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INTRODUCTION

This third volume of Studies in Jewish Education is a collection
of papers delivered at the International Research Conference on
Jewish Education held at the Hebrew University of Jerusalem
in June, 1984. The conference was attended by scholars from Is-
tael, the United States, France, England, South Africa, Holland,
and Argentina, as well as by heads of bureaus of Jewish educa-
tion, principals, and teachers from the field of Jewish education.
Research in education must analyse the past, clarify the present,
and anticipate the future. It cannot be alienated from the existence
of the practitioner, bui must address his context and concerns. Con-
templation of the structures of the past and reflection upon the
goals, motivations, and values of existing institutions may pro-
vide some idea of what should be done in a period when change
is the norm and constant reform and revitalization are necessary.
This collection of scholarly studies in Jewish education is directed
towards critical evaluation. The authors are engaged seriously in
the intellectual understanding of Jewish education in order to im-
prove its practice. _
The collection will be published in two parts. The first volume
is dedicated to the history and sociology of education and the
teaching process. The second includes the subjects of curricular
innovation, the integration of the religious and the secular, and
the language of teaching. Attempts to offer new insights, based upon
empirical research, into the teaching of Bible and contemporary
Jewry precede a number of articles on the teaching of Hebrew as
a second language.
The subjects chosen for investigation and interpretation are at

7



8 Janet Aviad

the heart of Jewish education today. The first section deals with
schools and the teaching process. Rauch and Holtz’s paper directs
itself to the critical area of teacher education. It confronts the
problems of directing and forming the Jewish teacher within a
non-traditional community in which little consensus upon religious
or cultural values exists. The authors consider experiences which
could change the self-perception of the teacher and nurture intel-
lectual and spiritual growth. .

Dr. Susan Shevitz examines the failure of Jewish communities
to solve the problem of teacher shortage and the deterioration of
the teaching profession when the very survival of these communities
depends on that profession and those teachers. Through an analysis
of the myths which dominate the community and determine its
structures, Dr. Shevitz indicates the manifest and latent forces
which, in her view, have led to the current crisis in personnel
for Jewish education. :

Evaluation is a problematic and yet most important area of goals
and improvement of structures in the Jewish school. Dr. Adrianne
Bank describes thie current state of evaluation in general educa-
tion and seeks to describe the potential utility, benefits, and' limita-
tions’ of ‘evaluation for 'supplementary Jewish education. Her essay
is an attempt to stimulate serious discussion of the question of the
legitimacy of evaluation and the problems of introducing it within
Jewish schools on the theoretical and practical levels.

The work of Dr. Ronald Reynolds, who approaches the ques-
tion of the goals and effectiveness of Jewish education from tbe
perspective of organizational structure is linked to the issue of
evaluation. He asks why Jewish schools cling to official goals
when they themselves do not really desire to fulfill them nor do
they even possess the means to do so. Reynolds indicates the
schools’ use of ambiguously stated goals and the consequent dilem-
mas presented to the educational system.

The second section of tbe book turns to the interaction of society
and education. Several essays describe the complexity of the social
situation within which the Jewish educational enterprise, formal
and informal, must function. These essays indicate the need for a
better: understanding of ‘the concrete situation and of the interplay
between the school and its societal context.
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The first papers in this section present material from the recent
major demographic survey of Jewish education undcrtaken by
Dr. Allie Dubb; Dr:. Sergio DcliaPergola, and Professor Oscar
Shmeltz. Their work forms the over-all background for the socio-
logical studies in particular areas which form the main body of
this section; the essay of Dr. Stephen Miller and that of Dr. Mor-
dechai Bar-Lev and Menahem Levin focus upon aspects of Jewish
education in England; Dr. Janet Aviad describes the interaction
of American and Jewish Values in an analysis of camping within
a Conservative Jewish setting in the United States; Brik Cohen
presents a penctrating exploratory analysis of aspects of French
Jewish education; Ephraim Zadoff discusses the secular Jewish
ideological strcams in Argentina and their treatment of education.
These case studies may serve as models for further ethnographic
and sociological analysis of specific regions studies which are vital
for a comparative understanding of the relationship between Jewish
education and social change.

The third section of the volume is dedicated to historical in-
vestigation, which contributed fundamental data to our knowledge
of the past. Dr. Shaul Stampfer’s analysis of the heder, Dr. Moses
Aberbach’s study of education in the Second Commonwealth,
Dr. Marc Rosenstein’s study of national education during the
pre-State yishuv period, and Marc Silverman’s analysis of value
education in thie religious kibbutz clarify historical structures and
patterns.

David Resnick, in the first article in the book, indicates many
of the research themcs with which later atticles deal and which
were central to the conference for which the papers were written.
The work of the conference, part of which is represented in this
volume, did not fill in all the lacunae in the agenda of research
in Jewish education. It made a contribution by defining areas for
future work, and by nurturing the emergence of a community of
researchers dedicated to that research and to cross-fertilizing one
another.

The present volume could not have been completed without the
devoted work of Ms. Noa Barkan and Ms. Ditsa Eshed, who guided
and pressed the process of editing and publication. Appreciation
and thanks are extended to Lisa Cohen who assisted in English
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editing, and to Avi Katzman who edited the Hebrew articles.
Gratitude is also due to Hinda Hoffman and Laurie Ottenstein
for their help in the early stages of the work. Finally, Mr. Alan
Hoffmann, Director of the Melton Centre for Jewish Education
in the Diaspora at the Hebrew University, must be thanked for his
aid in facilitating the publication of this volume.

Janet Aviad



THE CURRENT STATE OF RESEARCH
IN JEWISH EDUCATION

Pavid Resnick

Reading the Journals

The single most illuminating fact about the state of rescarch in
Jewish education is that there is no journal dedicated to the topic.
The absence of such a journal — no doubt a reflection of the cur-
rent impoverished state of research in the field - has several
negative consequences. First, the litile research done appears in
journals which do not emphasize empirical research, Indeed, be-
tween 1980 and 1984, less than a dozen research articles appeared
in Jewish Education, out of the well over 100 of those published.
Among the few that did appear, several dealt with Israeli educa-
tion.

Second, the very paucity of research articles makes them seem
out of place in existing journals and even leads some researchers
to apologize for their craft.

The statistical analyses proved quite cnmbersome for us, as we
presume they also would for the reader, due to the many variables
involved in this study.2

1 Naama Sabar and Sara Guri, “The effects of Teaching a Special
Holocaust Curriculum: An Assessment of Cognitive and Affective
Changes,” Jewish Education 48 (Fall 1980): 27-39. Miriam Schmida,
“Bxtra-Curricular Activities in the Israeli High School,” Jewish Educa-
tion 49 (Summer 1981): 18-27,

2 Howard Knoff and Corinne Smith, “The Relationship of Student
Attitude Toward Religious Education and a Parent Involvement Pro-
gram at a Jewish Supplementary School,” Jewish Education 48 (Spring
1980): 27-34,

11



12 David Resnick

Moreover, two journals which formerly published research articles
in Jewish education currently feature few. Jewish Social Studies
had only a single empirical research article in the period 1980-
1984;3 and during the same period, The Journal of Jewish Com-
munal Service had nene — although it did publish one research-
based review article.t

Finally, there is some ambivalence about publishing Jewish educa-
tion research in journals under Jewish auspices. More than a quarter-
century ago, Fishman identified the detrimental consequences of
this situation.

Social research on American Jewry is, by and large; outside of
the mainstream of American social research. It is published
in journals not commonly accessible to (or scanned by) the
majority of American social scienfists, It is not subject to the
critical reading, to the methodological standards, or to the
theoretical insemination that more frequently marks social re-
search under general auspices’

While some Jewish education researchers have cast their work to
interest both a general audience and a Jewish audience,® the ad-
vantages of a research journal specifically for Jewish education
should not be overlooked. After all, research in Jewish education

3 John Sigal, David August, and Joseph Beltempo, “Impact of Jewish
Education on Jewish Identification in a Group of Adolescents,” Jew-
ish Social Studies 43 (1981): 229-236.

4 Ychuda Rosenman, “Research on the Jewish Family and Jewish Educa-
tion,” Journal of Jewish Communal Service 60 (Spring 1934): 185—
192.

5 Joshua Fishman, “Social Science Research Relevant to American
Jewish Education,” Jewish Education 28 (1957-1958): 49-60.

6 Harold Himmelfarb, “The Non-Linear Impact of Schooling: Com-
paring Different Types and Amounts of Jewish Education,” Sociolo-
gy of Education 50 (April 1977): 114-132; “Jewish Education for
Naught: Bducating the Culturally Deprived Jewish Child,” Aualysis
51 (September 1975). David Schoem, “Bxplaining Jewish Student

" Failure,” Anthropelogy and Education Quarterly 13 (Winter 1982):
308-322;, “What the Afternoon School Does Best,” Jewish FEducation
51 (Winter 1983): 11-18,
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is a specialized interest with conditions and assumptions nearly
vnique to it.”

In sum, the absence of an adequate journal for research in Jew-
ish education epitomizes the current state of the field. Ironically,
in light of the current impoverished situvation, if there were such
a journal, it is not clear that either .authors or readers would exist
for it. Nonetheless, some research is currently conducted; there-
fore a look at who conducts it and under what auspices is in order.

Who Does the Research and Why

Research in Jewish education currently derives from three sources:
doctoral dissertations, organizationally-sponsored projects, and the
work of individual scholars and researchers. These are listed in
order of the descending quantity of research produced in each.

Dissertations. ‘The richest source of research — both in terms of
quantity and quality — are doctoral dissertations. In terms of quanti-
ty, a search of the Comprehensive Dissertation Index database
conducted by Stuart Kelman on November 18, 1983 revealed 371
items over the last thirty years.® Pollak’s review of 52 of the dis-
sertations which appeared between 1975 and 1982 revealed two
highly interesting findings. First, nearly two-thirds of the disserta-
tions were based upon some formi of empirical research. Second,
one-third of the dissertations were produced at one of two New
York schools, Columbia University or Yecshiva University.®

It is difficult to judge the quality of these dissertations. Fish-
man’s critique of research published in JYewish journals generally
does not apply to the dissertation research, which tends to adhere
to accepted. standards of research and to address relevant litera-

7 This point is discussed further in the ‘interpretive section of this
article,

8 Cited in Harry A. Passow, “Educational Research: A Key to the
Advancement of Jewish Education” (Paper presented at the Tel Aviv
University Workshop on Research and Policy-Making in Jewish Educa~
tion, Tel Aviv University, March. 19-22, 1984).

9 George Pollack, Doctoral Dissertations in Jlewish Education, 1975-1982
(New York: Jewish Education Service of North America, 1983).
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ture outside the Jewish field.** Unfortunately, most of this re-
search remains inaccessible.

The perplexing question which the wealth of dissertation research
raises is what happens to this pool of fledgling researchers? ** For
many, the doctorate itself may have been a means towards en-
hancing a career in educational administration. Others may have
opted for academic positions in Jewish institutions, where the em-
phasis is more likely to be on teacher training or curriculum de-
velopment rather than on research,

Organizationally-sponsored research. While most American Jewish
organizations are involved in edueation in some way, only one
maintains a full-time department of research in Jewish education,
consisting, albeit, of a single full-time professional. That organiza-
tion is the Jewish Education Service of North America (JESNA,
formerly the American Association for Jewish Education). A brief
look at JESNA’s research efforts may be enlightening.

From 1980 to 1984, JESNA published 13 “Research and In-
formation Bulletins.”” Almost all of these studies are descriptive
summaries of soine aspect of Jewish education — teacher salaries,
financing day and supplementary schools, central agency functions
and governance — and are usually of an informational nature.
Conspicuously absent is any experimental research, or research on
educational outcomes or attainments, in Jewish schools.

JESNA’s research agenda has interesting implications for the
current state of research in Jewish education. Since it is largely
a federation-sponsored organization, it ostensibly supplies the re-
search information important to federations and their central agen-
cies of Jewish education. It has access to data about the financing
of Jewish education, the various programs in Jewish education
which communiijes offer (though not generally any judgement
of the effectiveness of those programs), and to the occasional

10 See note 5 above.

11 David Resnick, “Toward an Agenda for Research in Jewish Educa-
tion,” in Understanding American Jewry, ed. Marshall Sklare (New
Brunswick: Transaction Books, 1982).

12 Barry Chazan, “Rescarch and Jewish Education,” in Studies in Jewish
Education, ed. Barry Chazan (Jerusalem: Magnes Press, 1983).
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censuses of students and teachers in Jewish schools. Only very
recently, and following on the heels of the trend in general educa-
tion, has JESNA (on its own and in conjunction with the American
Jewish Comunittee) undertaken studies of effective Jewish schools.
If this development represents an enduring concern of the or-
ganizations JESNA serves, then it is a welcome sign of the matura-
tion of the American Jewish community and of the growing
sophistication of the questions it is beginning to ask about its
education systems,

Another equally important aspect of JESNA’y research is the
large number of unpublished research projects. From 1939 to 1984
it conducted more than 150 studies in local communities, including
approximately twenty between 1980 and 1984. These included
evaluations of individual schools, community educational needs as-
sessments, and local studies of other educational programs (e.g.
bureaus of Jewish education) or of educational finance, It is
regrettable that the results of many years of work have not been
analyzed and published. However, this aspect of JESNA’s work
is paralleled by the many privately financed studies.of Jewish
schools and educational programs. Indeed, the total number of these
evaluation ‘studies may even exceed that of the doctoral disserta-
tions, so it is unfortunate that most of them, including those con-
ducted by JESNA, are not yet in the public domain.

The only other American Jewish organization currently em-
phasizing educational research is the American Jewish Committee,
which has published several studies and is planning several others.!®
Such work, however, is sponsored by their Department of Jewish
Communal Affairs, not by an independent department of research
or education. Some foundations with Jewish interests have sponsored
a few research projects, though none have as yet made a major
commitment to Jewish education research comparable, for example,
to that made by the Ford Foundation to general education.

In closing this brief treatment of organizationally-sponsored re-
search, it is important to point out that even in general education

13 Samuel Heilman, Inside the Jewish School: A Study of the Cultural
Sefting for Jewish Education (New York: American Jewish Commiltee,

1983).
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1most research is not sponsored or conducted by local educational
bodies. Rather, state or, more often, federal governmental agen-
cies are responsible, directly or indirectly, for the educational
research conducted in regional educational laboratories or univer-
sity-bascd research centers. The absence of any comparable insti-
tutions in American Jewish life may account in large part for the
dearth of research. Tt will hardly be possible to say that research
in Jewish education will have come of age until at least onc such
facility exists.

Individual researchers. These are the authors of the articles de-
scribed in the opening section of this paper. Some are to be found
on the education faculties in Hebrew colleges or -other institutions
of higher Jewish learning, where the emphasis is usually upon
teacher and in-service training, rather than on research. It is usually
these academics who conduct independent research projects and
evaluations. The published outcome of these cfforis has, thuy far,
been dedicated mainly to the methodology of evaluation, rather
than to the content of the evaluation and its implications for Amer-
ican Jewish education.* In addition, the annual conference of the
Coalition for Alternatives in Jewish Education has, since 1979, in-
cluded ‘a research component, usually involving the sharing -of cur-
rent research topics.*®

Since little rescarch in Jewish education exists, it would be
hazardous to characterize its methodology as a whole. Nevertheless,
no summary of current research could be complete without an in-
dication of certain parameters of the enterprise from a methodolo-
gical perspective. Three aspects are most ‘striking:

1. The emphasis on studies of long-term effects — those, for
example which correlate number of years of Jewish schooling
with various measures of adult Jewish identity — as opposed

14 Burton Cohen and Joseph Lukinsky, “The Evaluator as Change Agent:
A Practical Approach in a Limited Time Frame,” Jewish Education
49 (Spring 1981): 4-9.

15 Ronald Wolfson and Stuart Kelman, “Research in Jewish Religious
Rducation,” Religious Education 15 (November-December 1980) : 692-
697,
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to. studies of short-term effects such as the effectiveness of a
particular teaching methodology,. or sset. of curricular materials,
or short-term attitude cbanges resulting from a particular type
of program. Jacoby’s work on drop-outs is a notable excep-.
tion® The large-scale correlational studies have not yielded

. information of much educational use, other than indicating
- that ‘more schooling- (measured ih number of: bours.or years).

correlates well with a set of adult Jewish behaviogs... .- .
A lack of attention to the current state of Jewish edueation

~at the ‘classroom or - student level. Pollak’s eompilations of
. school texts and subjects.are typlcal of. this inatfention.’” While

. such compﬂatxons are sqgmﬁcant they are not replacements

for “thick™ descriptions of ‘what - transpires..in.-classrooms or

~wbat students have learned at various points in their academic

"~ careers. Schoem and Heilman have begun to addiess the elass-

room question. But careful, ongoing ‘assessmehfs “of students’

- learning achievements are not even ‘on the drawing board.-

In this regard, the impact of J ESNA’S nanonal testing program
is still unclear®

The tendency for research.to focus on adult identity as the
primary goal of Tewish education (w1tness the Amefican Jew-

- ish.:Committee’s otherwise important “Colloguium on. Jewish
- Bducation -and Jewish Identity”} is particularly strange in Jew-

- ish education.. Since. social scientists- are free to -investigate -

whatever correlates of education they- like, adult identity is.

. ..certainly ‘as -interesting .as. other possibilitics. Yet few educa-.
- tional .systems place -as-bigh a value on study:for its own sake.

16

17

= »{Torah: Lishma) as.does: Judaism, In: that light, the failure to.

‘Bmil Jacoby, Continuation and Dropout: in Conservative Congrega-

tional Schools (Los Angeles: University of Judaism, 1970). .
George Pollack, Inventory of . Curricular Sub;ects in Supplementary

“Jewish Schools (New York: Jewish Education Service of North Ainerica,

1981) ;- Thventory of Texts in Supplementairy- Jewish Schools (New York: -
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Jewish EBducation Service of North America, 1982).

These circumstances are .in sharp cohtrast to the.ongoing- development
of the National Assessment of Educational. Progress. in general educa-
tion. Samue! Messick, Albert ‘Beaton, and Frederic Lord, National. As-
sessment of .Education Progress Reconsidered: 4 Neéew . Desrgn for a

"New Era, NAEP Report 83-1, (1983).
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study current educational attainments (or, minimally, school-
aged strategies which produce adult study), is noteworthy.

Summary

The current state of research in Jewish education is far from sa-
tisfying,  An ecarlier assessment of the situation is unfortunately
still accurate:

There does not now exist an ongoing research enterprise in Jew-
ish education. There is a certain amount of census gathering by
a few national organizations, but... there is neither a nucleus
of researchers nor a lore unique to Jewish educational research
about which topics are worthy of study or which methods of
research are most useful, Should fa research} agenda be generated
even without either of these, there is no reason to expect that
any group of researchers exists to pursue it.1?

This situation did not arise by chance. It is worthwhile to attempt
to understand the roots of the current situation.

Roots of the Current Impoverished State of Research

Tbough fittle research is conducted in Jewish education there
is little doubt tbat Jewish education in North America is wortby
of a sustained research effort. Formal education programs alone
involve approximately 360,000 students in 2,500 schools with an-
nual costs of $400,000,000. Tbese schools are served by more
than fifty local central agencies for Jewish education, as well as
by several national denominational organizations. Why is there
so little research in Jewish education, when general education
— from which Jewish education often takes its lead — enjoys a
robust researchb enterprise?®

Let me begin with the ratber bald assumption (which nonethe»
less accords well with Chazan’s meta-theory of Jewish educational

19 David Resnick, “Agenda for Research,” 126,

20 The grass is almost always greener ou the other side. Thus, the oc-
casional pronouncements of the National Council on Bducation Re-
search bewail the underdeveloped, under-funded state of research in
gencral education,
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research),’' that the purpose of educational research is to in-
crease the effectiveness of educational practice. I hypothesize that
there is little research in Jewish education because there is no
deep-seated desire on the part of educational consumers to im-
prove educational effectiveness. This is not to say that Jewish
parents do not care ahout their children’s Jewishness. Indeed,
Jewish education for many American Jews serves as the key ex-
pression of their Jewishness, rather than as an instrument of
educational mastery. The nature of the dissatisfaction expressed
by parents ahout school programs is usually more about the
appeal of the program to the child, than ahout its failure to
achieve particular subject matter goals. Thus the lack of research
in Jewish education conceived in current terms of instructional
effectiveness or short-term program impact is an accurate refiec-
tion of the community’s relative unconcern with successful school-
ing in favor of hroader goals of socialization and long-term idengi-
fication. |

While this is not a revolutionary hypothesiy on its own, its
implications for Jewish education in general and research i pat-
ticular have hardly been explored. Heretofore, the hallmarks of
American Jewish education have been the supplementary and vol-
untary nature of the enterprise. These factors alone would be
enough to separate Jewish education from most other educational
enterprises and from the research which supports them. (Excep-
tions might be music education and leisure education, though
the translation among the domains is not straightforward.) The
possibility that achieving successful schooling is irrelevant to much
of Jewish education — even in formal settings — confounds an
already tantalizing and frustrating educational puzzle. One sea-
soned observer of the American Jewish educational scene coms
ments:

The emphasis [in current curricula] on the affective may be inter-
preted as a conclusion drawn from two interacting factors: the
failure of most Jewish schools to impart basic knowledge and

21 Barry Chazan, “Research and Jewish Bducation.”
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the belief that the emotive is. fhe critical influence in the forma-
tion of identity.?2

Yet, even the affective impact of Jewish education has failed to
receive the research attention it deserves. N

~ On the assuniption that it is the unusual nature of Jewish educa-’
tion in North America which has helped constrain its research’
enterprise, let me now present “evidence” in support of the hypo-
thesis. Of necessity the evidence is anecdotal and impressionistic
as much as it is derived from research findings.

Heilman, Reynolds, and ‘Schoem assert that attendmg school,
rather than achievement in school, is the primary, even if im- .
plicit, goal of Jewish education — at least in its supplementary
form, where more than two-thirds of North. American youngsters .
receive their Jewish education.zs All three indicate that the desire
for identification rather than instructional effectiveness charac-
terizes the culture of the Jewish school. In that framework, the
interest in research which correlates Jewish schooling with adult
identification makes sense, because it is research which relates to
the community’s concerns. Furthermore, community preoccupa-
tion with a host of other quasi-research issues — censuses of Jew-_'
ish students; calculations of percentage of eligible students re-
ceiving a Jewish education; drop-out rates; retention rates; success-
ful outreach programs — indicates concern with getting and . Keep-
ing students in the educational system as the primary goal. En-
hancing the instructional effectiveness of that system is not a prio-
rity; therefore enhancing the insfructional effectiveness of the
school system per se is unlikely to increase enroliment, as some
would suggest, although increasing student and parent satlsfactlon_
with the educational system might lelp. Fgrtu_nately, the two con-
cerns need not be mutually exclusive,

My own consultation with communities around the country

22 Walter Ackerman, “Jewish Education Today" in American Jewrsh Year
Book 1980 (Néw York: Amerxican Jewish Committee, 197%), 138,

23 Ronald Reynolds, “Organizational Goals and Effectiveness: The Func-
tion of Goal Ambiguity in Jewish Congregational Afternoon Schools”
(Ph.D dissertation, University of California Los Angeles, 1982); Sa-
muel Heilman, Jewish School; David Schoem, “Afternoon. School.” -
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bears out this. finding. I will cite one example: Over the past
year I have been working with the federation education commit-
tee in one small community which was reviewing the effectiveness
of its community Hebrew high school, helping them focus on the
most useful ways to view the school and ity functions. In response
to one of my proposals, tlie chaitman of the federation committee
wrote (in part): : :

Unfortunately I found Dr. Resnick’s letter full of educational
jargon, without a concrete results-oriented approach... What I
want is the answers to three simple questions, provided by some-
one who has the benefit of national perspective and is familiar
with what is going on throughout the country.

The specific questions I want answered are:

1. 'What courses and course content should be taught to high
school students so as to significantly impact their lifelong
identification and active involvement with Judaism?

2. How do the [name of] school’s courses, materials, instruc-
tors compare with the subjects of question 1; what should
be done to improve it? : :

3. What national trend exists, and what recommendations does
he have from that perspective with respect to the structug-
ing of a Board, the funding sources, the quallflcatlons of pro-
fessional personnel?

What this concerned Jewish parent and lay leader considers a
*concrete results-oriented* approach” is a far cry from almost
any current- conception of the useful role educational research
can fulfill. His concerns are long-tern identification, not- even
short-term satisfaction as a reasonable precursor of that commit-
ment.

My own fecling is that the situation is not significantly dif-
ferent in most day schools, except for the very traditional schools.
To be sure, parents enrolling their children in a day school may
indicate a commitment to achieving a particularly intense Jewish
identity for their children. But few day schools have stressed
the academic achievements of their Jewish studies programs the
way they do those of tleir general studies programs. Indeed,
standardized testing is often central in the general studies area,
while such testing is rare in Jewish studies. While I amn not neces-
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sarily advocating such testing, I think it fair to take its marked
absence as evidence of a different set of goals for the Jewish
studies track — goals not ordinarily pursued or vigorously re-
searched in instructional settings.

The right-wing yeshivot, serving traditional orthodox com-
munities, compose a substantial educational network whose existe
ence may support the hypothesis that the non-instructional goals
of Jewish education subvert the research enterprise. On the whole,
these schools are committed to subject matter mastery, and suc-
ceed to a certain extent.** Yet that school “system’” has no re-
search underpinnings. Certainly a prime reason is that research
is not consistent with that subculture’s world view. More im-
portant for present purposes, however, is the fact that mastery is
a goal held in common by home and school and that the current
traditional system is generally deemed effective by those if serves.
Therefore, the need for research is obviated in the face of what
is presumed to be instructional effectiveness.

Jewish schooling reflects the role Jewish knowledge plays in
the life of America’s Jews. Since failure to achieve even minimal
learning levels has next to no social consequences (aside from
mastery of Bar Mitzvah skills), there is little need for research
related to the improvement of educational attainment. In this
regard, it is worth bearing in mind that much of the recent push
for excellence in general education has been at the behest of pri-
vate industry and higher education, both of which bear the brunt
of ineffective schools. No comparable institutional demand exists
in American Jewish life.

24  William Helmreich, The World of the Yeshiva (New York: Free Press,
1983).
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COMMUNAL RESPONSES TO THE TEACHER
SHORTAGE IN THE NORTH AMERICAN
SUPPLEMENTARY SCHOOL

Susan. L. Rosenblum Shevitz

Supplementary schools have fong been the predominant form of
Jewish schooling in the United States. Affected, however, by com-
plex soeial, economic, ideological, and demographic factors since
World War 11, the profession of supplementary school teaching
has deteriorated, resulting in a severe- shortage of qualified teachers
to work in classtooms throughout the country. This shortage first
became apparent to the Jewish community during the “baby boom”
years of the 1950s and early 1960s, but has persisted despite the
declining number of available. students and enrollments which have
characterized the 1970s and . 1980s.

Why, despite widespread attention given to the decline of the
profession and the simultaneous teacher shortage, was little done
to alleviate these problems? Although educators and other com-
munal leaders have been discussing the. situation for over twenty-
five years, few significant actions have been taken to deal effective-
ly with the much publicized shortage. This paper will document
these assertions and ‘attempt to explain the apparent contradiction
of inaction in the face of an acknowledged and persistent problem,

The question may be sharpened when two points are considered.
First, it was not for a lack of ideals that widespread inaction pre-
vailed. Indeed, as I will indicate, many ideas — good and bad,
bold and’ timid, practical and visionary — were proposed by pro-
fessionals and lay leaders as solutions to the declining number of
‘teachers and as ways to provide more. Second, the Jewish. com-
munity has shown itself in recent decades to -be capable of effective

25
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action in the face of other difficult situations., Yet in this situation,
which many people claimed was of critical importance to the
future of the Jewish community (Jewish education was the key
to Jewish survival or so went the rhetoric), there was a perplexing
failure to act. As Walter Ackerman recently wrote:

The most critical issue confronting Jewish education in the United
States today is that of the teacher. ...

There is no longer in this country a profession of Jewish teach-
ing. The lonely struggle of earlier generations of Jewish educa-
tors,.., to form a framework which would attract and hold
talented young men and women has not been equal to the counter-
vailing forces of change- and indifference, There is no profession
of Jewish teaching in America today partly because of dramatic
change in the job market.... The baneful consequences of part-
time work need no elaboration here, What must be stressed is
the fact that only a community-wide effort is capable of provid-
ing a solution to this problem; unfortunately, such a marshalling
of resources is nowhere evident.!

