not have

Moreover, the rolethe time to relate in existential manner.an

hesitant to surrender. As Buber writes, Mto genuinely meet

another would dangerously threaten the regulated nature of (the

teacher* s) practise."(68)
clientthat in order to meet the student orBuber proposes

possible.roles asface to face, the professional shed as many

legitimacy by virtue of "ascribed role" orNo 1onger receiving
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11 knowl edge base*1, the professional9 s onl y remaining claimeven

to 1 egit:imacy is that he/she has struggled and theovercome same
struggles the student or client now faces. (69) Commonali ty of

bui 11 upon. As Buber himself concludes, "the essential force in
the education process is the person behind the title or
degree."(70)

The analytical stance is one more character!sti c of the

professional • Whenever analysis dominates, the possibi 1 ity -For

relationship is precluded. Analysis is by its very nature inward

turning and therefore cuts the Manalyst" off from experiencing

the other person. As well, analysis only itself withconcerns
that part of the other which is rational and be placed intocan

category. Analysis is totally i11-equipped to understand thea

dreams, hopes and emotions of persons. (71)

Buber under 1 ines his conviction by the following analogy. A

that is worthknowledge of theperson only acquires seaa
into the sea and experiences the

fulIness thereof with al1 his/her senses. In the same way a

worthwhile understanding of anotherperson can only acquire a
stance in which there is no holding back ofperson through a

self.(72)
distinction between knowing by analysis andBuber makes a

"a clearknowing by intuition. Buber defines intuition as

knowledge which did not capture its meaning or_ arise "through
feeling and enjoying of therational conviction but through a
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knowing when he/she dives

ex peri ence becomes the mai n rock that trust bet: ween the hwo i s



spirit which
opens i tsel f to the full ex peri encing of another. It is a
primary prerequisite -For true relationship.

The most unfortunate result of the analytical stance is
that it commonly pro-fessi onal s to enter rel ati onshipscauses
with preconceived aims and conclusions. So armed, they -feel no
need to close and experience the student or client. Theycome

rather prefer to observe them, al 1 the while fitting their neat

observations into preconceived categories. (74) 0-f these persons
Buber writes, "they disturb the experience o-f relating and stunt
its growth.M(75)

Analysis deflects much needed energy away from

communication. Buber 1 aments that analysis has become the "great
sport between people.M(76) Buber believes that teachers practice
great deal of analysis. Their tendendency to prefer jargon anda

1abels simple and direct taik predisposes them to theover
analytical stance.

For Buber, Socrates epitomized the analytical personality
his conversations withpar excellence. (77) Li ke all analyzers,

Buber disli kesother dominated by questions.people were
■form of communication.questions because they are too easy a

reveal any part ofThose who depend questions need neveron
where teacherstheir personal self. This is especially the case

Whileask only the questions to which they know the answers.

thatit doesthis artificiality hinders dialogue, ensure

teachers maintain an image of f1awlessness.
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Prof essi on al s suffer -from yet another tendency which
prevents communication. "Psychologism" is defined as the

tendency to the product of one* s own mind as the whole ofsee

real i i ty. <78) A resul t of this self cent eredness i s that

students take real i ty for the teacher only as far as theyon
come to think 1 i ke their teacher.

Though not complimentary, the similarities between
education and therapeutic professionals are clear. In -fact, when

asked to compare the two professionals Buber came up with only

one essential difference between them. He feels that therapists
hoi d "1 egitimate superior!tyM their clients by virtue ofover
the success they usually have with them. In contrast, Buber is
<nore pessimistic about the inherent effectiveness of the

professional teacher. He writes, "the therapist in the most

•favorable heal9 while no teacher can teach perfectly.cases can

The teacher i s because in most casesrather tragic person

learning is -Fragmentary. " (79)

Buber formalizes the relationship between the therapist and

of the

"exposed intellectual professions.M (80) The following excerpt

"Thedescribes the essential characteristics of this group:
less the doctor of the body, eachteacher, the Priest, comesno

to -Feel as far as conscience genuinely infuses his vocation9

ofconcerned with the needs and anxietieswhat it to bemeans
of a non—i ntel1ectualmen, and not merely, like the pursuer

satisfaction of their wants.H(81)profession, with the
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the teacher by incorporating both under the rubric



It i s Buber * s hope that the teacher9 doctor and therapi st
consider themselves to be members of a vocation rather than a

"strong
inclination, often divinely summoned, to a particular state or
course of action.M(82) In common parlance "'vocation" is used to
connote extremely strong commitment to a task, even to thean

extent where there is a blurring o-F the work and private
seives.

Goodblatt believes that Buber*s hope for totallya

committed teacher is a direct throwback to his veneration of the
Tzaddik,(83) Just the Traddi k able to address any and al1as was

needs of his constituents 9 should today*s teacher be willingso
and able to do the same.

Buber teachers will considerthat if only today* sreasons

their work to be "vocation" then they too will be successfula
in deal ing wi th the devel opment of the whole student. Thi s the

case, there will be no need for specialist teachers. The same

teacher will deal with a wide variety of spiritual, intellectual

they arise during the ofand physical courseconcerns as
spontzaneous interaction• There wi 11 be no sending a student to

Teachers who take their vocation"expert'* foran answers.
(84)seriously will be ready and able to handle al 1 concerns.

serious a job as it isBuber -Feels that teaching is as

complex. His rational e being that in contrast to the

wants. Since they deal with theneeds rather than their
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profession. Uebsters dictionary defines vocation as a



essential rather than the non-essential 9 teachers cannot a-F-f ord
to wait for their constituents to take the lead. It is only
those who deal in the Mnon-essential11 realm of wants who can

厂d to wait to be directed by those who contract their
services. In sharp contrast, teachers must take the lead so that
students given what they need to survive.are

It i s because Buber takes the role of the teacher so
seriously that he contradicts his educational principles. Onown

the one hand, he decrees that students must be -free to determine

their own values and meanings. (85) On the other hand, he gives
teachers much influence in the classroom than he givesmore
students. He gives teachers permission to predetermine theeven
subject matter that their students wi 1 be exposed to. It is in

this capaaity that Buber identi-fies the teacher as the

"selective seive."(86) As "selective seivesu teachers are even
to persuade their students to the Buberian point of view on the

material. Given this strong teacher mandate, students have
within which to make the kind of autonomous decisonslittle room

which Buber pays great lip service to.
Goodbl ath conf i rms "the i mmense contradi ct i on i n Buber * s

position. (87) He reports that other commentators choose to

ignore the Hdirecti veM kernel of Buber* s scheme. For example.
purelySchaeder * s i nterpretati on of Buber i s that he advocates a

laissez—faire style. Accordingly the teacher auts only as a

emergi ng thoughts and

understands Buber to be against imposingvalues. (88) Wenger also
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mi rror to hel p cl arify the student * s



beliefs upon students. (89) Moreover, Kohanski denies that Buber

permi ts teacher to compelever a student toward hisa own
bel ief. <90) It i s clear to Goodblatt that in real i ty Buber is
willing to sanction forceful teacher influence so that as many
Jewi sh students possible are persuaded to choose the valuesas
which he consi ders important. (91)

It i s also clear from Buber * s writings that he tries very ,
har-d to rational ize his directive stance. He does byso

distinguishing between different degrees of influence which he
considers variously legitimate. The subtle, benevolent and
humble kind of influence which he advocates he cal Is

,•penetration. M (92) The use of '•penetration" is not only
permi ssible but is considered necessary in the classroom. (93)

which is motivated by power and implemented

clumsily i s
had an emotional investment in the therapeuticBuber never

-:process and did not have enough experience in therapy to have

,formed preconceptions about how it should proceed. It is because

of his emotional distance from the therapeutic process that he
contradiction in thatis able to refrain from making the same

•field that he makes regarding the educational process.
contribution to the worldsDespite the discrepancy, Buber* s

of therapy and education remains singular・ He cal 1 s for* a type
beyond questions, and explains howof communi cation that goes

difficult true listening is when pro-Fessional obligations
the difficult task.(94)channel •fromenergy away
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that the abi1ity to communicate

in no way depends a persony s educational statuson or

i ntel 1 eutual ability. The 1 i -f e of di al ogue9 he writes, "is no

pri vi ledge of intellectual ability. . .it does not begin in the

upper story of humanity. It begins higher than where humanityno
begins. There gifted and ungifted here, only those whoare no

Qi ve of themselves."(95)

Buber consi ders a person* s most important deci si on to be
whether not they will live life of dialogue. In doing heor a so
elevates communi cati on to the status of religious sacrament.

"I-Thou” they arean manner9
in turn val idating God* s existence. (96) They do so whether or
not they are aware of God9 s existence.

Di alogue does not al ways need words. Buber suggests that
people convey themselves most deeply through glances.(96)

Moreover, dialogue is not restricted to any particular location

or time. (97) Buber does however feel that dialogue is more

prevalent among the working class than among any other. He adds

that: when dialogue arises among the working class that the
wealthier classes have difficulty tolerating it. (98)

A SECOND LOOK AT THE NATURE OF EDUCATION AND THE

TEACHER—HASSIDIC PARALLELS
Throughout his life Buber displayed prejudice fora reverse

the working cl ass. He reserved hi s dearest ections *for t:he
theparticular community within the working class tihai: was

Hassidic community of the ShtetL* He finds muezh of what is good
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If people rel ate to each other in



己nd true to exist within their ranks.
Buber has great deal of respect for the Hassids of thea

Shtetl * and considers their teaching o-f brotherhood and equal ity

a vital ■^or contemporary man. (99) He writes, •'I consider theone

truth of Hassidiscn vital ly important for Jews, Christians and
other men. At this hour it is important than ever before,more
for in danger of forgetting our purpose on earth and Iwe are
know of other teaching that reminds us of thisno so
forcefully.H (100) Buber knows of no other Jewish thatgroup
preaches his "dialogic:" ideal of brotherhood and justice as

clearly as do the Hassids.(101)
The real force of the Hassidic community is that it not

only teaches "dialogue" but 1 ives it in its dai 1 y 1 ife. (102)

Each Hassid is the ideal teacher because he/she teaches the

',dialogic1* ideal by way of personal example.
The greatest of all the Hassidic teachers are called

live their lives in total congruence withTzaddi k, These men
their rel igious principles. Buber writes, ^The wise man shal 1

perfected teaching and al 1 his deedsaspire that he himself be a
bodi es of instruction.M(103) Moreover 9 the Tzaddi k possesses the

students to his example.(104) Bubercharisma to summonnecessary
magnetism which goes beyond the wordsconstantly refers to a

that "there is no need towhich they speak. He explains
words,for the arrangement of theunderstand the 《Tzaddi G

than any contentall they need,more
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sounds give the followers
would. " (105) Elsewhere Buber describes an "oscillating presence11



which flows out of the Tzaddik. (106)

The Tnaddi k must be even more than a consi stent and
charismatic model. He is also expected to possess a working
knowledge o-f al 1 the individuals in his community. (107) He needs
t。 know their psychological make-up so well that he can know in
advance exactly how his teachings will be perceived by each of
them. (108) This acute sensitivity is hi way of ensuring thats

clearly understood and that it addresses the real
needs of people.

Buber has great expectations for the Tzaddi k. The Tzaddi k
has al so to be keen evaluator of the emotional strength ofa
each parishi that an individual isIf the Tzaddikoner. assesses

incapable of direction in 1ife, then thedetermining his/her own
Tzaddi k must willingly take over for that person.(109) Paying no

attention to ■formal ity or convention he will use whatever means

at his di sposal to "take hold o-F the dispersed person in front

of him. " (110) He is to carry this Jew on his shoulders until
that Jew can walk on his/her own. (Ill) This is the meaning of

the Hassi di c max i m that "the Tzaddi k must be capable of al 1

because he must do all.'*
Before so intervening, the Tzaddik first tries to help the

weaker people to help themselves. He does so by encouraging them
mastersolutions to their own problems. Asto -find their aown i

clarifier the Tzaddik listens to the petitioner and rephrases
truths may become clear tothe persons words so that their own

Tzaddik helps people hook into theirthem.(112) In this way the
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hi s message i s



own power•

The Tn addi k i s al so f 1 exi bl e. If he judges that a person

has his/her own answers he will help him/her clarify these and

immediately "bow out" of that personas life. The true Tzaddi k

as9

degree o-F parishioner sei f deter mi nation. The true Tzaddi k al so
understands that there responsible limits to selfare
determi nati on. If, for example9 person chooses to endangera
his/her 1 ife then the Tzaddi k feels morally responsible toown

intervene. (113) He will not allow personal harm or severe
,f ai lure, at the expense of circumventing another personseven

right to seif determine their destiny.own
allow the TNmddi k to enter their 1ives because

of them. As Buber is fond of

emphasizing, the Tzaddi k is above experiencing the samenever
joys al ongsi de hi s -Fel 1 ow Hassi ds« (114) He i s al so careful never

with too abstract speech. The Tzaddi k who
does not speak clearly is blamed for intimidating his students.

Such is the -Force of the Hassidie proverb that "the disciple
does not draw -Forth -from the •Fountain when the master is cal 1 ed

heavy tongued."(115)
the scholars, otherwise known as 1 amdanim, o-FBuber accuses

In fact,violating this and other crucial pedegogic principl es.
about scholars who heBuber has nothing complementary to say

time in isolation analyzingunderstands spend most of their

texts.
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they feel that he is one



Buber derides the 1 amdani m -for not fir ansi ating their

factual knowledge of Torah into a life which models the

wi th empassi oned eloquence that

Buber cal 1 s for their down-fal 1. He writes9 Mthe aim is a
revolution—toward a new rank in which it is not the man who
knows the Tor ah, but the man who 1 i ves it, who real i zes i t i n
the simple unity of life that stands in the highest place and
the simple unity is, in fact more often found in the am
ha" aretN than in the 1 amdan. " (117) No longer will value be
placed the sharp witted teacher who does nothing to modelon

Torah for his students. (118)

Buber chides scholars -for displaying neither the energy nor
the chari sma sufficient to inspire parishioners into a bel i e-F of

Judai sm. (119) So al so do they lack the commitment to guide the
weaker amongst the Jews. (120) Moreover, scholars possess little

and emotional needs ofawareness of the most basic physical
their students. This is because scholars are not yet ofaware

the ful1 variety of their emotional and physicalown
states.(121) Unwi11ing to admit to the struggle between good and

within them they withdraw themselves from theevil which rages
from occuring.

Their al oof ness wi 11 remain intact unti 1 such time that they
it.of this struggle and fight tobecome overcomeaware

difficlt moral choice to beBuber considers the making of a
the ultimate religious experience. Since scholars are sheltered

to have such anfrom 1 i-fe, s storms they miss the opportunity
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real world in order to prevent this realization



experience. So lacking, they be legitimate teacherscan never

within the Jewish community.(122)

At the time that Buber disqualifies the scholar fromsame
teaching, he also admits that it is the rare Tzaddi k who has
ever reached the ideal expected of him. (123) He admits that only
the greatest Tzaddi ks have ever been able to empower petitioners
with their own answers and then set them -free without

their 1Ives. (124) Instead, most Tzaddi km
bel i e-f s into their parishioners to an

inappropriate degree.

Buber i s also sufficiently realistic to realize ±hat it was
the rare Tzaddi k who 1 i ved according to the principles of Torah
wi th such to be able to teach by his exampleso as
alone. He writes, "the wise man himself is a perfected teaching
and his deeds bodies of instructin, where this is not grantedor
him then he is permitted to give a transmission and exposition
of the teaching. " (125) In other words, if the Tzaddi k is unable

by his personal example then he is al lowed
to conceptual presentation. Bythroughconvey their soaessence

•frontal "stipulating, Buber 1eaves the door open ■For a more

approach to teaching.
for i nsu-f f i ci entCl early then, Buber i s willing to al 1 ow

The only thing whichmodeli ng or
Buber cannot tolerate i s the 1 ack of a caring and 1 oving

attitude. According to Buber, it is the responsibility of the

Tn addi k to compensate for the suf-Fer i ng i n the wor 1 d "by 1 ovi ng
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i nappropri ate i ntervention •

i nterference to 1i ve

i nfuse thei r own



his parishioners

At one point Hassidism rescued Jewish 1 ife from the
corrupti'on of the facile and the -f ami liar. (127) It reaf f irmed
that life i s mystery and that it is in that mystery that Goda

could be found. It did not instruct about the mystery nor did it

describe it. In its highest moments of education it modeled -for

Jews how to reach the mystery. Uhere this was not -Feasible it

si mply 1ed them to it.

The Hassi di sm of the Shteiil al so stressed that at every

moment each person waited to be hallowed, not by thoughts or

methodol ogi es but by deeds. (128) This shifted the emphasi s away
from esoteric prescriptions and towards feelings. Al 1 persons.

regardless of social status formal education, could -Feelor

connected to God by relatzing with their fel 1 ow man in a just

the rel igious truth -ForAccording to Hassidism, thismanner. was
al 1 Jews.

ofacuteHassi di sm eventual ly succumed to its own awareness

the mystery of existence. According to Buber9 this awareness

flee into thetaxing that it coerced Hassidism tobecame so
the Hassidssafety of the traditional 1 aw. (129) As time went by9

1 ost their pure vitality and simplicity and became corrupt.
has "true" Hassidism it alsothe world no longerJust as

example

of the present day teacher.lives to i1luminate the roleon
teachers that heBuber expects the same from professional

doingexpected from the Tzaddi ks・ Goodblatt suggests that i n so
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excessively."(126)

has no "true*' Tzaddiks. Despite their absence, their



Buber 11 pl aces Hercul i an demands the professionalon
teacher."(130)

THE NATURE OF EDUCATION AND THE TEACHER-A DISCUSSION

CONCLUDED

Buber considers trustworthiness to be the essential
characteri sti c of an effective teacher. Teachers become worthy
of their students trust when they relate to them in an honest,
direct and humbl e manner.