The - Analytic Framework

In an attempt to probe this dilemma, I will adopt a symbolic
approach to organizations and communities.® This approach as-
sumes that organizations, like other groups, develop, maintain
and reflect their own cultures. It attempts to identify the cuiture’s
basic value concepts and to understand the roles of symbol, ritual,
and myth — their effects upon everyday activity, as well as upon

1 Walter I. Ackerman, “Of Jewish Schools, Tcachers and Some Other
Things Tool’* Jewish Education and Jewish Identity: An Update, Amer-
ican Jewish Committee Consultation Papers and Summary (New York:
Institute of Human Relations, February 25, 1982},

2 Vijay Sathe, Managerial Action and Corporate Culture, manuscript,
Harvard University School of Business, Lee Bolman and Terrence
Deal, Modernn Approaches to Understanding and Modern QOrganiza-
tions (San Francisco: Jossey and Bass Publishers, 1984), 148-166,
James March and Johan P. Olsen, Ambiguity and Choice in Organiza-
tions (Bergen, Sweden: Universitetsforlaget, 1976}, 1-39, Dvora Yanow,
“Toward A Symbolic Theory of Political Implementation: An Analysis
of Symbols, Metaphors and Myths in Organizations,” Ph.D. diss,
MIT, (1982).
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decision-making, problem solving, and policy implementation. The
symbolic approach posits that beliefs, expressed and symbolized
in many ways, are tbe glue wbicb binds together group members
and gives coherence and legitimacy to tbeir actions.

Tbe use of myth in the symbolic approach to organizations
developed from tbe anthropological understanding of the concept.
According to most of the antbropological tbeories reviewed by
Percy Coben, myth is:

a narrative of events; the narrative has a sacred quality; the
sacred communication is made in symbolic form; at least some
of the events which occur in the myth neither occur nor exist
in the world other than that of the myth itself, and the narrative
refers in dramatic form to origins and transformations.?

The impulse which gives rise to myth is the need to answer
the basic questions of human existence, questions of origin, trans-
formation and destination. These questions arise, as sbown by
Mircea Eliade, on several levels. The same myths which inter-
pret bistory to a people can also be appropriated by the individuals
to locate themselves in their smaller social contexts.* Hence, myths
simultaneously place the individual and group in relation to tbe
universe, humanity, nation, tribe, clan, and family, or, in a modern
society, to the ethnic, socio-economic, occupational group, or
neigbborhood. An example of this multi-level interpretation ean
be seen in this selection fromn Jewish liturgy.

O Lord of all worlds! Not upon our righteousness do we rely
when we bow in supplication before You, but upon Your great
compassion.

What are we? What our lives? What is our piety? What is our
righleousness? What is our attainment, our strength, our might?
What can we say before You?

Before Your, O Lord our God and God of our fathers, the
mighty are as nothing, the famous as if they had never been;
the wise as if without wisdom, the clever as if with no reason.

3 Percy Cohen, “Theories of Myth,” Man 4, no. 3: 337-338,
4 Mircea Eliade, The Myth of the Eternal Return or, Cosinos and His-
tory (Princeton, NJ: Princeton University Press, 1971), 34-48.



28 T Susan Shevitz

- Their doings are without meaning, their days are as a breath.
Man's superiority over. the ammal is but a vain illusion; all life
is but a ﬂeetmg ‘breath.

We are Your. people, the sons of Your covenant, children of
Your friend Abraham, with- whom You :made a pledge on Mount
Moriah; because we are the seed. of Isaac, the beloved son who
was bound upon the altar; because we are Your firstborn people,
the congregation of Jacob, whom You named Israel and Jeshu-
run; because You loved him, and delighted in him,

" Therefore, it is our duty to thank and to praise, to glorify and
to ‘sanctify You:

How good is our portion! How great is our joy!
How beautiful our heritage! 3 How pleasant our lot!

" In" this sclection, the national myths regarding the origin of
peoplehood and founding of the nation are appropriated by the
individual as a source and confirmation of self-worth. The selec-
tion ‘bégiris with the existential questions which are asked about
both the value of the individual and of the -group. Through recall
of Abraham, Isaac, and Jacob, the myths of origin, transforma-
tion, ‘and specialness are evoked and serve simultancously to
answer the guestions about the individual and the group.

‘Myth, then, is a crucial dimension of human self-understan-
ding.- Events- and people who aré charged with significance for a
culture will be mythologized. Myths are not static; they are fed
by important historical and existential events.

‘Some social scientists have been re-examining the concept of
myth and applying it to organizational culture. By stripping myth
of its supernatural and extratemporal content, they focus on its
social functions, These theorists suggest that in modern cultures
myth need not assume a narrative form.* Instead, myth can be

5 Weekday Prayer Book (New York: Rabbinical Assembly of America,
1974}, 12-13.

6 Herbert Blumer, Symbolic Interaction — Perspective and Method (New
Jersey: Prentice Hall, 1969). Andrew . Pettigrew, “The Creation of
Organized "Cultures;” Paper: presented to the Joint BIASM-Dansk
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the encapsulated expression of those beliefs and concepts which
are central to the culture — or, as Percy Cohen put it, -the filter
through which a group’s history and experience is read.?

Myths, in this view, setve muitiple. functions. They “maintain-
and- express solidarity among. members of a community, Tegiti-
mate the power structure of the community’s ‘institutions, and
validate - the  [group’s] ritvals.”® By providing the culture with
its perceptual filter, myths reduce . the ambiguity of events, give
neaning to endeavors, and help members of a culture “interpret
reality. They - anchor the present in the past, and in times of
ambiguity or indecision. limit interpretations and possibilities.® - In
addition to these explanatory-and solidarity functions, myths exert
control over the culture. Like the third order controls in Perrow’s-
typology, myths “restrict what seems to- be relevant to a- situa-
tion, form . reasoning deemied appropriate and solutions. which
seem - acceptable.” 0. '

Whether in a classical or contemporary- sense, myths permeate.
the culture’s activities and decisions. We would, ‘therefore, expect
to sec evidence of myths in times of ambivalence or indecision

Management Research Seminar, Copenhagen, May 18-20, 1976, Sherry
‘Ortner, “Oni Key Symbols,” American Anthropologist 75, no. 2 (Oc-
“lober 1973). Linda Smircich, “Concepts of Culture and Organizational
Analysis,” - Administrative Science Quarterly 38, no. 3, (September
1983). Gunnar Westerland and Sven Eric Sjostrand, Organizational
Myths (New York: Harper and Row, 1979y, Meryl Louis, “Organiza-
lions as Culture Bearing Milieux,” (Monterey, CA:. Naval Postgraduate.
~ School, Department of Administrative Sciences, 1981). _
7" According to Cohen, “Theories of Myth,” 331-353, this “is “vestigial
myth.” - -
8 Joanne Martin,. “Stories and Scripts in Organizational Setting,” Re-
- search Report #3543 (Stanford University Gradnate School of Business,
~ July 1980), 14, | s
9 Bolman and Deal, Modern Approaches.
10 According to Perrow, cited in Alan Wilking’ “Organizational Stories
as Symbols Which Control the Organization.” (Unpublished paper,
- Brigham: Young - University, -June, 1980), 6, first order controls are
direct rules and orders. Second order controls derive from standard
operating procedures. Third order controls operate on decision premises
by relying on the assumptions: which are understood as givens in the
organizalion,- o 3 '
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and in explanations of particular decisions, In addition, we would
expect events to he mythologized when a culture confronts radical-
ly changed or new conditions which impel it to consider, again, its
particular world-view and cultural patterns.

In strong cultures the myths are accepted hy the vast majority
of participants and are expressed and reinforced symholically
through rituals, ceremonies, and stories.”* These in turn give mean-
ing to the culture and strengthen its members’ allegiance to its
values, While in traditional societies the symholic expression of
myths was usually through religious activity, in contemporary com-
munities and organizations, stories, slogans, logos, planning docu-
ments, committee records, press releases, speeches hy dignitaries,
and ceremonials express and reinforce the myths. As Westerland
and Sjostrand suggest, an organizational chart, for example, sym-
holizes power relationships and those who use it helieve it maps
reality.’? The helievers are expressing some of their hasic notions
about human relationships and social reality in addition to afir-
ming their relationships to each other and the legitimacy of their
shared views and activities.

In its contemporary sense, the concept of myth is elusive. While
the theorists already cited assume the presence of myth, none in-
dicate how to identify it. Since it is not necessarily a dramatic
narrative with sacred content, retold at ceremonies and expressed
symholically through ritual, myth** is hard to locate. Indeed, the
examples of organizational myth provided hy Joanne Martin il-
Justrate the prohlem. One would have to know much ahout 1BM'’s
culture to recognize that the story about the “ninety pound bride”
who confronts the chairman of the board is a myth.** The story,
which emhellishes a historical event, expresses values basic to
the organization’s culture, roots these values in the past, legitimizes
them through the compelling figure of the company’s founder and
chairman, and explains the meaning hehind current organizational

11 Terrence Deal and Allan Kennedy, Corporate Culture (Reading, MA:
Addison-Wesley, 1982), 3-85.

12 Westerland and Sjostrand, Organizational Myths, ch. 2.

13 Or, according to Cohen, *“vestigial myth.”

14 Martin, "Stories and Scripts,” 1,14,
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practices. The story is a myth because it fulfils the functions of
myth: it answers questions about tbe individual’s place in tbe
scbeme of things. The values placed on individual initiative, cor-
porate policy, and responsibility of all employees are simultaneous-
ly reaffirmed. Most significantly, tbe story has tbe dual nature of
a myth. It both explains the culture — how and why tbings are
done in ‘a particular way — and controls it. By indicating IBM’s
fundamental values, the myth sanctions and legitimizes certain
modes of behavior. It focuses attention on those facts which are
consistent with the values of the company and, as Martin points
out, ignores discrepant social facts.

Tbe observer wbo wants to locate and understand a modern
culture’s inyths might best approacb them functionally; tbat is,
by locating those beliefs or ideas which function in the WAYS we
know myths to function. What builds group solidarity, reinforces
the legitimacy of its ways, explains the past, and controls percep-
tions of what has been, is, and ought to be? Trying to determine
wby -tbings are done in a certain way -~ what historical precedents
are assumed to account for present patterns, wbat justifications
are given for specific choices — will belp uncover the culture’s
mytbs. From the recurring stories, ideologies, explanations, and
rituals,’® tbe mytbs — tbe definitional value concepts — of a particu-
lar culture can be identified and understood.

This approacb to myth posited by organizational theory is, ad-
mittedly, problematic. In addition to being somewhat imprecise,
it requires tbat we wade through two more common meanings of
the term — myth as erroneous belief and mytb as extended nar-
rative with sacred qualities — before encountering the preferred
meaning.’® However difficult, tbe concept is also useful in probing
certain relevant questions: How did the Jewisb community in a
modern, secular, and free society interpret its situation? What ideas
and explanations limited its perception of wbat was possible and

15 See Pettigrew, “Organizational Cultures,” for accepted definjtions of
these terms.

16 T have refined this concept by applying it to abstract formulations in
addition to stories. Given lhe nature of Western civilization, with its
predilection for quantification and abstraction, 1 believe this is con-
sistent with the cited organizational theory.
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defined ‘its notion of what ought: to be? By looking at the recent
history of . the Jewish community in America through the lens
of these concerns, it will be possible to uncover the defiuitional
value-concepts, or myths, ‘which simultaneously explain and con-
trol the activities. of the community.” The symbolic approach: offers.
a cogent explanation of the-community’s inaction in the face of
a. pressing problem..

Concern with a Teacher Shortage and Personnel Crisis
Concern with a teacher shortage and personne! crisis emerged -only
after World War 1L Eatlier in the century Jewish educators struggled
to-build a profession and to find ways of organizing schools and
agencies Which could meet the needs of theyoung American Jews
who' were: being educated - in-public schools, The drive .10 -create:
mearingful, enlightened educational -systems; the -controversy over-
which organizational form — synagogal or communal — would.
best serve the educational aims; the attempt to gain communal
funds for Jewish edueation; ‘and thé development of a professional
literature, training programs, and organizations were of over-riding:
importance to the architects of the sppplementary schools -and
central- agencies. Discussion - about teachers, as representéd in -the
trans-denominational journal, Jewish Education, dealt with recruit-
ment,-training, credentialization, “and unionization, From its foun-
ding in’ 1929 through 1947 Jewish-Education published thirteen -
articles in the index category “Training of Teachers and -Teaching
Pérsonnel.” Of these, seven were in the five year- period between
1933 -and 1938 and ‘concentrated -on ‘retaining and paying teachers
despite ‘the Depression. Through the ‘years, however, it was as-’
sumed that supplementary school teaching ‘would remain a viable’
profession. o : S B
*After the Second World War, -however; the discussion -about
Jewish teaching changed. Organizations and individuals began not-
ifig a teacher shortage. Tn 1945, the American Association of Jewish
Education (AAJE) rcported a teacher shortage in sixty-five North
Ainerican’ Communities ‘and, in 1947, called a conference on' the
subject. Tn.1951, Edelstein estimated that in large cities. only 20.8
percent of all teachers worked twenty. or more hours .per week;
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and in small cities it was hut eight percent.*” By 1959 over thirty
percent of all teachers taught less than nine hours per week, 33.4
percent hetween nine and fifteen hours, 13.9 percent hetween fifteen
and nineteen hours, and 19.9 percent taught twenty hours or
more,8

Between 1950 and Winter 1954-55, ten articles appeared in
Jewish Education in the “Teacher and the Profession of Jewish
Education” index category. Two dealt with the current situation:
Edelstein’s 1953 “Status of the Jewish Bducation Profession”. and.
Katzoft’s *Teacher Selection and Recruitment: Prohlems and: Prac-
tices in General and Jewish Education.” Five (four hy Edelstein
and. one hy Steiner) provided hackground about the development
of the Jewish teaching profession. While no sense of urgency. was-
conveyed in the articles of this period, they did prov1de mforma~
tion which would he useful in ensuing years.

During the last haif of the 1950’s, it seems that the professnon_
was enveloped hy a feeling of crisis. Between 1955 and 1960, three
of thirty-three Jewish Educafion editorials dealt explicitly with a
teacher shortage and seventeen articles were cited in the category,
“The Teacher and the Profession of Jewish Education.”’ The titles
of representative articles reveal the sense of crisis which seeins to
liave taken hold hy the end of the decade: “The Role of the Com-
munity in Meeting the Manpower Crisis in Jewish Education’
(Abeles) “The Manpower Crisis in Jewish Education” (Chano-
ver), “The All Day Hehrew Teachers College as a Remedy for
the Teacher Shortage” (Hurwich), and “A Clear and Present
Danger’”” (Lown).

Several of the articles from this period framed the issues and
provided the language with which it was suhsequently discussed.
In 1955, Nudelman and Slesinger presented a thorough survey
of the situation, showing how various components — status, salary,
structure and auspices of schools, conception of teacher, and others

17 Menachem M. Edelstein, History of the Development of the Jewish

‘Teaching Profession in America (Monograph) (New York: Jewish
- Bducation Committee, 1956), 44,

18 Alexander M, Dushkin and Uriah Engelman A Study of Jewish
Education in the United States (New. York: American - Association
for Jewish Education, 1959), 117-118.
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— are interrelated, and proposed a series of similarly interrelated
remedies. They suggested that the concept of the teacher be broad-
ened, wide-scale recruitment efforts be undertaken, preparatory and
in-service training be improved, and the initiation of actions to
upgrade the status of the teacher. Nudelman and Slesinger rounded
out their report with some detailed ideas for accomplishing these
goals. Other edueators simultaneously provided the slogans with
which the issue was discussed. “Crisis in Jewish Education,” de-
clared A.P. Schoolman in 1957, while Chipkin asserted that the
teacher shortage is “problem number one in American Jewish
education,”®

In the 1960s, almost every volume of Jewish Education featured
at least one article dealing with the subject of the teacher shortage.®”
As shown in chart 1, these ranged from small-scale suggestions to
comprehensive analyses and solutions. Research into the subject
seems to have stopped; the articles rely on the 1959 national sur-
vey data, the annual census of Fewish schools carried out by the

19 Alpert P. Schoolman, “The Study of Jewish Education in the United
States — Implications for Jewish Communal Services,” Journal of
Jewish Comuinunal Service 37, 1, (Fall 1960). Israel 8, Chipkin, Twenty-
Five Years of Jewish Education in the United States, (Reprinted from
American Jewish Yearbook, 1936,) (New York: Jewish Education So-
ciety, 1937.)

20 See for example, Hyman Chanover, “Translating the Economic Needs
of the Jewish BEducation Profession into Reality,” Jewish Education
32, no. 1 (Fall 1961); Samuel Diwin, “The Futurc of Hebrew Teacher
Education,” Jewish Education 34, no, 1 (Fall 1963); Bisig Silberschlag,
“Critical Shortages in Teaching Personnel,” Jewish Education 32, no. 1
(Fall 1961); Louis L. Kaplan, “The Problem of the Shortage of
Teachers in Jewish Schools,” Jewish Education 35, no. 1 (Fall 1964);
Alexander Dushkin, “Supply and Training of Teachers for Jewish
Schools in the Diaspora,” Jewish Education 35, (Fall 1964), and “Fifty
Years of American Jewish Education — Retrospect and Prospects,” Jew-
ish Education 37 (Winter 1967); Alvin L Schiff, “New Concepls in
Teacher Training,” Jewish Education 38 (June 1968}, “Manpower
Crisis in Jewish RBducation,” Jewish Education 38 (June 1968), “The
Reconstruction of Jewish Education,” Jewish Educaiion 39, no. 2 (April
1969); William Chomsky, “Mutual Responsibility of the School and
the Community in Jewish Education,” Jewish Eduncation 33 (March
1968).
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CHART I

Proposed Remedies to the “Crisis of the Jewish Tericher,” 1955-1970

Restructure the Community

* Consolidate small, competing schools into single communat schools

* Organize large inter-congregational schools

* Organize communal junior and senior high schools which meet when
other schools are not in session

* Give federation the responsibility to develop training programs

* Give federation the responsibility to plan for Jewish education

Change Recruitment and Training Procedures

Recruit students while still in high school or college
Provide scholarships and fellowships

Provide internships

Establish “crash” programs for people now teaching .
Organize teacher exchange programs with Israel

Train teachers in liberal arts programs

Use media for training

Individualize training programs

Run “crash” programs for public school personnel
Reform and update Hebrew Teacher Colleges’ curricula and programs
Provide study opportunities in Israel

Found a national university for training and research
Use master teachers as mentors

Improve recrnitment

Develop national, transdenominational placement services

d £ # F X 5 T X o#2 o * 3 o8 o %

Change Working Conditions
Raise salaries
Improve benefits
Establish codes of practice and salary scales
Unionize
‘Develop special community recognition programs
Involve teachers in curriculum and program development
Involve teachers in community activities
Involve fteachers in setting school policy

t B £ & ¥ 4 O * %

Redefine Teacher Role Responsibilities

* Teacher becomes a hybrid between social worker and Jewish educator:
works for several communal agencies and schools
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* Congregations appoint teachers as full-time employees with diverse re-
sponsibilities in and out of the school.
* Community hires cadre of full-time teachers

Initiate Programs to Help Individual Schools Cepe

* Use paraprofessionals in the classroom
# Use adolescents as aides and tutors
* Use parent volunteers

AAJE, and individuals’ practical experience in schools and com-
munities.

Were articles restricted to Jewish Education, however, we could
assume that the teacher shortage was of concern to a few profes-
sionals who used the journal to bemoan the situation. But other
professional and general literature has a similar focus. The Amer-
ican Jewish Congress devoted the October 29, 1956 edition of its
Congress Weekly to the teacher shortage. Between 1950 and 1970,
six of the articles on Jewish education published in the authoritative
American Jewish Year Book discussed the teacher shortage. Engel-
man noted in the 1950 Yearbook that “simultaneously with this-
trend of growing school enroliment, a growing shortage of qualified
teachers was observable.” In 1953 it was reported that 51.3 percent
of the federation executives and directors of central agencies for
Jewish education and Jewish community centers polled indicated
that the main local Jewish educational problem was the need for
more and better qualified: teachers. Another 25 percent similarly
responded, ‘““better programming and/or more effective teachers.”
It was likewise asserted that hiring substandard teachers, many of
whom regard their work only as a temporary source of supplemen-
tary income, threatened to lower the standards already achieved
after many years of laborious effort. Noue of the articles was op-
timistic about changing the trends.*

21 See American Jewish Yearbook (Philadelphia: Jewish Publication So-
. ciety; New York: American Yewish Com.tmtlee) 1950: 157; 1953 110;
1956; 1958: 139; 1960; 1969.
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Comprehensive articles by Ackerman appeared -in Midstream
and Judaism;®* and The Jewish Digest carried Slesinger’s analysis
of the problem.” Janowsky, writing in 1963, summarized ‘the “eru-
cial problem of the teacher” by pointing out tbe many limitations
— teachers’ uneven qualifications, part-time status, poor salary and
benefits, the high expectations for pedagogic and curricular sophis-
tication; the time handicap; and the difiiculty of creating a Jewisb
environment — which supplementary school teachers faced. Ja-
nowsky concluded:

Adequate salaries will not be paid unless the teacher performs
a full-time. function, for a profession cannot be subsidized. .

It is imperative to direct attention to the limijted conception of
the function of the teacher.... This can only be done on a com-
mu111ty-w1de basis,24

There is also some evidence tbat congregational leadersl:up was
concerned with the subject. Articles were published in The Re-
constructionist and in several journals of the Conservative move-
ment.®® In 1966 the professional organization of the Conservative
principals devoted its annual conference to ‘the recruitment and
training of educational personnel. Perhaps because it is an organ-
ization of practitioners, or because the principals work in denomi-
national settings and were despairing of proposals which were
national in scope, the participants were interested in small- scale,
institutional efforts to deal with the results of the shortage. As the
editor of the assembly’s 1966 Yearbook wrote: '

22 Walter 1. Ackerman, “The Present Moment in Jewish Education,”
Midstream 12 (1972) and “The Amcricanization of Jewish: Educanon ”
Tudaism 24, no. 4 (Fall 1975).

23 Zalmen Slesinger, *“The Personnel Crisis in Jewish Educatlon ® Pedago-
gic Reporter 15, no. 2 (December 1963),

24 Oscar Janowsky, The Education of American JTewish Teachers {Boston:
Beacon Press, 1967), 164-165.

25 Willlam Chomsky, “Agenda for American Jewish Education,” Re-
‘constructionist 28 (1962). Morton Siegel, “On Placement and Person-

el,” Synagogue School 26 (1968). Simon Greenberg, “Jewish Bduca-

tion and Jewish-Welfare Funds,” United Synagogue Review 20 (Janua-
ry 1968). Meir Ben-Horin, “Redesigning Jewish Education,” Recon-
structionist 28, no, 3 (1963).
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the message...is constant. The creative educator can, indeed,
through his own efforls, make a significant contribution to the
partial resolution of the critical personnel shortage.?®

Articles in the Journal of Jewish Communal Service likewise
indicate related professionals’ concern with the problem. Their
suggestions ranged from ideas for effectively organizing the com-
‘munity to understand and support Jewish education, to proposals
that federations spearhead attempts to solve the educational prob-
lems. Federation executives, notably Charles Zibbell and Sidney
Vincent, turned to educators with suggestions and criticism. Tbe
fraternity-like atmosphere of educational organizations must be
changed, declared Zibbell, while both men offered advice, sug-
gestions, and encouragement,®

Educators and communal workers were joined by lay leaders.
In 1956, Philip Lown, then president of the AAJE, issued the call
to a national conference for lay and educational leaders. Noting
the paradox that “on the one hand, there is an increased interest
in Jewish education and a growing enrollment in the Jewish School,
and on the other hand there is a constant shortage of teacher per-
'sonnél,” Lown wrote:

Many Jewish communities have spent... millions of dollars to
erect up-to-date school buildings.... But what benefits can be
- derived from these splendid structures if there isn’t an adequate
_supply of qualified teachers to fill these modern classrooms?
Nearly every Jewish community... is almost stymied in trying

26 - Bli Grad, ed., The Recruitment and Training of Educational Persounel.
Educators Assembly Yearbook (New York: Educators Assembly of the
United Synagogue of America, 1966), 2,

27 Charles Zibbel “Suburbia and Jewish Community Organization,” Jour-

- nal of Jewish Communal Service 38, no. 1 (Fall 1961); “Emerging
Planning for Jewish Education,” Jewish Education 34, no. 1 (Fall
1963); and “Federations and Jewish Education,” Jewish Education
38, no, 4 (1968). Sidney Vincent, “Report: Respective Roles of Syna-
gogal and Other Jewish Agencies,” Journal of Jewish Comnunal Ser-
vice 40, no. 23 (Winter 1963), and “The On-Coming Generation and
Jewish Communal Service,” Journal of Jewish Community Service 44,
no. 19 (Fall 1967). '
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to solve the problem. ... Unfortunately, this aspect has been woe-
fully neglected by our leadership.2®

Ten causes of the personnel crisis were examined at the con-
ference: (1) inadequate social and economic status, (2) limited
opportunities for satisfying work, (3) poor recruitment procedures,
(4) inadequate supply from which to draw new teachers, (5) in-
sufficient correlation between teachers’ preparation and subsequent
work, (6) improper placement machinery, (7) limited growth op-
portunities, (8) few chances for advancement, (9) growing enroll-
ment, and (10) unduly large turnover. The problems resulting from
the growth of congregational schools and reduced number of hours
of their progtams were affirmed as an underlying cause of the
teacher shortage.?®

Although no widescale, systemic programs were adopted in the
conference's wake, the significance of the meetings lies in their
having placed the problem on the agenda of American Jewry.
Thus, at the 1962 annual meeting of the Council of Jewish Federa-
tions and Welfare Funds (CJFWF) it was resolved that a commit-
tee would study the problem and make recommendations. As the
umbrella agency for federations throughout the country, the CJFWF
(renamed the Council of Jewish Federations, or CJF) brings to-
gether lay and professional leaders from across the country to de-
liberate the important issues in Jewish iife and aim at sustaining
the commitment of such leaders to the Jewish community. Although
it has no powers of compulsion, as a consultative and coordinative
agency CIJF is a conduit for ideas and programs.

The CJFWF Committee on Jewish Education had four goals,
one of which was to deal with “the crucial factors of teacher recruit-
ment, training, competence, and compensation which in most cities
are possible only through cooperative, community-wide pro-
grams. ...” * The Committee, geographically representative of the
entire country, included key leaders from the various ideological

28 Philip W. Lown, “The Problem of the Teacher Shortage,” Jewish
Education 26, no. 3 (Spring 1956): 3.

29 Judah Pilch, A History of Jewish Education in the United States (New
York: American Association for Jewish Education, 1969), 151-152.

30 Zibbel, “Federations,” 33.
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groups and federations. Tt issued twenty-eight guideline-statements
“for discussion and action” by federations. Those most germane
to the teacber shortage were:

Federations should take the initiative to establisb teacher
fraining institutes;

They sbould help supply funds for teacher training;

- Tbey should work towards the formulation of codes of prac-

tice for teachers;

They should make scholarships and fellowships available;

They should belp secure faculty for teacher training institutes;

They sbould cooperate in helping to develop and train ad-
ministrators.s |

" Few of these recommendations seem to cut into the heart of
tbe. problem, Perhaps given the nature of communal decision-mak-
ing, controversial areas, or those whicb threaten the institutional
integrity of communal agencies had to be avoided. Even so, few
practical results came from these recomiendations.

In 1967, again encouraged by Lown, Brandeis University con-
vened a consultation on the subject of the teacher in Jewish educa-
tion. Limited to key volunteer and professional leaders, the discus-
sion resulted in a book, The Training of American Jewish Teachers,
which provides valuable background to tbe problem and may bave
given some direction to a small graduate program in Jewish educa-
tion which the university instituted soon tbercafter. Again, despite
the ideas set forth by prominent leaders, experiments and new
programs to deal with the problem did not materialize.