Part o-F that honesty i a recognition the part of thes on
teacher that si mi 1 ar as are their experi ences, that thereas
exists an essential difference between student and teacher. Thi s

being that the teacher has undergone 1 ife, struggles and won,5

whereas the student is still struggling. (131) Having already

gone through the experience, it is the teacher and not the

student who has become convinced that it is the eternal values

of God and community which offer the best chance of success with
those struggles. Knowing this, the teacher becomes willing to

these same values i nto thetake an active part in ''stamping"
characters o-F the students. (132)

the teacher is the "representati ve -From Godn.In this sense
of that role. Friendship betweenNothing must get in the way

student and teacher cannot be al 1 owed to irrter-fere with the task
to great lengths proving thatat hand.(133) Buber goes

friendship behween teacher and student is not only undesirable

impossible to establish.but that it is also

that there does not exist theBuber21 s first argument is
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equal i ty between teacher and student necessary -For -Fr iendshi p to
develop. As Buber sees it. the teacher is able to ,Feel what the
student* i s expert encing but the student is too busy 1 earning to

understand the teacher• Even i f the studentempathize with, or
the effort, the wide gap in their li-Feis able to manage

prevents -friendship from ever emerging. (134) Buber
suggests that because "the teacher does not choose who wi 11al so

for truethat the spontaneity necessarybe in his/her class
fri endshi p i s always missing- (135) Buber formali zed thi s "one

way" knowing by
fact that the teacher can always "include" thederiving from the

understanding but that the studentsphere ofstudent in his/her
can never do the reverse.

friendship with thehis -Feel ings onBuber summed up
equates friendship with the Greek■Fol lowing quote in which he

ofovertakes the teacher one"when "He writes,term M eras.
himsel-f theEither the teacher takes ontwo things occur.

unblemished dailyand O"f fers up antragedy of the person

enters his work and consumesthe fire of erossacrifice, or
ability to destroyit.M(137) Buber is so

Hbeside it, all quackery appearsobjectivity that he writes,

adds that Buber*s stance on
11 movement o-Ffriendship is a polemic
a si gnif i cantwhich demanded thathis day. It is this movement

order that warmthininto teachingbe injectedamount of eros
return to the classroom.(139)
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Teachers a—e able to compensate for their inabi 1 ity to -Form
friendships with students. They compensate by being able toso
understand every 1ittle aspect of their students characters. In

this way, for example, they are sensitive to the fact that words

have di f-f erent meanings depending on which of their students

voice them.(140) This the case, they stop discussions at regular

intervals and ask students to clarify their meanings to one
another•

Being an effective Buberian teacher is not function ofa
mental agi1i ty creativity. Buber goes so far as to cal 1or even
creati vi ty "over bi lied talent. 11 In no uncertain terms hean
writes, "I attack the domiant delusion of our time that
creativity is the main criterion for human worth. " (141) Buber

feels that creati vi ty i ofoften used by teachers as a meanss
escaping the need for personal involvement.

Buber al so notes the potential for creati vi ty to be abused.
He accuses some teachers of using creative techniques in order

to elicih certain responses from students. Creative gimmicks

■Finely balanced decision making abi 1 ity by

encouraging a surrender to the non—cri ti cal feel i ngs which
the student alongemerge with creativity. (142) Creativity moves

quickly that he/she is not al lowed the time to bring al 1so
ofcareful and private digestionhi s/her to bear on asenses

his/her own experience.
ideal teacher will take everyIn sharp contrast, the
students confront reality in anopportunity to have his/her
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honest a way as possible.(143) In doing the teacher mustso

the shudent9 s -fear of what Buber cal 1 edovercome

，，concen5tration. M This innate fear causes the student to divert
his/her attention away from pain-ful 1 i-Fe events. Nonetheless, it

responsibi 1 i ty to make sure that each student
is existing in the
world. (144) It is only this pain-Ful whichawareness causes
students to 1 ose their "Pollyanna*1 vi sion of the world•

In order for teachers to do proper job they must al so bea
religious believers. (145) Buber expects al 1 teachers to be

permeated with the spiritual that they stand in theawareness
Creator God.(146) If al1 teachers are themselvespresence of a

religious, then al 1 education becomes religiousin a sense
education.(147) At that point the distinction between "secular"
and "religious" education breaks down. As Buber understands it,

if al1 teachers are
"religion -for "religious schools. " (148)teachers" or even

institutions Buber* sBy downplaying the need for religious

disli ke forpersonalposition plays directly into his own
mellows somewhatorganized rel i gious life. Although his bi as

question that it remains fairlyter World Uar II. there is no

entire life.(149)
ideal teacher will adopt Buber^It is assumed that the

polite attempt tois merely a
be convinced thatto God.<150) He/she will alsopay lip service

and social demands onorganized reli gion makes too few rel igious
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"religious" then there is no need -For

exposed to the su-F-f ering and al ienati on

attitude that organized religion

strong throughout hi s

i s the teacher * s



zed rel i gi on had reduced a

the duty of the i deal Buberi an teacher to
persuade his/her students of this same attitude.

Buber* s ideal teacher is also expected to acknowledge guilt
as a fundamental and necessary 1 i fe

bel i eves gui 11 to be the 1 egi timate resul t of an individual
up to valid expectations.(154) GuiIt that is

ignored often transforms itself into a neurosis.(155)

Al ternately, gui11 ignored loses its power to promoteso

mishandling gui1t.(157) They do by allowing their students toso

too easi1y rationalize their guilt. (158) Nor do they possess the

kind of intimate relationship with their students that allow

eel i ngs to surf ace in the first place. (159)

We return full circle to the overarching necessity for

trust. The ideal teacher must have his/her students trust so

that they can be taken on the intense course of questioning that

will 1 ead them to God and to the Jewish people.

THE DIRECTION OF BUBERIRN EDUCATION
Buber bel ieves that the ,Future of humankind is in jeopardy.

which ithumankind does not solve the crisisHe 1aments that if

Humankind has developedhas created then it will destroy itself•

its moral character at a much slower pace than its technology,
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messaQe into bland moral maxims and intellectual

teachers employed by organized religious institutions -for

failing to 1ive

these negative

its fol 1 owers. < 151) Throughout his life, Buber stubbornly 

insisted that

occurance.(153) Buber

constructive personal change.(156) Buber particularly blames

platitudes.(152) It is



and so 1onger master the social andcan no economic systems
which it has created. (160) Buber cal 1 s thi s monster gone out of

control' the "oolem" of modernity.(161)
Buber claims that people must take a certain type ofon

rel i gi ous -Fai th i n order to avert the crisis. He prescribes a
mix of rel igious -Faith and humanism which he cal 1 s "beli evinga
hutnani sm. " (162) In f i tti ng fashion this was to be the ofname
thE 1 ast volume which he wrote before his death. Many
interpreters feel that it would have been to the poi nt formore

philosophy Mbeli evinga
existential ism. M (163) Whatever the case may be, it is clear that

Hbel i eving humanism11 became the crowning glory of Buber* sa

thought. It his greatest hope that al 1 students would bewas

educated toward a bel ief in this philosophy. (164)
Buber never defines his new philosophy. Its message seems

righteous ways

in their relations with others. (165) The experience o-F an

"I—Thou" relationship thus becomes the highest religious state.

the per-Formance of mitzvot or ritual the highest

foFm of Jewish religiosity. (166)

not yet vitalized by a humanism,The "old Judaism11

d^etre.continues to 1 ook to ritual observance for its reason

Its atitzemph i s -f uti 1 e because the mi An no 1 onger i nspi re as

have the mitzvot become mechanized;they once did. So also
totally separated from the circumstances andhabits which are

is thus 1 eftpsyche o-f the modern person. (167) 1101 d JudaismM
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mourning the corrosion o-f what the only genuine form o-Fonce was
Jewi sh religious life.

"Bel i evi ng humanism1* offers exciting alternative. Itsan
reason d* etre is to give Jews freedom of choice in selecting
those bel ie-f s, rituals and mitzvot which will help them toward
the "dialogic ideal . " (168) In a "believing humanism" the highest
command i s to repl ace what once was a communal and hi stori cal
responsibi 1ity to Judaism with one that is individual and

present felt. So it is, that believing Jewish humanists feel an
acute responsibi 1 i ty to choose their own Jewish way in every new

In making these choices
they seriousl y consul t Jewish tradition, yet the final decision

total 1y their responsibility. (169)s

Buber* s emphasis freedom of choice is purely rhetorical.on
It is total 1 y incongruent that he advocates this -freedom o-F
rel i gi on whi 1 e at the same time handing down such definite

Prescriptions about what Jews should bel i eve. His pleas for
religious autonomy pale when placed beside his cal 1 for teachers
to persuade shudentzs into bel ieving his brand of Judaism. (170)

•for individual,'Bel ieving humanism11 1 eaves little room
expected to bevariation. Without exception Jews are

1 ongsuf-Fering, merciful and 1 ovingkind according to the example

of the God o-f the Hebrew Bible. (171) Buber attempts to disguise

nature of his interpretation by muddying the
he asks how itwaters with phi 1osophical questions. For example,

God who after all, isis possible that mortals imitate a
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momentary

hesitations, Buber proceeds to dictate to modern Jewry exactly

how they must conduct themselves. (172)

Buber i s real1y interested in the academicnever
development: o-F stzudentis. His sole interest remains molding the
characters o-F Jewi sh persons according to his phi 1osophy.own
This is the true sense of his comment "that education worthy of
the name i s essential ly education o-f character. M (173)

Buber makes a distinction between the education of a

person»s character opposed to his/her personality.(174)as
Weingreen writes that Buber equates personality with temperment

he associates character with attitudes and
values. (175) The mandate of the Buberian teacher is to change
student ahtihudes and further. The teacher is neithergo no
permitted nor able to effect a change in the personality of the
student. It is for this that Buber nowhere discusses howreason
emotions be harnessed in the service of educational change.can

the affective aspect of persuading

of life.students to bel ieve in his philosophy
in order tothe cognitive realmBuberian teachers depend on

move thei r shudentis toward the vi si on which they have for them.

That vi si on i s sophisticated than the mere hope thatmore
students "walk in God's ways.11 Teachers are expected to instruct

their students how to establish a
co-existence is called thethe globe. Thisco—exi stence on

•from theearth."(176) The student who emerges"Kingdom of God on
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and emotions, whi1e

ncomp rehen si b 1 e and unformed? Overcomi ng his

peace-Ful and equitable

Neither does he discuss



Buberi an c1 ass will have acquired the social and political

attitudes necessary to maintain such "Kingdom.Ma

The student so taught will first acquire an appreciation

^or peaceful and intimate human contact. He/she will study how

cities be better planned forcan an ambiance conducive to
dialogue. (177) At the same time the student is sensitized to the
need of every nuclear -family to own their own home. (178)

In political terms the development of a more equal and just

society necessitates the dissolution o-f political camps. (179)

to the ideologies of the nleft"

and "right" have for too long blinded people from recognizing
commonal i ty of concerns which al 1 persons hold.

As 1 ong as citizens of the world stand defensively on guard over

their Buber feltideologies, true dialogue willown never occur.

of his day showed

no interest in the true of other peoples. Heconcerns

it unfortunate that their apathy behind theprotectedwas

anonymous and impersonal ideologies to which they prescribed.
The student who •from the Bub er i an classroom must possessemerges

a disdain -For ideological 1 oyalties of this sort.

Buber does not consi der himsel f to be hypocri ti cal when on

the other calIsapolitical stance andone hand he demands onan

^or the establ i shfnen*t o-f world socialism. (180) The social i sm

••true socialism" and as such operateswhich he envisions is

above the political sphere. "True socialismH holds the only true
socialist society will guarantee^°Pe or humanity. Only a
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•fraternal and just relations between people. Buber believes that

in sharp contrast to capitalism. socialism welcomes

theopportunities for honest and significant decision making on
part of al 1 citizens. (181) Moreover, he considers it to be the
only system wi 1 ling to discuss the genuine health and welfare
needs of the 1aboring class.(182)

Buber considers the Israel i Kibbutz to be the only
institutional ized experiment in socialism which has ever

succeeded. (183) It succeeded where others iai1ed because its
the real needs of the moment.members made decisions based on

Members had al so been wi 11 ing to help each other, because there
of the animosity that economic inequalityexisted none

the animosity sobreeds. (184) Buber writes the fol 1owing on

rampanh in the cap!hal i s*t world: "when social inequal i ty spl its
the community and creates chasms between its members, then there

true people."(185) There will never be peacefulcan be no
socialist societyco—existence in the world unti 1 such time as a

put i nto pl ace and weal th i s more equal 1 y di str i buted •is
is not indestructable.Buber recognizes that socialism

personally witnessed theWhi1e 1iving in Israel he

the Kibbutz movement.(186)ofdi si ntegrati on of the socialism
interested in "empirewhen members became more

of the workplace. Buber al、。

notes how socialism
For example, Kibbutz memberskept pace with circumstances.new

immigrant to the Kibbutztype ofignored the of a newpresence
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lost much of its vitality when it no longer

Problems arose



and were
needs.(187)

Buber cahagorical 1 y condemns the Kibbutz movement -for

considers any social ism

not religiously motivated to be a sham. (188) Buber wants his

students educated toward a religious socialism.

Buber also insists that students be given a solid identity

in their own particular religious faith. (189) Buber is emphatic
that truly cooperative "Kingdom" will only be the work ofa

persons who have sol id grounding in their own particular worlda
vi ew« (190) Only so grounded will Jews have the confidence
necessary to dialogue with peoples of different backgrounds.

Buber reels against universalists who insist that a

cooperative world will about only if al1 religiouscome
first dissolved.(191) He writes,

"Education does not to replace the world views by thepresume
wor 1 d of commonal i ty• It cannot supplant them and should not

want to. " (192) The natural unfolding of honest relationshipan

with a commihmenh to move beyond them. The student who emerges
must possess the maturity of

char acter t:o understand the -foolishness o-f universal i sm.

In conclusion, it is clear that Buber has a de-Finite
picture of the student that must emerge from formal education^

A JewishThis person will be cal 1 ed a "believing humanist. 11
his/her tradition and"bel xeving humani st>a is grounded in
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between peoples calls for a realization of differences along

dif-ferences between people are

having become agnostic and atheistic. He

subsequent 1 y unable to meet that immigrant9 s

*^rom the Buber i an cl assroom



exhibi ts existential leanings towards a social ist and

communalistic lifestyle.

THE METHOD OF BUBER I AN EDUCATION

principle opposed to the
use educational methods and techniques. He contends that
Buber considers them to be contrived and mechanical and
therefore out of step with his stress spontaneity.(193) Whileon
Freedman agrees that Buber does not stress methodology9 he does

opposed to it. (194) He feel s that
Buber ignores methods simply becuase they are beyond his primary
field of interest and his experti se.(195) This writer agrees
that Buber* s vi ew on methods is a much more subtle and

sympathetic There exists withinthan Wenger suggests.one
Buber* s writing not so much an ignorance of methods as a growing

ization of their
To be fair, Buber* s writings are scattered wi th con-fl icting

messages regarding the value of educational methods and

techniques. In his book Between Man and Man he unequivocal 1 y

states "that technique, system or program will help anno
"(196) In A Believing"I-Thou" manner.

indeedHumanism he modifies his view and admits that methods are

become the overriding consideration.necessary but must never

si mi lar op inion.. HeWhen pressed in debate Buber related

i s a"without methods oneresponded to hi s opponent that
them andmethods but just in order to usedi 1ittante. I -Foram

not allowed to renouncen°t to bel i eve in them. . . al though I am
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either t.ypology or method, I must know in what moment I must

gi ve them up. " (197) Cl early methods have a rightful, al bei t

limited, place amongst BuberJ s scheme of things.

It is difficult to identify those methods which Buber does

indeed advocate. Perhaps the clearest of these is teacher self

disci Buber bel ieves that students find meanings in theirosure.
religious feelIngs only after their teacher has disclosed
his/her rel igious bel ief s and practises to them. (198)own

first called on to convey to students theirTeachers are
personal expert ences of God * s creative power. (199) According to

Buber 9 students do not bel i eve that God created a sustai nabl e

and meaningful world unti1 their teachers, whom they trust,

af f irm that possibl i ty -for them. Buber suggests that the most

effective way to prove to students that God creates is for

teachers to tel 1 about the miraculous birth of humans or animals

which they have personal 1 y witnessed.

aboutTeachers are

to comfort and protect them. Buber^s premisepresence i ntervened
is that unti 1 students hear thei r teacher * s story, they will not

lives for the often subtleknow where to look within their own

signs of God9s caring.
if itis only effective

Heglimpseso that another person can
conviction only but hedoes not: present his strength and his
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something of its meaning.

Buber stresses that self disclosure

unveils his relation to God

also expected to tell their classes

thei r momenhs of personal suffering, i ncl udi ng how God * s



al so reveal s his weaknesses and his doubt. " (200) Only i f

teachers are painfully open will their words catch their

student's up in the achion of God within real human 1 ie-

Buber bel ieves tihat a relationship with God can only be

and sacri-fice. (201) He testifies to theconsummated by prayer

,•thecentral i ty o-f prayer and sacri f i ce by ref erri ng to them as

two great servants which pace through the ages. H (202) According

effect on God if it isonly haveto Buber 9 ancanprayer

unsel f i shl y poured from the heart wi th unrestrai ned

considered to be one type o-F personaldependence.(203) Prayer is

unselfishly of theirsacrifice. Truly religious people give
convi need thatat all times. Buber remainsenergy and resources

religious Jews onlystudents will emerge from the classroom as
of teachers.the intense religiositythey are exposed to

that if the student is so exposed thatIndeed, Buber believes

conditions in order forother i n-F 1 uences orhe/she needs no

hi s/her rel i gi osi ty to emerge. (204)
to no other ritual.that he gaveBuber gave power t:o prayer

all rituals other thanthat Buber considersGoodblatt concludes

if only to
prayer to be "necessary

of values between

nevergenerations.(205) It is therefore
Jewish lifeother ritual ortheirdemands that teachers convey

tocycle experiences
accountsstudents have beenOnly after

to the study o-ftheir -Focusal1 owed to turnof faith theyare
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religious texts. (206) Buber -fears that true faith will not
develop if students prematurely depend the second hand andon
legalistic accounts of faith that in the Midrash andare
Tai mud. (207) Only after students have responded to God on a
personal level they allowed to lean c)n the legalism foundare

texts.(208) Buber considers the study of

text to be an essential9 if not latterj part of the educational

process. These documents essential because they contain whatare

memory".(209) It is the ofmass common
history safeguarded within this "Jewi sh archetype" which Buber
feels has al 1 owed Jews to remain both a strong and united
people.(210)

memoryH there ^Iso exists essential

identity.(211) By 1932
Buber had already observed that the 11 common memory was
disappearing the passion for handing it down through theas was
generations.(212) He that it had been within the lastguesses

one hundred and fifty years that most Jewish parents have

because they believe thatmemory. '• They have done a moreso
develop within the Diaspora andsuccessful Jewish life can

Israel without this "common momory.M (213)
Buber hopes that Jewish youth will compensate ,For their

neglect by directly taking upon themselves the passionparents
o-f textual study. (214) He asks them to work unremittingly to

^egain this approach to the "ancestral treasure.
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Buber recognizes that passion -for the textual study ofa
the Bible i s suppressed because of the unfair mi srepresentat i on

which the Bible has received- He laments that many distorted and

sham messages are wrongly uttered in the name o-f the Bible. (215)

resonsibi 1 ity is, according to Buber9 to introduce

students to ■Fresh 1 ook at that text. To facilitate this,a
students encouraged to begin their study of the Bible withare

sect.ions which they have not yet read. Furthermore, they are
encouraged to read those sections out loud in the privacy of
their homes. The only expectation made of them is that they

relate their ownway
life expert ence to that which they read. (216)

Buber briefly recommends incorporating song, poetry and

drama teaching techniques to make the Hclassical texts1*as come

alive.(217) At various points in his writings Buber hints that
it is drama. than any other method which has inspired hismore

learning.(218)own

The ideal teacher not only educates students towards God

but toward communi i ty wel1. BubAr believes that oneas
,formid^ble obstac 1 e to harmonious interpersonal communicahion is

that words have various meanings depending the background ofon
no concretethe who speaks them. (219) Buber providesperson

to how to overcome this obstacle. Wenger on thesuggestions as
He calls on teachers toother hand does suggest approach.an

deliberately bring students from different ethnic, religious and
classroom so that they caneconomic backgrounds into one
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listen to the words unti 1 they can in some

The teacher9s



struggl e wi th proper 1 y understanding another. He suggestsone
that Bi bli cal words starting point for thisserve as a

cl ari -f i cation exercise. (220) In this way students can learn

+ i厂st hand about the difficulty of clear and honest

communication and the importance of tolerating differences.

The problem with encouraging honest dialogue in the

classroom, is that it increases the risk of conflict. Buber

bel i eves that classroom conflict can be used as a learning tool.

Fi厂st. teachers must acknowledge its presence in the classroom.

By doing they rid anger of its stigma and so allow it toso

naturally emerge within the classroom. (221) Once anger is out in

the open they will instruct their students how to understand and

cope wi th it.

According to Buber, the best method for teaching acceptable

forms of The teacher must neveranger is personal example.

exhibit uncontrol1able and must never becomeviolent angeror
(222) The teacher*s other responsibi1ity is to

teach students how to disarm their anger. He/she does so by
teaching students to translate anger into a " 1anguage of

student who might otherwise tel1needs."(223) For example, aa
teacher that he/she hates him/her, will admit that he/she really

does not hate that teacher but is afraid that the teacher will

It is al so the teacher^snot pay enough attention to him/her•"
that each conflict is resolved toresponsibi1ity to make certain

every parti ci pants sat i sf acti on. Buber suggests that the teacher

interject "words o-F love** in order to assuage student
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egos.(224)

Buber observes that words insufficiently convey what is

•fully meant. Instead, Buber considers silence the ultimate

method o-f communication between persons.(225) In a mystic manner

he describes si 1 ent communicat!n as follows,"Even now the man
doem not speak a word or 1ift finger. There is releaseda a
reserve o-F communication which streams -forth and the silence

neighbor. ** (226) Silent communication is not the

safne am nonverbal communication. It is akin to energy forcean
so predisposed.(227) Buber

offers methods according to which persons improve theno can

Buber i s completely certain what worth he willnever
ascribe to books methods for teaching. He admits that in hisas
youth he had pref erred deal i ng wi th books to deal ing wi th
people. (228)In his 1ater he noticed that this wasyears
becoming 1 ess the case. The only books that he had come to have

those which romanticized life and allowed himany use f or were
escape from reality. (229) He came to regard even these booksan

illigitimate. He admits that such sanitized tales commandas

respect but fai 1 to evoke his love. They are simply not real
enough to engage hi s deepest emotions. (230) Near the end o-f his

o-F relationship which remainsdaym it is the concrete experience
withof utmost value to him. He writes, "Many bad experiences

life as the noblest bookmen have nouri shed the meadow of my
, • have made the earth acould never do and the good experiences
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garden -for me. " (231)

much of his 1 i-feBuber admi ts that si nee he has spent so

reading* and publishing, he must concede some importance to

does not prevent him frombooks.(232) This realization

essential inability to capture thecastigating books -For their
and complexity o*f human communication• 233)avor

healthy regard for seiected educationalClearly Buber has a
the fact that Buber does notthe case despitemethods. This i s

could notmethodology and probablythink in terms of educational
identify three such methods if asked to do so.

A BUBERIAN CURRICULUM
nature, Buber never developed aTrue to his unsystematic

In fact,his educational philosophy.curriculum which reflected
such.(234) Manydiscusses curricular concerns ashe never

faced with thistheir hands wheni nterpreters throw up

o-F what a

look 1i ke. Among thecurri cul uni woul dhypothetical Buberian
"liberalcurriculum is aBuberianlater, Herberg suggests that a

finds this conclusionarts'* education. (235) This writer
broad array ofinterested in aisunacceptable. Although Buber

to them is notthat his approachthere i s no doubtsocial issues
injustice to thebroad label does anal ways "1i beral.H Such a

curriculum.
complexity of a

Cur~r\i uu】umthe BubetianofIssue CompconentThe Social
curriculum is buildingThe overriding theme

earth.towards the "Kingdom o-F God on
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in this ssi on are educated in social issues, personal theology
and intercommunity relations. As an existentialist Buber wishes

to highlight the most immediate and painful aspect o-f the human

beginning the curriculum with study ofa

social i ssues.

is one of the social issues which most concerns Buber.
At the most basi c 1evel he expresses shock at the human
destructi on whi ch He writes, "how can I withstandwar causes.

shrapnel wounds and tetanus, screams and death rattle, and the

smi 1 e of the mouth above the crushed body. M (236) Buber adopts a

verV honest and real istic picture of war. A simi larly honest

account of war must be part of the Buberian curriculum.one
Of al 1 the horrid aspects o-f Buber most emphasized thewar

propogandization of the fighting Most soldiers fightman.
whomever they Yet within eachpersuaded i s the enemy.are
soldi er there ex i sts deep conviction that he/she who has beena

desi gnated i s nei ther as dif-f erent nor as threateningso as

he/she has been led to believe. This the case, the true

is the individual soldier^ inner struggle

between these two conf 1 icting messages. (237) Students who study

of consciencemust above al 1 understand the great struggl eswar

which accompany every milltary battle. (238)

also learn toBuber hopes that students studying war
lessons which will helpidentify the psychological and political

^vert further wars. (239) To say that Buber can retrieve some

115 -

condi tion. This means

battlefront in a war

the infinity of this moment. . .happenings pour into my blood,



that he is not terribly afraidlessons -from war is not to assume

He wonders aloud whether or not aof a global war.
end to civili zati on• He asksMill putMpantechoi cal" anwar

students to serx ousl y queshi on pol i ti ci ans whether they are

doi ng thei r

politiciansto convi nee

di al ogue i -f the other si de will not • (240) Buber suggests that

tactics in order tostudents be educated in civi 1 disobedience

.(241)persuade polihicians o-f their responsibi 1 itybest
Buber does not condoneDespite his fear of global war

•*legitimate" values at stakepaccifism. In wars where there are
them- In thisto fight to preserveit is the duty o-f good men

(the Jews) have notspi ri t he writes to Gandhi that **We
thepeople,o-f ourand did Jesus, the sonproclaimed, as you do

must sometimesUe beli eve that a manteaching of violence.non
his children..."(242) War is ause -force to save himsel-f or even
alternative to dialogue.

Students must acquire practise

and illegitimate violencei
of arecent Jewi sh hi storywithinexampleStudents have an

In 1947 Bubercase where violence is
HePalestine for theircomplimented the Jews of

answered in kindpoint they had notto thatwas amazed that up
Yet if thethem.to the years

they wouldthe evi1 thendestroyed by"good" continued to be
•Force. (243)have no choice but to use
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moral 1 y accephabl e buh desper ate
distinguishing between legitimate

part to advance a dialogue of peace. He urges them 
that it is they who must initiate that

of blind violence perpetrated upon

considered 1egi ti mate.
self restraint.



Buber very muchwas of the tensions existing betweenaware

Jewish settlers. In 1939 he called for genui ne peace between
two day this
suggest!on

a Mid-Eastern Federation along the

1 ines of the European Common Market. This arrangement cal 1 s -for

a close sharing of and expertise between Jew andresources
Arab.(246)

Buber i s unable to maintain his fair and objective stance.
He eventual1y defence of his people bycomes out in clear
attempting to debunk traditional pro-Arab stand. Time anda
again Buber attacks those persons who would、give Palestine over
比 the Arabs the majority in thesimply because in 1939 they are
land. (247) He stresses that the Arabs have only settled there by

virtue of thus themselves theremi 1i tary conquest and were
immorally. Going further, he suggests that if ancient Jewish
habitation is to be usur-ped by Arab conquest! then the Jews have

the right to regain Palestine by any means 11 short of

conquest.M (248) Feeling perhaps somewhat guilty ^or justifying

violence, Buber* admihs in a vague way that Jews sre wrongly

oppressi ng the Arab popul ahi on of Palestine. (249)
While not categorical 1 y opposed to the taking o-F life in

It iswar*. Buber is absolutely opposed to capital punishment.
,ith uncharacteristic clarity that he 1 ists his objections to

from the Buberian cl assroomit. (250) The student who emerges
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was considered radical by many. (245) He advocates 

that: Jews and Arabs form

opposing but morally valid claims. (244) In his own

the indigenous Arab population of Palestine and the more recent



Wel 1 versed on the Palestinian refugee problemwill be as

capital punishtnent caseshappening ten thousand mi 1es away as on

Inculcated with Buberiancity.hi s/her ownoccuri ng i n

vi ewshe/she will invariably voicethese issuesperspecti ves on

similar to Buber* s.very

to a discussi on of Hfami 1yBuber devotes even fewer pages
to capital punishment. As early as thebreakdown" than he does

is ininstiution of the familyThirties Buber warns that the
describes the exact natureUnfortunately, he nevergrave danger•

the -Fami 1 y i s 1 osi nghint thatof the crisis. He does however
isand that hereinand mutual helpfulnessof warmthits sense

found the root o-f the problem. (251)

to the marriage
Buber

the traditional
clear

I-ThouH relationship. (252)the ultimate "
itsel-f without thismaintainsociety will everHe claims that no

adultery the primary enemyarrangement• (253) He consi ders

honored institution.attacking this time
of theawarenesssome

and children.
generational tensions

oldthis ageside of parents onthedowm squarelyBuber oncomes
aboutsociety caresas aissue. He concludes that 11 as 1 ong

and transmittinggenerations

societythen amanner,
•Forms and contents in a

is"(254) Of notetheir parents.
o-fthe absencewel1 amasthe conservative tone
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must expect chi 1dren to honor 

of this excerpt

maintaining the connection between 

wel1 regulated

gi ves onl y 1 eeting menti on 

that he considers

man—woman" arrangement

partnership. Sti11 it is

Buber* s writings also evince
existing between parents



discussion o*F the rights of chi 1 dren•any
HeSexual attitudes also -Fall within Buber^ perview.

the naturalnessJewish orientation which recognizesadvocates a

the Hbe all andbut does not glori-fy it asof sexual activity

sexual activity must beend all" of human existence. (255) Proper

Althoughattittude o-f sanctification.reli gi ousgui ded by a
that the attitudeBuber hintsdefining "sancti-fication11,never

sex•(256)which desanctifiesi s onei s dirty"that "sex
to include theto his curriculum openBuber 1 eaves the door

linking his socialHe does so byi ssues.study of al1 social

itself with theconcern wi th a

upal1 the world. Thisredemption of
society.(257) Underdespised elementsthe mosthope on even

the world into oneno circumstances is the Jew
damned half, only thenblessed and one

heal evenJew canwith the 1 ess
thethe most: social 1 y outcast including

alcoholic and the seni1e.
Cur~riuulumthe BuberianofThe Theolooiual Comaorwnl

inseparablyarehe/she believesdoes and whatWhat Jewa
ofgreat dealthis reason aanother.(258) Forbound up with one

to themust be givencurriculumthe Buberianemphasis within

appropri ateestablishment of an
to theexposedteacher the'^elective si eve" of the

states in so
theology o-F Martin Buber•

hisonlystudents maymany words that his

119 一

allowed to split 
concerning him/her sel-F

theology which concerns
theology refuses to give

To be fair, Buber never 
be exposed to

ugly half. Through dialogue any 

the child abuser,

student i s

Jewish theology. Through the



theology. Nor does he prohibit students from studying other
Yet at the same time he encourages students tonever

learn dther theol ogi es besides his. Nor does he give anyever
credence to the vi o-F other theologians.ews

Professor Alvin Reines of Hebrew Union Col 1 ege

char acteri z es Buber9 theology neo-orthodoxy.(259) In mosts as a
aspects Buber i s i ndeed very close to traditional Rabbinic

theology. Yet hi i s a theol ogy with a difference. It iss
distinct from Rabbini c Judaism in that it is existentially
grounded. Buber does not start with the account of Sinai and

ffom there reason that God exists to take an active interest in

the world. Nor does Buber rely the Bible as his primaryon
evidence that God meets Israel. Buber pref ers to prove the
existence o-f God "from the ground up -11 It is only because Buber
•feels the presence of God in his own life that he has -faith in a
cari ng God.

insistent that the God whom Jews come to knowvery
be a God in the traditional 1 y theistic sense. (260) Li ke the

■Force but anGod is neither a power nor a
actual -for people in the same way that humansbei ng who cares
car© for one another. It i s preci sei y because God i s so caring
that humans obliged to obey His commanding voice. (261) Yetare

God so as tohow does incomprehensiblecommunicate with anman
know Hi s demands?

individuals are able to meetBuber has firm belief thata
describes the nature o-FHe never
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Buber i s

God i n thei r every day 1i ves.

Rabbis of old, Buber^s

theologi es.



the meeting except to say that it is contentless. (262) No words

Pass between humankind and God, persons are left -from theso

encounter wi th only experience of God'与 presence. The onlyan

other

that i t can i way be understood by the faculty o-fn no reason.