While the articles and conferences between 1955 and 1970 both
analyzed the problem and proposed remedies for it, the com-
munity continued to deal witb the shortage in a piecemeal way.
Denominational training scbools modified their programs in the
bope of attracting more students, while supplementary schools
found ways of coping with the problem by hiring students, Israelis,
paraprofessionals, and the like. As one educator cynically wrote
in 1970:

31 Ibid, 34.
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I do not know of a single school that closed its doors and ceased
to exist during the so-called ‘crisis.” The heart of American Jewry
continued its normal beat, and there was no sericus disruption
of Jewish education activity in the past 4 years [since the 1956
AAJE Conference on The Manpower Crisis in Jewish Educa-
tion].32 '

Since the American Jewish community has shown itself capable
of mobilization and action for other “crises” the question stands:
why so little action in the face of this acknowledged problem?

The Historical Context

We can now turn to the formative period in American Jewish
history, the years between 1880 and 1924, when the existing Jew-
ish community, of predominantly German origin, was shaken and
challenged by the arrival of more than foyr million immigrants
- from Eastern Europe. Since it is known that events and ideas dur-
ing times of crisis and change are mythologized, it is not surprising
that relevant myths can be traced to-this period, one of fundamen-
tal transformation and redefinition. From the history which is but
summarized below, we can extrapolate two myths which are of
significance to our problem: (1) the myth that the synagogue and
communal worlds are separate and (2) the myth that Jewish educa-
tion is a threat to the full participation of Jews in American life.

The configuration of the organized Jewish community was set by
the early decades of this century, The Jewish population of the
United States swelled from 250,000 in 1880 to 1,110,000 in 1900
and 4,500,000 in 1925. Emphasizing the magnitude of this popula-
tion shift, Arthur Goren noted:

In 1880 perhaps one sixth of the 250,000 American Jews were
immigrants from Eastern Burope. Forty years later they and their
children constituted about five sixths of the four million Jews
in the United States. One third of BEastern European Jewry
~ left their homes during those decades, and over ninety percent
of them came to the United States. This largest of Jewish pop-

32 David 1. Bloom, “Towards a Solution of Qur Problem,” Jewish Educa-
tion in the 70's. Educators Assembly 1970 Yearbook, ed. Eli Grad
(New York: United -Synagogues of America, 1970), 91.
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ulation movements radically altered the demography, social struc-
ture, cultural life and communal order of American Jewry.3

The institutions of American Jewry were inadequate to deal
with the needs of the vast immigrant population. The socio-eco-
nomic, religious, ideological, and political characteristics of the
~ Eastern Europeans presented grave problems to the German Jews
who feared, with some reason, their own loss of status and out-
breaks of anti-Semitism as a result of the newcoimners’ presence.®*

The immigrants were poor, skilled workers, not very knowledge-
able Jewishly and unschooled secularly. They were family-oriented
and traditional in practice, although eager for new experiences.
While changing political and religious ideologies had begun to in-
fluence the migrating population, at least in some parts of Eastern
Europe, all these immigrants had lived “in compact masses... in
which the feeling of homogeneity, of k'lal Yisrael, was strongly
entrenched and where a set of Jewish values and aftitudes pre-
vailed.” *

German Jews embarrassment over the immigrants’ dress, Yid-
dish language, religious practice, and beliefs mixed with feelings
of superiority which Geiman Jewry had long held. Fastern Buro-
peans were regarded by many of the German Jews as claunish and
Asiatic, medieval in their religious and social life, without culture,
demanding of charity but without appreciation, aggressive, and
politically radical. The German Jews were seen by the Eastern

33  Arthur Goren, The American Jews, (Cambridge: Harvard University
Press, 1982), 37.

34 Bernard Weinryb, “Jewish Imumigration and Accomodation to Amer-
ica,” The Jews: Social Patterns of an American Group, ed. Marshall
Sktore (Glencoe, IL: The Free Press, 1958), 14-18. Jacob Rader
Marcus, “Background for the History of American Jewry,” The Amer-
ican Jew: A Reappraisal, ed. Oscar Janowsky (Philadelphia: Jewish
Publication Society, 1964), 4. Marshall Sklare, America’s Jews (New
York: Random House, 1971}, 9. Arthur Goren, New York Jews and
the Quest for Comwnunity, The Kehillah Experiment 1908-1922, (New
York: Columbia University Press, 1970), 12-17, and The Amcrican
Jews, 60-63,

35 Charles Liebman, The Ambivalent American Jew: Politics, Religion
and Family in Awerican Jewish Life (Philadelphia: Jewish Publication
Society, 1973), 7-20; and Weinryb, “Jewish Immigration,” 13.
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Europeans as hardly Jewish, devoid of “folk feeling, that sense
of ... common fate,” socially distant, lacking warmth even in
charitable endeavors, and capitalist oppressors.®® In contrast to the
German Jews who viewed Judaism as a religion only, the new
immigrants harbored a sense of belonging to the Jewish people.®”
The difference between the two groups of Jews was noted in the
New York weekly, The Hebrew Standard:

The thoroughly acclimated American Jew... has no religious,
social or intelectual sympathies with them [Eastern Europeans).
He is closer to the Christian sentiments around him than to the
Judaism of those miserable, darkened Hebrews.38

Despite these differences, German Jews accepted responsibility
for the newcomers’ adjustment through individual pet projects °
and by maintaining social service agencies. Charitable agencies
previously established by the German Jews were expanded even
while new ones were founded. Between 1878 and 1890, for example,
ninety new or reorganized YMHA’s (Young Men’s Hebrew Ag-
sociation) were established with programs to help the immigrants.s®
Rather than helping to preserve Eastern Buropean culture, most of
the agencies and charities tried to rid the immigrants of their for-
eign ways in an effort to help them adjust to their new surround-
ings.** Until 1904, Yiddish could not be spoken, for example, at
the Educational Alliance, the largest social welfare and educational
agency sponsored by German Jews for New York’s Lower East
Siders.** In 1894 the Yiddishe Gazette complained about the Fast-

36 Lloyd P. Gartner, “American Jewry, 1840-1925,” The Fews in American

Society, ed. Marshall Sklare (New York: Behrman House, 1974), 45~
- 46. Nathan Glazer, ‘Social Characteristics of American Jews, 1654-1954,”

American Jewish Yearbook, 1955 (Philadelphia: Jewish Publication
Society, 1955), 6-14.

37 Weinryb, “Jewish Iinmigration,” 14-15.

38 Quoted in Stephen Birmingham, Qur Crowd (New York: Harper and
Row, 1967), 291,

39 Ibid., 292, 325,

40 Goren, The American Jews, 63-65.

41 Bduardo Rauch, “Jewish Education in the United States: 1840-1920"
(Ph.D. diss,, Harvard Graduvate School of Bducation, 1978).

42 Lloyd P. Gartner, “American Jewry,” 47-48, By 1914, however, all as-
pects of Jewish and Hebrew culture were included in its program.
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ern European’s treatment in the hands of the German-Jewish
charity worker: “Bvery poor man,” it wrote, “‘is questioned like
a criminal, is looked down upon; every poor man suffers self-
degradation.” ¥ One immigrant was to recall: “We are Amer-
icanized about as gently as borses are broken in, In the whole crude
process, we sensed a disrespect for the alien traditions in our
home.”” _

The German Jews adhered to Reform Judaism and the social
welfare agencies which they supported reflected this new concep-
tion of Jewish life. Following the Protestant model, they dichotom.
ized Jewish life between. religious and communal concerns and, in
doing so, as Marshall Sklare noted, split the Jewish atom of reli-
gion and culture.s In this scheme, religious practice and religious
education was a private affair to be paid for solely by the con-
sumer.”® Communal funds would support only non-sectarian activ-
ities. :

This position was later adopted by the developing federations
of philanthropies. Stimuiated by new notions of scientific philan-
thropy, with its insistence on investigation of the needy, social
reform, professionalization of services, and sociological view of
poverty — as well as tbe desire to reduce the irritation felt by
the wealthy who were frequently solicited by many different chari-
ties — the German Jews developed philanthropic federations.*
The federations stressed - Americanization and demanded non-sec-
tarian policies. The synagogue, with its interest in religion, its
particularistic rather than humanitarian concerns, and its disregard
of scientific notions of management, was not part of the network
of what came to be known as “Jewish communaj organizations”
which were supported by the federations. Jewish education was also

43 Birmingham, Our Crowd, 295.

44 Quoted in Irving Howe, World of Our Fathers: The Journey of the
East European Jews to America and the Life They Found and Made
(New York: Harconrt, Brace, Jovanovich, 1976), 234.

45 Sklare, America’s Jews, 141, Harold Schulweiss, “Jewish Leisure and

" the Synagogue,” Couservative Judaism 16, no. 2/3 "(Winter/Spring
1962): 1% '
46 Ranch, “Yewish Education,” 384-390.
47 QGoren, New York Jews, 16-17, 65-69,
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suspect. Considered sectarian and hence, divisive, by ecarly federa-
tion policy-makers, it received communal funding only after a
struggle.*® When the federations funded Jewish education, it was
only thiough its non-denominational institutions, the central agen-
cies and the Talmud Torah systems, Thus synagogue activities,
even cducation, were set apart fromn the network of communal
organizations,

Some contemporary fleaders charged the social welfare and
charitable agencies with religious insensitivity, They asserted that
together with other American influences, especially the public
school, these Jewish organizations alienated inunigrants from their
heritage -and caused conflict between parents and children*® In his
letter of resignation from the board of New York City’s Educa-
tional Alliance, Solomon Schechter, the Cambridge-educated chan-
cellor of the newly-established Jewish Theological Seminary, framed
what was to become a critical issue for the Jewish comnnity;

The great question before the Jewish community is not so much
the Americanising of the Russian Jew as his Judaising. We now
have quite sufficient agencies for his Americanisation, But the
problem is whether we are able to keep the immigrant within
Judatsm after he has become Americanised,s0

Criticizing the reduction of Jewish studies to “Ethics and Reli-
gion,” Schechter charged that the Alliance’s program would end in

representing the religion of the Settlement kind, made up of
obsolete philosophies, intermixed with sociology and political

48 Jewish education in Boston received its first allocation from the federa-
tion in 1917, See Louis Hurwich, “Jewish Education in Boston (1843-
19553}, .;'ew:sh Education 26, no. 3 (Spring 1956) for a descrlptlon
of how this breakthrough occured, See also Uriah Zvi ‘Engelman,
“Communal Responsibility for Jewish Education,” 4 History of Jewish
Education in the United States, ed. Judah Pilch (New York: American
Association for Jewish Education, 1969), 184-185; and Goren, New

York Jews, 107-109,

49 Susan L. Shevitz; “The Déterioration of the Profession of Jewish
Supplementary School Teaching: An Analysis of the Effects of Com-
munal Myths on Policy and Program” (Qualifying paper, Harvard
Graduate School of Rducation, ‘October 1983).

50 Quoted in Sklare, America’'s Jews, 139.
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economy, interspersed with epigrams from Emerson, obscure lines
from Browning and exclamations about evolution and pro-
gress, proving that we, the heroes of modernity are the pro-
mise and fulfillment of civilization.3!

Differentiating themselves from the perspectives and work of
the social welfare agencies, Jewish educators and some communal
leaders attempted to build educational institutions which would
offer meaningful Jewish education to masses of children in a varie-
ty of settings. Young intellectuals, educators, and rabbis, such as
Judah Magnes, Israel Friedlander, and Mordechai Kaplan were
dismayed by the ignorance about and alienation from Judaism
shown by the second generation. With some sympathetic German-
Jewish philanthropists, they were instrumental in founding in New
York City Kehillah, a bold attempt to fashion a democratically-
based, comprehensive, communal system for the Jewish popula-
tion of New York City.52 As Schechter had foreseen, the concern of
Jewish leaders, both uptown and downtown, was shifting from
Americanizing the immigrants to fostering appreciation for Judaism
among the Americanized immigrants and their children. To the
Kehillah leaders, especially the professionals, Jewish education was
the answer., Refuting the Anglo-Saxonism and melting pot theories
of Americanization which had been popular, they embraced cul-
tural pluralism, They argued the *‘radically contrary view that
Jews and all other groups best fulfilled their distinctive duty as
Americans by fostering their ancestral heritage in all its forms.” *°
In this formulation, the Jewish school was a ‘““tributary current in
the general educational process,””® and thus should supplement
and complement the public school, not replace or supplant it. These
leaders believed that cultural pluralism would sustain families,
provide moral conviction to the youth, and enrich American
culture.®®

51 Ibid,

52 See Goren, New York Jews, for an engrossing history of the Kehillah.
53 Lloyd P. Gartner, Jewish Education in the United States: A Docu-
mentary History (New York: Teachers College Press, 1969}, 13-17,

S4 Chipkin, “Twenty-Five Years,” 33-34,
5% QGariner, Jewish Education, 13-16, 127-131, 132-136,
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As leaders were struggling, then, to transform Jewish education
in the United States, the community was facing different tensions:
Americanization versus Judaization, non-sectarianism versus deno-
minationalisin, communal organization versus the synagogue, and
a disinterested population versus professional educators who were
animated. by their visions.>

The Myth of Separation

The myth that synagogue and communal worlds are separate de-
veloped in reaction to fears and aspirations of groups within the
Jewish community at the end of the nineteenth and early in the
twentieth centuries. The myth was easily eompatible with Reform
Jewish ideology and with a Protestant notion of how community
life — worship and charity — was to be organized.5” Despite
changed conditions over: the decades, the federation world, through
its policies and programs, has excluded the synagogues while tbe
synagogues have developed independently of the federations.

Since it can be easily demonstrated tbat the teacher shortage
coincided with the decline of the communal and the growth of the
synagogue-spousored supplementary school, it is likely that the
myth of separation influenced the definition of the personnel prob-
lem and the possibility for action.

When the Talmud Torah was transformed into the large com-
munal school during the teens, twenties, and thirties, supplemen-
tary school teaching attained the status of a fledgling profession
characterized by training schools, credentialization, unionization,
pressure to hire only credentialled teachers, in-service training pro-
grams, and professional literature. Most importantly, due to mul-
tiple sessions and a variety of out-of-the-class responsibilities, full-
time work for teachers was possible.®

36 Nathan H. Winter, Jewish Education in a Pluralist Sociery (New York;
New York University Press, 1966). Alexander M. Dushkin, Living
Bridges: Memoirs of an Educator (Jerusalem: Keter Publishing House,
1975).

57 Ben Halpern, “Federations and the Community,” Jewish Frontier 32,
no. 1 (January 1965},

58 Shevitz, "Deterioration of the Profession,” 27-29; Edelstein, Develop-
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‘With the demographic, sociological, and ideological cbanges which
accelerated after World War IIL tbe synagogue school succeeded in
its. struggle to supplant the communal supplementary school.* Re-
duced hours of weekly instruction, a shortened academic year, use
of tbe schools to.woo members to the synagogue, the establisb-
ment of many small scbools within one region, and the increased
enrollments of the baby boom years all contributed to a new
situation. There were more teaching positions available, but these
were overwhelmingly parttime. Tbe need to fill available posi-
tions legitimated tbe use of non-professional teachers to themselves
and to the community. Thus while the relationship is not causal,
tbere is a definite association between the. growth of congregation
sebools, the teacher shortage, and the deterioration of the profes-
sion.. :

- Bffective action would have necessitated coordination and co-
operation between synagogue and communal worlds. Synagogues
controlled most supplementary school programs and had access to
students and teachers. Federations had experience with community-
wide planning and .access to considerable funds. Yet synagogue
and federation leaders had neither the history nor visions of the
kind of coordinated and cooperative actions which might have
changed the situation. As the literature has shown, “school-people,”
now mostly at work in synagogue settings, were alarmed by the
teacher shortage and responded by prescribing remedies. Com-
munity people responded similarly. Yet the two groups addressed
the problem independently — and ineflectively.

The myth of separation has been powerful not only because
it interprets the organization of the community, but because it also
expresses values and aspirations held by American Jews. Indeed,
as late as 1962, a symposium on synagogue and Jewish community
center relations revealed the power of the myth of separation by air-
ing the perceptions that synagogue and community-minded people

ment of the Profession, 33-40; Pilch, History of Jewish Education,
. 121-122, t51; Ben-Horin, “From the Turn of the Century to the Late
Thirties,” in A History of Jewish Education in the United States, ed,
Judah Pilch (New York: American Association for Jewish Educatien,
1969), 84, 88-50.
59. Shevitz, “Deterioration of the. Profession,” - 32-37.
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held about each other, and demonstrating that most people viewed
the religious institution of American Jewry apart from its cultural
and social welfare agencies.®® The centers, heavily funded by federa-
tions, were seen by synagogue loyalists as staffed by people with
inadequate Jewish backgrounds and negative attitudes towards Ju-
daism, offering activities available in a host of other seftings and
having no meaningful role in Jewish life. According to this view,
centers offer “‘contractual Jewishness without content.’”” The syna-
gogue is portrayed by center advocates as concerned only with its
members, limited by a narrow perspective on Jewish life, inap-
propriately staffed by rabbis who rely on the help of untrained
volunteers, and concerned only with ritual practice. This dichotomy
assumes that the communal agencies constitute the public and. the
synagogue the private spheres of American Jewry, The institutions
in the private sphere are not considered part of the network of com-
munal organizations. This has had serious consequences for the
teacher shortage which was, and remains, associated with. the
synagogue school.

The myth of separation continues to hold appeal because it pre-
sents a comfortable and optimistic world-view of compromise be-
tween accommodation to American society and identification with
the Jewish people. Judaism could develop in America by main-
taining secularized or universalistic institutions to serve the pop-
ulation’s basic needs. Revered Jewish values of helping the needy,
whether poor or.infirm, young or old, could be actualized in secu-
lar institutions. Expressing prevailing notions of charity and ap-
pealing to universal ethical imperatives, these same institutions,
ironically, became assiinilationist forces for some of the popula-
tion they served. Simultaneously, religion and religious education
could be relegated to a separate realm to be privately supported.
In this schemne, religion was a separatist force which would slow
the integration of the Jew into American society by promoting
particularistic practices and beliefs,

Thus, Jewish religion was isolated from Tewish civilization and
financial support for religious needs was not budgeted. Instead, mo-

60 “Symposium on the Relationship Between the Synagogue and the
Center,” Conservative Judaism 16 (Winter/Spring 1962},
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ney could he allocated only to non-denominational or secular agens
cies. As Harold Schulweis pointed out:

Jewish non-sectarianism renders the synagogue a private, pro-
vincial affair; and by the principte of exclusion, the Jewish
community is now equated, de facto, with the interests of those
services unaffiliated with religious life.8t

The myth of separation also limits ideas about what is possihle.
This observation is corrohorated by an interesting contradiction re-
vealed in the 1975 Community Survey: A Study of the Jewish
Population of Greater Boston. Responses to the statement, “It is
important that every Jewish child he given a serious, continuing
Jewish education,” were positive. However, when the same sample
was asked how important it is for the federation to support or
sponsor different types of services, Jewish education ranked thir-
teenth among sixteen categories. The author of the study con-
clided that “while of great importance to respondents.. . its {Jew-
ish education’s] sponsorship may he seen as a synagogal rather
than a CJF [federationl function.” ¢* Interestingly, the three ca-
tegories ranked lower than Jewish education were: cultural pro-
grams, recreational and athletic programs, and adult education.
These activities are generally within the purview of Jewish com-
munity centers which continue to receive suhstantial federation
support. It is hardly surprising, given the ramifications of the
myth of separation, that solutions to the problem of the teacher
shortage were not forthcoming from the federation sphere.

The Myth of the Jewish School as a Threat
to Americanization

The recent history of the American Jewish community reveals an-
other myth shared hy synagogue and federation world alike, the
myth that Jewish schooling is a threat to the Americanization of

6t Schulweiss, “Jewish Leisure,” 232

62 TFloyd Fowler, Jr., 1975 Community Survey: A Study of the Jewish
Population of Greater Boston (Boston: Combined Jewish Philanthro-
pies, 1977), 100
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the Jewish community. Simply stated, the myth implies that too
much Jewish education is not good for it might tilt the precarious
balance between American and Jewish cultures. In earlier decades
this myth expressed and reinforced the German Jews’ fear that the
Eastern European immigrants might not relinquish their separatist
practices, foreign langvage, and uncouth — or in tum-of-the-cen-
tury terms, “Asiatic” — ways. Communal agencies, initiated and
maintained by the German Jews, often encouraged Americaniza-
tion 'in policy and program. Ironically, despite the fears to the
contrary, Eastern European immigrants were eager for their ehil-
dren, if not themselves, to participate fully in American life, As the
journalist Hutchins Hapgood observed in 1902:

In ... Russia or Poland, .., the boy loves his religion .., his
highest ambition is to be a great scholar..., But in America ...
the little Jewish Doy finds himself in contact with a new world
which is in violent contrast with his orthodox environment.‘...
With his entrance into the Public School the little fellow runs
plump against a system of education and a set of influences.
which are at total variance with those traditions.,., The educa-
tional system ... is heterogeneous and worldly.... In America
the heder assumes an entirely subordinate position.... Contempt
for the heder’s teaching comes the more easily because the boy
rarely understands his Hebrew lessons to the full.... His real
language is English, his teacher's is commonly the Yiddish
language and the language to be learned is Hebrew.

The parents begin to see that the boy, in order to get along in
the New World, must receive a gentile training, Instead of hoping:
to make a rabbi of hiin, they reluctantly consent to his becoming
an American businessman... doctor or lawyer, The Hebrew
teacher, less convinced of the usefulness of his work, is in this
country more simply commercial; .., a man generally, too, of
less scholarship as well as of less devotion.t3

The subsequent development of the supplementary school, which
thrives in America as nowhere else, and its justification in theories
of cultural pluralism can be understood as the Jews' accommoda-
‘tion to the drive for full participation in American life. Educa-

63 Hutchins Hapgood, The Spivit of the Ghetio (New York: Funk and
Wagnalls, 1902, 1965), 26.
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tional leaders saw the Jewish school as supplementing public educa-
tion. They wanted it to become, as expressed by Isaac Berkson:

the central agency of the community, the institution around which
it builds the social life and by means of which it transmits the
significant culture of the ethnic gronp, Working hand-in-hand with
the public schools the Talmud Torah provides that education
which the ethnic communify alone is capable of transmitfing.64

- For most American Jews, however, Jewish schooling was rele-

gated to a secondary, not supplementary, status, As Lloyd Gartner
has demonstrated, “although the educators built Hebrew schools
with burning devotion, they never really converted the mass of
parents to their outlook.”®s Discipline and retention were peren-
nial problems, Data from Boston, considered one of the best Tal-
mud Torah systems in the couniry, arc revealing. In 1929, sixty
percent of all Hebrew school children attended the eight largest
schools. The grade distribution indicates the problem of keeping
children through the upper grades, a problein revealed by Hurwich’s
1956 statistics, as well.®® (See chart 2)

As generations of American Jews have grown more secure, the
myth of Jewish education as a threat has assumed a different
nuance. It is now the fear that Jewish education might tilt the
precarious balance between Jewish and American cultures. On
the one hand, Jewish education is seen as a key to Jewish survival;
on the other hand, Jewish education is, as Elazar notes, problem-
atic, because it

~ .exposes the root ambivalences of contemporary Jewish life, Here
the desire for survival as a people clashes with the desire for
full integration into the general society... Jewish education

64 Tssac B, Berkson, “REducation and the Jewish Renascence,” Jewish Educa-

tion. 33, no. '3 (Summer 1963).

65 QGartner, Jewish Education, 17,
66 Leo L. Honor, “A Survey of the Bureau of Jewish Education,” Boston
Jewish Communal Survey, 1930, ed. Samuel Lowenstein (New York:
" "Burean of Jewish Socidl Research, 1930), 18, 29. Hurwich, “Jewish
Bducation in Boston,” 25. Sklare, in America’s Jews, p. 163, argues
that such success was due to factors extrinsic to the schools and that

a selective factor was at work.



COMMUNAL RESPONSES TO TEACHER SHORTAGE 52

therefore requires a greater measure of commitment to the no-
tion that Jews are different and must educate their children. to
be different. Serious Jewish education has as its goal the creation
of a “counterculture,” at least to some degree, This is hard for
people to accept in the modern world with its bias toward uni-
versalism,67

CHART 2:
‘Grade Distribution in Boston Talmud Torahs, 1929 and 1954 -

Percentage of Enrollment

Grade 1929 1954
One 33 30.2
Two 27 235
Three 18 195
Four 8 122
Five 5 9.5
Six 2 5.1
Special Classes 7 —_

This tension was vividly portrayed in Herbert Gans’ description
of the founding of synagogue supplementary schools in the 1950s.
Motivated by social needs, the Jewish residents of the new subur-
ban communities

sought a sub.community rather than a religious congregation;
they wanted to be Jews (and to be with Jews), and wanted their
children to learn Jewish culture patterns which parents were
neither willing nor able to teach them at home.68

67 Daniel J. Elazar, Community and Polity: The Organizational Dynamics
of American Jewry (Philadelphia: Jewish Publication Society, 1976),
289, :

68 Herbert J. Gans, The Levittowners: Ways of Life and Politics in a
New Suburban Community (New York: Vintage Books, 1967), 76,
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Gans showed that the parents organized a religious school be-
cause the children needed something to do on Sunday mornings
when their Christian friends were at church and also because they
wanted the children to be aware of their ethnic identity as a defense
against any hardships being Jewish might cause,

As a child-centered orientation to Judaism emerged, the religious
school served as a lightening rod which caught and transmitted
adult confusion about American and Jewish values.®® Parents
wanted their children exposed to Judaism in a way which “‘would
teach the children abour the Jewish tradition, but not put pressure
on the parents to observe these traditions in the home.” " Thus,
the supplementary school was in a difficult bind: it was to teach
about values and practices that the parents, as the children quickly
saw, cared little about, Since parents’ involvement with the syna-
gogue and supplementary school was to satisfy the needs for fa-
milistic, social, and ethnic association, a coherent ideology as a
guiding force in curriculum and program development was not
likely. _

The results of this solution — how to provide a religious educa-
tion for children without making demands of the child’s family
— are described in Pavid Schoem’s recent ethnography of a congre-
gational supplementary school.”™ Schoem’s data reveal that parents
establish their own identification with the Jewish community by
enrolling their children. They then expect the school to foster the
children’s identification which, to the parents, means *‘learning to
distinguish themselves from non-Jews and have a ‘“‘good fecling”
about being Jewish.”

" $choem pottrays the congregational school as an institution rooted
in self-deception as a way to avoid dealing with the conflicts in-
herent in being Jewish in modern America. Since being integrated
into American society is of primary importance, yet some Jewish
identification is sought, the supplementary school provides a com-

69 Herbert J. Gans, “Park Forest; Birth of a Jewish Community,” Coem-

: mentary 11, no. 3 (April 1951), 333, Sklare, America's Jews, 115-tt6.

70 Gans, “Park Forest,” 332.

11 David Louis Schoem, Ethnic Survival in America: An Ethnography of
a Jewish School (Ph.D. Diss.,, University of California, Berkeley, 1979).
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promise. Identification with the Jewish community is made, yet
nothing discourages involvement in American society.

Practitioners’ experiences illustrate Schoem’s conclusions, A prin-
cipal of a congregational school must field complaints that the
school’s schedule prevents children from participating in such extra-
curricular activities as soceer, Little League, and music and dance
lessons. A principal in the Boston area reported parents’ anger
because of her school’s popularity; some of the children were re-
fusing to accompany their families on weekend skiing trips, pre-
ferring to remain at home in order to attend weekend rellglous
school classes.

A practical ramification of the myth that Jewish schooling will
impede full participation in Ameriean society is the limit imposed
on the school’s ablity to the effective. It can influence children
toward increased Jewish behavior or comumitment only to the point
at which the parents’ way of life is chalienged. The parameters
of a school's success are set by the parents’ attitudes toward Ju-
daism. Since many of the families who choose congregational sup-
plementary schools display low commitment and little inclination
to take their own Judaism seriously, the myth that Jewish schooling
is a threat expresses and reinforces those attitudes and behaviors
which impede the school’s effectiveness. Certainly a corps of well-
trained, effective teachers who could make supplementary school
teaching their full-tinie, life’s work, would upset the balance. In-
deed, the myth of Jewish education as a threat may, in part, de-
fine and control reactions to the teacher shortage.