Buber consi ders the Bible to be human attempt to reporta

on some 竺 uuh anci ent contact. (263) Si nee i t tries to describe

inherent 1 y undescribable it is not considered
full account of the meeting between God and humankind. Herberg

expl ai ns that "the Bible to Buber is neither an infallible

God-written merely the folk literature of Israel;nor
seriousness as the continuing witness o-f the

bel1eving community to its encounteer with God, and it is
there-fore taken essential ly, and in every part, both humanas

and divine."<264) Just the relationship between humankind andas

God i is the Bible anundi ssectible interminglings an so

inseparable combi nah i on of di vi ne will and human -form. As such

it is neither to be raised to the status of fundamental, truth

reduced to the category o-F f igurative speech. (265)nor

that it is through the Bible that God makes

known at least for humankind. Traditionalof His planssome

Judaism contends that it is through the Halakah of the Bible

that God Herberg doesparticular1y makes known those plans. an

attitude to

',fundamentally negative. M (266)由1akah when he describes it as
not theIt is clear that for Buber the soul of Judaism is
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document, 

it is taken in -full

willing to say about the meeting is

i n justi ce to the subhl e compl ex i ty of Buber9 s

Buber beli eves

thing whi ch Buber i s

that which is



Hsl akah - Under- no rcumstances must the goal of Judai sm become
the successful implementation of the 1 aw. (267) Hhat God wants
most -fr^om humans i that they relate to each other in a just ands

oPen manner. Yet it is not enough that persons si mplyare aware
that instructi on. In order for it to something it mustmean

be concretized and made explicit. Halekah thisserves purpose

for Buber. He writes, "without 1 aw, that is, without some
uleaLUut: and transmi ssi ble 1 ine of demarcation between that

pleasing to God and that which is displeasing to Him,
there can be historical community of divine ruleno on

that, since Sinai, Judaism

cannot be understood outside of the law. (269)

for Halakah, Buber was aware

that it day. He reels against thebeing abused in hiswas own

appl ication o-F the 1 aw undertaken by Rabbis and
laymen alike. fluid indicators are infusedWhat are meant as
with narrow certainty not theirs to employ. (270)a

These rel i gi ous authori ti es mi siead themselves i ntosame
believing that there exist no mitzvot outside of those recorded

Jewish scripture. According to Buber, the mi tzvot of

scri pture only the realm of things which have explicitlyare
been gi ven to humanki nd to hal 1 ow. (271) Revel ati on o-f -Further

the present day.(272) Buber lamentsways to serve Bod inoccurs
and so are stifled inthat of this dynamicmany Jews are unaware

religious observance. (273) The Buberian curriculum mustthei r

dimensions o-f theeducate contemporary Jewry to the properas
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Despite hi s deep appreciation

earth. " (268) It is for this reason

which i s

infl exable



Halakah.
that the attempt to educate theBuber recognizes

battle. He writes

o-F(Jeuish) individual is nothat the "typical

o-f the Halakah for the widespread

in his own day. He suggests that manyobserved amongst Jews even

God because they no longerbelief infal 1 ing away -From aare

outsi de ofanythingknow how to trust any one or

sufficiency distances
themselves.(275) The armor

demands thathumankind -from God. Buber

to embrace Godindividual turnstoward God. Only once anmove

-for that person.(276)will God in turn move to care
belie-F in God otherso-f aincapableWhile most persons are

make this choiceThose whoin Him.simply choose not to believe
belief in God whilemaintain that they cannot retain a

suffering.much humanworld wherein there is soinhabiting a
that God cannotBuber* s theology responds by

from occuring.sufferingintervene to prevent
who suf-Fer. (277) God comesthe -Faithfulconf i ned to com-Forti ng

their* burden>

in God to do
Regardless of

relationship
otherwise is to do disservice

theirwho defineJews
than religious

and ethni cin politicalJewishness
Jews willreligious sensethat without aterms. (278) His -fear is
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to them in relationship and so eases
of believingthe di*F*ficulty

to Israeli special

with God. Buber looks with disdain uPon 

rather

o-F -false self
humankind make the

the faulty applicationbel ieving in God. " (274) He does not bl ame
er-isis cf faith which he

itself maintaining

God,s role is

contempbrary Jew about. God will be an uphi 11

longer capable



become just one other people among many who define ■themselves

through national ethnic character!stics. If they do not setor

themselves apart -From other peopl according to this religiouses
sense, they wi 11 peri sh in pol i tical battles alongside
them. (279)

reason imperative that teachers insti11
students with strong and proper religious Bubersense.
specifies exactly which theological beliefs proper and it i sare
these bel i efs that must be advocated within a Buberian
curriculum.

The Intefuommunity ComDonent of the Bube广ian CLi「「iuulum

great pressure brought to bear upon Diaspora Jewry

to conform to a secular Jewish identity. (280) This dark grey
for Buber the overri di ng theme of Jewi sh life outsi de

of Israel. He writes, MThe insecure Jew strives -For security,

the Jewi sh community which cannot be classified strives to be

classified. . . Jewry disintegrates into small particles (in order

to) compl y with the nations demands. The urge to con-form becomes
a cramp. " (281) The Gentile majority permits the Diaspora Jew to
have religious identity is tooa Zionist identity, but a
unsettl i ng a one for them to allow.

in thegives up hopeBuber neverpessi mi sm
△biding spiri tual i ty of Diaspora Jewry. He stubbornly bel ieves

lose the essential parts ofthat a Jew is simply unable to
these bel i e-f s 11 foci "belief. He calls

psycheand considers them so
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For al1 his

There i s

cloud i s

his/her Jewish religious
deeply entrenched in each Jew's

It i s for this



Jew mi ghtthat they never
of their presencebe unaware

pri vate (noments. (283)Jew in his/her most honest and
confronted with Christiani 5 al soThe Di aspora Jew

stubbornly upholdJewsantisemitism.

Jews will al so be eternal1y
glori fyi ng sex
will continue to be a "sinister spector

toidentity or movethey eithen 1ose their religious

Israel•(286)
and Christiansbetween Jewsstrai ned relationshi pGi ven the

sped -f i cdoes not outline athat Buberit i s somewhat surpri si ng
Inthe two groups.

to increasecurricular plan

necessity tothe•Fact, Buber never stresses
Onnei ghbors.their Christianrelating withJewish students in

willthat the two groupsit -For grantedone 1evel Buber takes
this cooperation will leadand thatsocial projectscooperate on

that thehe believesOn another9to meaningful dialogue.
that energies areis so poor"track record*'Jewi sh-Chri sti an
Aliyah and notisthe end itInbetter placed elsewhere.

the Jewishofthe real hopeinter-faith education which is

future.
to bewill haveof Aliy业Unti1 the time Theofunderstandingeducated toward a certain wasthat Jesusisunderstandtowill have•first thing that they
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the Law that Chri si ans will hoi d
despised by Christians "for

in its regard.(285) They

Buber feels that as long as
animosity toward them.(284)

stop -Functioning. (282) Even though 
these H-Fociu continue to guide that

Jewish students
Christianity.

and being too permissive
» unti1 such time that

dialogue between
better educate



in no way divine. Buber thinks highly o-fbut wasgreat persona
Buberfalse messiahs go,

considers Jesus
them, and the one

Jewthat Jesus lived as a

deep commi tmentand had retai ned a

understand that Pual o-F

of Christianity andTarsi s corrupted the

forced it to turn its back on

■faith to the extent
Christian faith to be

by Paulinethat i t i s influenced
effectiveto be a moreconsiders JudaismPaul aside, Buber still

religious path than
Buber i s much more

about: the rel i gi onreli gi on thanown
the Jewish -Foldhave leftdeeply spiritual Jewsthat some

taught the spiritual beauty
because they have not been proper 1 y

Jewish religiousthatBuber recognizesof Judaism.(291)
ofthe spiritual coreteach abouteducation usually does not

battle convincinguphi11that it will be an□udaism. He -Feels
o-fmost special partindeed thethe Jewish establishment that

Judaism is its spiritual
in the Buberi迎

turnconcluded we
discussion ofWith

the legitimateWhat ismatter・to a discussion
of education?

role o-f phi 1 osophical inquiry
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of a procedural
in the process

i nferi or to Jewi sh 
doctrine. Considerations o-F

Buber al so expects his students to
ori gi nal monothei sm

the Halaka.(289) Buber believes

The Role of Philosophy
subject content now

core.(292)

Christianity.(290) 

educating Jews about their

Jesus7 social conscience. As far as
"incomparably. the purest, the most 1 egitimate o-F 
most endowed with real Messianic power・(287)

Buber al so stresses to hi s students
to the Halaka.(288)

interested in
of others. He is concerned



Buber's writings present an

an

i ndi spensab1e because man

o-f knowing. (294)manner
Buber9 s argument wx th phi 1 osophy comes when it deludes

itself into thinking that it is the only legitimate path to

knowledge.(295) Whi 1 e knowledge born of faith is very di-f-Ferent
"cnn phi losophical knowledge, it was not to be considered weak
or unsubstantial in comparison to it.

On more fundamental 1 evel, Buber attacks philosophy -For

its people to the task of building "the

Kingdom o*f God on earth. " He writes, "no thought can build up
ones rel igious 1 i-f e and the strictest philosophical certainty
cannot endow the soul with the attitude that the imperfect world
,111 be brought
Jews might come to see phi 1 osophical inquiry substitute foras a
dialogue and them that Mno God is loved throughprayer. He warns
the enterprise of logic."(297)

Buber approaches phi 1 osophy with extreme caution. (298)

Usual1y he problematic but necessary activity.sees it as a

Sometimes he percei ves it as an opponent of true rel igi osi ty• As

itto neutralize its force by dismissing as an

aboveevant intellectual activity which "planeoccurs on a

mos^ persons and events.”(299)
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i t guarentees "that the thought o-f 
connected" and it is nonessential because it is relies on the

inquiry to be 
indispensable but al so nonessential part of education. (293) It 
is

ongoing preoccupation with this 
question. He considers Zphi 1 osophical

inabi1ity to inspire

suuh he tri es

to its perfection."(296) Buber is afraid that



Conulumion

the direction that theSeveral commentators hypothesize on

istakes. The only thing they all agree onBub eriah curriculum
it is therelati onshi ps par amount 9that whi1e Buber considers

in hisattitudes which he stressesof certainacquisition
second seat behind thea

inculcation of religious

make his curriculum

centered
existential. He wants

students needs. The

it based on theisnot flexible norcurriculum is however

expressed needs of the students.
matter is taughtsubjectGoodblatt

the studenfsitin the Buberian classrooom,
that thecapacity he suggestsexpressed needs. (301) In this

al1 Americaninfollowing subjects be taught
3)socialsciencesstudies 2)naturalschools:1)vocational

thatTo sayand 6)history.sciences 4)1iterature 5)sociology
choices is pure

fixed subjecta
conjecture. In fact Buber

-From
would partapproach to education and so

the outset.(302)
about Buber?scertainisother thing thatThe only

therein arecontai nedthe positionsofcurriculum is that many
intergenerationalandmarriageHis notions onin no way 1iberal•

the opiniontoaccordingconservativeparti cularlydynamics are
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curriculum. (300) Relationships take
and moral teachings.- True to his

did not advocate
with Goodblatt even

phi 1osophical underpinnings, Buber tries to
it to be flexible and present

suggests that whatever
mush be useful to

rather than rigid and irrelevant to

Buber would be sympathetic to Goodblrs



of much of contemporary Americam Jewry. At the time, hissame

strong opinions on soci al i sm and capital punishment put him far

to the 1eft of much of that group. Any Buberian curriculumsame
will be very curious mix of extremes. Al 1 further conclusionsa

curriculum remain necessarily in the air.
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about the Buberi an



CHAPTER FOUR

PARALLELS IN THE EDUCATIONAL THOUGHT DF CARL ROGERS.

JANUSZ KQRCZAK AND MARTIN BUBER

Rogers, Korczak and Buber lived on three different

continents. One was a pediatrician, one a psychologist and

another theologian. Each however hada abiding interest inan
education. Given the marked demographic differences between the
three men? it is of interest to know if their teaching
phi losophies are si mi lar. Does there emerge from their writings

some common di recti ons whi ch be useful to the development ofcan
Reform Jewish education?

Thw search -for similarity begins with what the thinkers

themselves write about one another. It is clear that Rogers and
Buber are aware of each others work. However, it is improbable

thmt there exists connections between either of these thinkers

end Korczak.
Rogers makes re-ference to Buber throughout his books. The

re^erences always 1 auditory. In fact, Rogers considers Buberare
mentor. He writes that his -First exposure to Buber^

thinking occured whi 1 e working in the student counsel 1 ing

department at the University erf Chicago. Some theological
students who worked with him suggested that he read both
Kierkegaard and to the material wasBuber. Rogers* response

the feeling, my gosh, hereenthusiastic. He writes, are"It was
whoknew I had. Here are peoplefriends of mine that I never
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to be his



di scovered the se^ of things that I have and who havesame gone
beyond what I've Q°ne through in a number of significant

that Rogers considers his approach
essential ly the same as Buber^s.

of rel ationships. In 1961 he wrote of hisarea own
phi 1 osophy that " (it) could al 1 be summed up in a beautiful

man and he must be really present to his

and Rogers, i t i s not audio visuals, books nor even subject

sattef that i s the real channel -for educational growth.

Significant is the result o-f two personseducational progress

experiencing a certain quality of human interaction. Only

through such relationships educational potential becan
released.

Both Rogers and Buber -further postulate that certain
attitudinal conditions must be present in order for a

teacher/student relationship to be educationally -faci 1 itative.

Rogers equates hhe attitudinal conditions of his phi 1 osophy of

onship with the conditions of Buber*s philosophy.(3)same

The "I-Thou" climate that Buber advocates appears to Rogers to

b句 the condition" climate which he posits.same as the "core
approach, Rogers thus respondsWhen asked to describe his own

that "it is "I-Thou" relationship.M He then procedesa memorable
inBuber emphasize •'immediacy"七。stress that both he and
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Rogers perceives that his phi 1 osophy is closest to Buber*s 
in the

ways. "(1) It is clear

statement: by Martin Buber who says that the good teacher must be

pupi Is; he educates through contact." (2) According to both Buber

a real1y exi sting



relationships.(4) Additionally, he relates that both of them
stress "abs°lute seif dtermination" and so are even more
identical than first understood.(5)

Rogers -further suggests that both he and Buber consider

"realness" to be priority condition of a educational 1 ya

growthful ationship. To conclusively prove the commonality

between them. he describes the of his own philosophy inessence
conditionM relationships as

those "厂moments when a deep realness meets
in the other, <in other words) it is
re^ationship as Martin Buber the Jewish existential ist
phi 1osopher would call it.M(6)

that he, like Buber, is an
ex^s^entialist• (7) According to Rogers, both he and Buber are
even ali ke in that, unii ke their European counterparts,
both "optimistic existentialists.a* On a superficial 1 evel

and Buber do indeed emphasize the individual and
hi s/her For thesenecessity to deal with the present. reasons
they commitment to anrightful 1 y be considered sharingcan a

This however is where the similarity
between the two breaks down.men

In 1957 Buber and Rogers met at the University of Michigan
reveal thatfor di al ogue. The proceed! ngs o-f their di scussiona

there of the two menin the philosophiesare more differences
than Rogers

struck on that same night by theforemost expert on Buber, was
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both Rogers

Rogers repeatedly emphasizes

Buberian terms. He describes "core

existentialist perspective.

ever understands. Maurice Freedman, the world^s

a memorable "I-Thou"
a deep realness



M(beforeHe writes,between the two men.essential differences
between the twostruck by the resemblancesthe dialogue) I was

of theI have also become awarethinkers and si nee then

their* approaches- M(8)differences in
evident from the dialogue.areThree essenti al di erences

Itself determination.of studentthe issueThe first concerns
itBuber considersthatfrom the proceedingsis obvious

terrific influence over
permissible -for the

suchon.(9) Nor does Buber pl acethe student
interfere in theteacher maysubmi ts that ainterference. Buber

"hurting"the student isthatthe groundsstudent onlife of a
to such athat accordingwriter suggestshis/her sel-F . This

isinterferenceteacheralmost anyvague criterion
that throughout thecontrastlegitimated. (10) It is in sharp

desire tomentions anyonceneverwhole dialogue Rogers
at risk, he/shethat student isstudent. Even if
of study.coursehis/her ownto determinemust continue
disappointmenthisBuber

students inin the
it clearminded. <H)He makesorder to make 'them more

such time asuntilfully acceptthat he does not mocks
inexpectatonsthey conform to his

which Rogers appearsdeterminationthe principle of self

sacred. (13) students and
of issueThe second point

teachers within the educational
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teacher to exercise 

strict limitations

During the dialogue 

that Rogers does not interfere 

communally

influence a

makes known 
life o-f his

is the status 
relationship. Buber stresses

his students
this regard.(12) Buber

to hoi d



that this relati onshi p i s one of equals. (14) In no way cannever
students relate to thei r teachers as equals. This is because

they are in significant way capable of understandingno or

ass^sting their teachers. Buber claims that during fulleven
educational dialogue that there exists impenetrable wal1an
between the two. (15) Rogers responds that in his educational

relationships equality of status and understanding does exist,
albeit at rare moments.(16)

The third difference is the issue of relationship to

this rel ati onshi p. He i s especially concerned since it
is the

person can meet another in an "I-Thou" relationship hea

must meet aspects of himself which he has not recognized

bef ore. " (18>

driven by his own

tendency to general ize that he ignores most of the cruci al

distinct! existing between himself and Buber• It is cl earons

their dialogue that Rogers stresses the commonality between

the two than does Buber. This "whitewashing"much overmore
di-f f erences and is evident in al1 ofcontinues over the years

Rogers* writing.
that Buber does not see his approach as

clear alternative to the "progressiveapproach to be a

In hiseducation" o-F which he considers Rogers representative-
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seif. (17) Rogers takes Buber to task for not recognizing the 

value of

similar, but rather opposed to Rogers. (19)Buber understands his

This writer suggests that Rogers is so

Gordon confirms

prerequi site for any " I-Thou" relationship- He writes,

"before



be -free to discover their own

problems and work only on matters that interest them.(20) Buber

railed against this approach then and does again whenso

confronted with it in the person of Carl Rogers at the

University of Michigan.