Implications: Challenging the Community’s Myths

The myth of separation and the myth of Jewish schooling as a
threat, in part, explain the community’s inaction in the face of
an acknowledged problem, Harboring deep ambivalence about the
desirability of Jewish education, and accepting a view of the Jewish
community which bifurcates essential functions, the “no response”
reaction to the deteriorating profession of supplementary school
teaching is understandable. What, at first glance, scemed paradox-
cal, is, actually, the logical outgrowth of basic dilemmas faced
by American Jews. Since the community could not consider systemic
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and comprehensive solutions to the teacher shortage without first
rélinquishing or modifying the two. myths, the limited response
to the teacher shortage is a logical reaction.

The. continuation of Jewish schooling under these conditions
further reinforces the myths. Consistent with the myth of the
school as.a threat, the supplementary school was allowed only
limited success. Yet the school remained the responsibility of
the synagogue members alone, thereby redueing its ability to solve
a problem which was limiting its success. Once it is understood
how the myths have governed and defined communal practice and
perspectives, the “no response” reaction to a pressing need seems
less flike organizational pathology and more like an inevitable ex-
pression of American Jewry's aspirations and dilemmas.

A significant change in the myths of the Jewish community is
needed in order to eoncentrate human and material resources on
halting the deterioration of Jewish supplementary school teaching.
Although organizational theorists do not specifically describe how
to transform a culture’s myths, several writers present helpful case
studies. or empirical data.”? In all cases, they point to stories and
symbols as key elements in the transformation. Clark describes
the change accomplished at three colleges to illustrate how an
institution’s mission can be redefind at different points in its his-
tory: at its origin, during a crisis of decay, and during an evolu-
tionary step. The evolutionary transformation is the most pertinent
to our’ question.

According to Clark, an influential individual or group imbued
with a strong sense of direction finds a setting open to the infended
reforms. These leaders or groups, emphasizing the organic link
between the organization’s past and the preferred new direction,
define events and procedures in terms of the mission they ad-
vocate. As the new mission is supported by key personnel, it is
conveyed through symbols and rituals such as catalogs, official

72 Harrison Trice, James Belasco and Joseph Alutto, “The Role of Cere-
monials in Organizational Behavior,” Induswrial and Labor Relations
Review 23, no. 1 (October 1969). Pettigrew, “Organizational Cultures”.
Wilkins, “Organizational Stories”. Deal and Kennedy, Corporate Cul-
ture. Burton Clark, “The Organizational Saga in Higher Education,”

. Administrative Seience Quarterly t7:19.



COMMUNAL RESPONSES TO TEACHER SHORTAGE 57

histories, and group traditions. Through stories, symbols, and ri-
tuals, the new message counters the old myth and eventually per-
meates -the culture, in turn exerting control over the culture.

Three processes generally occur when a myth undergoes change.
The new vision is given clear shape and is popularized. It is em-
bellished and exemplified through stories and simultaneously nor-
malized through ritual. Stories, which foster commitment, become
the basis for the new mythology:

Stories may provide a richness of detail, a vivid description with
which people can identify and even experience vicariously..., But
what is of most importance to ns as students of organization and
culture is that the story may communicale a perspective, an
approach to problem solving, implied causal relationships, and
deep-seated values.78

The values and perspectives implicit in the myths are symbo-
lized through ritual and ceremony. As demonstrated by Trice,
Belasco, and Alutto, people become ambivalent and confused when
their beliefs are challenged. Rituals and ceremonies, by sanetion-
ing transformations, provide reassurance and are important mecha-
nisms for sustaining commitment to the culture even in the face
of change. :

Three aspects of the myth of separation are susceptible to such
change: (1) the worlds of the federation and synagogue can be
reformulated as overlapping, rather than separate, spheres; (2) the
perception of the synagogue as a membership club can be reduced
as its diverse functions are recognized; (3) communal organizations
can be challenged to value and assume cultural, educational, and
spiritual mandates. To some extent these changes have already
been suggested by some scholars, professionals, and volunteer
leaders. Elazar, for example, has noted that the traditional dicho-
tomies of American Jewry (public versus private, synagogue versus
federation) are becoming less valid;? and that the Jewish Welfare
Board is increasingly concerned with Jewish education in the Jew-
ish community centers.

73 Wilkins, “Organizntidnal Stories,” 13
74 Blazar, Community and Polity, 2571-263,
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Some of the divergent opinions noted earlier in this paper (e.g.,
Vincent’s argument that the synagogue and federation relationship
he renegotiated) were actually challenges to the myth of separa-
tion. The failure of these challenges was not due to lack of con-
viction or vision. Ratlier, the challenges were issued hy individuals
who formulated their points ahstractly and made their cases aloue.
According to the cited theories, a critical mass of influential peo-
ple and rituals to legitimate change are key components of mythic
transformation. Policies and operating procedures, concrete expres-
sions of organizational beliefs, are symhols and rituals which can
reinforce a changing myth. For example, instituting a policy that
a percentage of federation meetings he held in synagogues and
schools would symholize inereased federation concern for these
mstitutions. Simnilarly, a federation-funded program involving syna-
gogues with (or without) other agencies would symholize the
synagogue’s place in the communal system and the value of col-
lahoration, especially in a time of scarce human and material re-
sources. Another policy change which would symholize interagen-
cy trust would be to increase delegated control over programs.
Since synagogues fear their curtailed independence if they receive
federation funds, it is especially important that the people at the
delivery level continue to exert control over the program defini-
tion, implementation and evaluation.

By working conscientiously and consistently in the two domains
descrihed, the myth of separation can he replaced with a myth of
involvement or unity. Synagogue and federation spheres can he
brought closer. It will he a slow process, to be sure, but as indicated
earlier, there are signs that the community’s helief system is under-
going change.

- The myth of the schiool as a threat is more problematic. Where
the inyth of separation relates to the political and organizational
self-definition of American Jewry, the amnbivalence of American
Jews is an endemic condition which has emerged from specific
historical circumstances. Jewish literature, from the Bible on, has
dealt with the theme of living simultaneously in two civilizations.
At certain times in history, the conflict was less severe hecause
the dominant culture was closed to Jews who were maintaining,
often under hostile conditions, a separate, dynamic culfure. In
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other times and places Jews could imaginatively and productively
integrate .their two worlds. Since the Enlightenment, however, the
tension of participating simultaneously in two civilizations has
been a constant theme for Jews living in the West.

In the free and open atmosphere of America, with its tradi-
tion of voluntary and private religious association, life as a Jew
has become optional. At the turn of the century the myth of Jewish
schooling as a threat to Americanization expressed and reinforced
the fears of many Jews, immigrant and nativecborn alike, that
identification with Judaism would impede the successful American-
ization of the immigrants and lead to the segregation of Jews from
American society. Hence, the establishment of Jewish institutions
to acculturate the newcomers, the reluctance to fund Jewish reli-
gious and educational activities, and the development of supple-
mentary forms of religious education. Meanwhile, philosophers and
practitioners of Jewish education explored the tension between
Americanism and Judaism, often trying to identify Jewish values
with American values and resolve differences between them, The
supplementary school, as an institution, was the practical result
of this effort.

- As three generations of Jews have grown more secure in Amer-
ica, howevcr, the myth of Jewish schooling as a threat no longer
applies to an immigrant population. Instead it relates to a pop-
ulation which fears that taking Judaism seriously might call into
question some of the practices and values associated with their
participation in ail phases of American life. Put another way, the
myth no longer expresses the fear that foreign accents and be-
haviors will slow Jews’ integration into the mainstream culture;
instead, it suggests that religious education will impede full par-
ticipation in the smorgasbord of middle-class activities so attractive
to a group which was, for much of its history, denied thc oppor-
tunity of full social participation. Since effective religious educa-
tion might demand that the tensions between Americanism and
Judaism be explored (with the possible resultant shift in behavior
and belief), the supplementary school remains a weak and isolated
institution which embodies the ambivalences and dilemmas basic
to life as a Jew in the modern, secular world.

1 am not optimistic about the community’s ability to resolve the
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personnel problem. Even if the myth of separation is changing;
there is no indication that the myth of the school as an impedi-
ment is likewise evolving. Indeed, the community seems, in some
ways, more segmented today than in the past. With, on the one
hand, the increased popularity of day schools and yeshivor and,
on the other hand, the large number of children who are never
enrolled in a Jewish school, it is fair to assume that the supple-
mentary school is the domain of those most ambivalent about the
relationship between Jewish and American cultures. So while com-
prehensive actions to deal with the personnel problem may be-
come feasible as synagogue and federation worlds draw closer,
effective remedies will be existentially unacceptable. For, if this
analysis is correct, the community wants the supplementary - school
to. be an institution of limited impact. Tt can help families, as Sklare
and otbers have suggested, meet their ethnic-associational needs,
but must not raise the ideological and existential issues which might
call into guestion parents’ practices or beliefs. Staffing the schools
with qualified and committed teachers would probably threaten
the status quo. Thus, the community — even if it could control
the diverse forces which affect the profession of supplementary
school teaching — might prefer to live with the personnel problem
in its supplementary scbools.

This does not imply, however, that the supplementary school
needs to be defined by the ambivalences of its supporters. The
salient question might be how these ambivalences can be channelled
into meaningful consideration about being Jewish in the modern
world. Indeed, there are some supplementary schools whicbh by
most standards are successful. {(For example, students come hap-
pily, score well on tests, families are involved in educational activ-
ities, and children study voluntarily beyond the Bar/Bat Mitzvah
year.) Comparative studies, school portraits, longitudinal data, and
ethnographies would all be helpful in an attempt to learn how-dif-
ferent communities are affected by the myth of tbe school as a
threat and why some schools seem to overcome some of the limita-
tions expressed by the myth.

- Similarly, what is now considered a personnel crisis' can be re-
defined as normative. This need not mean that concerned educa-
tors and lay leaders should accept inadequate teaching. Instead,
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it suggests that we recognize that the type of people currently teach-
ing are likely to continue to teach, They will he part-time, unevenly-
trained people working in the supplementary school as a way to
supplement their other activities, The perspective, then, changes from
how to transform them into a corps of professional teachers to how
to maximize their effectiveness. This perspective suggests local activ-
ities to complement a school’s offerings, short-term, content-specific
teacher training, and community-wide systems to effectively use
available personnel. It implies training ‘‘community-educators™
who will draw on the range of institutions and people who can
contrihute to Jewish education. This would lead to new coalitions,
changed professional definitions, and different organization con-
fignrations. :

Should enough supplementary schools, through these and other
approaches, become vital and serjous institutions, they will catalyze
a change in the myths which now constrain their activities. If the
issue of the relationship between Americanism and Judaism is
raised responsibly, and if children and parents are helped to make
their life choices deliberately, the myth of Jewish education as a
threat may, indeed, be replaced by the myth of the school as a
synthesizer in which diverse elements in individual lives are ac-
cepted -and explored.



EDUCATION FOR CHANGE: TOWARD A
MODEL OF JEWISH TEACHER
EDUCATION

Barry W. Holtz and Eduardo Ranch

Our intention in this paper is to look at the ways in which we
presently educate teachers for their functions in Jewish life and
to suggest some alternative modes of dealing with the question
of teacher education.

Helping Professions and the Problem of Character

Conventional models of teacher education closely resemble the
education of other professionals in the field of human services
such as physicians, social workers, and lawyers. Essentially, in
this model the accomplishment of professional competence is
achieved through demonstrating sufficient knowledge about the
field and showing an adequate level of technical proficiency. Thus
the physician is expected hoth to master academic areas such as
anatomy, physiology, and chemistry and to show proficiency in
such practical arts as doing diagnosis, performing surgery, or pre-
scrihing medication, depending on the specialty.

Similarly the teacher is expected to master academic areas such
as literature, Biblc, history, and child psychology, and to demon-
strate competence in the classroom in areas such as lesson planning,
classroom management, and discussion leading.

In both these cases the fundamental personality and character
of the traince is considered almost completely irrelevant to the
successful accomplishment of the goals of the program, as long
as the person remains within the hroad ethical and legal frame-

62
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work of society and the specific profession. Thus issues such as
sensitivity to other people, dedication to shared community values,
generosity, or self-sacrifice are considered irrelevant as questions
to be discussed. or standards to be applied in evaluating qualifica-
tions of trainees.*

Undoubtedly there are good reasons for this to be so. Values
sucb as those indicated above cannot be quantified in any objective
fashion, nor can tbey easily be evaluated. One need only look at
the current heated discussions about teacher evaluation and pro-
posals for merit pay increases to see how complex this matter is,?
Evaluation easily becomes subjective and we have good reason
to be afraid of the subjective as the determining element in deci-
sions as weighty as tbese,

Moreover, the whole historical development of democratic so-
cieties in the West has been toward an increasing concern for the
rights and privacy of the iudividual as against the needs of tbe
community, This has brought about a dramatic improvement in
individual human rights and in opportunities for individual growtb
and achievement, But as a consequence the rights of institutions
to touch upon the private areas of an individual’s life — even
when that individual is a voluntary participant in an educational
or traiuing program — have been strictly curtailed.

These gains in individual freedoms and rights have inevitably
brought about a serious weakening of community bonds and re-
sponsibilities. In traditional communities, however, where the com-
munity concerns ar¢ more central, the training of different func-
tionaries often includes various modes of testing candidates’ quali-
ties of character that we as Westerners find difficult to isolate in any
objective manner. This is an insight that the anthropologist Richard

1 Recently the question of dehumanization in the provision of medical
services has begun to be discussed. See' Norman Cousins, Anatomy
of an lliness as Perceived by the Patient (New York: Norton, 1979),
Richad Selzer, Letters to a Young Doctor (New York: Simon and
Schuster, 1982). Lewish Thomas, The Youngest Science: Notes of a
Medicine Watcher (New York: Viking Press, 1983),

2 See Ernest L. Boyer, High School (New York: Harper and Row, 1983).
John Goodlad, 4 Place Called School (New York: McGraw-Hilt,
1983). See also the reports of the Twentieth Century Fund and the
National Commission on Excetlence in Education,
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Katz discusses when he describes the training of healers among
the Kung, a people of the Kalahari desert of southern Africa. To
be a Kung healer, a person must demonstrate gualities of character,
the healer must undergo a transformation during his education:

[a] healer’s education involves a transformation of consciousness
in which potential healers experience a sense of connectedness,
joining =a spiritual healing power, themselves, and their com-
munity, This transformation establishes the possibility of healing
but does not remove the healers from the context of daily
life. Healing involves the healer’s struggle fo serve as a vehicle
to channel healing to the community, withont accumulating power
for personal use, That effort affects the inner quality of their
lives, transforming them.?

The only relatively similar experience that we are aware of in
Western culture is the classical training of psychiatrists and psycho-
logists. In this model the trainee is asked to undergo a training
analysis because it is felt that only by gaining greater insight into
their own selves will they be able to deal with the disorders of their
own clients. This is a unique model because it is the only situation
in which it is understood that the training institution has the right
to demand that the trainee undertake the dangerous enterprise of
moving toward ‘potential change.

But it should be pointed out that unlike the Kung that Katz
discusses, in the training of psychiatrists there are no standards
or communal tests of character. The success or failure of the
trainee’s analysis does not influence his or her completion of the
program. ‘Even in this case the final outcome of the analytic pro-
cess remains irrelevant to the obtaining of professional credentials
as long as one is able to complete the basic requirements of course
work and examinations,
 Traditional community life had (and still has in tribal societies)
implicit evaluation standards for all its members. Religious law,
tradition, shame, and guilt all played roles in molding and determin-
ing the basic behavioral patterns of its members. Leaders and

3 TRichard Katz, Boiling Energy (Cambridge, Mass.: Harvard University
Press, 1982), 301. S
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healers had to be able to transcend average behaviors and show
outstanding qualities in terms of the values of that society.*

Modern Western culture is unable to exercise such controls, nor
does it want to. The only standard is the minimum common deno-
minator of the law. Since we live in a world of voluntarism and
choice, all other standards are voluntary, As Peter Berger pomts
out:

Sociologically speaking, premodern societies are marked by the
fact that their institutions have a very high degree of taken-for-
granted certainty. This is not to say that this certainty is total;
if it were, there would never have been any social change, But
the degree of certainty, when compared to that in a modern
society, is very high indeed.... In any human society there is
a connection between the network of institutions and the, so to
speak, available repertoire of identities, In a traditional society
this connection is very much cleser than in a modern society.-
What is more, traditional institutions and identitics are taken
for granted, certain, almost as objective as the facts of nature,
Tir other words, both society and self are experieniced as fate, , ..

[In modern societies] [wlhat previously was fate now becomes
a set of choices. Or: Destiny is’ transformed into decision. And,
again, this multiplication of choices is experienced on the pre-
theoretical level, by innumerable ordinary people with little or
no ‘interest in systematic reflection. Inevitably, though, this ém-

pirical situation calls out for interpretation — and ipso facto
for systematic questioning of what used to be taken for granted
as fate, .

The rnodern individual . ., l_i_ves in a world of choice, in sharp
contrast with the world of fate inhabited by traditional man.
He must cboose in innumerable situations of everyday life, ‘but
this necessity of choosing reachies into the areas of beliefs, values,
and ‘worldviews. To decide, however, means to reflect, The
modern individual must stop and pause where premodern man
could act in unreflective spontaneity. Quite simply, the modern
individual must engage in more deliberate thinking — ror because
he is more intelligent, not because he is on some sort of higher

4 Note that in classic Rabbinic socicty, the moral qualities of a student
were seen- as legitimate determinants of that student’s eligibility to
“study with a Talmudic ‘master. -See Aaron Kirschenbaum, “Students
and Tedchers: - A Rabbinic Model * Conservative Judaism, 26, no, 3
(1972) 1 20-32. -
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level of consciousness, but because his social situation forces him
to this.® )

Individualism and Community in the Training

of Jewish Professionals '

When we turn to the Jewish community we see the identical situa-
tion in effeet, with the possible exception of the most self-enclosed
Orthodox communities, where the power of tradition still retains
its authorlty (But even here — uniike earlier periods in Jewish
history — the individual Jew can choose to leave the fold.) Most
Yewish communal life is based on a tenuous compromise hetween
tradition and modernity. It accepts the freedom of the individual
to determine his or her own destiny and yet it struggles to hold
on to its memhers and have them live lives that express in a variety
of ways a semblance of tradition,

Thus for many communities the hasic requirements of *civil
Judaism” ¢ — giving money to Isracl, memhership in a synagogue,
Bar/Bat Mitzvah, attendance at High Holiday services — are still
seen as obligatory, and the pressures of shame and guilt are still
effective tools for the acliievement of these minimal goals.

This tension hetween the authority of the community and the
rights of the individual raises essential questions for Jewish life:
namely, how can we fairly, democratically, and effectively influence
change, growth, and commitment among the members of the com-
munity? What are the parameters of community intervention into
the private lives of individuals? When does community interven-
tion become exploitative or abusive hy using non-democratic tools
of indoctrination such as seen in cults? What modes of education
can the community offer its members in a plea for achieving a more
developed awareness and higher degree of commitment to Jewish
life?

5 Peter Berger, The Heretical Imperative (New York: Anchor Press/
Doubleday 1972), 13-20.

6 Jon Woocher, “Civil Judaism: The Religion of Jewish Coemmunitas,”
Policy Studies 79 (New York: Nalional Jewish Conference Center,
‘May, 1979). The curriculum of the Jewish school is also generally
orienled toward serving the ends of “civil Judaism.’ See Michael
Rosenak, “Bducalion for Jewish Identification,” Forum (Winter 1978):
118-129,
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These questions are particularly relevant when we consider tbe
training of Jewish teachers. Currently, training models eonform
closely to our earlier description of standard Western training in
the helping professions. The Jewish community is very hesitant to
intervene, both during training and during professional life, beyond
tbe strict limits of the performance of teaching. Hence, the Jewish
teacher is expected to be proficient in subject matter and in teach-
ing - technique. Other questions of cbaracter, or even Jewisb beha-
vior, are generally considered outside the authority of the com-
munity. ‘

But it is precisely in this area of character and Jewish practice
that we find the most serious weakness within the Jewish teaching
profession., How, then, within the limitations of ‘Western standards
can we influence such problematic arcas as our teachers’ weak
religious sensitivity, low political consciousness, lack of awareness
about the nature of teaching itself, lack of ~connection to the
aesthetie dimension of education, and a poor understanding of tbe
complexities and paradoxes of the human life cycle?

The tension for us is between our essential commitment to the
Western ideals of human freedom and individual integrity in their
deeper sense and the basic needs of Jewish communal survival.
This tension is ultimately unresolvable and the bést one can hope
for is intelligent compromise. Because of the nature of Jewish com-
munal life and the nature of teaching itself, it is our sense that
responsible intervention in the lives of individuals within certain
ground rules can be justified as an essential element of teacher
education. :

The current models of teacher education in the West — with
their emphasis on subject matter and classroom technique alone —
ignore an essential aspect of teaching itself. Since we believe that
education is not merely the transmission of information but lives
in the interaction between teacher and learner, it is necessary for
Us to deal with the spiritual guality of that interaction, by working
with teachers and helping them explore religious questions, existen-
tial dilemmas, and personal concerns, Teaching must be imbued
by the personal qualities of the teacher. As John Davy puts it:

I shall assert — because I know of no relevant research, only
empirical experience — that all truly successful teachers will make
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_use of three capacities, which I shall call. imagination, inspira-
tion, and intuition. Ymagination brings sub]ect matter to life and
coherence; inspiration responds to the mood and feeling of a
group, the possibilities of the mornent; and intuition is needed
to perceive something of the individuality of each child, the self
that is often deeply hidden, but that, when -seen and confirmed
by a teacher, gives courage for life,”

If education at its best dares to claim that it can bring about
change, that it can help people grow, that it can increase our
awareness of the world both in the physical and spiritual sense,
then we must conclude that the teacher, like the therapist, has to
experience the possibility of change, growth, and awareness in
order to have the chance to become an outstanding professional,

The British educator Peter Abbs expresses the importance of a
teacher’s own personal development in a moving passage about the
nature of teaching and learning:

The teacher himself embodies what 1t is to create, to think, to
contemplate, In and through his being he represents education
as a passion for meaning and a way of relating to the entire
universe, For his students — for better and for worse — the
teacher is incluctably an image of what it means to be.

There i no escape from the existential dimension in teaching,
The teacher must be a learner and explore in his own right if
he is to be a teacher of others, This truth has important repercus-
sions for our sterile teacher-training programs.... We can only
teach out of our own being — there is nowhere else to teach
from. And yet, strangely, we would wish to sinother this truth.
and take refuge in all sorts of technological pseudo answers, In
our alienation we turn to computers, teaching machines, mechani-
cal aids, and in doing so pervert the educational process; educa-
tion in our society thus becomes an instrument destroying those
very qualities it should seek to nurture®

For us, as Jewish educators, this is an even more crucial issue.
In Jewish education the teacher’s role well transcends the forma]

7 John Davy, “Teaching Competence and Teacher Education: The Funda-
mental Issues,” Teachers College Record 84, no, 3 (1983): 3535, '

8 Peter Abbs, “Bducation and the Living Image Reflections on Imagery.
Fantasy, and the Art of Recognition,” Teachers College Record 82,
no. 3 (1981): .494-495. ' '
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educational experience. In the -classical Jewish community the
teacher embodies values in his very presence and behavior.? We
know that this vision of the teacher as role model is a difficult
— perhaps impossible — one for our time, but we would like to
attempt ‘as best as possible and within the constraints of our age,
to ‘aid teachers today to find their own way toward becoming
viable role models meaningful for our generation.2

The Question of Human Change

Our essential concern, as is obvious, is change in human beings,
and our age with its many tragic experiences is justifiably skeptical
about the possibility and nature of this process. We too share
this skepticism, What does it mean to change? Does it imply
behavioral changes? Changes in world view? What is the relation-
ship between thought and action? What is the relationship between
short-term experiences and long-term change? How does one per-
ceive or visualize change? These are questions to which we do
not have good answers and which we feel need to be explored.
As Jews we must additionally be concerned with the tradition’s
views about human nature and human change, and with how
these views compare with contemporary understandings.

However, it is clear that change within people does occur. One
need only look at the record of history, the literature of auto-
biography, and the sacred texts of all cultures to see that this
theme is a central preoccupation of all humanity, But the essential
question is: Is change a matter of fate or destiny, or can it be ef-
fectively influenced by planning or action?

Clearly, whatever we mean by destiny strongly determines many
- of the central events of all of our lives, None of us knows why

9 See, for example, Moses Aberbach, “The Relations' Between Master
and Disciple in the Talmudic Age,” in Essays Presented to Chief Rabbi
Israel Brodie, ed. HJ. Zimmels (London: Soncino Press, 1967), vol.
2, 1-24. See also Jacob Neusner, “The Phenomenon of the Rabbi in
Late Antiquity,” Numen XVII, in vparticular 13-18.

10 See Jonathan Omer-Man, “The Teacher as Role Model,” The Melton

Journal 14 (Spring, 1982): 3ff. Sece also Louis Jacobs, “Two Hasidic

Masters ‘and the Problem of Discipleship,” The Melton Journal 15

{(Winter; 1983): 3ff.
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certain things happen at certain times. And it is these central
events — such - as the loss of loved ones, serious accidents, the
birth of a child, the discovery of love, sudden religious insight —
that change us most. Even more dramatically, as is well-portrayed
in history, it is often under the most tragic of circumstances that
human beings are able to show the hidden and unknown features
of their character, both good and ill. Thus we are aware that there
are triggers for change, but we do not know how they function.

It is our view that change can also be influenced, perhaps even
effected, by planning and action. What that planning is, however,
is a matter of some debate and dependent on one’s understanding
of human nature.

In the 20th century a number of schools of thought have de-
veloped which believe that change can be brought about by con-
trolled and systematic experiences. Two examples are the work
of Lawrence Kohlberg and B.F. Skinner. Kohlberg’s utopian theories
suggest that ethical change can come about through a person’s
confrontation with carefully designed theoretical ethical dilemmas
which are discussed and analyzed, taking a person through in-
creasingly sophisticated stages of ethical awareness. Kohlberg’s
educational model -arose out of his cross-cultural study of patterns
of ethical development from childhood to adulthood.* Similar
models have been outlined for religious faitb development by in-
vestigators such as Fowler.'?
 The Skinner model of change functions through the develop-
ment of reinforced habit.*® Tt is the model we all use intuitively
in training children for basic social behaviors. Certain technical
tasks such as riding a bicycle or learning vocabulary can also be
effectively learned through this approach. The danger in the Skin-
ner ideology emerges when this model is suggested as a form of

11 See Lawrence Kohlberg, “Stages of Moral Development as a Basis
for Moral Bducation,” in Moral Developmeni, Moral Education and
Kohlberg, ed. Brenda Munsey (Birmingham, Alabama: Religious Educa-
tion Press, 1980). See also Lawrence Kohlberg, The Philosophy of
Moral Development (New York: Harper and Row, 1982).

12 JYames Fowler, Stages of Faith (San Francisco: Harper and Row,
1981).

13 See B.F. Skinner, Beyond Freedom and Dignity (New York: Knopf,
1971) and Walden Two (New York: Macmillan, 1948),
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community. development and also in its extremely mechanistic and
reductionist view of human nature.

Kohlberg’s view of change is weakened by its overemphasis on
human reason as a central factor in effecting human action. More-
over it fails to incorporate into its very orderly scheme the un-
predictability of the human experience and the factors of fate and
destiny discussed above,

It is our sense that although we cannot leave change merely in
the hands of destiny, it is not possible to design a purely rationalistic
model of change experiences. Rather we must try to influence
change by creating a context for experiences of a varied nature,
experiences that go beyond Kohlberg’s model of change through
discussion and problem solving and Skinner’s idea of change through
behavior modification. It is our intuition that certain powerful
experiences can be offered to people in a non-coercive environ-
ment that can lead to growth.

Beyond the Merely Rational

The American poet Gary Snyder in describing certain traditional
cultures, both East and West, synthesizes many of the elements
we have diseussed above:

The philosopher speaks the language of reason, which is lhe
language of public discourse, with the intention of being intel-
ligible to anyone, without pulting special demands on them apart
from basic intelligence and education. Then there is religious
discourse, involving acceptance of cerfain beliefs, There is also
a third key style: the yogin, The yogin is an experimenter. He
experiments on himself, Yoga, from the rool Yuj (relaled lo the
English “yoke”) means to be al work, engaged. In India the
distinction between philosopher and yogin was clearly and use-
fully made — even though sometimes the same individual might
be both. The yogin has specific exercises, disciplines, by which
he hopes to penetrate deeper in understanding 1han the purely
rational function will allow, Practices, such as brealhing, medita-
lion, chanting, and so forth, are open to anyone to follow if he
so wishes; and the yogic traditions have long asserted that various
people who followed through a given course of practice usually
came up with similar results, The yogins hold, then, that certain
concepts of an apparently philesophical nature cannot actually
be grasped except by proceeding through a set of disciplines.
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SLwthE

Thus the literature of the yogic tradition diverges from true
_philosophical writing in that it makes special requirements of its
" readers,1¢

The central elements in Snyder’s view of learning are philosophical
discourse, religious belief, and practice. Although the speeific con-
tent and terms are different in the Jewish contexi, these three ele-
“ments — discourse, belief, practice — are indispensable to any
model of change, going well beyond the limited parameters of some
20th ‘century approaches.

When we think about the training of teachers, in the light of
the analysis above, we necessarily come to the conclusion that we
cannot pursue meaningful teacher education in the average insti-
tution of higher education. On the other hand we cannot — and
do not want to — develop a model of education of leaders and
teachers akin to that of the traditional tribe, in which the elements
of community commitment, mutual social controls, and psychic
intimacy would overwhelm our contemporary psyche.
~ We need to find a different alternative, one which utilizes the
. power of the community experience and traditional modes of
leadership education, but which at the same time makes the neces-
sary and desired compromises with our modern Western conscious-
ness. The voluntary is.at the center of our ideology of education
for change, and yet within that context we feel that we can ask
free and fully conscious beings to attempt to reach beyond their
normal life experience. It is our feeling that teachers, like thera-
pists, should consider making a part of their professional train-
ing experiences that could bring about a change in their views,
feelings, and attitudes about the world. And yet this change or
lack of it should never be questioned or evaluated.

. We hayve been talking about expetiences for teachers which differ
from the conventional approach to teacher education. In our view
. one of the central inadequacies of formal Western education has
been its failure to take into account aspects of human experience
) outside the realm of the purely rational. The enormous significance
of the non-rational and the unconscious calls out for a translation

14-: .Gary Snyder, The .Old Ways (San Francisco: City Lights Books, 1977),
10-11.
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- into educational practice. Petél_‘ Abbs and Graham Carey, writing
about their student teachers, comment on this problem:

Our students seem to arrive with the hidden assumption that
education consists in little more than the steady accumulation
and assimilation of facts, figures and quotations; an expectation
which, on the whole, the colleges are more than ready to accept.
Thus the habits of study engcndered by second-rate sixth forms
become, by implication, the accepted norm for all educational
activity. This cerebral life of note-taking and note-reproducing
will continue to the end of the course only to be disturbed in
some cases, by anxieties relating to a difficult teaching-practice
or, perhaps, a broken love affair, In our experience, the vast
majority of students do not become passionately identified with
or absorbed by their studies. Their own latent powers of thought,
feeling and imagination will remain severed from the academic
work they are given. For the release of emotion, for the shaping
of phantasy, they will turn, uncritically, to their own inadequate
resources, to pop-music, to discos, to popular tclevision, to il-
literate magazines, to trite -newspapers and to trendy or sensa-
tional paperbacks,16

Yet conventlonal university training focuses only on the rational
and the cognitive as modes of learning and change. Thus we be-
~lieve that structured experiences embodylng those other aspects of
‘the human totality are indispensable to the process of human
growth and must be an integral part of any educational process.
Experiences such as dreams, music, dance, artistic creation,
midrash-making, prayer, and awe — all of which are connected
in one way or another with the unconscious — need to play an
essential role in the education of teachers. This is particularly rele-
vant In the education of Jewish teachers, as many of these ex-
‘periences are an integral part of the Jewish life cycle and Judaism
itself is a religious civilization which at least partially encompasses
the non-rational as well as the rational. If we wish to teach reli-
gion rather than about religion, the educational process must be
the experience of religion rather than only the discourse about it.
In-a profound sense this challenge was laid out by Gerson Cohen
when he wrote:

15 Peter Abbs and.Graham Carey, Proposal for a New College (London:
Heinemann Educational Books, 1977), 9.
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Perhaps someone will advance new and more inspiring forms
of paideia and character-education for American Jewry so that
Jewish education will cease to be an exercise mercly in texts and
liturgical skills.1®

The Hunger for Wonders

We live in a time in which we are witnessing a significant conflict
between the paradigms of secular humanism, on the one hand,
and a revitalized search for the religious and spiritual dimensions
of human life, on the other. As Theodore Roszak describes it:

Now ... the commanding intellectual heights arc held by a secular
humanist cstablishment devoted to the skeptical, the empirical,
the scientifically demonstrable. That viewpoint may admit a size-
able range of subtle variations; but, taken as a whole, as a
matter of stubborn ethical principle, it refuses rational status
to religious experience, it withholds moral sanction from the
transcendent needs.,

But meanwhile, in the plains a thousand miles below .that
austere high ground, there sprawls a vast popular culture that
is still deeply entangled with piety, mystery, miracle, thc search
for personal salvation —— as muych so today as the pious many
were wben the Cartesian chasm belween mind aud matler was
first opened out by the scientific revolution. If anything has
changed about this cultural dichotomy, it would be, as 1 have
suggested, that the membership of the humanist elite has lately
been suffering a significant and open defection as academics, in-
tellectuals, and artists take off in pursuit of various strange visiona-
ry and therapeutic adventures.t?

Roszak goes on to point out that whatever the weaknesscs of
secular humanism we must acknowledge its essential ethical nobili-
ty, having acted as a “liberating force in a world long darkened
by superstition and ecclesiastical oppression.”

.16 -Gerson D. Cohen, “Translating Jewish History into Curriculum: From
. Scholarship t6 Paideia — A Case Study,” in From the Scholar (o the
Classroom, ed. Seymour Fox and Geraldine Rosenfield (New York:

Melton Research Center, 1977}, 58. '

17 Theodore Roszak, ”On the Contemnporary Hunger for Wonders,” ori-
ginally published in T'he Michigan Quarterly Review and anthologized
in The Pushcart Prize, VI: Best of the Small Presses, 1980-81 ed,
Bill Henderson {New York: Avon, 1981), 108,
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However ‘what we must recover, argues Roszak, is the fourfold
vision -as expounded by the English poet William Blake, We are,
according to Roszak, entrapped in a single vision, that of reason,
having turned against those other energies of the personality: the
sensuous, the compassionate, and the visionary,

In the growing popular hunger for wonders, what we con-
front is an effort to experience the transcendent energics of the
mind as directly as possible, to find one’s way back through
other people’s reports to the source and bedrock of conviction.
Charismatic faith, mystical religion, oriental meditation, humanis-
tic and transpersonal psychotherapy, altered states of conscious-
ness , ., there are obviously many differences between these varied
routes. Yet, I would argue that they point in a common direc-
tion ~— toward a passionate desire to break through the barriers
of single vision into the personal knowledge of the extraordina-
. ...

All this must be seen against the background of an extra-
ordinary historical fact: that ours is a society which has been
peculiarly starved for experience as I speak of it here,18

As many others observers® have noted, we live at a time in
which there seems to be a vast but unfulfilled longing fot forms
of meaning and spiritual expression in American culture, Roszak
calls this phenomenon a “hunger for wonders.” It is “a search

18 1bid.,, t1i-112

19 See Steven M. Tipton, Getting Saved from the Sixties (Berkeley: Uni-
versity of California Press, 1982). See also Mary Donglas and Steven
M. Tipton, eds.,, Religion and Awmerica (Boston: Beacon Press, 1982,
1983), in particular the essays by Louis Dupré, “Spiritual Life in a
Secular Age”; David Martin, “Revived Dogma and New Cult”; Martin
E. Marty, “Religion in America Since Mid-Century”; Steven M.
Tipton, “The Moral Logic of Alternative Religions™; and Dick Antho-
ny and Thomas Robbins, “Spiritnal Imnovation and the Crisis of
American Civil Religion.” The extensive bibliography on this topic
- also includes: Charles Y. Glock and Robert N. Bellah, eds., The New
Religious Conscioyshess (Berkeley: University of California Press,
1976); Robert N. Bellah, Beyoud Belief: Essays on Religion in a Post
Traditional World (New York: Harper and Row, 1970); Jacob Needle-
man and George Baker, cds.,, Understanding the New Religions (New
York: Seabury, 1978). Survey data are available in Daniel Yankelovich,
New Rules: Searching for Self-Fulfillment in @ World Turned Upside
Down (New York: Random House, 1981).
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for vision, an epiphany, an uncanny tale, a moment -of illumina-
tion or unearthly dread, a closc -encounter with arcane powers.” *°
At the same time that American culture seems most secularized,
cynical, and self-itvolved, there is an undercurrent of gpiritual need
that has expressed itself in a variety of modes, including evangelical
Christianity, Eastern-oriented cults, occultism, and countless forms
of pop psychiatry and human potential therapies, all atteinpting
to respond to “the same metaphysical yearnings.”

This hunger for wonders is neutral from a moral point of view.
In its search for self-fulfillment it can reach for transcendence or
it can surrender to sclf-enslavement and easy absolutes.?! In our
century this hunger for wonders has erupted into a variéty of tragic
totalitarian mass movements. We see, therefore, a dark side to this
hunger and we are well aware that it is precisely this dark side
that has made Jews especially wary and skeptical of the develop-
ments we have mentioned above. Having been the victims of this
hunger for wonders, it is especially difficult for us to identify our-
selves with this central expression of our age.

But this re-emergent energy is at the same time an invaluable
opportunity for religious and spiritual growth. If we examine care-
fully the trcmendous variety of ideologies, schools, tlierapeutic
methodologies, modes of healing, and small group processes, we will
find that despite examples of charlatanism, superficiality, and ex-
ploitation, there remains an authentic body of truly valuable in-
sight$ 'and approaches that can help answer and respond to the
hunger for wonders. These responses create opportumtles for peo-
ple to express their latent powers of thought, feeling, and imagina-
tion and permit the release of emotion and the shaping of fantasy.?

In our work with Jewish tecachers we have observed a need for
0pportumt1es for human growth which would permit these teachers
to perceive themselves in a richer spiritual light, to rc-evaluate
their own life experience as reflected in their Jewish sense of the
world, and to begin a process of experimentation with their notions
~ of -teaching, growing, and the uature of Judaism.

_ -20. Rosiak, “Conterhpofary Hunger,” 103.
21 Ibid, .
22 Abbs and Carcy, New College, 9.
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Dealing only with subject matter competence and teaching tech-
niques can not address issues such as the self-perceived status of
the teacher, the lack of conviction among teachers about what they
teach. (such as teaching prayer or revelation), and a lack of in-
terest in continuing professional growth. Moreover, teachers with
whom we have come in contact communicate a profound lack of
self-esteem and poignhant confusions about their own reliigous feel-
ings and beliefs,

We believe that contemporary Jewish life has been unable as
yet, for both good and bad reasons, to respond imaginatively to
the serious spiritual needs and hungers of the contemporary world.
It is our fecling that the educational task which presents the greatest
challenge to our present institutions is to conceive and develop
imaginative syntheses of ideas and models about human growth
and development, which emerge both from the heart of our tradi-
tion and our contemporary consciousness. As Gerson Cohen has
put it

What is required above all is a clear formulation of the changing

“syntheses that the Jewish leadership developed at any particular
‘time and place as these became expressed in a new conception
of pmdeaa or of the ideal JYew, and to relate these syntheses to
the ‘external forces” shaping the Jewish community and its
ideals. .., For if Jewish education is to produce any significant
yield in this country, it will have to be at the least a Jewish
response to American society that will constitute a peculiarly
- American Jewish synthesis and dialect of the Jewish experience,
tradition, and value-complex.t?

This cannot but be a_slow process which might take a generation
or more, a process of trial and etror, a process of reimagining and
restating possibilities of synthesis and renewal over and over again.
It must by necessity be a painful struggle. Through this process
we will come only reluctantly to new conclusions; it can be suc-
cessful only if all aspects of the contemporary J ewish consciousness
find expression in this spiritual debate.

Thus what we feel .is needed are experiments in human com-
munity which will be the testing ground for attempts at a synthesis

23 . Cohen, “Translating History,” 36-38.
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of contemporary insights and traditional Jewish approaches to
human growth, One first step could be to investigate and adapt
some contemporary ideas and techniques and introduce them
organically into a setting where they could be combined with tradi-
tional Jewish modes of learning such as text study and prayer.

Reclaiming the Jewish Spiritual Tradition

We have been talking about the spiritual hunger of the contem-
porary world and the importance of adapting those appropriate
aspects of the therapeutic culture to a Jewish setting, But we must
also point out that the Jewish tradition itself has a whole spiritual
dimension which many contemporary Jews are unaware of and
which can respond to aspects of this very hunger. Arthur Green
writes movingly about the relevance of this spiritual tradition to
the question of Jewish education:

The problem with our religious education today, on all levels,
from Hebrew school right through seminaries, is that we are
secking to teach historical tradition without the eultivation of
inwardness. The mystic knew well that such teaching is nothing
but the planting of dry sticks; it is no wonder that our efforts
bear so little fruit. We Jews speak in horror of the young people
from our community who are attracted to spiritual paths other
than our own, We either think of thein as traitors to a cause, or,
if we are a bit more generous, as poor misguided souls. But
that is completely missing the point! Where in our Jewish com-
munity have they been exposed to the spiritual heights that Ju-
daism often has meant? What have they learned, whether they
are Hebrew school dropouts or graduates of our finest higher
institutions, about the rich pietism -of a Balhya, abont the con-
templative life of the kabbalist, about religious community as
lived in Safed, about the intensity of hasidic prayer —— not as
historical phenomena, mind you, but as potential examples for
the cultivation of their own inner lives? We teach the tales and
traditions either as though they. were literally true (something
most of us don’t really believe) or in the context of more critical
history, which tends to reduce the torar hayim to a mass of ir-
relevancies. The sad fact is that some of our most religiously
sensitive people are giving up on Judaism because of our own
failing, because the Judaism to which we have been exposed, and
which we have then shared with them, is a Judaism that has
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lost its own essential spirit as a way of living in the presence of
God,

The great question we face as we confront the new popularity
of mysticism in our time is whether there will be any room for
the authentic spiritual secker in our heterodox Yewish community,
Until now we have generally answered this in the negative, feel-
ing that we have nothing to offer him or her and assuming that
a Jew attracted to mysticism will be best off in Lubavitch. What
I want to propose is that we davke have a great need for such
people within our own communities and can potentially foster
in them an openness and creativity which Orthodox hasidism as
practiced today will ultimately have to stifle. But we will not be
able to keep such people until we have rabbis who know what
it is to pray, until we have religious educators who don’t cou-
demn silent meditation as goyish, and until our synagogues are
warm and intimate enough for the Shekhinah to enter. Granted,
that may be a long way off — but we have hardly begun to
move in those .directions. We are, deservedly or not,, tofsei ha-
forah for our generation, Will we be able to make:that Torah
accessible to those who want and need it most, reopening the
channels of flow between private experience and collective tradi-
tion, or will we dismiss ds “inauthentic” all attempts io refead the
tradition in the light of contemporary religious needs? 2+

An important task for our age — a process which has already
begun — is the reclamation and reinterpretation of the Jewish
spiritual tradition.?® This may include the revival of the practice

24 Arthur E. Green, “The Role of Jewish Mysticism in a Contemporary
Theology of Judaism,” Conservative Judaism 30, no, 4 (1976): 17-18.
25 This includes, obviously, the work of Gershom Scholem on Jewish
mysticism and Martin Buber on Hasidism in particular, as well as
Abraham J. Heschel, books too numerous and familiar to name here.
But it also includes other rescarch ranging from Jacob Neusner's Fel-
lowship in Judaism: The First Century and Today (London: Valentine,
Mitchell and Co., 1963) to Daniel Matt’s translation of excerpts from
the Zohar (New York: Paulist Press, 1983), from Ben-Zion Bokser's
translation of works by Rav Kook (New York: Paulist Press, 1978)
to Lewis Jacobs, Jewish Mystical Testimonies (New York: Schocken
Books, Inc,, 1977). Also Lawrence Kushner, Honey from the Rock
(San Francisco: Harper and Row, 1977) and his The River of Light
(San Francisco: Harper and Row, 1981)., Leo Bronstein, Kabbalah
and Art (Hanover, N.-H, and London: Brandeis University Press, 1980)
takes up a related subject. For a non-mystical subject with similarly
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of dormant Jewish spiritual techniques such as specific forms of
meditation,?® song, dance, and various forms of spiritual therapy.

Moreover, the Jewish tradition and its views on human nature
and human growth and development should serve as a measuring
tool and evaluator of those aspects of the contemporary therapentic
culture which could be alien or in opposition to basic tenets of
Judaism. Therefore it is important in a Jewish educational setting
to look at any contemporary practice through the ample lens of
the Jewish tradition before wholeheartedly adopting the practice
for use.r” There are practices, however, which might appear at
first sight to be inappropriate but which in the act of thinking
and doing, and in the subtle process of evaluative growth, will
emerge in a new and more positive light. Thus this process of
evaluation and analysis is subtle and complex and demands a
good deal of patience. And since the Jewish tradition is nulti-
faceted and rich, it may allow for a wider range of possibilities
than one might at first intuit. o .

‘Toward a Setting for Change

In the pages above we have given an analysis and critique of
what we see the sitvation to be in our time concerning the train-
ing of people who will serve people. We have pointed out what
we cotisider to be the weaknesses and gaps of contemporary models
of education and leadership development.

We think it is time to begin experimenting with new models
of teacher education which will in a variety of ways try to bridge
the gaps between what we perceive as more holistic contexts for
human growth and our present situation. We do not pretend that

important implications, see Emanuel Eikes, Rabbi Israel Salanter and
"the Beginning of the Musar Movement {Jerusaleni; " Magnes " Press,
1982), in Hebrew. The Paulist Press — oddly enough — is publishing
“a ‘number of important translations of Jewish classical works, some
" noted above. T e '

26 See Aryeh Kaplan, Meditation and Kabbalah (York Beach, Maine:
" Weiser, 1982).° o e o

27 For an example of this kind of critique see Joseph Lukinsky, “Two
Cheers for Value Confusion,” Religious Education 75, no. 6 (1980):
682-685.. ' ' ' S ’ '
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any method we might introduce can bring about radical changes.
However, only by beginning the testing process now can we hope
to -develop some meaningful contemporary forms of Jewish educa-
tion, : _

It is our feeling that this kind of new approach to teacher educa-
tion will have the best chance to succeed if it occurs in the context
of an intimate, temporary -community in which individuals spend
significant amounts of time working, learning, celebrating, and
worshipping together. The emphasis will be on self-exploration
and sharing, on non-threatening opportunities for true gowth, and
on chances both for shared community and for solitude.?8

This will be an experience which will demand from the partici-

pants commitment, a certain. degree of courage, hard work, and
a sense of adventurousness. It is clear that a certain amount of
risk is involved in any attempt at human self-transformation, and
the participants will have to be aware of this fact and be willing
to join in such an experience. Once again, as we have stated earlier
in this paper, voluntary participation is crucial to our conception
of this type of experiment. While participants must be willing to
take the risks of change, the experiment itself will be noncoercive
and- democratic.
- People will be able, with the help of others, to explore the outer
limits of their own capabilities, to touch upon the very borders
of their talent, their most nagging doubts, and their quest and
hunger for meaning, all areas they may never have had the time
or context to test out. This enterprise must necessarily live in the
tension between the individual and the community; some of these
explorations must by nature be accomplished in solitude, while
others can-only be tested in the close and often difficult intermingling
with other human beings. ' _

By taking people out of tbeir daily routines and often difficult
lives we are striving to offer them an all new opportunity to re-
build, at least temporarily, their communal experiences in the light
of their dreams and hopes and in the mythic image of the Fewish

28 ‘There is a good Jewish precedent for the practice of solitude. See the
discussion of hithodedut in Arthur B. Green, Tormented Master: A
Life of Rabbi Nahman of Braizlav (University of Alabama Press,
1979), 145-148; 324,
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communal experiences of the past. In the context of such an
isolated and protected communal experience people are free to
set aside the distractions of their normal lives and focus more pro-
foundly on issues and concerns which lie under layers of daily
responsibilities,” and years of missed opportunities.

These seminal issucs can sometimes elevate both the solitary
and the communal experience through the power of inspiration set
free, but at the same fime the experience of community and soli-
tude can become the occasion for confronting difficult and gen-
erally avoided negative ideas and impulses. Thus not everything
experienced in this retreat setting will be necessarily positive and
affirming, at least in the short run. But participants will have the
chance to explore these impulses in a supportive context,

In general, however, it is our belief that this kind of intense
sharing of work and growth has the potential to magnify the ability
of human beings to go beyond thcir accepted capabilities and
achieve new levels of excellence that they would not have ex-
perienced on their own, Although this growth will not always sur-
vive beyond the borders of the experimental community, it helps
to establish new borders of potentinal for the individual who has
undergone this experience,

At the backbone of the activities that will be consideted for our
retreat setting is the concept of Jewish paideia, which Gerson Cohen
describes as “‘the connective thread of Jewish political posture and
activity, economic station, and cultural adaptation (or isolation)” .2
Lewis Mumford in his concise formulation of the Greek concept of
paideia writes:

Paideia is education looked upon as a life-long transformation
of the humian personality, in which every aspect of life plays
a part. Unlike education in the traditional sense, paideia docs
not limit itself to the conscious learning processes, or to inducting
the young into the ‘social heritage of the community. Paideia is
rather the task of giving form to the act of living itself; treating
every occasion of life as a means of self-fabrication, and as part
of a larger process of converting facts into values, processes into
purposes, hopes and plans into consununation and realisations,

29 Cohen, “Translating History,” 58,



EDUCATION FOR CHANGE 83

Paideia is not merely a learning: it is a making and a shaping;
and man himself is the work of art that paideia seeks to form.3?

Our retreat will be an attempt to bring about a Jewish com-
munity in which the central events of the human experience would
come to life in the light of the Jewish tradition and the best of
contemporary American consciousness. By “human experience”
we mean to include not only activities that influence our increase
in knowledge, deepen our aesthetic sensitivity, or enrich our ability
to worship, but also those activities that permit us to sustain our
physical lives such as meaningful work, production of our basic
needs, the practice of useful crafts, and the creation of necessary
and hopefully beautiful articles.

Let us now outline some of the kinds of activities and experiences
that we see taking place at this retreat setting. Not all the activities
that we will describe below will necessarily take. place with the
same group of participants. We envision that a number of different
combinations of activities in different balances could work well,
Moreover, the experimental nature of the retreat requires alinost
by definition that we try different kinds of activities depending
upon the nature of the particular group, the reactions of the partici-
pants, and the emerging body of experience after a number of
tryouts. :

We will test retreats that will last different periods of time vary-
ing from days to weeks. Participation ight be limited to teachers,
but groups could also be composcd of combinations of teachers
and principals, or combinations of/with other Jewish professionals
such as rabbis and social workers. Groups could be homogeneous
or heterogencous in terms of their institutional provenance. For
example we might organize a retreat for the complete staff of one
school or alternatively we could organize a retreat for teachers of
one geographic region,

One important element of the retreat program will be study,
both of Jewish texts and of areas in the field of education which
may not be common knowledge for the typical participant. Here
we are referring to matters such as ethnography and its significance

30 Lewis Mumford in The Transformations of Man quoied by Abbs and
Carey, New College, 22.
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for the practitioner, current thinking about the field of human
development, and computer technology and its implications for
Jewish education, Since the intellectual is a central realm for any
serious program in Jewish teacher education, we would hope to
be able to expose the participants to outstanding scholars and
teachers in diverse subject areas, We also see this as an opportunity
to create learning experiences where subject matter will be studied
using a variety of technigques and methods such as inquiry, synectics
(a form of metaphoric thinking), individualized study, and Aevruta,
thus modeling for the participants pedagogic approaches that later
they will be able to translatc into their own personal repertoire.®
The growth of an individual’s pedagogic repertoire happens only
partially through the example of watching great teacliers model
different approaches. Skills have to be made more explicit by
supervised practice. Moreover, certain styles of teaching are gen-
erally not used in adult contexts but are extremely effective with
children, Teachers will thus slowly be able to build, by self-analysis
and cxploration, a particular style best adapted to their natural
inclinations and interests.

Aside from working with our population on skills such as inquiry,
we want to introduce them to experiences of an artistic and spiritual
nature that, througb their potential for helping teachers to gain
insight into their lives and envision forms of growth for themselves
and when integrated into their experiences and matured into their
beings, will become useful in their teaching. Among these ex-
periences we can mention storytelling, writing biography and auto-
biography, making midrash using drama and the arts, participat-
ing in a variety of games, and exploring the doing of eraft such
as woodworking as a form of molding the external with our in-
ternal worlds whilé searching for and achieving beauty.®®

31 See, for example, on synectics and its uses, William J.J, Gordon,
Synectics (New York: Harper and Row, 1961}, Alvan Kaunfer, “Sy-
nectics: An Approach to Teaching Midrash,” Melton Newsletter 11
(Fall, 1980): 2ff.; Ester Netter, “What does a Praying Jew Look
Like,” The Melton Journal 14 (Spring, 1982): 26ff; Victoria Kelman
“How is a Torah Like an Overcoat,” The Melton Journal 16 (Spring~
Summer, 1983): 29, '

32 There is an extensive bibliography on storytelling, drama and the arts
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Most Jews in our time have few opportunities to participate in
an infense communal setfing, one in which people experience the
joy and complications of sharing. Communal prayer is one of the
few experiences that can occasionally still bring about a sense of
close Jewish commmunity. One central element in this retreat setting
will be learning about, experimenting with, and exploring the prayer
experience. Obviously this is related to intellectual study men-
tioned above, as the participants may explore the content and struc-
ture of Jewish prayer in the learning context of the program. This
is also an area that many of our participants teach to children and
it includes subtle skills such- as melody, body movement, and in-
ternal rhythms that they may not know.

"Prayer also includes the discussion of issues of faith and religion
in our time, discussion that should raise to consciousness issues
that the participants seldom have opportunity to explore, but which
are at the core of the enterprise of Jewish teaching,

Prayer touches both the individual and communal dimensions of
this retreat program. The dimension of worship is central to much
of what should happen in such a setting, but the program will also
offer other activities for building a sense of community through
the power of the shared artistic experience which so often reveals
to us new abilities and renewed energies, and gives us a distinct
sense of joyous achievement. We would hope to create among the
participants a society of fellows which we hope will survive beyond
the time frame of this brief cxperience. These activities might in-
clude: the creation of a chorus, staging a play, folk dance, and
a group work project which would involve important physical
effort.

We also want to offer experiences for self-reflection and individual
exploration and development. This can occur through a number of

in education. For examples of uses in Jewish education, sce articles by
Penninah Schram and Steve Copeland (on story-telling), Simkha Wein-
traub, Joan and Lewis Glinerf, Joan Freeman Cohen (on drama and
puppetry), all in The Melton Journal 13 (Winter, 1982), See also
Judith Tumin, “ ‘For We are Your People’: A Liturgical Poetry Project
for Children,” The Melton Journal 15 (Winter, 1983): 16-17; Jo Mil-
grom, “Hand-Made Midrash,” The Melton Journal 16 (Winter, 1984):
161t
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activities, or can occur simply by creating space so that the in-
dividual will have time to spend alone, for the purpose of reflection
and .to take advantage of the natural sefting.

We have intentionally avoided categorizing some of the ex.
periences which we feel can occur at this retreat since many of
them would fall into a variety of categories of human experience.
For example an experience which is one of community could also
be an aesthetic or a therapeutic experience. However, it is obvious
that many of these activities fall into the category of the artistic
or aesthetic. We feel that these kinds of experiences can be powerful
instruments of change, as John Dewey points out:

Art throws off the covers that hide the expressiveness of ex-
perienced things; it quickens us from the slackness of routine
and enables us to forget ourselves by finding ourselves in the
delight of experiencing the world about us in its varied qualities
and forms. It intercepts every shade of expressiveness found
in objects and orders them in a new experience of life.®3

The exercise of autobiographical writing by teachers, mentioned
above, also has profound implications for education and has begun
to be explored in recent years. Maxine Greene writes about the
importance of this type of exercise for teachers:

Hannah Arendt has written of the importance of “cnacted storics”
and the ways in which stories disclose a “who,” an “agent”; she
has made the point that “every individual life between birth and
death can eventually be told as a story with beginning and end .. .”