Buber -feels that students are like the members o-f a jazz
band• As 1ong they stay on the melody line each isas same
al1 owed to add a -few of their unique sounds. Yet the task atown

not permitted to interfere with it.
Buber feel by giving his studentss "I-Thou" relationshipan

that thi s i n some

they have. an

inflexible system, Buber believes that he is offering

to both the authoritarian and permissive

ex^remes of teaching styles.

Buber does not properly understand Rogers* true import for

he did he would perceive the commonality between them. As

deterministic bent. For that matter, so

too do they i gnore the doctrinaire and deterministic side of

Buber. (21) In real i ty i t appears that Rogers i s not as true a

"ptogrEssive" school as Buber believes. Inrepresentati ve of the

♦aut. Rogers 1 imits the seif determination of his students

does Buber. The only difference being thatalmost as much as

Rogers i s more subt1e about doi ng so・
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way makes up for the limited -freedom which 

By providing this element oi humanity within

native Germany Buber met educators like Rogers. Like Rogers, 

they advocated that students

previously discussed, Rogers is not directionless. Popular

interpreters ignore his

hand i s cl ear and -Freedom i s

a fine alternative

otherwi se



It is ironic that Buber critici Rogers and not Korczak.zes

It is Korczak and not Rogers who is the true representative of

the "progressive" school movement. It is Korczak who gives his

students *the most power to determine their own lives. He does so

primari ly by resisting the temptation to mold the political and

economi c ideol ogi es of his students.

It is unfortunate that Kurzwei 1 blurrs the essential

Terences between Korczak and Buber. (22) According to his

i nterpretat i on , tzhese essentially similar in that theymen are

are both ** i mbued wi th of mission,a 1 ove -for the child, a sense
and the abi 1 ity to identi-fy themselves with the pupi 1. " (23)
While i t i s true that both Buber and Korczak are fired with a
sense of mi ssion, i t is clear that their manner of loving

dif-ferent. Buber loves chiIdren in avery

domineering and Korczak loves his children withformal way.

and attention to their needs.

Despite their dif-ferences the three pedagogues have much in

point it is appropriate to highlight ofsome

the obvious simi lari ties between them.
mind that a teacher^ greatestAl1 three are of one

stimulating relationship is considered bystudent i n a safe and
to all educational growth. Bothal1 three men to be primary

Buber writing what Korczak stressesand Rogers stress in their
educate as wel1 asby his book or theory canexample; that no

human contact.
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common. At this

constant affecti on

chi 1dren i s

resource is his/her self. The teacher^ ability to engage a



teachers must not relythat

Relationship
theoriesgimmicks oron

essentially determined by one sbuilding is
relationship building.inand prior experienceto sei-f disclose

of self awareness
Both Rogers and

In contrast,
essenhi al tool ofis another

the dynamicBuber does not place importance on

awareness.
the expert teacherthatalso agreeAl1 three pedagogues

most forcefullyto the issueBuber speaksneed not be a scholar.
isolated from thetoo

stating that a
effectiveto be anand relationshipsworld of real concerns

it is-forcefully,out asdoes not speak
conspicuouslyis

noteworthy that the

criterion -forabsent -from his 1 ist of
does not havescholarship thatKorczak suggests that any

accutnul ati onto the
practical

absent from thecompletely
of knowledge for knowledge

af-ford thisthat he canCritics may arguedoctor* s message.
to be thehis main goaldoes not seede—emphasi s because he

stands.

to produceof education
Nor is it the

to teachsupposedisof the namescholars. Education worthy
inAlthoughthe world-live into successfullypersons how in their

ofto the goalagreement as to bestequippedmust behow studentsexpectations of
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Postering of academic growth 
primary goal

teacher. While Rogers 
aspect o*F scholarship 

effective teaching-

Korczak add that a high degree 
relationship building, 

of sel-f

lamdan is, by definition,

In addition, they al 1 believe 
to develop relationships, 

intuition, abi1ity

education, they di"或 
in order

.Nevertheless, his opinion

appl ication is empty. A devotion 

sake is



function in the contemporary world.

Rogers stresses that students must be taught how to think

in a critical and independenh manner. This ability is crucial in
that it all person to distinguish between his/herows a own

values dnd bel ie-f s and those imposed upon him/her by society.
Al though spiritual man, Rogers never cl aims that a persona

must acquire an organized religion or even a faith in God in

most fully in society.

Buber does not feel that critical mind is the singlemost

essential ingredient necessary -for -Fulfillment. Although paying
service to the importance of criteal thought, he stresses

that people must hoid certain belief and ethical code in ordera

to be fulfilled.

Korczak stresses yet another angle of human development• He
students best prepared for life when they are

taught how harmonious way. Toto relate with others in

1 ibate the process students are instilied with seif

awareness and healthy dose of self esteem-a

Though the pedagogues hoid different: educational aims,
ear 1 y all three recognize that effective education is

education of the whole Whether it means stressingperson.

interpersonal relations,critical thought, rel igious -Faith or

students -facts.to education than givingalways more

each of the thinkers paid various

attention to the role o-f emotions in the educational process.

Roger * s cl assroom recordings demonstr ate that he i s very
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order to -functi on

there is

This said, it is apparent that

believes hi s



and constantly aims at getting personssensi ti ve to emoti ons
in touch with their emotional side. No such records existmore

that he tooYet it clear -from observersof Korczaky s teaching.

In stark contrast,with their emotions.helps students deal

the emotional si de ofBuber is only mini(nal 1 y interested in

the importance ofWhile it is true that he stressespersons.

interest andis as far as hisempathy i t i s al so true that this

expertise with emotions takes him.

thepartial agreement amongThere are other issues where

the matter of

both Buber
"disequi1ibrium".

from theirneed ho roust peopleand Rogers speak of the

and
eel uncomfortabl emust be made to

ofnew waysmotivated to expl oretrulybel i e*f s before they are
student bebelieve that aKorczak does notunderstanding. While

has the right toadulthe feel that ancoddled, neither does
that learning maychild "off balance11 sopurposeful1y render

that such ahe feelswith his other viewsprocede. In consonance

be pract i cal -to abuse tostrategy is far too open
•fromstudents who emergesinsi st that theNor does Korczak

values. Asand personal

under1ings ethical
Koiberg suggests9 Korczak did

to develop a

(25) So, while
particular ethical or religious

these wereexpectati ons,to hold certainKorczak was seen
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complacency before educational growth 

with their perceptions

hold specific political 

',teach his

The -First of these is

his classroom

his student*s

can occur.(24) Students

phi 1osophy but he did not expect
philosophy."

pedagogues exists.
True to their existentialist roots,



manouvering-for individualrelatively broad and left much room

to determine their ownstudents rightsKorczak respected his

beliefs* more

sets himself apart fromKorczak al so
He carescontact with students.limits to hisby not setting up

heMoreover,
need and i s•for their every

to 1ove and beal1 teacherscalls on

life he actually wasof dailyhave no i dea i -F i n the course
friends with his students.

did them alongsidethey and that hechores asdoing theon same
the closenesslimits on

Buber does sowtudent and teacher«ex i st betweenthat can
ofbecause•favorites and Rogersbecause of the danger o-f playing

emotional enmeshment•his fear of
teacher presents athat theand Buber both agreeKorczak

much from thisand that they learnpersonal model to students
does Korczak.aspect thanabout thisexample. Buber taiks more

adul model ・is the properthat heto suggestHe even seems
role model toisKohlberg suggests that Korczak

Korczak was',Janusztaik about it. He writes,
in those terms.his roledid not definemoral educator. But he

the currentto userole model,He did not: define himself bs a
.is to riskexemplary.・role asjargon. To think of one* s

students and itto theof superiorityattitudearrogance and an notthose who are•Forof failurerecurri ng senseis to risk a
o-f rolethe efficacyinKorczak believessaints. *' (26) Though
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openly affectionate.
friends with students. We

We do know however, that he insisted

his students. Both Buber and Rogers put

too busy being a 
truly an exemplary

than did either Buber or Rogers- 
the other pedagogues



him -from
at any length.

the MI-I" category (relation to
sel + >, Buber negates the inherent worth of the solitary person.

At the same ti me Buber gives no direction to the socially or

handicapped student who cannot yet relate to others.

Buber i s al so al one in totally ignoring relationships

between students. He pre-fers to see students as a monolithic
whole whose rel ati onshi ps between each other are both stock and

unimportant to the direction of learning. According to Buber,

the only i mportant that exists betweenrel at ionship is the one
student Bnd teacher.

apparent that Buber is alone in his
insensitivity to the need of acceptance in the classroom. In

contrast, both Rogers and Korczak place heavy stress on this
dynamic.

We end on a, curi ous and rel evant thread of comcnonal i ty
which does exist: between the three. None of the pedagogues has
蛆uczh faith in the capacity of organized religion to educate the

character of children. All three consider religious educational
inherently constraining, superfluous and too

51OW to evils needed tochange. At best they are necessary
information between generations.provide some continuity of

definite though limited educational
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importance of certain dynamics that Buber 
completely neglects. By ignoring

model i ng, hi s character and philosophy prevent 
discussing the concept

Korczak and Rogers, the doctor and the psychologist, both 
emphasize the

It is clear that a

It i s al so

otherwi se

institutions to be



direction emerges from the thought of these three pedagogues. A

Re-form education so directed will stress education for life and

will de—emphasize any impractical accumulation of knowledge. As

education for life its scope will be necessarily broad,

encompass!ng an honest and critical approach to religious as

wel 1 social and personal issues. The teacher * s greatestas

•for faci 1 itating this process will be his/her abi 1 ityresource

establ i sh honest and sensi ti ve relationships. To conclude
mor，e than this does a disservice to the views which the thinkers
hold. -For ah the deepest 1 evel the search for commonalities
between them i dif-ficult and even somewhat strained.very
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CHAPTER FIVE

IMPEDIMENTS 丁。THE IMPLEMENTATION OF THE ROGERIAN

巨)UCATIDNAL MODEL IN THE REFORM JEWISH COMMUNITY

The stereo-typical consumer o-f American and Canadian Reform

is under twenty, possesses elementary Jewish knowledge

and is mi ddle cl As behooves a member of this class, hisass. or
busy with multitude of social and personala

interests. In 1973 Cutter described this typical consumer as

Mthe quiet constituent who from a marginal and apatheticcomes

Jewi sh family, and asks -for less, rather than for more, Jewish

that some Reformthese personsare

educators deny thei r existence. Instead, they operate on the
illusion that most Reform Jews extremely committed andare

Jewishly knowledgeable. (2)

In a 1977 article entitled "Facing the Future of Jewish

Educat i on •', Eugene Borowi tz echoed Cutter * s sentiment. He

pointed out that since Emancipation most Jews have placed only
peripheral value He concluded that -for mostbeing Jewish.on
Je.m being Jewi sh 11 i s ni ce but i s not very i mportant, and whi 1 e
something to be proud 9 it is noh worth too much 句f f cj—t. ” (3)

that mostTransiaiied into educational terms, this means
Reform Jewi sh to it that their children receiveparents will see

pride inenough o-f a Jewi sh educa'ti on so that they devel op a

however, not sufficientlytheir Jewish identity. They are
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education

her* 1 i-fe is

exposure. •' (1) So quiet



committed at this time to ensure that their children receive a

solid working knowledge of Judaism. Nor
they commi ttedare enough to become significantly involved in

their chi 1dren9 s Jewish education. Jewish education is, for the

middle class •Fami 1 y, seen more often than not as just one more

lesson among the myriad of 1 essons that chiIdren must be exposed

to i n order to lead fuller* lives. As among many its statusone
as Borowi tz concludes, de-f initely 11 marginal. " (4)

dynamic evolve which
brings with it for Re-Form education. It isadditional probleman

widely recognized that North American life is increasingly

tradi ti onal and conservative- There is no doubt that there are
those among the ranks of Reform Jewry who feel the cal 1 back to
m°re traditi These Re-form Jews exist within the sameon.

educational only marginally interestedsystem as those who are

in knowing about Judaism. How the Reform educational system will

deal with an

Question which wi 11 become increasingly important in the

•future. (5)

changing times is that the populationAnother sign of our

is getting older• Borowitz predicts that Reform congregations

■ill -face the possibi1ity ofdecreasi ng enrol Iment and even

educate theempty classrooms if they continue to primarily
obligation to teach middleyoung. (6) He cautions that uni ess an

and senior adults is resurrected, Reform educators will be doing

much less teaching in the next decade. For Borowitz, the silver
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increasing polarization of its constituents is a

During the Eighties we see a new

cognitive and af-fective



if Reform properlycloud is that
educating their children

only be strugglingwill noteducatii onal systemThe Reform
.It will also experienceconditions

that in theBorowitz suggestsconcerns-(8)difficult monetary
demands the Re-formand international

to mainti anhardereven

its current 1evel of
OnealsoPedegogical concerns

is abrogatingthat the systemissuch concern
•fornecessaryand informationskillsto teach students the basic

CutterJudai sm.
them to be able to

Reform schools aresuggests that
He writesski Ils.o-F cognitive

too easily
"that (an emotional1y charged

IsaacAruc:h_ orthe ShuluhanU'shavtem Mayim than study
thebecauseuniquewaseducationtime, Reformlife."(10) At one

in theaffective aspectdid not of-fer ansecular system the case;longeris nothat thiscl assroom. Cutter suggests
Itaffective exposure-of-Fer ampletoday's seculnr* education tnay

overcompensatetoeducation■for Re-form1onger necessary affectivetheoverstressinglearning bylack of affectivefor a

in religious school.(11)
emphasi s onan overdiscouraginginCutterBorowitz joins
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1 ining around the ominous 

then the job of

face of competing national 

educational system will have to fight

with di-f-ficult demographic

is no

become vicarious Judaism. Any student

budget allocations. (9)

confront Re-form education.

its responsibi 1ity

educates its elderly

and grahdehi 1 dren will be made easier. (7)

will practise

humanistic and
chose how they

stressing the

affective realm at the expense

study of Israel) can
would rather dance

M. Wi seJ s



emohional 1 y powerful content. He fears that a reliance on

teaching Maf-fective" events leads to unfortunate results. He is

concerned that stuadenhs becoming emotionally oversaturatedare

and so are numbed to the material which is presented to
them. (12) He arouse

emotions students in a more subtle and

varied manner than is presently the
The Reform educational system is also being called upon to

promote high degree o-f brother and sisterhood amongst itsa

priority is that Reform students of various

Jewi sh backgrounds develop tolerance and respect for eacha

other.(14) Taking another approach, Borowitz asks teachers to

ensure that students develop deep-felt and working o-Fsensea

their Jewish responsibi 1 i ty to non-Jews. (15)

It was in the -face of these difficult problems that in 1975
th句 Reform educational system chose to institute new goals for
itself.(16) of American Hebrew
Congregat i ons—Central Con*f erence of Amer i can Rabbis Joi nt
Commi ssi on interimEducation worked di 1 igently to produce anon

As a result ofcurr^culum which would meet the chai 1 enges ahead.
their curriculum entitled "To See theefforts emerged fulla
Wor1d Through Jewish Eyes."

This new curriculum follows the Reform tradition o-f

utilizing andeducational philosophiesprogress!ve

that while other Jewishffiethodologies. Borowitz points out

movements have historically taken outdated approachs to
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suggests that Ref or m* s challenge will be to 
and draw out the

From 1975 through 1977, the Union

case.(13)

students. Cutter * s



innovativebusi ed i tself i mp1ementi ngeducation, Re-form has

Jewish education.<17)

Ref or tn has not contented

ofaccordioq to his analysislaurels. Bennett attempts to prove

curriculun> has takenthat the new
this regard he outlinesIn

choi ce 2) 1 i "Fe ski Ilsemphases: 1)personalthe fol1owing
of the af-fective4)incorporationdevelopment 3)personal meanings

7)attention to the6)commitment to caring5)stress on 
of di-Fferent8)the recognition1 earners andneeds of special

learning styles-(18)
ofthe requirements

While this curriculum

it is onhumani sts,mainstream religious

to the Rogeri an brand of humanism.
to make ai ndi vi dualsforleaves no placehumani smRogeri an
outside

definite commitment to any
it isvagueness,Despite Rogers,of themselves.

without anymeaningsmake their ownthat people
alsotradition. Rogersreligion5significant help -from God or

Hedenomi nations.

betweenbarrierssees them as unnecessary
would delight thathecurriculum,the U.A.H.C.could review

meaningspersonalfind their owntostudents are necessitytheneither
God. At the same time institution

the need for a,for stressing God nor

cal1ed Reform Judaism.(20)
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clearly satisfies 

several grounds opposed

rejects the necessity o-F forming

independent entity or P°wer 

clear that he

encouraged 

he would appreciate

bureaucrati c

beli eves

goals and 1earning activities, 

•from the best o-F humanistic thought•

religious

people. (19) If Rge”

approaches desi gned to i mprove

itself to sit back on past



Rogers would al so criticize the new curriculum for not

giving students enough -freedom of

so exposed will adopt

stipulation a priori

field of vision by asking, as does the curriculum, that students

enter theological study through the context of Re-form Jewish

thought al one. (22) Students are unable to make full and informed

choices unti1 they exposed in a non judgemental to theare manner
thought of all Jewish denominations.