Looking back, recapturing their stories, teachers can recover
their own standpoints on the social world, Reminded of the im-
portance of biographical situation and the ways in which it condi-
tions perspective, they may be able to understand the provisional
character of their knowing, of all knowing. They may come to
see that, like other living beings, they could only discern profilcs,
aspects of the world. Making an effort to interpret the texts of

33 Yohn Dewey, Art as Experience (New York: Minton, Balch and Co.,
1934), 104. See also Peter Abbs, “Education and the Living Image";
Robert J. Sardello, “Another Look at Aesthetic Education,” Teachers
College Record 84, no. 2 (1982): 317-325; and Richard Schechner,
«performers and Spectators: Transported and Transformed,” The
Kenyon Review I, no. 4 (1981): 83113,
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their life stories, listening to others’ stories in whatever “web
of relationships” they find themselves, they may be able to multi-
ply the perspectives through which they look upon the realities
of teaching; they may be able to choose themselves anew in the
light of an expanded interest, an enriched sense of reality.3¢

Many of the experiences that will be offered at the teachers’
retreat will tend to touch upon a realm of learning which reaches
well beyond the power of words and reasoned examination. The
experiences of singing or praying cxtend to realms beyond the
words of song or prayer. The power of these modes to change our
perceptions of the world, and perhaps our way of being, remain
essentially mysterious. The art of crafting — altering natural ma-
terials into aesthetic objects to be used in our lives either as tools
or objects of religious ceremony — is perhaps one of the more
mysterious processes in the way it links changes that we make
in materials we are transforming with hands and imagination with
corresponding changes that are occurring at the core of our being,
It is our hope that some of the experiences in the retreat setting
will connect the physical world with our inner lives.

Harry Remde attempts the difficult process of describing in words
the complex birth of a relationship between matter and being.

1 knead a large lmmp of clay, attempting, throungh my hands,
to know all about the process. At times the clay moves so effort-
lessly that my hands seem to follow, not to initiate, the move-
ments of the clay, I try to observe how my thoughts and feelings
respond te what is happening. I notice an emotion in my hands
that seems to connect them with my chest, and by means of which
1 derive special information about the clay, 1 feel that I begin
to know the clay; my hands are surfaces that contain it in every
direction. The clay caunot move ¢xcept by instruction from my
hands. Each instruction is the same., The lump is clasped and
pushed down upon itself, Clay flows to the center of the lump
where it is lost in the mass. From there it will follow an outward

34 Maxine Greene, “Teaching: Tlhe Question of Personal Reality,”
Teachers College Record 80, no, 1 (1978): 33, See also Peter Abbs,
Autobiography in Education (London: Heinemann Educational Books,
1974). We also think that Ira Progoff’s work using his “intensive jour-
nal” technique has important implications for education, Sec Progoff’s
At a Journal Workshop (New York: Dialogue House Library, 1975).
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path. My hands watch constantly. After a few inutes, when the
tetxute of the clay has ceased to change, my hands tell me to
stop.

Why do I knead?

Kneading removes air bubbles and distributes the moisture
in the clay uniformly through the mass. There are other reasons.
Kneading is the potter’s first- experience of the workable clay, In
kneading he. becomes familiar with the clay, The motion of his
hands and the clay is part of the circular movement that is the
essence of the craft. The potter experiences roundness as he
kneads. The pot begins early, before the clay has had sight of the
wheel. :

What is required of me before I can work in a craft? What
is required of me before you will know, without a question, that
I am a craftsman? Is it that I work with clay or wood, weave
wool, or pile stones into a wall? Am I a craftsman because I make
new shapes out of these materials, because I build with my
hands? No! A craft is a way of working. A craftsman is, because
of the way he builds. A craft is the study of three laws. of build-
ing, A craft is the study of how a man must be in order to
build,

How must I be, in order to build? It seems to me now that
to answer this question is the main purpose of the craft.?s

Follow-Up

It is clear that follow-up will be an essential element of this experi-
ment. Such follow-up will take many forms,. including prescheduled
and periodical regional meetings of participants from the program,
and individual visits from staff members during the year following
the retreat experience. In these follow-up sessions we will reinforce
both the content and the feeling of the retreat experience while
also offering new experiences and skills, In building a society of
fellows we will encourage the building of connections among former
participants. This will include travel programs that would allow
teachers to visit one another’s schools, and a periodical follow-up
information and development newsletter that would be sent to each
participant,

35 Harry Remde, The Art in a Craft (Toronto: Traditional Studies Press,
'1975), 8-9. See also M.C. Richards, Centering in Pottery, Poelry, and
the Person (Middletown, Ct.: Wesleyan University Press 1962-63);
and Carla Needleman, The Work of Craft (New York: Discus Books,
1979). )
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Research Possibilities.

We believe that the program we have been discussing offers nu-
merous research possibilities. Obviously the project itself, untested
as it will be, needs a careful description and analysis as it pro-
ceeds. Tools of psychology, ethnography, qualitative evaluation,
interviews, and staff discussions are all appropriate instruments
for studying this new experience.

At this time there are many difficult questions of both an educa-
tional and a Jewish nature which are raised by this project and
which remain unresolved. Issues such as the relationship between
modern psychology and Jewish views of human nature and human
change are at the core of our concerns. The rescue of Jewish
communal models from the past and forms of workship and spiri-
tual growth could supply us with material both for thought and
trauslation into the practical. The educational views of the seminal
Jewish thinkers of all ages could be a rich substrate in which to
contrast and evaluate our own developing educational ideas and
programs. We would also like to know more about tlie variety of
methods and styles which Jewish students of past generations
utilized, and to investigate how they could be translated into the
context of our own experiences.

Despite the serious questions that remnain to be explored, it is
our belief that the time has come to deal directly with the pressing
and essential problems of the Jewish teacher today. Teachers suffer
fromn other difficultics, many of which are beyond their control,
We are speaking here of the whole political situation of teachers,
patticulatly in regard to their status and rewards in the Jewish
community. No retreat program such as described here, no matter
how successful, can alleviate inadequacies that can only be ad-
dressed by the concerted effort of the organized Jewish community.
As Donna Kerr, speaking of American education in general, says
in a remark that equally applies to the Jewish community:

There is a disturbing duplicity in a society that itself fails to
create the conditions that would foster teaching competence and

ther complains of incompetent teachers. Qur teaching corps can
be no more competent than we make it.3¢

36 Donna Kerr, “Teaching Competence and Teacher- Education in the
United States,” Teachers College Record 84, no, 3 (1983): 531
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However, we believe that the kind of program we have been
advocating may affect this pofitical realm as well. By taking teachers
seriously and offering them the best of contemporary Jewish ima-
gination, we encourage them to take themselves seriously, More-
over, it is our hope that the effects of the experience and the fol-
low-up will be such that teachers will have a heightened awareness
of their function and responsibilities, and thus of their legxtlmate
rights as professionals in Jewisb life,

The benefits of teachers’ personal growth will be reaped by
the children they teach. This growth ultimately will be the greatest
consequence of the new approach to teacher educafion. In the
words of Abraham Joshua Heschel;

. . [Elverything depends on the person who stands in front of
the classroom. The teacher is not an automalic fountain from
which intellectual beverages may be obtained. ¥e is either a
witness or a stranger. To guide a pupil into the promised land,
he must have been there himself, When asking himself: Do I
stand for what I teach? Do I believe what I say? he must be
able to answer in the affirmative,

‘What we need more than anything else is not textbocks but
textpeople. 1t is the persomality of the teacher which is the text
that "the pupils read; the text that they will never forget.3?

37 Abraham Joshua Heschel, The Insecurity of Freedom (Philadelphia:
Jewish Publication Society, 1966), 237.



GOALS AND EFFECTIVENESS IN JEWISH
EDUCATION: AN ORGANIZATIONAL
PERSPECTIVE

Ronald L. Reynolds

Jewisb education in contemporary America is largely an organiza-
tional phenomenon. From the nursery school gate to the portals
of academe, formal Jewish education is typically conducted within
organizational structures and/or under organizational auspices. So
too, are nonformal educaiion programs (viz, youth groups, camps,
adult education courses, etc.) commonly purveyed by organiza-
tions, _

Despite this reality, surprisingly little of the extant body of re-
search in Jewish education is grounded in organizational theory,
or informed by considerations which emnerge from organizational
research, I would contend that such lack of attentiveness indicates
a serious lacuna in the Jewish educational research enterprise, for
numerous concepts drawn from organizational theory and research
may be readily adapted as analytic tools which can serve to better
illuminate and cxplain some of the complexities of Jewish educa-
tional life.?

1 shall attempt to demonstrate the efficacy of this approach
by bringing an organizational perspective to bear upon the related
issues of educational goals and school effectiveness. I will begin
by examining some of the conceptual and operational linkages
which bind the notion of effectiveness to that of goals. Thereafier,

1 This paper is based upon Renald L. Reynoklds, “Organizational Goals
and BEffectivencss; The Fuaction of Goal-Ambiguity in Jewish Con-
gregational Afternoon Schools” (Ph.1» diss,, University of California,
Los Angeles, 1982).
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I will demonstrate — with reference to some extant literature on
Jewish school effectiveness — how assessments of effectiveness are
easily confounded by complexities inherent in the goal concept.
Finally, I will adduce some empirical evidence in support of a
provocative postulate which maintaing that some Jewish schools
must systematically fail to be educationally effective — precisely in
order to survive,

‘The Goal Concepf

The central concept in the study of organizations is that of the
organizational goal. It is the orientation to the attainment of a
specific goal which serves to differentiate the organization from other
forms of social systems and institutions.? Whether governmental,
business, medical, educational; public or private; large or small;
organizations would not come into being were it not for the sake
of realizing some purpose, aim, or objective.? Even when forgotten,
displaced, or ignored, the goal remains the basis for the organiza-
tion’s existence.

Goals provide more than an organizational raison d’étre; they
also serve as standards against which the activities of organizations
may be judged. In this light, goals are closely linked to the concept
of organizational effectiveness, for if organizations are formed for
the purpose of realizing certain ajms, it follows that effectiveness
entails an organization’s ability to achieve its particular goals.®
Following from these premises, an assessment of an organization’s
efiectivencss would presumably require: (1) an accurate determina-
tion of the organization’s goals, and (2) one or more valid and

2 Talcott Parsons, “Suggestions for a Sociological Approach to the Theo-
ry of Organizations,” Administrative Science Quarterly 1 (June, 1956) .
63-85. _ o

3 The terms “goal,” “objcctive,” “aim,” “purpose,” “mission,” and
“task” are employed in an apparently interchangeable manner in the
literature, See James L. Price, “The Study of Organizational Effective-
ness,” The Sociological Quarterly 13, 3.

‘4 Richard H. Hall, Organizations. Struciure and Process (Englewood
Cliffs, New Jersey: Prentice Hall, 1977), 83.

5 See Amitay Etzioni, Moderr Orgenizations (Bnglewood Clifts, New
Jersey: Prentice Hall, 1964},
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reliable methods for measuring the extent to whieh goals are
realized.

Simplistic as the preceding assumptions would appear, they are
nonetheless laden with both conceptual and pragmatic difficulties.
The goal concept itself is subject to varying formulations which
correspond to alternate paradigmatic approaches to organizations.
The lack of any single, normative definition of an *‘organizational
goal” is problematic in its own right, but the problem is com-
pounded by alleged deficiencies peculiar to each of the respective
definitions. Moreover, the adoption of a particular goal concept
fails to suggest accompanying measures for determining orgamniza-
tional effectiveness whose generalizability transcends a particular
organizational type. For these reasons, the estimation of a given
organization’s effectiveness will vary in accordance ‘with the man-
ner in which the organization and its goals are conceived and
realized in action.

The Rationalist Perspective

One paradigmatic approach to organizations derives largely from
Max Wcber’s ideal-type descriptions of the bureaucracy, from the
principles of “scientific management” formulated by Frederick W.
Taylor, and from subsequent theories of administration postulated
by Gulick, Mooney, and others.® From these theorists’ perspective:

The underlying conception of the organization is that of a closed
system with clearly defined goals and with a structure that cor-
responds to the technical demands of anticipated tasks, The model
relies implicitly on the assumption that the goals of formal or-
ganizations can be neatly established and that material and human
resources can be systematically manipulated in the service of given
goals.?

6 Max Weber, The Theory of Social and Economic Qrganization, trans.
- A.M. Henderson and Talcott Parsons (New York: Pree Press of
Glencoe, 1964); Prederick W. Taylor, The Principles of Scientific
Muanagement (New York: Harper and Brothers, 1919); Luther Gulick
and Lyndall B, Urwick, eds., Papers on the Science of Administration
(Chicago: Rand McNally and Co., 1969); and James D, Mooney and
Allen C. Reilly, Onward Industry! (New York: Harper and Row,
1966). :
7 Jaisingh Ghorpade, “Study of Organizational Effectiveness: Two Pre-



94 Ronald Reynolds

This paradigmatic approach to organizations will be referred to
henceforth as the rationalist perspective. _

Tle rationalist perspective suggests that an organizational goal
be conceived as “‘a desired state of affairs which the organization
seeks to realize.””® Such a notion quickly raises the question of
whose state of affairs is to be desired by the organization? Theoret-
ically, there may be as imany desired states of affairs for an
organization as there are persons in it, and more. That state of
affairs which is desired by the owner of a manufacturing concern
(viz. reduced overhead resulting in a higher profit margin) may
differ markedly from states of affairs desired by line personnel (viz.
higher wages, improved working conditions, ctc.). Similarly, rab-
bis, principals, teachers, parents, children, and ideological move-
ments may desire multiple and often conflicting states of affairs
for the Jewish schools in which they participate.

With this difficulty in mind, Edward Gross differentiates private
from organizational goals, the former defined as future states which
individuals desire for themselves, and the latter defined as future
states which individuals desire for the organization as a wlole.’
By attending to the private goals, or motives of its participants,
an organization induces participants to contribute to the realization
of the overall organizational goal. Correspondingly, it is desirable
that participants regard the attainment of tle organizational goal
as a facilitating condition for the satisfaction of their respective
private goals. In general, the need for superordinate goals is par-
ticularly acute when organizational participants or subsystems are
in competition or conflict.*®

The formation of organizational goals which subsume or facilitate
the private goals of participants is itself a problematic venture. As
Richard Hall observes:

valing Viewpoints,” Pacific Sociological Review 13, (Winter, 1970):

32,

Eizioni, Modern Organizations, 6.

9 Bdward Gross, “The Definition of Organizational Goals,” British
Journal of Sociology 20, (September, 1969): 277-294,

10 See Richard A. Schmuch et al., The Second Handbook of Organiza-
tional Development in Schools (Palo Alto, California: Mayfield Pub-
lishing Co., 1977), 1471.

o
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The readily quantifiable profit goal is not such a simple matter,
however. It can involve return on stockholders’ equity, return on
total capital, sales growth, earnings per share growth, debt to equity
ratio and net profit margin. These are not well correlated, which
alone makes the idea of goals extremely complex. If something
as straightforward and quantifiable as profit turns out to be not so
straightforward and quantifiable, then all goals must be analyzed
with much caution.1?

It is clear that many, if not most Jewish religious schools in the
United States are comprised of individuals who reflect conmder—
able diversity of values, motives, expectations, and thus personal
goals. Such differences may often be greater within schiools than
between them. For this reason, organizational goals which subsume,
or facilitate the variable private goals of individual participants
are often of a highly abstract, vague, and/or ambiguous nature,

Evidence of this phenomenon was provided more than a quarter
century ago in a national study conducted by the Corumission for
the Study of Jewish Education.* The following statement sum-
marizes the investigators’ analysis of curricular goals in Jewish
religious schools eirca 1958:

The prime though vague desideratum which all groups stressed was
the imparting of knowledge in its various forms, Most respondents
are far from clear as to the nature of that knowledge, but they
feel that somehow “Hebrew, history, customs and ceremonies, and
Bible” are parts of that knowledge.13

Vague and ambiguous educational goals pose one serious method-
ological problem to studies of Jewish schiool effectiveness. Consider
the goal of “lidentity formation” which currently predominates
Jewish religious schools* Here is an organizational goal which
is sufficiently broad in conceptual scope to subsume the varying

11 Hall, Organizations, 68.

12 Alexander M. Dushkin and Uriah Z. Engelman, Jewish Education in
the United States (New York: American Association for Jewish Educa-
tion, 1959),

13 1Ibid,, 223,

14 See Marshall Sklare, America’s Jews (New York: Random House,
1971), 1581t
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private goals of individual participants in Jewish schools. Although
attempts have been made to use the concept of “Jewish identity”
within the curricular framework as collectivities of characteristics,
attitudes, and attainments, few Jewish schools have explicitly adapted
such notions in the form of behavioral objcctives,** Consequently,
researchers who utilize Jewish identity as a dependent variable in
school effectiveness studies must make an operational leap of faith
by inferting an aggregate of measurable and/or observable be-
haviors and attitudes which schools are presumed to foster.

Harold Himmelfarb’s aitempt to gauge the long-range effects
of Jewish schooling upon adult religious identity serves as a case
in point.'® The operationalization of the study’s dependent variable
took the form of a composite Jewish identity scale comprised of
eight subscales wlich measured ritual observance; belief in and
experience of God; having Jewish friends and neighbors; organiza-
tional participation; child-rearing practices; attitudes about financial
and moral support of Israel; interest in Jewish books, art, and
music; and charitable behavior and attitudes.

Whether Himmelfarb’s cownposite scale constitutes a valid nea-
sure of adult Jewish identity is of considerably less concern than
the question of whether valid infercnces about the effectiveness of
Jewish schools can be drawn from outcomes on his dependent
variable, We must ask whether the behavioral referents utilized
by Himmelfarb as criteria of school effectiveness truly represent
the explicit objectives of those schools in which his sample of re-
spondents participated. And here we encounter a critical problem.

Himmelfarb’s criteria are anachronistic. The adoption of Jewish
identity as an explicit educational goal is a relatively recent pheno-
menon. A substautial proportion of his sample may be presumed
to have participated in schools whose explicit objectives pointed
to short-tertn academic achievements in the areas of Hebrew
language, Bible, and liturgy — outcomes not measured by Him-
melfarb. Some participants in Himinelfarb’s study may have attended

15 See, for example, Michael’ Rosenak, “Bducation for Jewish Identifica-
tion,” Forum (Winter, 1978): 118-129,

16 Harold S. Hinmelfarb, “The Impact of Religious Schooling: The
Bffects of Jewish Education Upon Adult Religious Involvement” (Ph.D
diss., University of Chicago, 1974). '
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Jewish schools which regarded the inculcation of attitudes opposing:
the establishment of the state of Israel as a criterion of effectiveness.
In sbort, the criteria of effectiveness employed in. this. study are
largely. extrinsic to the schools wbose effectiveness it claims to in-
vestigate (or to whom estimations of effectiveness are imputed).

Himmelfarb’s study is informed by the following premise: it
is clear what religious scbools are supposed to do... produce.
greater religiosity among tlieir students than exists among. coreli-
gionists who attend public schools (only).”’ " The- sine qua non
of the effectiveness of Jewisb schooling is. thus viewed in ‘terms.
of schools’ ability fo produce measurable and/or observable changes
in students’ religious behavior and attitudes. Although this premise
would appear to be supported by many organizational and curricu-
lar pronouncements, its validity must nevertheless be questioned.
Such considerations lead us to a second problem in the goals-
effectiveness nexus.

Official and Operative Goals

Chales Perrow has drawn' a distinction between the official goals
of organizations and their operative goals.® Official organizational
goals are public pronouncements, contained in organizational
charters, constitutions, and/or by-laws. Official goals are often ar-
ticulated to tlie public-at-large, as well as to organizational par-
ticipanty by organizational executives and leaders. Operative goals
are defined as “the ends sought through the actual operating poli-
cies of the organization [which]... tell us what the organization
is actually trying to do, regardless of what the official goals say
are the aims.” *® It is quite possible that the official goals of an
organization reflect its true intents, and yet may not be corroborated

17 Harold S. Himmelfarb, “The Interaction. Effects of Parents, Spouse
and Schooling: Comparing the Impact of Jewish and Catholic Schools,”
Revised version of paper presented at the 7lst annual meeting of the
American Sociological  Association, New York City: September 3, 1976,
p. 8

18 Charles Perrow, “The Analysis of Goals in Complex Organizations,”
American Sociological Review 26, 854-866.

19 1bid., 855-856.
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by actual organizational activities and behaviors. Penal and mental-
healih "organizations, for example, often announce official goals
which revolve around the concept of rchabilitation, whereas ex-
aminations of actual organizational behavior often suggest purely
custodial functions.?®

Amitay Etzioni has observed that official organizational goals
often function as sources of legitimation which serve to justify the
organization’s existence and activities in the eyes of its members
and public, providing a “smokescreen” which masks the organiza-
tion’s true intents and actual activities. Etzioni cautions that:

The use of formal goals as criteria of eflcetiveness... leads to
the methodological error of confusing an organizational device
for survival with the organization’s true purpose; consequently,
the rating assigned to the unit’s effectiveness may be meaningless
and even misleading.” 21

Walter Ackerman’s assessment of Jewish school effectiveness is
illustrative of the aforementioned methodological error.?? The goals
utilized by Ackerman as criteria against which school effectiveness
is. judged are the official goals of the United Synagogue Commis-
sion on Jewish Education. Among these goals are the following:

To provide opportunities {or the child to develop spiritual and
ethical sensitivity.

To develop a desire and convey the skills to practice the Mitzvot
and the traditions of Jewish life in the synagogue and in the
bome ...

To broaden and deepen the child’s intellectual and spiritual life
through knowledge of Jewish history, litcrature and culture...

20 Certain authors have also characterized schools as primarily custodial
institutions. See, for example, Everett Reimer, School is Dead: Alterna-
tives in Education (New York: Doubleday, 1971); and lvan Illich,
Deschooling Society (New York: Harper and Row, 1970).

21 Amitay Etzioni, “Two Approaches to Organizational Analysis: A Cri-
tique and a Suggestion,” Adminisirative Science Quarterly 5 (September,
1960) . 257.

22 Walter 1. Ackerman, “An Analysis of Selected Courses of Study of
Conservative Congregational Schools,” parts 1 and 2, Jewish Education
40 (1970).
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To motivate the child to accept the study of Torah as a lifelong
pursuit , , .23

Whereas Conservative congregational afternoon schools in . Balti-
more, Boston, Chicago, Detroit, and Los. Angeles-had apparently
appropriated the official goals of the movement, Ackerman himself
found considerable variation in the courses of study ostensibly
designed to achieve these goals, Moreover, Ackerman found in-
stances wherein actual classroom practice deviated substantially
from the published course of study.?

Ackerman’s conclusions comprise a strong indictment of the
effectiveness of the schools he evaluated, when judged by the
official goals of the movement. Yet, Ackerman himself draws at-
tention to the problem cited by Etzioni, calling for a serious re-
examination of the capacity and desire of schools to pursue official
goals:

If it is determined that the goals are reasonable, then we must
couclude that the materials and méthods currently in use are in-
adequate, If the methods and materials are proper and sound, then
we must conclude that the goals are unreasonable or unrealistic —
we must, then, formulate a new set of goals,?s

Further explicit evidence of a gap between what schools pub-
lically announce as their goals and what actvally transpires behind
the classroom door is provided by recent ethnographic studies
conducted by Schoem and Heilman.*® Schoem, for example, ob-
served that:

The curriculum underwent major changes in its movement from
the printed page to the teacher’s instruction, Not only was there
disagreement and re-interpretation of what was written, but there

23 United Synagogne Commission on Jewish Education, Objectives and
Standards for the Congregational School (New York: 1958), 35-37.

24  Ackerman, “Selected Courses,” 20.

25 1bid,, 48,

26 David Louis Schoem, “Ethnic Survival in America: An Ethnography
of a Jewish Afternoon School” (Ph.D diss., University of Califoinia,
Berkeley, 1979), Samuel Heilman, Inside the Jewish School (New
York: American Jewish Committee, 1983),
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was considerable unauthorized individual curriculum development
and goal-setting within classrooms.??

While Heilman’s research discloses the same gap between official

and operative goals, he concludes that Jewish schools are indeed
effective:

. Those critics who argue that Jewish schooling does not succeed
really mean, therefore, that it succeeds too well; what they are
actually lamenting is thal the Jewish community, instead of being
altered by the education it provided, perpetuates itself along with
all its attendant problems.2s -

Schoém too, notes that:

The abundance of problems present at this Jewish school did not
preclude the existence of important positive clements even if they
were not always intenlional 29

The ethnographers have avoided the methodological pitfall described
by Etzioni. Their estimations of school effectiveness have neither
been delimited nor deflected by a corpus of official goals or public
pronouncements, as has been the case with other assessments.

Why, one might ask, do Jewish scbools steadfastly maintain cer-
tain kinds of official goals when it is unclear whether schools possess
either tbe desire or the capacity to effect their attainment? Wby,
as I-Ieﬂman might put it, do schools maintain the perception of
an intent to transform Jews, when their actual activities point to
the goal of maintaining the Jewish community, with all its attendant
prohlems? To answer these questions, we must briefly consider
a second theoretical approach to organizations, goals, and: effective-
ness — the social systems perspective.

27 Schoem, “Bthnic Survival”, 153,

28 Heilman, Jewish School, 335,

99 David. Schoem, “What. the Afternoon School Does Best,” Jewish Educa-
tion 31 (Winter, 1983): 11-18,
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The Social Systems Approach

The social systems paradigm originally developed as an - attempt
to use living organisms as analogies for human organization, Its
theoretical foundation represents an outgrowth of the structural-
functional school of sociology, whose preeminent contributors in-
clude Talcott Parsons, Robert Merton, and Phillip Selznick.®

Systems theory beging with the notion of a whole having predo-
minance over its constituent parts. As social systems, societies main-
tain themselves by arranging their constituent components in such
a matner as to provide for the continued satisfaction of basic
system needs, which are referred to as “functional imperatives.”
If a system’s functional imperatives are to be met in a reliable and
predictable fashion, they must be supported by structures, or uni-
formities of action which recur when called for by a given situa-
tion.** Organizations are representative of such structures, and
are viewed as “functionally differentiated subsystem(s) of a larger
social system,” 2 As such, an organization is a system in its own
right.

Just as the panoramic social system orders its component parts
so as to satisfy its basic needs, so an organization arranges its
constituent parts in such a manner as to best ensure its con-
tinued maintenance. But beyond maintaining itself, the organiza-
tion must also contribute to the welfare of the larger social system,
If its own existence is to be justified. In this light, organizational
goals emerge as functions performed for the benefit of the larger
system of which the organization is a component. And because
organizations are systems in their own right, the effectiveness of
various organizational subsystems is conceived in terms of their

30 See, for example, Talcott Persons, The Social Systent (Glencoe: The
Free Press, 1951) and “Suggestions for a Sociological Approach to
the Theory of Organizations,” Administrative Science Quarter fy 1 (June,
1956) : 63-85; Robert K, Merton, Social Theory and Social Structure
(Glencoe: The Free Press, 1957); and Phillip Selznick, “Foundations
of the Theory of Organizations,” American Sociological Review 13
(February, 1948) : 25-35, .

31 R.A, Schermerhom, Comparative Ethmc Relanous A Framework
“for Theor y and Research (New York: Random House, 1970).

32 -Persons, “Sociological Approach,” 66,
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contributions to the organization in which they exist and which
they serve. '

Congregational religious schools may be regarded ag subsystems
which exist within, and which serve synagogues and temples. And
congregations, in turn, are suhsystems within yet other superor-
dinate systems (e.g ideological movements, and ultimately the
panoramic social system). Since the focal frame of reference for
the assessment of organizational effectiveness is not the organiza-
tion itself, hut rather the superordinate system which it serves, it
follows that a systems approach to the assessment of J ewish congre-
gational school effectiveness would focus on those critical func-
tions which the school performs for its superordinate system, the
congregation.

1 would contend that the most important single function per-
formed for the congregation hy its religious school is that of mem-
ber recruitment and retention. This function corresponds to the
systems theory concept of adaptation, which entails the procure-
ment from the environment of those human and material resources
which are required for the continued operation of the system.
Since congregations are voluntary organizations which compete in
a market environment for scarce resources (i.e. people and money),
they must develop suhsystems which reliably satisfy their adapta-
tive needs so as to ensure the achievement of the single goal which
assumes priority in all organizations — survival. In systems lingo,
organizational survival is considered a ‘“‘functional prerequisite,”
and thus takes precedence over all other goals.

The decisive course of policy by which congregations established
their religious schools as adaptative subsystems entailed the initia-
tion of educational attainment (not achievement) requirements as
prerequisites for bar and bat mitzvah eligihility. By tying bar/ bat
mitzvah eligibility to educational attainment requirements, and by
restricting access to education to the children of member families,
congregations have effectively utilized their schools as a resource-
procurement subsystem. Several studies attest to the effectiveness
of the congregational school in this regard. One study found that
the majority of synagogue memhers choose to affiliate for the
purpose of providing their children with a Jewish education.®

33 Steve Wolvek, “Differential Participation and Patterns of Leadership
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Other research indicates that the majority of congregational mem-
bers join a congregation when their oldest child reaches supple-
mentary school age, and that the majority of those who terminate
their membership — for reasons other than death or migration —
do so shortly after their youngest child has celehrated his or her
bar or bat mitzvah

There are, of course, other factors which induce people to af-
filiate with congregations. The work of sociologists Marshall Sklare
and Charles Lichman suggests that the very act of association with
a congregation may constitute the decisive expression of ethnic
identification for large numhers of American Jews.?s In order for
the act of association with a congregation to satisfy the ethnic
identity needs of actual and potential members, the organization
must be perceived as a bona fide and legitimate Jewish institution,
And to acquire and preserve such status, sysnagogues maintain
norms of religious observance at the organizational level which
differ markedly from the patterns of religious helief and hehavior
which characterize the private lives of the bulk of their members.
Congregational memhers commonly desire their congregations to
uphold standards, and to promulgate official goals, which they have
little, if any, desire to realize in their private lives. We once again
~observe the manner in which official organizational goals can serve
as a legitimizing device rather than as a hody of criteria against
which the true effectivencss of an organization can he exclusively
judged. _

Religious schools, as subsystems of congregational organizations,
‘must corroborate the official goals of their superordinate system,
Just as Conservative congregations, for example, maintain strict
adherence to norms pertaining to Sahhath and dietary law oh-

in a Jewish Congregation” (Ph.D diss., University of California, Los
Angeles, 1978).

34 See United Synagogue of America, Survey of Synagogue Membership,
New York: 1965, .

35 See Marshall Sklare, Jewish Identity on the Subnrban Frontier (New
York: Basic Books, 1967); ‘“Jewish Religion and Ethnicity at the
Bicentennial,” Midstream 21 (November, 1975): 19-28;, and America’s
Jews. Sce also Charles Liebman, The Ambivalent American Jew:
Politics, Religion and Family in American Jewish Llfe (Philadelphia:
Jewish Publication Society of America, 1973),
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servance at the organizational level, so must the school announce
official goals which imply the promotion of behavior which coheres
with such norms. Yet, just as the parent organization makes no
demands -upon members’ extra-organizational conduct, so (00 is
the scbool constrained against doing likewise; for a demand, how-
ever subtle, upon a child’s religious behavior is by extension a
demand upon his or her parents. Schools may therefore be
constrained by organizational requirements to announce goalg whicb,
if vigorously pursued, might imperil the viability of the superor-
dinate system — the congregation which the school serves. Schools
may thus be constrained to fail in one sense (viz. changing students’
religious behavior) in order to succeed in another sense (viz. re-
cruiting' and maintaining a critical mass of organizational partici-
pants). Geoffrey’ Bock’s analysis of religious school effectiveness,
which indicates that schools are more likely to significantly ef-
fect pupils’ “public Jewishness” (e.g. their participation in Jewish
organizations) than their “private Jewishness” (e.g. their patterns
of ritual observance) offers implicit support for this -premise.®® X
would also maintain that the former outcome is often contingent
upon-the lattex.
- Ambiguous -educational goals and objectives may be viewed as a
device which links the above-mentioned outcomes. Because vague
and ambiguous objectives subsume, or mask the varying personal
goals and expectations of organizational participants, they serve
as an effective conflict management and consensus engendering
mechanism, Moreover, ambiguous ‘objectives may be viewed as
possessing greater appeal to potential organizational participants
than more specifically stated objectives. On the other hand, the
presence of ambiguously stated educational objectives may be said
to obstruct effective instruction and meaningful evaluation. As one
‘'writer bas commented :

When clearly defined goals are lacking, it is impossible to evaluate

a course or program efficiently, and there is no sound basis for
selecting appropriate materials, content, or instructional methods.37

36 Geoffrey E. Bock, The Functions of Jewish Schooling in America (New
York: American Jewish Committee, 1982).

37 Robert Mager, Preparing Instructional Objectives (Palo Alto, Cali-
fornia: Fearon Publishers, 1962), 3. '
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An Empirical Study

In 1981-82, the author conducted a study designed to investigate
preferencing attitudes toward Jewish school objectives which varied
in terms of ambiguity and specificity.® The study tested the fol-
lowing hypotheses:

1. The greater 1he degree of ambiguity with which an objective
is stated, the greater the degree of desirability accorded the
objeclive by organizational participants.

2. The greater thc degree of specificity with which an -objective
is stated, the lesser 1he degree of desirability accorded the
objective by organizational participants.

3. The greater the degree of ambiguity with which an objective
is stated, the greater the degree of obtained colisensus among
orgamzatmnal participants regavdmg the demrabﬂlty of 1he
objective.

4. The grealer the degree of specificity with which an objective
is stated, the lesser 1he degree of conscnsus among -organiza-
_lional participants regarding the desirability of the objective.

The degree of ambiguity or specificity with which an instructional
objective was stated served as the study’s main indcpendent vari-
able. The author generated a hierarchical continuum of objectives
ranging from highly ambiguous to highly specific, in each of five
content areas which are commonly treated in supplementary re-
ligious schools. The content areas included: Hebrew Language,
Bible, Jewish Holidays and Rituals, Prayers, and Israel. Each of
the continua contained five objectives. . :

The criteria employed to differentiate the various lcvcls of am-
biguity and specificity of objectives relate to the specificity/ambigui-
ty of the verb used to designate desired student behavior; the gen-
erality/specificity of the content to be treated; the presence or
absence of given conditions by which evidence of learning is to
be obtained; and the presence or absence of standards of anticipated
student performance. The hierarchy is illusirated by the following
five objectives, the first being the most ambiguously stated, and
the last, the most specifically stated:

38 Reynolds, “Organizational Goals.”
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1.  Students will be introduced to the Jewish Bible,

2. Students will explore lhe book of Exodus,

3. Students will be able to chronologically order 1he major events
associated with the exodus from Bgypt.

4, When given a list of biblical personalities, stndents will be able
to identify those associated with the exodus from Egypt,

5. When presented with ten biblical quotations, students will be
able to identify at least four of five which are associated with
the exodus from Egypt,

Groups of randomly selected judges were asked to rank order
the five objectives in each content category by perceived degtree
of ambiguity/specificity. Eight judges assigned rankings to each
set of objectives with no judge ranking more than one set. The
rankings assigucd by judges were then compared to the hierarchies
established by the author.®® Spearman rank-difference correlation
coefficients were computed to measure the strength of association
between judges’ rankings and the criteria-generated hierarchies.
Each pair of ranked continua were found to be significantly cor-
related (p < .05). On the basis of these findings, it may be con-
cluded that the independent variable was shown to possess validated
ordinal properties.

Two dependent variables were utilized. The first measured for
degree of desirability or undesirability attributed to the various
educational objectives by respondents. A five-point Likert scale
was employed, which called upon respondents to judge each ob-
jective as: very desirable; desible; not sure; undesirable; or very
undesirable. The second dependent variable, degree of consensus
elicited by each objective, was measured by calculating the variance
of Likert-scale estimations of each objective’s desirability. The
greater the variance, the lesser the consensus, and vice-versa. The
study’s hypotheses anticipate that higlily ambiguous objectives will
tend to elicit higher desirability scores and smaller variances, while
more specifically stated objectives will tend to be associated with
Jower desirability scores and higher variances.

“Through a stratified random sampling procedure, 667 partici-
pants were selected for participation in the study. Of these, 437

39 See Reynolds, “Organizational Goals,” 130-133 for a complete descrip-
tion of the criteria used to establish the hierarchies,
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were parents of children currently receiving a supplementary reli-
gious education (grades aleph through hay) in one of eight Con-
servative congregational afternoon schools which were stratified
on the basis of membership, school size, dues, and geographic
location. In addition to parents, 54 tcachers, 8 admiuistrators, 10
rabbis, 80 congregational board members, and 78 school commnit-
tee members were sampled. Of the 667 persons sampled, 261 (39
percent) complcted and returned usable questionuaite instruments.
The average age of those responding was 40.5 years with a
standard deviation of 8.07. Respondents’ median age was 39.4
years. Although nearly equal numbers of males and females were
sampled, 63.2 percent of respondents were female.

In addition to the main independent variable (level of ambiguity/
specificity of objectives) several potential modcrating variables were
identified. Congregational affiliation-by-congregation and role-ca-
tegory (i.e. parents, teachers, board members, rabbis school com-
mittee members, and administrators) comprised nominal variables.
Additional moderator variables included respondents’ age, sex,
level of religious observance, and level of religious educational at-
tainment.*°

Each of the participants received a mail questionnaire which
called upon them to assign preference ratings to 25 educational
objectives (five scrambled hierarchical continua in each of five dif-
ferent content areas). Additionally, the instrument asked respon-
dents to designate two objectives which were believed to be par-
ticularly attractive to potential congregational members, and two
objectives which were believed to be particularly unattractive. To
control for the effects of content category preference,*! respondents

40 A modified version of a religpious observance scale utilized by Him-
melfarb in “Religious Schooling” was employed. Religious educational
attainment was measured in aggregated hours, following the table of
hours-per-year equivalencies calculated by Himmelfarb.

41 It was conceivable that some participants might consider one objective
more or less desirable than another on the basis of its content category
rather than by virtue of the degree of ambiguity or specificity with which
it was stated, The ensuing data analysis revealed no significant content-
category interaction effects, save for a possible interaction between
level of religious observance and category preference for the Prayer
and Holidays{Rituals content areas,
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were asked to rank order fen content categories (which included
the five categories refiected by the continua) by the degree of im-
portance personally -attributed to each. The questionnaire also con-
tained items designed to measure respondents’ level of religious
observance,* religious educational attainment,*® age, and sex. Each
questionnaire was coded in a manner which allowed the investiga-
tor to determine the congregational affiliation and role-category of
respondents,

Findings

Table 1 reveals the mean desirability scores (N==261) and asso-
ciated variances elicited by each of the twenty-five objectives. The
higher the- mean score, the greater the desirability accorded an
objective, The larger the variance, the lesser the consensus regard-
ing the desirability of the objective. The objectives are listed in
order of increasing specificity, with level one indicating the most
ambiguous objective in a hierarchy, and level five mdlcatmg the
most specifically stated objective, -

" As is apparent from an initial inspection of the data, those ob-
jectives which were stated in more ambiguous terms tended to be
associated with higher desirability scores and lower variances than
objectives stated iih more specific terins. A significant negative as-
sociation between desirability scores and associated variances was
found to exist, with a Pearson r of —82 (p < .03). The sirength
of this relationship indicates a strong association between the main
independent variable and the second dependent variable (consen-
sus). Were all other factors equal, one would expect to find similar
degrees of variability associated with both the most desirable and

42 Respondents were assigned to two levels of religious observance, Those
who indicated that they used separate sets of dishes for meat and dairy
products were considered “more observant,” and those who did not
were considered *‘less observant.” '

43 Three levels of religious educational attainment were assigned, Those
receiving > 3,000 aggregate hours comprised a “high attainment” group.
Those with > 2,400 but < 3,000 hours comprised an “intermediate at-
lainmeni” group, and those receiving <2 2,400 hours were assigned to a
“low attainment” group. See Reynolds, “Organizational Goals,” 143-145,
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TABLE 1

Mean Desirability Scores and Associated Variances of Resporises
by Objective, Content Area, and Degree of Ambiguity/Specificity

Level
Objective  Ambiguity/
Content Area (No) . Specificity Mean Scores " Variance
2 1 4.414 397
: : o1 2 3,920 520
Israel 11. 3 3.70¢ 564
4 4. 3.701 741
21 5 3.299 818
5 1 4.682 379
: 8 2 4.307 483
Bible 17 3 3.835 484
135 -4 4.119 467
12 b 31456 749
10 1 4.724 339
3 2 4636 332
23 3 4,119 505
Holidays/Rituals 18 4 3.724 954
24 5 4199 629
14 1 4.257 - 518
. _ 20 2 4,142 576
Prayer 25 3 31.640 793
9 4 3.613 754
6 b 3.674 1.097
22 1 4.651 451
13 2 4146 556
Hebrew 16 3 3.920 - .920
: 1 .4 3,498 920
19 s 3,330 576
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tbe most undesirable objectives. We infer from the obtained data,
however, that the substantially lesser degree of consensus (or larger
variances) associated with the least desirable objectives is explained
by the greater degree of specificity with which these objectives
are stated.

To test for significant differences between obtained mean desirabili-
ty scores (N=261) at each level of ambiguity/specificity, analyses
of variance and covariance with repeated measures were performed
upon mean scores associated with objectives falling into each of
the five coutent hierarchies. Statistically significant differences
(p < .05) were found within each of the five content areas. Post-
hoc Scheffé tests were then performed to isolate all significant dif-
ferences.

Level one objectives (those stated most ambiguously) elicited
significantly higher mean desirability scores than level three, four,
and five objectives within cach of the five content hierarchies. Level-
one objectives also scored significantly higher in desirability than
level-two objectives within three of the five hierarchies (Bible,
Tsrael, and Hebrew). Level two objectives scored significantly
higher than level five objectives within each of the content cate-
gories, scored significantly higher than level four obejctives in three
arcas (Prayer, Holidays, and Hebrew) and scored significantly
higher than level three objectives in all content areas but Hebrew.
Level three objectives scored significantly higher than level five
objectives within three content areas (Bible, Israel, and Hebrew),
and scored significantly higher than level four objectives in the
areas of Prayer, Holidays, and Hebrew. Level four objectives scored
significantly higher tban level five objectives in two content ca-
tegories (Bible and Israel). In only two instances did an objective
of greater specificity elicit a significantly greater mean desirability
score tban an objcctive of greater ambiguity. In both cases, a level
five objective .scored significantly. higher than a level four objective
(in tbe areas of Prayer and Holidays).

Aggregated mean desirability scores for each group of five ob-
jectives by level of ambiguity/specificity (across content areas)
were computed and subjected to analyses of variance and covariance
witb repeated measures, and Scheffé tests. It was found that aggreg-
ated level one objectives elicit significantly higher (p < .05) mean
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desirability scores than did aggregated objectives at all other levels
of ambiguity/specificity. Similarly, levcl two objectives scored sig-
nificantly higber tban aggregated level three, four, and five ob-
jectives. Aggregated level tbree objectives received scores which
were significantly higher than aggregated level five objectives. No
significant differences were found between aggregated level tbree .
and level four objectives, or between aggregated level four and level
five objectives. _

Table 2 shows both composite mean desirability scores and
variances associated with eacb group of five objectives, clustered
by level of ambiguity/specificity. As can be seen, the variance as-
sociated with each group of objectives increases at each succes-
sively bigher level of specificity. The Pearson r for aggregated
means and variances by level of ambiguity/speeificity is a significant
-94 (p < 05). .

The data indicate that the main independent variable exerts a.
significant effect upon both the degree of desirability and/or un-
desirability . accorded an objective, as well as on the extent of con-
sensus regarding the desirability or undesirability of an objective.
More ambiguously stated objectives were judged to be significantly
more dcsirable than more specifically stated objectives, and pro-
duced significantly higher levels of consensus about. their desirabili-
ty than did more specifically stated objectives. These findings serve
to confirm tbe study’s hypotheses.

TABLE 2

Composite Mean Desirability Scores and Associated Variances by Level
of Ambiguity /Specificity

Level :
Ambiguity} Composite

Specificity Mean Scores Variances
most 1 4.5472 4202
ambiguous 2 42288 4988
’ 3 3.8474 6118
most 4 3.7466 7686
specific 5 3.5934 .8940
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Tbe relationship between the main independent -variable and
degree of desirability accorded objectives was not significantly
moderated by pariicipanis’ congregational affiliation, age, or sex.
Several significant interactive effects, however, were found to exist..
Tbe professional group (teacbers, administrators, and rabbis) tended
to accord greater desirability to more specifically stated. objectives .
tban did parents, or lay-leaders (board and school committee mem--.
bers). Of the seven objectives which produced significant differences.
between professionals and laymen, six were eitber level four or
level five (most specific) objectives. Conversely, - the lay-leader
group tended to accord significantly higher desirability. to the more
ambiguously stated - objectives than did professionals.

It is possible that an interactive effect between religious ob-
servance and content-area preference exists. Of the five objectives:
wbich produced significant differences between the “more obser-
vant” and “less observant” groups, three were associated with tbe
Prayer content category, and a fourth was associated witb the
Holidays/Rituals category. In each of these instances, the “‘more
observant’’ group judged objectives to be significantly more desir-
able than the “less observant” group.

Only three objectives produced significant differences among
groups which varied in terms of religious educational attainment.
Those in the “high attainnent” group judged two level-four ob-
jectives to be significantly more desirable than did those in the
“low attainment> group. Those in the “intermediate attainment”
group accorded significantly greater desirability to one level-four
objective than did tbose in the “low attainment” group. The rela-
tive absence of interactive effects, given the relatively greater de-
gree of response variance associated with the more specifically
stated objectives, testifies to the discriminating power of the main
independent variable. Objectives which were classified at levels
four and five produced nearly three times as many significant dif-
ferences between the various participant groupings than did level
one and level two objectives.

It will be recalled that respondents were asked to indicate two
objectives which they considered likely to be regarded as “bigbly
attractive” by potential congregational members, and two objectives
which were likely to be regarded as “highly unattractive.” Level
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one objectives .received ‘“‘highly attractive” designations a total of
434 times, whereas level five objectives received only 11 such desig-
nations, Conversely, level five objectives received “highly unattrac-
tive” designations a total -of 260 times, compared to but 5 such
designations for level one objectives. Clearly, actual congregational
participants regard more ambiguously stated objectives as stronger
inducements to organizational participation than more specifically
stated objectives.

Conclusion

The employ of ambiguously stated educational objectives by Jewish
religious schools may be said to effectively perform several - im-
portant functions for .the congregations which such sehools serve.
For one, ainbiguous goals offer stronger inducements to organiza-
tional participation than do specifically stated goals, Secondly, am-
biguous goals function as an effective conflict-management device
by encompassing and subsuming the private goals of individual
pamicipants within vague pronouncements which are objectionable
to few. From a systems perspective, vague and ambiguous goals
can therefore be said to contribute to organizational effectiveness:

The rationalist approach to organizations, however, .can only
regard the presence of vague and ambiguous goals as problematic
impediments to effectiveness. The notion of an organization seek-
ing the most efficient arrangement of its human and material re-
sources in the service of attaining inteuded goals presumes the
existence of readily discernable and realizable goals. Thus, that
which is regarded by one perspective as enhancing effectiveness, is
viewed, a priori, by another perspective as impairing effectiveness.
And there, we are faced with an .apparent methodological quan-
dary.

Those wishing to deny the existence of such a dilemma might
contend, with some justification, that the weak link in tlie chain
of premises which underpins this thesis lies in the notion that educa-
tional effectiveness is in some manner eontingent upon the presence
of specifically stated goals and objectives. The behavioral objectives
orientation is, after all, but one of several possible approaches to
comprehensive curriculum, Yet, to abandon the notion that edu-
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cational objectives which designate intended, post-instructional
student behaviors are necessary to the educational process (and
more specifically, to the effectiveness of teaching) is to pose both
a methodological and an epistemological problem.

If teaching is to be conceived as a series of intentional activities,
its- intents ought properly be subject to articulation by teachers.
That is not to say that certain kinds of educational goals ought to
be abandoned simply because it is difficult to assess a school’s
effectiveness in achieving them, but rather to assert that the goals
of teaching should be subject to expression as specific intents, if
teaching is to be regarded as a deliberate, systematic, and rational
set of activities.

Most extant attempts to assess the effectiveness of Jewish schools
have implicitly followed the rationalist premise which seeks to cal-
culate effectiveness by determining the extent to whieh instructional
activities succeed in achieving tbeir intended consequences. Yet,
few schools frame their objectives in terms of specific, intended
student behaviors, for reasons which have just been illuminated. In
so -doing, then, researchers commit a compound error., First, they
tend to employ official goals as the criteria against which effective-
ness is estimated. Second, because these goals are often too vague
and/or ambiguous to serve as meaningful referents of school ef-
fectiveness, investigators infer sets of measurable or observable cri-
teria which are only implied by official goals, and then use these
as the critical referents of effectiveness.

The concept of organizational effectiveness is exceedingly com-
plex. Since organizations pursue multiple goals which may be simul-
taneously conflicting and interdependent, it is unlikely that any
single, generalizable measure of cffectiveness can provide a suf-
ficiently robust indication of overall effectiveness to satisfy the
requirements of basic research. Effectiveness is difficult to gauge
in an unidimensional, linear manner, Strategies which utilize but
one of several methodological approaches to the assessment of ef-
fectiveness are ultimately of a tendentious nature, and are likely
to yield truncated analyses. '

‘Estimations of effectiveness entail judgment. Judgments, if they
are to be reliable, entail criteria, and criteria emerge most often
from organizational goals. The concepts of organizational effective-
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ness and organizational goals are in this manner inextricably
interrelated. The complexity of the effectiveness concept derives
largely from the problematic nature of organizational goals. This
paper has illustrated several ways in which the conception and
institutionalization of organizational goals impinge upon the scope
and validity of effectiveness studies.

If the effectiveness of Jewish schools is to be assessed in a more
comprehensive manner than has heretofore been the case, a goal
concept which allows for a multiple-perspectives analysis - of
organizational behavior is required. One source for the adaptation
of such a concept is found in the work of Herbert A, Simon, who
observes that organizational goals emerge as a set of constraints
npon decision-making.** Decisions are made within the framework
of a set of constraints (goals), with organizations attempting to
make decisions which are optimal in terms of the constraints they
face. Simon would thus gauge the effectiveness of a Jewish school
in terms of the optimality of decisions {or behaviors) which it
makes, given all relevant constraints, including survival considera-
tions, satisfaction of participants’ individual and collective expecta-
tions, and environmental forces and factors. The adoption of this,
or a similar approach to the assessment of Jewish schools’ effective-
ness is required if we are to escape the enigmatic conclusion that
Jewish schools must often fail in order to survive.

44 Herbert A, Simon, “On the Concept of Organizational Goals,” Ad-
ministrative Science Quarterly 9 (June, 1964): 1-22,



EVALUATION IS IT GOOD FOR JEWISH
EDUCATION?

Adrianne Bank

Introduction

Is evaluation good for Jewish education? My answer fo the ques-
tion is an equivocal yes. The reason for my equivocation is ex-
periential: I am a professional evaluator in geueral education, and
have over the past ten years come to know the destructive side of
evaluation. Evaluations of agencies, schools, or programs that are
improperly conceptualized and managed, and evaluations -that are
done for overtly political reasons with no intention of being im-
partial and fair, can wreck people’s careers and- leave organizations
in -disrepair. And I have been part of policy-orieuted evaluations,
legitimately conceived by fundiug agencies to investigate programs
which had gone awry. They have burdened administrators and
teachers with costly testing and record keeping tasks, accumulat-
ing masses of data that did not provide the information that was
sought.

The reason for my essentially positive response about the poten-
tial benefits of evaluation in Jewish education is also experiential.
I have confidence that evaluation activities can enlighten, clarify,
restructure, and improve educational programs and situations in
classrooms and schools, as well as help in policy making. It is
those positive, improvement-oriented activities that I would like
to see introduced into Jewish education.

More than a personal response, however, based on experience
is needed to answer the question posed in the title. A dialogue about
the desirability and utility of cvaluation in supplementary Jewish

116
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education is just now beginning. I would like to see that dialogue
intensified. I believe that we should not prematurely foreclose the
benefits tbat evaluation can bring to Jewish education because we
fear its misuse. I believe that we should not draw back from using
an available tool because it has sharp cutting edges, but rather
should experiment witb its appropriate use within the Jewnsb
setting,

It is now time to open the discussion about how to evaluate
Jewish supplementary schools and their programs, as well as the
work of other educational agencies in the Jewish community, We
should learn what we can from the experience of evaluation in
secular education, exploring the limnits and adaptions needed in
Jewish education. We could cull from the tradition particularly
Jewish forms of evaluation. We sbould think about how evalua-
tion in Jewish settings might relate to personnel, programs, institu-
tions — bow it would interact with policy making, administration,
and- instruction.

Participants in discussions about evaluation should be university
and seminary personnel concerned with the training of educators.
Lay educational and Federation leaders who are in a position to
commission and fund such studies should also be involved. Princi-
pals, teachers, parents, and especially students should be encouraged
to discuss educational evaluation: what it means to them and how
it should be done.

This paper is a first attempt on my part to frame an agenda for
that discussion. I believe that several issues need to be raised be-
fore a serious community-wide answer to the question of whether
evaluation is beneficial for Jewish education can be attempted.

Among them are: What can we learn from twenty years of educa-
tional evaluation in general education so as to avoid re-making
costly mistakes? What are the characteristics of Jewish education
tbat must concern us when introducing such evaluation into those
settings? How do we think about using evaluation and its poten-
tial for making Jewish programs and schools better able to meet
their objectives? In this paper, T will briefly describe how I see
the current state of secular educational evaluation, indicate some
of the characteristics of Jewish educational settings and the chal-
lenge they pose for evaluation, and then outline some of the coms
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ponents of an agenda for conceptualizing evaluation within Jewish
education.

THE CURRENT STATE OF EDUCATIONAL
EVALUATION

How do I define the term evaluation? I do not want to select one
from among the number of definitions current today within the
field of educational evaluation and argue for its pre-eminence.
There is too much legitimate disagreement within a diverse field
to do so. Rather, I will be talking only about the evaluation of
educational programs and the evaluation of Jewish schools as
institutions. Although personnel evaluation is important, I will not
be discussing the evaluation of principals, teachers, or the grading
of individual students. In this paper, I am more interested in those
evaluations which are intended to serve focal needs for informa-
tion than in those designed for comprehensive national policy
making, although the latter should be part of the evaluation agen-
da discussion which I recommend. Additionally, I have in mind
evaluations that could be used for on-going improvement of Jewish
schools and programs — what is called formative evaluation —
rather than evaluation for final judgments about the ultimate wortb
or merit of schools or programs — that is, summative evaluation.

For the purpose of this paper, I am defining evaluation as the
systematic selection, collection, analysis, and dissemination of in-
formation of use to decision makers. In contrast with other modes
of inquiry, it calls for verifiable evidence, presented in either num-
bers or language, and publicly acknowledged standards.

In the early days of Ametican education — that is, before 1945
—- evaluation and measurement were synonymous entities. They
both claimed the legitimacy of scientific method, and both focused
on assessing individual student differences. Little attention was paid
to programs and curricula.® But in 1949 Ralph Tyler, building
on his earlier experience with the Eight Year Study, challenged
this view in his classic Basic Principles of Curriculum and Instruc-

1 B.G. Guba and Y.S. Lincoln, Effective Evaluation (San Francisco:
Jossey-Bass, Inc., '1981).
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tion.® He asserted that evaluation is the process of determining the
extent to which either the desired changes in student behavior or
the desired outcomes of an educational program were occurring.
Tyler’s rationale enlarged the scope of evaluation activities, dis-
tinguished them from student measurement, and made them a
vehicle for curricular and instructional improvement.