The new curriculum calls on students to -further the cause

of justice, freedom and peace. (23) Rogers would hope -For a more

forceful1y put goal; that stresses first hand involvement inone
getting to know the pain and suffering in the world. As well. a

Rogeri an qob! justice would direct students to become lesson

competitive and to equitably distribute their personal

wealth.(24)

Al though Rogers does not real i ze i t unti 1 1 at er in life, he

de'Finite adversary o*f the technological capitalist

society. (25) According to his view, happily survives theno one

harsh who cannotrealities of the market place. The people

Yet the worst•forced into unemployment.successful1y compete are

those which the system keeps, ior it is they whovictims areare

inrelationships and interests,forced to put their personal

their jobs. Rogers believessecond place behind the demands of
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choice. For example, the goals 
of the Curriculum state that all students

restri cts the deci si on making capabi 1 i ties of students. (21) 
Moreover, Rogers woul d not prematurely restrict the student * s

prayer. Rogers would feel that this

is a



thet: success in the market place and full human development are

goals.

Re-Form constituents will feel very threatened by a

which questions the moral legitimacy of
the very economic system in which they participate. For example,

many Reform Jewish physians will be upset if, within the context

of Jewi sh education, thei r children discuss the moral flaws of

the current state of privitized health care. Yet such sensitive

messages exactly the which Rogers wants to discussare ones

within the cl assroom.

There several other problems that Reform Jewishare

parents will have with Rogers* approach to education. They will
questi on just how wel1 Rogerian teacher who dislikes the
capitalist system can prepare their children for a successful

,future within that system. As Teller confirms, Jews will
"student centered" education for being neither

suf-Ficiently competitively based.(26)academi c nor

Many Re-form constituents will be equally alienated by

Rogers cal1 their children to "all aspects of life,to expose
including the brutal and the tragic" in order that they will

learn to in life,s harshest moments. Mostfind meaning even

enough confront theirParents beli that life will sooneve

abe definite

Indeed,solely the responsibility of parents.sensitive task is
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chi 1 dren wi'th tragedy without their having to be purposeful 1 y 

is considered by them toexposed to it. Such premature exposure 

overexposure. Sti 11 other parents insist that such

mutually exclusive

phi 1 osophy o-F educati on

criticize



of Jewish studiesto a teacherfew parents trust such exposure

part time basis.who
isOther Reform constituents argue

adversarial to mainstreamnot because it ismost inapppropriate,

totally unrealisticbecause i t hoids aAmerican values9 but
at home does not

develop
convinee most Re-Form Jewish

external boundariesfirmconstructi vely wi thout
that their childrenparents persuadedestablished. Nor are these
thei r own i n theonhave the i nherent di sci pl i ne to persevere

their roleto seedifficult skillacquisition of
They believeand rewarders.encouragersand that o-F teachers, as

to theirindispensible•functions which arethat i t i s these
chi 1drens success.

that al1him to believechildren leads•ForRogers, empathy
him to drasticallyThis in turn causesoppressed.chiIdren are
without adultdevelop i ntooverestimate what chi 1 dren can

him that
guidance. His -Fanci-ful

direct themselvesnatural 1 ychildrendevices,left to their own
The vastand values.

in basic
at least somechi 1dren be given

for themselves.《28)make choicesleft tovalues before they are
ofthe majorityaccepted byis

whether thetodoubt asserious

set andthe mind
present cadre of Re-form
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Jewry, there remains

educators possess

picture of children. (27) Their experience 

parents that chi 1dren can 

■first being

majority o-f Re-form Jewish parents

grounding

toward appropriate interests, skills 

will demand that their

skills and

s. They prefer

Even if Rogers* philosophy

general 1 y works with their chi 1 dren on

that Rogerian humanism

notion of human nature convinces



approach.anskills
Educators

In 1977 the National

publi shed a

Jewish educators. The study was
Teach Them Diligently.""And You ShallGertman and entitled,

all thatold its results areThough the study is nine years

in this area.presently exist to inform us
moved furthereducators havethat Re-FormThe study reveals

Foreducational goals.from Rogers* keybeforeaway than ever

1961 and 1975 shows a
between the yearscomparisonexample, a

andof self awareness
decreased interest in

this claim byto counterIt is possiblesocial justice.(29)
interestededucators were more1975 Jewishpointing out that in

of "buildinga-ffective goalin the largelythan be-Foreever
for thenot compensatedoesThis howeverJewish identity-"

personaldeci si on making,such asconcernsabsence o-f Rogeri an
commi tment toof athe basiswhich areimpact and other dynamics

self awareness.educating -for better
lack theJewish educatorsfinds that ReformstudyThis same

to i mplement anecessaryof self awareness
asked to(30) When

Rogerian "core
chose tomajoritylarge

identify their
most wereinvestigation

identify themselves as
in thelines, especiallytraditional

suggestsGertman
distorted■for the

andvarious political

151

comprehensi ve study of the 

conducted by Rabbi Stuart

to proper 1 y implement such 

Association of Temple 

current state of Reform

requisite degree 

condition" environment.

found to operatie along very 

-Confirmation years, 

rationale

the Rogerian goals

pedegogical style a 

humanistic. Upon

elementary and the pre

psychologi cal



that manythe reality remainsseif percepti on. Regardless,
■freedomeither the politicalReform educators do not yet possess

evaluate themselves andto accuratelythe personal capabi1ityor
considered self-aware.therefore cannot be

tonot in the positionsimplyMany Re-Form educators are

implement the Rogerian philosophy
enough to build up

educators do not remai n

1 evel of trust amongthe necessary
suburban,•educators serving•finds thatGertmanMore importantly,

ini n curri culum andhave expertisedo not tend to
teacher such

successfulaprerequisitescourses are necessary
Rogerian climate.

barriers whichattitudinal
He observesapproach.

prevent the implementation
to underestimateReform educatorstendency amongthat there i s a
students.(33)schoolreligion5the learning capacity of younger

to the wide rangenot exposedchi 1dren areIn other words, young
to. Teachersareolder childrenof subject matter that

•formaterialdiversethe deeper and moresave

•four and up. (34)
ofin the caseingrainedespeciallyThis tendency is Althoughethics-and sextheologysensitive subjects such as

of the most
most schools heach theology (35)i nstructi on.no

intaughtethics weresocialDuring the year under
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Gertman also -finds significant 

of the Rogerian

at the same job long 

students and parents.(31)

9 the students 
theological

congregati ons 
educational psychology. " (32) For the average 

for setting up

exposed
students in grades

・ First of all, the majority of

impressionab1e ages are given 
investigation



schools> Even then9cent of Reform religiousonly fifty one per
exposed toand higher wereonly the students in grades seven

in the -Field oilearning experiencethem.(36) Students wishing a
seven.(37) Rogersto wait until gradesexual ethics had also

only twelve percent o-f
would al so be

It is
rel igi ous schools

institutions are ignoringclear that the vast majority of Reform

to Rogers.of most concerni ssuesthe social and personal
is also aneducator apathyThe study concludes that

such as thecreative approachesofimpediment to the utilization
innovativetend to usethat teachersRogerian.(38) It reports
o-f theirbored behavi ormethods only when the troublesome or

children who are more
receive just

easi 1 y sat isfi ed
mainstay fora

six andin grades
the Rogerian educator, are

up.(40)
about themisgivingsowmof RogersBefore discussing some
look at thetoimplementahion of his approach

to the exRe-Form circlesreception received in
ofThis philosophy

Confluent: brand of
Los AngelesCutterof Williameducati on i s the i dea

of Religion.
campus

and i s ameanings
It stresses learning

balance.<41)
for aphilosophy which calls

thisspecificAlthough it does not provide a
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students necessitates it. The younger 

modes of teachingby traditional 

class field trips,

i nterested to 1 earn that 
offered any instruction.in sexuality.

.it is profitable
istentially based

College-Jewish Institute
of the Hebrew Union 

through personal

cogni t i ve/af-f ect i ve 

curriculum,

that.(39) This explains why

only implemented

humanistic education.

of the



large minority of Re-form rel igious

schools.(42)

Thfe principles of Confluent education are in most cases

principles. They are so similar that it is

of the Rogerian approach will
some of the identical obstacles reported in conjunction

of the Confluent approach.
Cutter finds that many teachers unable to successfullyare

approach due to their inflexibi 1 ity. They are

unable *to tol erate the unexpected outcomes of spontaneous and

honest di scussi on. (43) As wel 1, they are very -f rustrated when

hinders the implementation of their

pre-planned difficult for them is sittinggoals.(44) Just as

back and letting students direct their own learnings. This is

doubly difficult •for teachers when there is a risk o-f student
ai lure. Many teachers exhibit overwhelming need to protectan

their charges from disappointment and sadness and so must

interfere. (45) Cutter suggests that until teachers are made more

self thesethey wi 11 be unable to begin overcomingaware

obstacles.(46)

"artful approachCutter considers Confluent education an

choreographed with the utmost diff iczulty・"He notes

that it for teachers to shift back andis particularly difficult

^orth between whichcontent and the personal meaningscourse

their He adds that most teachers neverstudents bring to it. (47)
their attitudes prevent thempractical stage because
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predicted that the implementation 
face

identical to Rogerian

spontaneous discussion

,ith the implementation

approach i s implefnen*ted in a

which is

to this

implement hi s



-from it. (48)

which exist outside thealludes to other obstaclesCutter

Re-Form JewishHe hints that some6-F the teacher.person
specificaeducators criticize his

curricular model•(49)

ofapproach to the ri gors
it isliberal thatapproach for being soothers mali gn the

asserts that suchCutterincompatible with Reform Judaism.

of liberal Jews whoreactioncriticism is the compensatory over

becauseand -feel guiltyreli gi ousfeel that they should be more
they are not• Unable to punish

education-(51)anger toward Con-fluent

crucial differencessimilar,
readily acceptableConfluent approach more

differences make the

Jewish community.than the Rogerian to the Reform
social classi nvolvesThe first of these differences

social agendaradicalhas noConfluent approachaffiliation. The
that it is anit clearCutter makesbound with it.up

to advocatecan usewhich any groupi deologi cal1y neutral vessel
•foris developedthe approach

held whichare"discussionsCutter writes,middle cl ass needs.
the prescribedneeds with

(53)class society."and middleJewish "traditionimperatives of to

approval
and at best givesclass
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approach -for not providing 
refusal to submit his

Although the Conf1uent and 

between them

its own beliefs. (52) In reality

Others criticize his

scientific evaluation.<50) Still

themselves, they direct their

the middle

attempt to integrate people*s

is agnostic, antagonistic 

to the

Rogerian philosophies are very 
do exist. These

In sharp contrast9 Rogers* approach

only cautious



communal organizations.withino-f i ndividual sparti ci pat i on
i s alsoConf1uent education

students structure.it offerscommunity because
clearIt also sets up

Neither isand students.forbehavi oral parameters
modified degreea

He o-ffers
of independence which

not considerhe doesbecause"self support"
demands of Jewishthe communalwithto be in consonsance

that if donefar to saysotradition. (55) Cutter even goes
his/herteacher to imposefor asensitively9 it i s 1 egitimate

not to become glib inRabbisHe cautionsvalues upon students.
other hand 9theon

embracing the cliches
to the human

considers any but the
himself withconcerndoes Rogersspirit. Nor at any point

behavioral parameters. hisxmplementationto anobstaclesRogers outlines many
surmountable onemost easilyconsi ders theown approach. He inactive roleto a moreto adjustwho needcoming -from students

conf i dent
initialsome

to hiseasily won over ininvolvedthat as
with» successRogersover

that parents
disclosureclassroom

to accept theirwill be able ablethat he will becertain
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jealousy but is certain 

that their jeaslousy 

also assumes

preferred by the Reform

Cutter* s

encounter groups 

their chi 1 dren will subside. (58) He 

childrens

of freedom.<56) Rogers 

harmful

approach out1ines long range 

both teachers

offered absolute freedom, but is instead given 

Cutter calls Mself support.H

absolute free choice

vaguest of goals

goals.(54)

that parents will al5。 be
the classroom.(57) He feels 

approach. He predicts 
parents get

about home life. Finally, Rogers



to allay parental -fears that academic progress will suffer on

approach.

emerging

teaching community.(59) He perceives

teachers to be highly threatened by approach whichan cares

about training and qualifications and reduces
veness to the abi 1 ity to build relationships. (60) He

understands that teachers further threatened by an approachare

which cal 1 s on them to tai k less and listen

Rogers suggests that these teachers are victims of their
own narrow thinking. Many continue to be baffled as to how

academi u excel1ence be achieved alongside emotionalcan

growth. (62) These teachers castigate any col 1 eague who appears

to sell academic achievement short.

Rogers concludes that teachers simply do not like the

thought of gi ving up the power that they now possess. (63) He
suggests that inancial rationale brought agianst hisany

issue.(64)up for the powermerel y a cover
Whether based the observations of scholars in educationon

or

within the Re-formof the Rogerian philosophy

this author believescommunity significant. Nevertheless,are

that there positive aspects within Rogers educationalare many

in the following section.aPpraoch. These will be highlighted
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Rogers identifies his most stubborn opposition 

^rofn the professional

little

more.(61)

approach is

account of his

Rogers himself, it is clear that the impediments to the 

implementati on



CHAPTER SIX

APPLICABILITY °F THE ROGERIAN

PHILOSOPHY TD

system improperlythe educationalRogers contends that

lives inand harmoniousequips students to
afford to beno longerthat schools cantoday* s world. He warns

which hold little■f acts and ski Ilsmere reposi tori es of
emphasi s onasks ior a newHerelevance to everyday concerns.

theintergroup

attainment of ski Ils and
of education

deem relevant. For Rogers

life experiencetheregardless of the age or

student.
of education in theshi-Ft the goalsreal need toThere i s a
student spends aThe averageindicates.direction which Rogers

.This fact alone
inlarge part of his/her day

school take uponnecessi bates that the
will theNo longerski 11s-teach liEresponsibi 1ity to

primary qoalbe theformulaeabstractacquisition of -facts or
teachingonwillschoolseducation. Instead,

to
theincludinglife skills,children various

decisionmatureato becomewith conflict and the waycope Thisnot taught.arelessonssuch crucialmaker. In homesmany
•f oref rootin thebeschoolsthatmakes it doubly important
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■functioning and on 

students themselves

the classroom 

itself signi-Ficant

personal emotional growth, 

information that

AN OVERALL ANALYSIS DF THE

REFORM JEWISH EDUCATION

lead responsible

concerrtr at 籍

functional way

this is the essence

1 evel of the



Withoutin personhood-

in this regard,
and professi onalthe stable

difficulty growing up aschiIdren of tomorrow wi 11 have

socially able adults. Rogers

most i mportant message

ratherteach their charges to be persons

this or that subject matter.

and do so i n anthose who attack Rogers* messageThere are
like Woods andTheologiansinflammatory and superficial manner.

Hunt notorious amongare
heed tono

approach. (1)
without

devel optnenh and thatintellectual
claim that Rogers,

who refuse tostudents develop into seif
social -fabric.corrode theand soconform to social expectations

andreading of Rogerspartiala
is notthat Rogers

only to mask theseserve

God.personala clear believer in a
isthat the classroomisof concernRogers* second area

material takes
often times an

andunderstandthe need toprecedence over
withhis total dismay• To underscore

condi ti onsof core
this situation, Rogers

learningsuccessfulorder forinmust be presentwhich he argues

conditonsThese coreto take place.
the mostremainpositive regarduncondi ti onal
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teaching and reirrForcing these 1 essons 

attempts of schools

requisite technical ski Ils. They also 

centered individuals

Such statementis are based on 

critics real concern

Reeling, needs and meanings

formulated a group

They report that Rogers pays 

his students grow up

them ior misrepresenting Roqee'

of empathy, warmth and 

succinct and

independent, critical thinking and 

that the schools must, above al1 else, 

than receptacles for

inhumane place. The need to convey 

communicate personal



powerful statement on

the research

their them no signi-Ficant learning can

ever occur. This does not mean that there problems withare no

them. As Rogers formulates them they indeed incomplete, tooare

unqualified and overemphasized.

In actual -fact there should be at least two more core

conditions. Somewhere Rogers should express the need to give

behavioral boundari es as wel 1 the need to provide studentsas

with appropriate 1 evels of academic direction. As a result of

this absence, it appears that Rogers is totally against the

total 1 y complete understanding of Rogers most complicateda

vi ews on the subject. In real i ty he does the need for somesee

external Quidel ines. Sti 11, based on the conspicuous absence of

clear -formulations to the contrary, Rogers is considered by some

to be an extremi st who advocates anarchy in the cl assroom.

Rogers makes i t for readers to misunderstand hisvery easy

total out with totally unrealisticview. At points he comes

evaluati about the nature of students- He proposes that gi venons

student cannot helpwarm and accepting learning climate that a

but be highly motivated and seif disciplined individual •a
Anyone knows how simplistic andwho is parent or teachera

unt^ue such an evaluation is. It is no wonder that over the
able to present research evidence provingyears Rogers was never

Mostth句 i ntri nsi cal1y good nature which he postulated.
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imposi tion of structure and expectations upon students. This is 

not

1 earning climate existing to date. Both 

Bnd this author*s teaching experience testify to

ihdispensability. Without



color his wholeremarks tend tosuch extremeimportant though,

to the strengthsdisserviceunrealistic and doapproach as

found therein.
seriously Rogers tskeswriter certain just howNor i s the

classroom.Records oi Rogershis own phi 1osophical musings-

trumting o*F human naturethat he is not asinteract!ons suggest
suffers from the sameIndeed Korczakas

rose
vi ewsinconsi stency. His

to beconsiders youthstheory he alsoInas Rogers.colored**
adults. Despitethan

even more
reluctant toKorczak is neverhis theoretical enthusiasms,

students.impose rules and expectations upon
conditions involvesin the coresecond "f und ament al flawA

student czanthat anaively believestheir application. Rogers
as aexperiencecondition. My owncoreget too much of anynever
■forThe presence,otherwise.worker suggeststeacher and soci al

threatening ando-Ften times veryisexample, of too much empathy

to theotherwi se

The -Fatal flaw of the core

the contextthanthat Rogers makes them more
totime Rogers beginsthat over

stu-F-F ofthe veryaswarmthconsider empathy,
In thisit.（2）•For

education rather than the
In2 Buber.

close toregard Rogers comes very
that facilitates

that thetheory Buber also beli eves

personalof a deeplearning is the presence
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only actor

teacher■一student

prerequisites 

the rhetoric

conditions happens

o-F education.

educational process.
at the point

his philosophy suggests.

about human nature are as

counterproducti ve

sel-F disciplined and perceptive

Rodway correctly observes
and regard



the lessons he/shethe student learns all

relationship with
needs in 1 i-Fe just

and Buber
the teacher. The -fundamental

ofto the centralityserviceis that Buber only pays lip

much relies on

inform his classroom
pedagogi c goal straditional

behavi or.
are inspiringdesired teacher qualitiesRogers* vi ews on

associated with the coreof the flawsand nonepossess
isthat a teacherJ s greatest resourcecondi ti ons. Hi s vi ew

muchis veryemotional postureandlife experiencehis/her own
vi ew as Buber

and Korczak. Al1 three men
andaccumulated degreesfrom their1 ook 1 ess -for support

wel 1strength asto their ownand moreprofessional demeanor
integrated emotional beings.

that aand Buber ^Qree
It is al so curious

The
teacher must not become a

valid
writer feels that both men are

students want.what mostreasons. Friendship is not
dependency•worst it encouragesand at. itsthreatening *to them

be suggesting antoRogers appearsDespite the -Flaws
schools. Many Re-Form

Jewish religiousimproved di recti on *For
centered education.student■from abenef i treligious schools can

inand outle-FtAs things stand loday9 students are toisnot whattoo oftenisthe cold. What they learn
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rel ati onshi p whi 1 e i n practi se he very
and methods to

that both Rogers 
his/her students-

holds the identical
that teachers must

unchallenged
relevant

rel ationship. Somehow 

by participating in a deep 

di f-ference between Rogers

applauded. In this regard he 

rightly insist

■friend with 

correct, each +or their own 

it is often



them but rather what the teacher may know most about. As wel 1,

the materi al i s taught in an uncreative at a pace thatmanner

1 eaves onl y the si owest:

totally understandable how the

Such c1ai ms run to the heart of the system and are very

threaten! ng -for teachers to hear. Put on the defensive, it is

nearly i mpossi bl e for them to give the Roger i an approach a -fair

heating. Even if it receives a hearing it will not be

i mplemented. Many teachers lack the self and masteryawareness

砒 subject materi al to shift back and -forth betweennecessary

content and process. As Cutter underscores, it is very difficult

to choreograph true humanistic education. Still other teachers

are unwi 11 ing to give up the power and authority which
Most teachers like to beapproach.

"center stage" and -feel cheated by the passive role which amore

Rogeri an approach requires of them.

M°st teachers will mask their real concerns with various

approach is anti—Jewish because it believes in
si tuati onal the final authority andethics and stresses man as

probably prescribed to by themeaning maker. Such opinions are

majority of North American Reform Jews and thus do not

i nvq i dahe the Roger!an approach.

clai ms that Rogers doesThe second "diversionary" critique
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students feeling challenged. Given this 

sad state of affairs it is

primary rol e of most rel igious school teachers has become that 

oi disciplinarian.

accompanies the directive

- 4：irst of these is thatMsmokescreen" critiques of Rogers.

the Rogeri an



otherwisedirection orthat a teacher should givenot beli eve
look shows that hethe classroom. A closermake interventions in

in the learningguide and participatedoes i nsi st that teachers

in directteachers to interveneof their students. He asks

their ownstudents ability to guideinverse proportion to the

learning.

who complain that Rogersthere are teachersFinally,
"play byprovi des

philosophy i s
In

how toplay" i nstructi onal book on

tool. He is toosuch aprovidestruth, Rogers never
this though,More thando so.teacher to everinexperi enced a
to hisimportantwhich is so

beentool had everphi 1osophy could not have
leaves teachersthat Rogers totallyprovided. This is not to say

list ofwith a extensiveteachers
learning.meant tolearning resources

provi desnevertime, RogersAt the same
thereNor areinhis work•forsample curriculaor

describing justthird party reportsany objective
of suchthe absenceGiven

what is Rogersexactly
documents, it is impossible

in
There areactual teaching approach.

that they can
his writings to make educators

acted with
truly knowever

and Korczak.of Buberheel ”

definitions,toattention
unclearTheir writings are
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Rogers does in the classroom.

to ascertain 

enough inconsistencies

doubly suspicious

his students.

irrelevant because he never 

implement his philosophy.

exactly how Rogers

Vagueness is also the "Achilles 

and show no

out in the cold. He provides

■facilitate Rogerian 

learning objectives

the element of spontaneity

survived if such a

the classroom.

exactly what



criteria or detai 1.

There are too many flaws in the Roger!an approach to adopt
it •'wholesale" for the Re-form movement. Yet ue must give

promi nence to of Rogers crucial messages includingsome core

condi t i ons9 tieacher realness and the notion o-f faci 1 itation. At

the same ti me compel1ed to dismiss his positionwe are on
student initiated 1 earning.

It i s -fortunate that supplement Rogers* approachwe can

with that O"F Buber * structure and purposeemphasisBuber * s ons.
can well be combined with Rogers stress on empathy and respect

^or the student9 s perspecti ve. The two together can provi de a

finely balanced education -for the Re-form Jewish student of

today. It is this balanced tenor which, from the outset, seems

to be the tenor o-f the Korczakian approach.

of the three pedagoguesWhat is unfortunate is that none

provide comprehensive 1 eshing outM of their educational
of concerned Reform Jewi sh

educators to develop these models.
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philosophies. It is the mandate



CHAPTER SEVEN

MITZVAH traininga model for bar/bqt
religious educationJEWISH ROGERIANFOR REFORM

IntiLoduu七ion and Pufp°乓旦:
li-fe cycleprominentto be aMitzvah continuesThe Bar/Bat

indicate thatStudiesAmerican Jewry.event among North
children Jewishly,

Jewi sh parents
in aparticipatethey do

the Northinthis eventof
Re-Form Templesthatit is noAmerican Jewish psyche

Bar/Bate-F-Fort preparingspend much
focused onhasthat preparationTraditional1y

involvedskillsliturgical
master Hebrewcandidates to

of Reform
today theEvenin a Sabbath service-

stressalmostpreparatory programsBar/Bat Mitzvah

need muchthat adolescents
Psychological andtwelveAgesof ®rs"rnemorizationstimulation thanmore

of greattimethirteen should be a
that teensthis timeat

Jewishtheirincluding
question everything to workhowto learnwantwhen theytimealso aidentity. It is o-F theseimportancearticularof the pwarnswith others. Eri kson competent,developmenthealthyin thewatershed years
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intel1ectual activity-（1） It s 
about themselves,

else of their
Bar/Bat Mitzvah

surprise
Mitzvah candidates.

assisting

expect nothing

expech that they

rote memorizati on of Hebrew- 

research suggests

exclusively

ceremony. Given the centrality

emotional, social and 
want to

and other
vast majority



time that theit is at thisIndeed,independent persons.

to meet a diversifiedadol esceirt ei ther uses hi s/her energi es

maternal home.<2)into the safety of theworld or shrinks back
should meet theBar/Bat Mitzvah courseAn appropri ate
it must recognizeAs wel 1parti cul ar~ needs of thi s age group«

.Successful ski 11i ntcrests which teens havethe peculi ar
■from thisStudents who emergesuch i nterest•acquisition i s one

Hebrew for Tor ah,mastered thewill haveRogeri an course

have learned to

interests which areseveral other of theirchant. Yet there are
EarlyBar/Bat Mitzvah courses.inusually totally neglected

be -free to -Figurewith the need topreoccupiedadolescents are
interested in largerkeenlyAs well, they areout who they are.

themselves what■Forwant to determinequestions of meaning and
to learn howdesiregreathave aFinally, theythe "truth " is.

with others.and -Fairto be genuine
need fromwhat adolescents

Psychologi sts are
Teens needthem -Forthe teacher who prepares

to
to be heard and they

the message
be relevant. and serious. They 50

efforts are
trustedthat they are

needs and
•fitsThe Rogeri an approach

.The empathyexciting waysin verythe adolescentinterests of
both thearewhich Rogersand nonjudgementalness

intheconditionsthe three core
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adolescent
classroom process

prerequisites and the lessons 
will inform

need to be gi ven

need to be given

i mportant ・
and that their

the particular

advocates
education- Certainly

also clear on 
Bar/Bat Mitzvah.(3) 

work that they perceive

Ha+twah and the central prayers. They will also



Rogers al so

emotions, theyneed to understand theirthat, al though teens
mostthem. (4) At their age they areresi st focusi ng i n on

and not how they■feel about themconcerned wi th how others

in-formed by this same

toresearch that i-F emotions are

teen is ever•forced and that noi s nevertaken that exposure

with theis in keepingCertainly this positionridiculed.(5)

relaxed spirit o-f Rogers* approach.

around them

strivedhe has alwaysIn doing soand the values within them.
the contentthatsurprise

•for honesty and clarity.

stresses

into thei nvesti gati onwell as keeni nvest i gat i on as

of persons.
spiritual 1ives of

tohave begun
It is

of Bar/Batchallenges
interest themselves in the

that Rogers5contention
It isMitzvah preparation.

i orm thecn.work greatlycan
and theJewish adolescentneeds o-f thetheBased on which -Form theemergetherephi 1osophy of Carl Rogers,

Jewish Rogerian.The Re-Formoundation o-F this curriculum
will be:Bar/Bat Mi tzvah student needsownhis/herclearly expresswho can1) An honest person
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interested in giving young 

events and people

only recently that 

developmental

diversi-fied groups

Reform educators

Carl Rogers 

people freedom to explore

has always been 

both the

the •following paradigm.

stresses emotional growth. Researchers report

It is thus no 

honest intrapersonal 

social and

themselves are -feel ing. Teachers are

be dealt with, that caution be

of the foilowing paradigm

the author^

two goals



democratically dealand who canand deci si ons wi t.hi n a group

variant decisions of others-with the

meaning to life andtranscendentwho searches -for a2) A person

meanings which other personsunderstand the vari antwho can

to 1 i -Fe.have gi ven
which

From these goals emerge

further inform the curriculum-

Bar/Bat MitzvahJewish RogerianRe-formPrinci pl es o-f a

Course:

Bar/Bat Mitzvah student willJewish RogerianThe Reform

be:
inactively participateswho(1) A decision making person

he/she willand related areaso-F Judaismdeciding what aspects

study.
different needsthewho recognizes(2) A sensitive person

these.and who will exploreof all persons
inherent worththewho recognizes

in every
of all and canpersons
person.

ofthe rightinwho beli bvbs(4) A sel-f determining person
of their ownin a manner

all persons
isindivi duals

the -freedomchoice, providing that

ensured.
welcomes openall timeswho at(5) A spontaneous person

of 1i +discussion about al1 aspects andattentivelylistenwho can(6) A communicative person
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(3) An affirming person

identify positive qualities

certain guiding principles

to believe, think and act 

of all



be deeply empathi c.
influencesof the manywho is aware(7) A self aware person

them his/her owndiscern amongwhich shape his/her 1 ife and can

bel i ef s and -feel i ngs-

o-f evaluation.locus(8) A person
self

has high sel-Fwho(9) A person

in others.the sameconcept, who can encourage
smallness in■feels his/her ownwho(10) A spiritual person

of the Universe,contrast to the grandeur
andsocial problemsabout contemporary(11) Knowledgeable

suffering whichalleviating theofwill expl ore personal ways

they cause.
Bar/B" Mitzvah

the acquisition
The above principles

It isski 11s-Hebrew and 1i turgi cal
receiveuni"t9 studentsin the Rogeriantheir participation
theseFor many,ski Ils.in thoseweekly tutorial sessions

which Templesshudi esof the Hebrewtutorials will an extension
the ceremony-precedi ngseveral yearsrequire of candidates for
teacherif the sameit is bestof continuityFor reasons tutorials.and the Hebrewunit,Faci 1 ibates both the Rogeri an

student of averagethe
For the

to masterski 11 will be encouraged
the■formversesof eightchantinga) Reading or

Pentateuch.
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Bar/Bat Mitzvah ceremony
the following：

do not stress
assumed that, concurrent to

who is his/her own
esteem and a positive



from the Propheticalchanting o-f eight versesb> Reading or
seiecti on.

chanting of the central prayers, includingc), Reading or

Pentateuchal andthe reading of thethe blessings for

Propheti cal seiecti on.

The Rooe厂ian

The most engagi ng
The teacher whoadult -facilitator.sort of teacher orthe wrong
must above allthe Rogerian approachsuccessfully implementcan

is necessarydemeanorand supportiveA gentlebe non-directive.
feelings and personal

in order to draw out
than atois more damagingmeanings. Nothing

to dictate towho attemptsharsh teachernon-validating or

learning should be.ofothers what thei r course
It is thebe relevant.must al soThe i deal teacher

Theaddressed.which must beof studentsexi stenti al concerns
linkagesto make some

skillful Rogerian
concerns.

thought o-f years pastbetween the
must be

feedback to put aside
command aat his/heral so hasThe relevant teacher

Thedraw upon.which students may
multiplicity o-F resources

easilyhowevaluntelisticallyteacher mush be able to rea must behe/sheIn turn,materials-students can access these
assistance.

avai1able to
his/herto sharecalled upon

isThe i deal teacher
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of students their own 

educational growth

and contemporary

gui ded by student
When this i s not possibl 

irrelevant material.

provide appropriate 

not only

will be sabatoged by
Bar~/Bat Mitzvah =

Rogerian principles

e, the teacher

teacher will be able



time and

abi 1ity to share his/her -Feelings and to express them in a

It is especially inmanner.

thi s

does not mean that the teacher should be a friend to students.

It is prohibited for a teacher to become enmeshed in theso

lives of students that his/her influence becomes overbearing or

prevents student sei f su-f-fi ci ency.

The entire interaction of the teacher depends on the extent
to which he/she i s sei f For example, the teacher who doesaware.

not understand his/her need to be needed will be unable toown

stop unnecessari 1 y interfering in the educational lives of

students. teacher be able to treat eachNor will the unaware

child with warmth and non-judgementalness. Unti1 personal

biases remai nuncovered and compensated for, teachers willare

trapped i net they know little about.n a subconscious

atti tudes and strategi es must be sown.

shouldThe teacher who teaches the Bar/Bat Mitzvah course

al so possess some
event. It isin this life cycle

assumed that these traditional skills will be taught in

conjunction with the paradigm that follows.

The candidates overal 1 success in Bar/Bat Mitzvah

judged by hi s/her 1 itiurgicalPreparati cannot ultimately beon

during the actualprowess. It is the studenfs speech given
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resources. Of utmost importance is the teacher*s

the fertile ground into which Rogerian

mastery of the 1 i turgi cal and Hebrew ski Ils

necessary -For participation

tolerant 9 cl ear and nondefensi ve

regard that the Rogerian teacher acts as a role model. This

Sensitivity to self is



ceremor|y whiuh must: serve as the tool -for evaluation. The course

succeeds to the extent that the adol escentJ s remarks are

relevant. sensitive and thoughtful.

What foilows the details and sample curricula -for theare

Rogerian Bar/Bat Mitzvah course.

designed for use inare a

meet on a weekly basis

after regul ar school hours. Their duration is determined by the
parti ci pants, wi th one and hali hours being the suggested
length. Recesses are determined according to the wishes of the

f UEi shed with comfortable seating and carpeting. There should

also be to hang posters if participants so desire.room

PARTICIFANT§= Eight students is an optimum number when

working with adolescents. If numbers are greater then another

9roup should be -formed. This number should be evenly divided

between males and -Females. An adult facilitator will be present

at all ofly be invited upon the requestsessions. Guests will on

the majority of the participants.

Parti ci pants will be able to:A.

relevant to the groupthree study topics which are

as prospective B* nai Mi tzvah.

the learning environment2) Demonstrate e-f fort to makean

condusive to 1 earning.

subjects of interest.3) Devi plan for studying thosese a group

173 -

medium si zed Reform congregation. Cl asses

SETTING: The sample curricula

Cogni ti ve:

majority. The classroom where these sessions are held is to be

如 jeut i ve 乓::

1) Determine



4) Cl earl y out 1 i ne personal 1 earning expectati ons.

Identi fy cri teri a by of which they can ascertain theirmeans
learning progress.

6) Identify and explain to others four personal Jewish beliefs.
7) Identi -f y tiRio Jewi sh bel ie-f s and/or practises shared wi th

their parents.

8) Identi -fy two Jewi sh bel ief s and/or practices not shared wi th

their parents.

Defend the above two beliefs/practises on the basis of their

own 1ife experience.

1°) Explore the bel ie-f s and practises of Jewish community anda

describe three Jewi sh bel i e-f s/practises which are different

•from the they hold.ones

11) Support the above communities for engaging in thosereasons

which they do not hold-
12) Identify and tel1 about which effectssocial problem

persons in their city.

13) in their community whoReport the personal story of a person

effected by the above social problem.s

14) i s ain Jewish scripture where there

seii determination,niessage about each one of the fol 1 owing:

human su-ffering and spirituality.

Identify in the scriptures of other religions15) one message on

spirituality.
they treat suf-fering16) Differentiate in which the waytwo ways

their being Jewish.persons i s e-f-Fected by
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Identi fy one place

bwli efs/practi ses



17) Identify two actions which can be taken in their community

that will si 1 evi ate the suf-Feri ng of others.

18) Describe in three different ways what it to bemeans
spiritual.

19) Identify six events/situations/people that make them -Feel

spiritual.

2°) Explore whether there is a distinction between believing in
God and ,feel ing spiritual .

21) Ident i fy -two causes of stress which can be associated with a

Bar/Bat Mitzvah.
22) Compose scrapbook which accurately describes theira

memories of the Bar/Bat Mitzvah event.

23) Ident i f y hwo in which their post Bar/Bat Mitzvah Jewishways

can be developed.

Participants will be able to:

1,Identi-Fy three occasi ons when the needs of others in the
not.recognized and three times when theygroup werewere

2) •for appropriate interpersonal

communication.

intwenty -feeling states existingRecogni one sze and 1abel

self and other members.group

4) members.Per* aphrase statement made by groupany

will take away from theIdent i -f y three feel i ngs which they

Bar/Bat Mitzvah experience-

As budding adolescents, children
Often this energypossess a great deal of new potential
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of Bar/Bat Mitzvah age 
is

identities

Identify five groundrules

Af-fecti ves



defeated by adults who do not allow them to experiment and make
some serious choices for their own lives. What is instead the
case adul ts i mpose thei r values and images on theseown
children. The attempt to mold often creates much tension and

open revol t. Lesson plans one and two attempt to support the

adol escent i n hi s/her quest to experiment and be independent.

LESSON PLAN 林 1—Deuision MakinQ

《1) Ob jecti ves A. 1,A.3. (See above)

《2) Con tent/Resources: chairs, string, video camera, four

biographi es of Sovi et re-f usni ks of different Cavailableages
from 1ocal Sovi et cart, poster paper,Jewry resource

crayons.

《3) Mode o-f Learning: 1 arge and smal 1 group discussion,

ro^e plays, brainstorming.
(4) Strategy/Learning Experience:

Bring students into classroom where
chai rs tied between chairs. Videostrewn and stringsare are
taPe students reaction and play it back to them. Especially note

Ask students whether people goproactive and react!ve responses.

thr-cjugh 1 i-Fe passively reacting to what has been placed before

them actions, values, etc.whether they choose theiror own
Students recal1Faci 1 itator 1 eads brainstorming.

characters let others choose how theytelevi si on shows in which
beliefs would be.would >feel act and what theiror

biography o-f aof two students is given aC. Each group
times when that re-fusnikSovi et to list therefusni k. They are
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committeeJ,

d Set Induction—



given no choice in his/her actions,was beliefs, etc.. Each dyad

is gi ven a choi ce of ei ther composing a poster role pl ayor a
about: *whah i t -Feel s 1 i ke to have no choice.

D・ Faci 1 itator shares with the group one action or belief

choice in adopting. He/she

explains how he/she felt. Next he/she explains that in school

students often have choice in what they want to learn or howno

they will learn it.

E・ To introduce students to a new classroom method of

learning the -Faci 1 itator will divide the group into dyads.

He/she will instruct the pairs to teach each other the Hebrew

blessings before and after the Torah reading. Students have

f i fteen minutes to accomplish this task. Students are notified

that if they choose they may the instructional tapes anduse

books which are on the resource cart in the -far corner of the

room.

Large group discussion on pros and cons o-F 1 earning inF.

this manner.

asked to brainstorm on topics of interestG・ Students are
to hhem as prospective B*nai Mitzvah. Before doing they areso

cart which has materialsQi ven t i me to 1 ook through the resource
related topolitical, social and religious topics whichon are

Judai sm.

of mutual interest andthree topicsH. Group must agree on

Faci1i tatorpl an for studying those topics.must determine
when asked or when the grouponly guides the group process
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which he/she had 1itt1e or no



appears to be •Floundering.

《5) Time: The session should last about hour and twentyone

minutes. The breakdown for the eight experiences is as follows:

A-8 minutes. B— 5 minutes. C— 20 minutes. D- 5 minutes. E— 15

minutes. F— 5 minutes. G— 10 minutes. H- 10 minutes.
(6) Room:Large classroom.

《7) Evaluation: The teacher will ask students to privately

write

teacher will ensure that the comments will be kept anonymous and
conf identi al . The teacher collects the evaluations and
integrates them.

LESSON PLAN #2—BeinQ True to Self

(1) Ob jectives: A.6, A.7,A.8,B. (See Above)

《2〉 Content/Resources: Questionnaire Jewish identityon

Csee attached J, collections of Jewish and general poetry, role

Play cards, several househol d magazines, bl ackboard, three

parents.

(3) Mode of 1 earning: 1 arge and smal 1 group9 role pl^ys.

<4) Strategy/Learning Experience:

and write downA. Set Induction—Ask students who they are

their the blackboard. Hand out a questionnaire onresponses on

students and parents to prioritize theJewish identity and ask
practices according to theirlist of Jewish beliefs and

i ^nportance to them.
difficult scenarios inB« Ask for volunteers to role play

and children. Faci1itatorJewish parents
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identity which involve

a few words about their impressions of the lesson. The



scenari os: a) You considering purchasing a Germanare

niade car and your Holocaust survivor parents upset. What doare

you do? b) You make your school basketball team, and then find

out that the games are played Friday nights when you usual1yon

Qo to

overheard a friend of your parents say that al 1

non—Jews stupid and uncultured. What do you do?]are

<C) Large group discussion o-f what parents and children

that positions.

that parents and children both
have di-fferent needs according to their di-fferent stages in

life. He/she then goes on to explore how similar parents and

uhi1dren i n their bel ief s and practises as Jews. The resultsare

of two the board andrandorn questionnaires are placed on

di scussed. di^erences between theThere will most 1 ikely be some

generations. If no one else does so, the facilitator points out

that natural because we are al1s°nie differences are

indi vi dual s.

breaks into dyads and finds poetry whichE) Large group

talks dbouh being true to onesel*f• i・e・ Hugh Prather.Notes to

Myself. Love and Cour~aQe・

will brainstorm on reasons why a personF) Large

advertisements to ascertain some additional reasons
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synagogue with your parents. Will you do anything about 

it? c) You

group

might feel pressured into acting contrary to his/her beliefs

encourages adults and chi 1 dren to take on the part of the other. 

[Sample

and val ues. In dyads parti ci pants will look at magaz i ne

why people

they needed to protect in their respective

<D) Faci 1 itator emphasizes



may Bet di -f-ferentl y than their own beliefs and values would

suggest- 1 i tator and shudents dif f ererrtiate between proud

and unproud reasons for maintaining own position.one's

(G> Faci 1 itator reads Midrash o-f Abraham destroying his

father*s idols. This story represents the importance of having

one* s own values and bel ief s while at the timesame

appropriate manner. Focus the endingon

and ask group i-f this is appropriate way foran

about standing up for his/her needs, values and beliefs.own

Have participants experiment with different endings to the

story. Faci 1 itator will emphasize the importance of respectful

and open communication between individuals each struggling to be

^rue to themselves. CThe teacher relates that although Abraham

was not. The Rabbis haveconverted to Judaism his parents were

that his -Father operated a shop which sold religious symbols

^or the pol ythei si c rel igion which he practised. In his

f el i gi ous zeal Abraham stormed into the shop and destroyed al 1

the inventory.J

last about seventy minutes. Theshould

is as fol1ows:A— 5breakdown learning experiencesof the seven

minutes. B- 20 minutes. C- 5 minutes. D-10 minutes. E-

niinutes. F—10 minutes. G— 10 minutes.

《6) Room; One 1arge room.

of the(7) Evaluahion: Group writes down impressions

comments with the entirelesson. Those who vol unteer share

comments for his/her perusal.group • The teacher col 1 ects al 1
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communicating them in a

《5〉 The 1esson

a person to go



Devel opmental psychologi sts report that it is important for

adolescents to be exposed to diverse aspects of life. They add

that early teenagers particularly interested in questions ofare

f ai rness. (6) Lesson three presented below reflects both the

above aspects. These same researchers affirm that adolescence is

a time of

during these important years that teens develop
groups which offeror

addresses this developmental need of

th句 students involved.

LESSON PLAN 林3—Souial Awareness

A. 13, A. 14, A. 16, A. 17,B.3,B.4 (See Above)

《2) Content/Resources: video of local newscast, two guests

<with first two Rabbinichand knowledge of social problems),

selections suffering.on

《3〉 Mode o-F Learning: activities, presentations, large and

smal 1 groups.

(4) Strategy/Learning Experience:

Facilitator shoMs video of evening
do not watch thenewscast. newsHe/she then asks how many

because it (1.e. numbing effect).is too depressing, boring

who each areB. Faci 1 i tator introduces two guests

social problem (i•e• poverty9personal1y effected by locala

ishandicap). The large group

divided into two. Each group

After theof the guests-and then proceed to interview one
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negl ect of the el derl y, physi cal

must develop a list of questions

their first real 1 oyalties to philosophies

questioning about meaning in 1 ife and personal 

identity. It is

A・ Set Induction:

3) Objectives:

meaning. Lesson four below



intervi ews students regroup and report their findings to the

class.

Large group brainstorms on a list of human rights -for

those who suffer.

(D) Large group divides into two. Each subgroup is given a

the feelings

of those who su-F-f er .

(E) Groups of -four present their interpretation oi the

selection to the large group.

<F) Vol unteers rol e pl ay on seeing the world through

er i ng eyes'*.

(G) Cl ass deci des social problem which they would likeon a

to foil They discuss the logistics ofthrough theow newspapers.

making scrap book out of their study.a

(H) As •Facilitator and students compose twoa summary,
sayi ngs suffering.on

《5) Time： The sessi on shoul d 1 ast about ni nety mi notes. The

breakdown -follows: A- 5 minutes.for the eight experiences is as

B— 45 minutes. C— 10 minutes. D- 5 minutes. E- 5 minutes. F-

^inutes. 6— 10 minutes. H— 5 minutes.

(6) Rooms One 1arge room.

his/her own honestBy first giving
members to publiclyeval uati on, the teacher encourages group

Present thei r own evaluations.

LESSON PLAN #4-SDifitualitY
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A. 10,A.11, A. 19, A.20,B.(See

Rabbinic

Rabbinic

《1) Objectives:

七ext to interpret. These texts emphasize

《7) Evaluation:



Above)

(2〉 Content/Resources: Col 1 ection o-f records which the

f aui 1 i tator consi ders spiri tual, books on American Indian and

Oriental rel i gi ons, books and recordings of the religious

Morrocan and

(3) Mode o-f Learning: Large and smal 1 groups, activities.

(4)

Set Inducti on— Large group brainstorms on what they are

^eel i ng and thi nki ng when they moved spiritually.are

B. Faci 1 itator presents two songs which are spiritually

moving ^or him/her. He/she explains what feeling spiritual is

about for him/her.

C・ Large group divides into two with each subgroup

rituals of the American Indian or

person. Subgroups decide where to place each ritual on

a sPiritual i ty seal e o-F 1 east to most spiritual.

of the lesser known JewishD・ Each subgroup now takes one

and expl ore thei r rituals. After compi 1 i ng a 1 i st of

ritual spirituality scale-these on the sames
ritual of lessermust take what they considered a

why the community maintains thespiritual quality and explain

the subgroups present argumentsThe cl ass andregroups

that artwork, etc.may take the form of rol e pl ays,

The 1arge brai nstorms ongroup now

them -feel spiritual.objects/1 hough ts/p er sons that make
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Strategy/Learning Experience:

they must place 

Nuxt they

exploring the religious 

Oriental

Ethiopian) , art supplies.

Prac^-^ses of two 1 esser known Jewish communities (i.e. the

communities



Faci 1 i tator poi nts out areas of commonality and may choose to
present

F.

expresses some of the

ob jects/thoughts/p which make them feel spiritual.ersons

（5） T i me: The session should last about eighty five

minutes. The breakdown for the six 1 earning experiences is as

fol1ows. A— 5 minutes. B- 10 minutes. C- fifteen minutes. D- 25

minutes. E- 10 minutes. F- 20 minutes.

Room: One 1arge room.
（7） Evaluati his/her own honestBy publicly presentingon:

and cl ear sei f evaluation, the teacher will encourage students
to do the same.

LESSON PLAN #5—Fol1ow—u口
Note: Adol escence i s a time of emotional upheaval but it is

not stage when particularly like to look at theirpersons

emotions. individuals feel extremelyDuring the teen years

vulnerable and of disclosing emotions.（7） As wel1,so are wary

they to others then inare n）ore i nterested in how they appear

what they ■Feel i ng. These f actors make emotional growthare

to reflect on both their~In attempt toan encourage

lives

On this occasion students areMitzvah sessi on.ceremony

event. Atabout the life cyleable to undertake safe ref 1 ection
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Large group divides into dyads. Each pair develops 

spirituality col1 age which

and their emotions, the Rogerian unit offers a post

some notions o-F what Jewish theologians have considered 

spiritual.

during adolescence difficult.



■formala chance to put sometime they will be giventhe same
introduced to future

devel opment o*f thei rtheoptions -in
(See above)(1) Objectives

CSee
(2) Content/Resources:

Bar/BatCreativeStephen Rittner.
(i . e.Bar/Bat Mitzvah day•From themomentosgraph, pictures,

camera,cards, napkins), scrapbook,sped al response

re-Freshments-
discussion,and small groupMode of Learnings large(3)

role

(4)
•fill out the

HaveA. Set Induction-
thefirst beginningthey completed upon

to seegraphon atheir reponsesoutcourse. Have them plot

they have changed.
andabout "greatreflections

B. Facilitator
He/she',weekend'1-

-factorssoci al
sincethen expl ai ns that

time (i•e-
at

have made for
rate of

blended fami1ies9 transiency9
around thesescenariosthreetwo orThe class will role play

moved -From ajust)You haveissues.[Sample scenarios: a
invite to yourkids toknow anyhardlydifferent city and you areyour parentsb)to you?it matterBar/Bat Mitzvah. Does Youstep"f3ther.andmothernatural

divorced. You 1ive with y°ur
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dif-Ferent pressures

increased

terrible" moments in his/her

his/her day, that new

Bar/Bat Mitzvah

i ntermarri age)•

A.21, A,22,A.23,B.5 

Mitzvah questionnaire 

.27-293,

shares some
Bar/Bat Mitzvah

values questionnaire

plays, guests.

Strategy/Learning experience:

students once again

closure on it. In turn, they will be

Jewish identity.

Bar/Bat

Mitzvah Teauhinn P95



do not y°ur natural -father but would like to invite him tosee

opposed. How do you feel?]

composing a scrapbook to remember

their Bar/Bat Mitzvah weekend. One page of the collection is

devoted to the Bar/Bat Mitzvah class. The •For agroup poses

picture which may go on this page. Students may al so trade
autographs, handprints etc. to go on this page.

D・ The class brainstorms things they would like toon

study/see in order to develop their future Jewish identity.

If applicable, the faci1itator share some of his/her ownmay

experiences in thi s regard.

F. Refreshments are served and the session concludes with a

Party.

《5) The session should 1 ast about eighty minutes. The

breakdown is as -Fol 1 ows: A—10for the four learning experiences

minutes. B— 20 minuhes« C— orty minutes D—10 minutes.

《6) Room: One large room.

his/her own honestBy -First giving
members to publiclyevaluation, the teacher encourages group

present their own evaluations.
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C. Students spend time

y°ur Bar/Bat Mitzvah. Your mother is

《7〉 Evaluations



Quemti onnai r~e on Jewish Identity

Uhat Characterizes Me as a Jew?

requested to give tenprovi ded below youIn • the arespaces

to the question11 What beliefs and practisesdifferent answers

to list things whichJew?". Trycharacteri ze aasme

Jew at present.characteri ze you as a

need maximum quietto complete this activity, weIn order

be shared with theThis questionnaire mayand concentration.
group but will remain anonymous-
1)
2)
3)
4)
5)
6)
7)
8)
9)

10)
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