Widespread government-initiated program evaluation began in
earnest in the U.S, in 1965, stiunulated by the passage of the Ele-
mentary and Secondary Education Act. But only the Tyler ra-
tionale and Cronbach’s 1963 article on “Course Improvement
Through Evaluation” empbasized improvement over compatison
as a guide to evaluators.®

During this early period, it was not clear how an educational
program should be described — how it was to be delimited and
distinguished from the on-going flow of activities in a school. Al-
though procedures for monitoring, auditing, or holding officials
accountable for the expenditure of funds were available, few acade-
mies in education had cxperience in evaluating funded educational
programs to assess their worth, to compare one with another, or
to improve their operational effectivcness.

In the ten years from 1965 to 1975, the growing evaluation com-
munity produced many new program evaluation models: the coun-
tenance model,* the Provus discrepancy model,® Stufflebeam’s Con-
text-Input-Process-Product model,® Popham’s instructional objective
approach,” and Eisner’s connoisseurship model.® These models

2 Ralph W, Tyler, Basic Principles of Curriculinn and Justruction: Syl-
fabus for Education, (Chicago: University of Chicago Press, 1949) : 360.

3 L. Cronbach, “Course Improvement Through Evaluation,” Teachers
College Record, 64 (1963).

4 R.B. Stake, “The Countenance of Educational Evaluation,” Teachers
College Record, 68 (1967): 523-540,

5 M. Provus, Discrepancy Evaluation (Berkeley, CA: McCutchan, 1971).

6 DL, Stufflebeam et al,, Educational Evaluation and Decision-Making
(Itasca, IL: Peacock Publishing, 1971),

7 W.I. Popham, Educational Evaluation (Englewood Cliffs, NJ: Pren-
tice-Hall, 1975},

8 E.W, Eisner, “The Perceptive Eye: Toward the Reformation of Educa-
tional Evaluation,” (Stanford, CA: Stanford Evaluation Consortium,
December, 1975},
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either “extended Tyler’s outcome-oriented approach or took a dif-
ferent view altogether.

Each of these models presented its own formulation of what
should be evaluated (e.g., programs’ intentions or objectives; evalu-
ator hypotheses; student inastery; student outcomes or behaviors;
instrumental values of education). And each suggested what data
should be collected (e.g., student test scores; observation of class-
rooms; other measurable phenomena either obtrusive or unob-
trusive}. In spite of the differences, however, Guba suggests that
all these early models are similar to one another in a fundamental
way: they are pre-ordinate, calling for a formal, prespecified design,
sample, set of instruments, before the start of the evaluation, and
a formal written report at the end of the evaluation.? They follow
a scientific paradigm, aim to be objective, and measure phenomena
by means of instruments presumed to be valid and reliable.

Guba contrasts these pre-ordinate models with a group called
responsive models largely developed after 1975. These include
Stake’s responsive model,’® Parlett and Hamilton’s illuminative
evaluation,! Patton’s utilization-focused evaluation,** and Gold’s
stakeholder model.?® These later evaluation models, in spite of the
differences- among them, are informal in nature. They are shaped
by on-site participants’ concerns, needs, or problems. Their ad-
vocates assert that the evaluation design and its instruments be
renegotiated on an on-going basis, that evaluations encourage com-
munication and feedback with clients and participants, that evalva-
tion efforts produce progress and final reports that contain nar-

9 Guba and Lincoln, Effective Evaluation,

10 R.B. Stake, ed., Evaluating the Arts in Education: A Responsive Ap-
proach (Cotumbus, Ohio: Merritl, 1975).

11 M. Partett and D. Hamilton, “Bvaluation as litumination: A New
Approach to the Study of lnnovatory Programs,” Occasional Paper,
No. 9 (Bdinburgh: Center for Research in the Educational Sciences,
University of Edinburgh;, 1972).

12 M.Q. Patton, “Alternative Evatuation Research Paradigm” (Grand
Forks, ND: North Dakota Study Group on Evatuation, 1975).

13 N. Gold, “Stakeholders and Program BEvatuation: Characterizations and

" Reforms,” in Stakeholder-Based Evaluation, New Directions for Pro-
- gram Evaluation, No. 17, ed. R.J. Wootridge and E.R, House (San
Francisco, CA: Jossey-Bass, Inc.,, March 1983).
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rative, anecdotal, and integrated descriptions. These more recent
models are interactive, and look to anthropology, investigative jour-
nalism, and management consulting rather than to the hard sciences
for their root metaphors.

This array of pre-ordinate and responsive models is bew1ldermg
to those who want to conduct or commission an evaluation, They
confuse even the academic evaluation community; and there have
been various attempts to classify- the distinctions among them on
dimensions such as definitions, function, objects of evaluation, in-
formation to be collected, audience, steps, methods of inquiry, and
standards for evaluation.**

With the field of general educational evaluation in such flux, can
the Jewish educational community make sense of the more than
forty alternative programn evaluation models? An evaluation con:
ducted in accordance with one model seems quite likely to provide
different information about a program than an evaluation conducted
by a second model. Should someone in the community mandate a
single model or group of models? If so, on what basis? Who
should decide? And, most important, what results can we expect
from ecither pre-ordinate or responsive evaluations that we have
not already reaped from the expert reviews wbich have been com-
monplace in Jewish cducation for the past 80 years? Those who
engage in building thc agenda for evaluation in the Jewish com-
munity must familiarize themselves with the current state of educa-
tional evaluation so that they do not, simplistically and premature-
ly, adopt only one definition of or approach to evaluation,

Characteristics of Jewish Supplementary Education:
Implications for Evaluation

When 1 entered Jewish education four years ago as an evaluator
who bad worked many years previously in general education, I

14 D.L. Stufflebeam and W.J. Webster, “An Analysis of Alternative Ap-
proaches to Evaluation,” Educational Evaluation and Policy Analysis
2 (1980); 5-20. D. Nevo, “The Conceptualization of Educational Evalu-
ation: An Analytical Review of the Literature,” Review of Educational
Research 53 (Spring, 1983): 117-128.
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was greeted cordially but warily. The warning which I heard most
often was ‘“Jewish afternoon schools are not like the public schools.
You can’t evaluate them the same way as you do secular educa-
tion.” -

I know now that this warning was correct. Jewish schools and
programs cannot be evaluated in the same way as general educa-
tion. schools and programs. But T ain convinced that some way can
be found to evaluate them effectively and with benefit to children,
educators, and the community, I believe that within the changing
field of educational evaluation are perspectives and techniques that
can be usefully adapted to the supplementary school setting. In
addition, the early and recent history and philosophy of Jewish
education contain the seeds of evaluative activities which may be
uniquely Jewish. I do not know what these latter Jewish evaluation
approaches might be, although colleagues have suggested some
which have promise. They should be identified and addressed.

I would like to begin conceptualizing the relationship between
evalvation and Jewish education by considering the challenge that
the current characteristics of Jewish schools pose for the evalua-
tion of educational programs and their institutional functioning.

The characteristics of Jewish supplementary education that were
mentioned to me most ofien by my friends as indicating the in-
advisability of evaluation can be grouped into two areas. First
are those pertaining to the substance of Jewish education — that
is, the purposes of Jewish education, the subject matter taught,
and the nature of instruction in Jewish schools. The second are
those characteristics pertaining to the institution of Jewish supple-
mentary education — that is, the context, governance, and ad-
ministration of Jewisli supplementary schools.

Substantive Characteristics

Purposes. Researcliers, curriculuin developers, educators and those
who have had intimate involvement with Jewish supplementary
education have, at one time or another, expressed frustration with
the variety of purposes which Jewish supplementary education is
supposed to serve. This variety of purpose is reflected in passionate-
ly held positions about the function of schools. Are they supposed
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to affect students’ knowledge? Skills? “Attitudes? Values? Current
or future behaviors? Reflecting the diversity is the teaching of
the Hebrew language, sometimes taught for conversation, some-
times for reading proficiency, sometimes for assessing source ma-
terial, sometimes only for Bar or Bat Mitzvab preparation. The
relative emphasis placed on topics in Hebrew, Bible, history, holi-
days, ethics, and current problems, and the goal to be achieved
within each topic area seem to diffcr from time to time and place
to place, depending on ideological affiliation, rabbi or principal
preference, complexion of the school board, or teacher skills. Tbe
confroversy about tbe purpose of Jewish education, overall, and
about what a particular school is to do, often creates differences
within classrooms and school-wide coniusion.

Because educational goals aud objectives, even within a single
scbool, may not be clearly defined — either becausc of confiicting
individual preferences or because of overall inattention to goal
setting — some say that evaluating a Jewish school’s educational
program is not possible. These individuals say that without clearly
articulated program or student expectations and outcomes, it is dif-
ficult to assess the extent to which educational purposes are being
achieved. They would argue that evaluators of Jewish education
either have to encourage the formulation of such outcomes or give
up on program evaluation. These people suggest using a Tyler
outcomes-oriented model or one of its refinements, whereby the
evaluator and others idcentify the desired pupil or programn out-
comes and measure the extent to which these are achieved.

In my view, tbe challenge for evaluation in those Jewish settings
where objectives are ambiguous can be formulated as a question:
Will adopting an objective-based evaluation model assist in the
overall educational effort? That is, will applying techniques by
which the implicit objectives held. by various groups are brought
to the surface contribute to better teaching and learning in that
school? Or will such a process be diversionary, time consuming,
non-productive? If tbe first qucstion is answered in the affirmative,
the occasion of an evaluation or the introduction of an evaluation
system can press a school towards defining and focusing its educa-
tional pragms. If, on the other hand, a search for consensus on
educational purposes is likely to be divisive, politically difficult,
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with no payoff beyond being the first step-in an evaluation process,
then I would suggest that other available evaluation models, such
as the goal-free, decision-making, and utilization-focused models,
be uiilized. These evaluations might start with identifying high
visibility problems that need to be solved or important decisions
that need to be made.

Subject matter. The subject matters taught in Jewish education
range from those wbich are sequential and testable — e.g., reading
proficiency in Hebrew — to those which are attitudinal and largely
unobservable — e:g., commitment to Jewish values. There are some
subject matters which have a specific body of facts to be mastered
(e.g., Jewish history) and others which are matters of interpreta-
tion and understanding (e.g., text study). For those who state that
underlying much of the content of Jewish education is concern
for long-term character development rather than for short-term
mastery, evaluation focusing on short-term mastery seems inap-
propriate and irrelevant. They argue that it makes little differcnce
if students can perform well on a test of facts about Jewish history
or the nature of holiday observance if neither of those subjccts be-
comes of enduring importance in the students’ life, At the same
time, others argue, equally cogently, that refrospective studies which
try to correlate adult attitudes and. beliefs with their hours of study
in Jewish schools without regard for the quality of the instruction
are misleading, They would further point out the fact that such
evaluations do not have any payoff in present day program im-
provement, One cannot do anything about programs which have
long since disappeared, nor change current programs based on
adult memories of their own schools.

The challenges for evaluation then become: Can be subject mat-
ters taught in the various programs within a Jewish supplementary
school be evaluated in their own terms? Can we developed tests
for such subjects as Hebrew reading which will measure immediate
student outcomes and indicate where individual students need as-
sistance, or where entire programs need revision? Can we siinul-
taneously develop ways of thinking about the more complex, more
affective, more intuitive areas of the curriculum that will allow
us to better understand what students are understanding or mis-
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understanding, so that we can change the programs to meet their
needs? For example, it hay been observed that a traditional method
for assessing how well a student was doing in Talmud study was
to evaluate the questions he was raising rather than the answers
he was providing. Modern-day evaluators might begin to think
about developing ways for classifying and criteria for judging the
complexity, originality, and scope, of student questions. If we find
that students are not asking high level questions, we could begin
to explore the reasons for this and perhaps change teaching methods.

Instruction. Two aspects of instruction of Jewish supplementary
schools need special attention because they have direct bearing on
the issue of how and whether evaluation can benefit educational
programs in supplementary schools. The first is student tine on
task, the second is teacher span of control.

The time children spend in supplementary Jewish education is
clearly different in both quantity and quality than the time they
spend in their secular schools. They are involved with secular studies
for approximately 15,000 hours until they graduate from high
school. However, even a most dedicated student in supplemnentary
school is likely to be involved a total of about 2,400 hours (ten
years X 40 weeks X six hours a week = 2,400). Children who
attend Sunday school two hours a week only receive a total of
about 800 hours of formal instruction over ten years. This small
amount of time allocated to Jewish studies is further diminished
if we calculate the likely amount of high quality engaged learning
time. It has been estimated in research studies in public school
clagses that the usual ‘classroom details of getting ready, opening
books, handing out papers, changing activities, dealing with disci-
pline, etc., can occupy up to 40 percent of allocated instructional
time. Add to that clildren’s fatigue late in the afternoon or early
on Sunday and one begins to see that the instructional impact that
Jewish education can make is likely to be small. This fact, it is
argued, -would tend to make student outcome-oriented program
evaluations in Jewish education very discouraging, The likelihood
would be that student outcomes in terms of pre- to post-instruc-
tional changes in their knowledge, skills, attitudes, or behaviors
would be modest. And if one looked to students’ level of satisfac-
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tion with the program as a measure of program success, on¢ might
be unavoidably pitting soccer against -study. The proponents of
this argument say that evaluation resulis might unfairly undermine
belief in the valve of Jewish education and erode our commitment
to it. '

The challenge for evaluation, I belicve, lies in discussing this issue
frankly and fully. Student outcomes-oriented evaluations might be
helpful in pointing out the effects of trying to teach a curriculum
where there is insufficient time for mastery, where the effort to
tcach everything results in learning nothing. An evaluation con-
ducted in a spirit of trust and without intention to blame could
be helpful in guiding educators to do well that which is possible
given the amount of student time that can be spent on a task.
Evaluations, often perceived as a method for discovering failure,
can be viewed also as a way of identifying success. There are,
indeed, many educational efforts in supplementary schools which
are tailored to the available time and are effective and valuable;
well conceived evaluations can provide these efforts with credibility
and with publicity.

The teachers’ span of control — those factors which they can
change — in supplementary schools differs considerably from their
span of control in public schools. In addition to the very short
amount of time that teachers have with students, and the less than
optimum nature of that time, teachers in supplementary schools
often have fewer instructional options available to them. They
do not have a variety of instructional materials that they can as-
sign to children for remedial or enrichment activities. They often
do not have their own rooms or storage areas in which to keep
a collection of materials. They may be hampered by small seats
for large students, or large desks for first graders. They may
not have paid preparation time, staff development time, in service
training time, or readily available and knowledgeable colleagues
to provide them with support and advice about how to vary their
instruction. Under these circumstances, then, of what use is evalu-
ation that points out either deficiencies or successes if there are
no alternatives to current practice available for use? If one assumes
that evaluation findings should point out areas for improvement,
and if there is very limited likelihood of improvement occuring
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because of conditions heyond the control of teachers, why spend
the time and the money to evaluate?

The challenge for evaluation here is plain. In the recommenda-
tions which they extrapolate from their findings, evaluvators should
encourage discussion of feasible ways in which to move. It may he
the ohligation of evaluators in Jewish education to point the way
to alternatives to current practice which should he considered. For
example, evalvation findings and recommendations can he used as
the heginning of conversations among concerned individuals as to
how the teachers’ or the programs’ span of control might he modified
80 that program improvements can he made or how financial and
human resources need to he augmented or allocated differently.
Evaluators and evaluations can focus the attention of lay leaders,.
rabbis, principals, and teacher on classroom characteristics which
need attention if supplementary education is to be effective.

nstitutional Charactenstics

Those whe assisted me in understandmg Jewish education often
pointed to the differing contexts within which secular and Jewish
education occurs. Secular education, they argued, is an essential
part of the American majority culture, It is well financed, has a
defined structure througliout the Uited States, and is compulsory.
Jewish education is, hy contrast, seen hy many as peripheral and
voluntary, 'The context for the two educational systems is so dif-
ferent that any attempt to transfer knowledge gained in one sphere
to the other is doomed to failure,

Furthermore, they said, the powerful structure of secular educa-
tion is clearly defined with many federal, state, and local agencies
and groups working on educational matters, By contrast, Jewish
education is fragmented, deceniralized, and without a strong in-
frastructure of supporting organizations. Finally, they pointed to
the often chaotic administration of local schools — the transiency
rate for hoth principals and teachers, the turnover in school hoards,
the variations in rahbinical control or participation in education.

All this, they argued, makes Jewish educational institutions so
different from public schools that evaluations appropriate within
public school settings have little relevance to the Jew1sh supple-
mentary setting,
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In response, X would say that the field of evaluation has learned
much about the reality of public education in the last two decades.
The institutional reality of public education is closer to the insti-
tutional reality of Jewish education than many belicve, X will briefly
indieate tlie nature of what we have learned.

Context. We know that the educational system in the United States
is.decentralized, with constitutioual authority over education located
in the states, and school operations allocated to districis. Accom-
panying this decentralization of authority is great diversity of public
opinion about what should be the goals of education. Just as in
Jewish settings, these differ from state to state, city to city, and,
within schools, from teacher to teacher. .

The current euvironment in which public schools operate has
been characterized as turbulent. The turbulence comes from many
quarters: from social changes that producc population mobility
or unexpected increases and decreases in the size and types of
students served by a given school; from political changes that
affect school financing, desegregation policies, personnel practices;
from educational changes that have schools picking up or putting
down various educational reforms. _

The context in whick American schools operate, therefore, can
be described as decentralized, pluralistic, goal diffuse, and tur-
bulent. A similar situation — lack of centralized authority, local
control, conflicting goals and objectives obscured by unarguable
general statements of purpose, turbulence in the environment —
also characterizes the systein of Jewish supplementary -education.

Like American public schools, Jewish schools have to deal with
multiple inputs — from the ideological group with which they are
affiliated, from the community, from the synagogue. Rabbis, lay
boards, parents, administrators, and teachers all have a legitimate
voice ‘in -determining what the school will do, There is no single
centralized -authority. Local control over educational policy and
local variation in practice is a fact of life in the Jewish cominunity
as it is, for the most part, in the American public educational com-
munity.

“The importance of considering such local variation in evaluating
public education has only recently been recognized by the educa-
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tional evajuation community in the United States. Early evaluators,
following scientific research tradition and attempting to standardize
data collection so as to get common indicators across sites, often
overlooked or minimized local factors. In interpreting the data,
and in formulating action plans to improve programs, it was dis-
covered that suchb data may have misrepresented both the suc-
cesses and tbe failures of local programs, _

So, the educational evaluation community has come to under-
stand the importance of considering the context in which programs -
or institutions operate. We now know tbat we must look at both the
processes and the outcomes of any program or institution witb full
awareness of unique circumstances. The responsive models of
evaluation mentioned earlier — the stakeholder and the utilization-
focused approaches — are particularly well-suited to conducting
evaluations attuned to the needs of a particular scbool. Evaluation
in public education has become more locally focussed and situa-
tion-specific. Such an orientation is especially appropriate in Jewisb
settings.

Governance. Within the past five years, a number of sociologists
have been examining schools as organizations to try to determine
how they have survived in the face of administrative. structures
which do not conform to the ideal structures defined in classical
organizational theory. These researchers have coined the term
“loosely coupled” to describe the way in whicb the various levels
of the public school system operate.® Instead of the pyramidal
structure of most bureaucracies, where individuals at one level su-
pervise individuals on the level immediately below them (or, con-
versely, where people below are accountable to the people above),
most educational organizations operate as loosely connected con-
federations. Witbin certain sometimes overlapping spheres of in-
fluence, teachers, administrations, and policy groups operate with
relative autonomy.

Appearances to the contrary notwithstanding, there is little for-
mal bureaucratic accountability in tbe public school educational

15 K.E. Weick, “Bducational Organizations as Loosely Coupled Systems,”
Administrative Science Quarterly 21, (1976): 1-19,
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seiting. That is, policies made at the top — whether at the state
level or at the district level or at the school level — do not auto-
matically get carried out at the next lower level. Attempts to in-
troduce accountability procedures into public schools, on the as-
sumption that they can be made to operate like a mythical Amer-
ican business, have usually met with failure.

It is a commonplace that Jewish supplementary schools are also
loosely coupled. The more uncharitable would say that they are
completely de-coupled. Teachers do what they please in the class-
room, There is a sense of laissez-faire in many Jewish schools, es-
pecially ‘on matters of organizing curriculum across grade levels
or insuring quality instruction, Board and administrator attention
is more often directed to issues such as enrollment, staffing, budget-
ing, and the often present need to put out fires than to educational
programs,

Of what use is it to our discussion of evaluation to know that
schools in general and Jewish schools in particular are loosely
coupled?

Evaluators have come to recognize the importance of under-
standing such factors about organizations from two perspectives.
First, they now understand that data collected from one set of
actors in a school system does not necessarily generalize to other
actors in the system, That is, teachers see issues, school problems,
school outcomes from their own vantage point — as do principals,
board members, rabbis, parents, or students,'® Studies have shown
that teachers from a variety of schools are more similar to one
another in how they think than are the teachers, administrators,
and parents in the same school. A second reason for evaluators
to understand how loose coupling works in most educational insti-
tutions is that such a concept reorients one’s thinking about what
can be done to improve the functioning of a program or institu-
tion. Bureaucratic accountability which implies clear role definitions
linked by acknowledged lines of authority and responsibility can-
not be put into effect: Building quality into public and Jewish
education can’t depend on orders being issued and executed. Alter-

16 J.W, Meyer and B, Rowan, “Institutionalized Organization: Formal
- Structure as Myth and Ceremony,” American Journal of Sociology
83 (1977): 340-363, -
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natives such as team building, open communication systems, and
organizational development strategies must be developed.

Towards an Agenda for Evalvation

Having raised questions about evaluation in Jewish education, I
would like to suggest several dimensions for thinking about how
they might be answered.

Evaluation, purpose. 1t is essential that we begin to formulate ways
to productively look at Jewish education so that it serves our com-
munity and individual needs, The purpose, then, of introducing:
evaluation into Jewish education is to improve the learning of Jew-
ish children. For the present, formal Jewish education is organized
into schools, so that improvement in Jewish learning for most
children will mnost likely comne through analysis of the supplemen--
tary schools and their programs.*?

Evdluation emphasis. Evaluations should not be used as clubs
with which to beat schools into improvement. Evaluations should
not be used to “hold people accountable” when the reasons for
their non-performance lie beyond their ability to change. Evalua-
tions can be used to assist in piecemeal improvements to tlie opera-
tion of schools by “helping members of the policy-shaping com-
munity deepen their understanding of a program, a social problem,
or the decision-making mechanism itself. Evaluative inquiry should
raise questions, produce classifications and provide alternative views
that are otlierwise unlikely to emerge.” *

Evaluation settings. Schools as institutions and educational pro-
grams within schools, then, should be the unit of attention.'® This

17 The argument that the entire system of supplementary schools needs
to be rethought is tangentiat to this discussion, Evatuation findings
might play a rote in contributing to such rethinking, but these kinds
of major poficy changes are likely to be considered from far wider
perspectives.

18 L. Cronbach et al., Toward Reform of Program Evalugtion (San Fran-
cisco, CA: Jossey-Bass Inc., 1980).

19 John Goodlad, A Place Called School (New York: McGraw H111

1984).
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makes even more sense in tbe Jewish seting than in tbe public
setting, given the decentralization of the Jewish supplementary sys-
tem, and the uniqueness of each school in relation to its board, its
synagogue, its community, its environment, The particulars of any
evaluation must be suited to the needs of the individual school.
Evaluations can do a variety of tbings: provide a snapshot of stu-
dent outcomes, explore and resolve pressing problems, help schools
develop intcrnal and ongoing procedures to become reflective and
self-renewing places of learning. Since this is the case, interested
members of the scbool community — parents, teachers, board
members, rabbis, and administrators — must determine the evalua-
tion emphasis wbicli will yield the most benefits,

But individual schiools, especially with the problems of educator
transiency, inadequate training, and lack of slack resources, cannot
do it alone. They need encouragement, guidance, and technical
assistance from a variety of sources. These will have to come from
support groups outside the schools. Educational institutions within
tbe Jewish community must determine how to provide these.

Evaluation methodologies. The full range of existing incthodolo-
gies should be made accessible to the Fewish community. Educa-
tional evaluators should be invited to speak and expound their
views. Jewisb scholars interested in exploring traditional approaches
to evaluating Jewish education should also be encouraged to do so.

Evaluation benefits. Evaluations whose findings are not likely to
be utilized should not be undertaken in the first place. But utiliza-
tion should be conceived of broadly. Evaluative findings can be
used as input for discussion, can create time for reflection, can
help reallocate resources. Evaluative findings can introduce new
cvidence, generate alternatives, and be a good guide to directed
change. ‘Evaluations wbicb provide educators and policy makers
with timely, credible information relevant to their needs, which
clarify alternative courses of action, and which are supported by
the resources to take action, can be an important element for
directed change in Jewish supplementary education.
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Conclusion

Is evaluation good for Jewish education? We won’t know until
we try it and evaluate it. Ts it worth trying? That is, does the cost
of training evaluators, funding evaluations, encouraging schools to
engage in the process, overcoming their fear, resistance, distrust,
anxiety, outweigh the possible benefits? I think it worth the attempt.
I believe we should start small and build up experience and com-
mitment. We could begin with a pilot test in a region or with a
cluster of schools, We could identify and use the appropriate .
knowledge about evaluation that already exists within the Jewish
and the secular educational communities.

Before starting, we should think about the conditions which
would predispose our initial efforts towards success. We should
understand that we are infroducing an innovation into the Jewish
educational community and into particular schools. We might bring
to bear on this topic hard-won research knowledge about how
educational innovations are adopted and implemented. We might
also apply to this task our current understanding about how educa-
tional institutions change. We nced to find ways to legitimate the
idea of evaluation and give it visibility and prestige; we should
collect and disseminate examples of successful evaluations, and
infer the lessons to be learned from them.

We need also to attend to the practical: finding the funds; identi-
fying and utilizing the skills, capabilities and interests of individuals
in universities, bureaus, schools and informal settings, and training
others; forming networks of likeminded, interested people; arrang-
ing for incentives and motivations to evalute.

There is a lot to do. Let us proceed with caution, but let us
proceed.
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DEMOGRAPHIC BACKGROUND
TO DIASPORA JEWISH EDUCATION

U.0. Schmelz

Introduction

Demographic processes determine the size of the Jewish school
age population, the number of children and youths to whom
Jewish schooling addresses itself. Demographic information on
the current and prospective size of the Jewish school age pop-
ulation in any given country or locality is obviously necessary
for knowing the number of potential Jewish students for Jewish
educational institutions.* The same information is also needed
for computation of enrollment rates in Jewish educational insti-
tutions; these rates indicate the prOpoxtlon of young Jews receiv-
ing formal Jewish education.

While the respective demographic data should thus be very
basi¢ requirements for administrators, planners, and researchers
of Jewish education, in actual fact they are often lacking due
to the great lacunae that exist in the documentation on Jewish
Diaspora populations.

The purpose of this short article is to describe to Jewish educa-
tionists, in general terms, the determinants and main trends of
the size of the Jewish school age populations in the Diaspora.®
A prominent conclusion from these trends will be the remarkable

| Some institutions of Jewish education, particularly in Latin America,
alsp enroll non-Yewish students,

2 See also U.0. Schmelz and Sergio DellaPergola, “Demography and
Jewish Education — the Project for Jewish Educational Statistics,”
Yahadut Zemanenu (Contemporary Jewry), vol, II (Jerusalem: Magnes
Press, 1985).
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instability in the numbers of Jewish children and youth — an instab-
ility that has prevailed in recent decades and will continue in the
near future, Realization of this fact should be of great practical
importance for Jewish educational services.

Determinants of Jewish School Age Popuplation

The number of children and youth in any population at a given
time depends on the size of the birth cohorts that occupy the
relevant ages at that time. For instance, the total of youngsters
aged 3-17 corresponds to the number of those persons currently
living in the respective population who were born 3-17 years
earlier. Thiy number is determined primarily by the initial size
of each component birth cohort as well as by any intervening
changes from birth until the time studied.

The original size of each yearly birth cohort is, in turn, the
result of several factors: magnitude of the population; its age-sex
composition, particularly the proportion of persons of the main
reproductive ages; and the average devel of fertility. For any
subpopulation ¢ whose members contract “mixed marriages” with
members of other subpopulations, the fertility level determining
the original size of any birth cohort is that which accounts for
the number of newborn who effectively belong to the subpopula-
tion in question. The original size of any birth cohort is graduvally
modified by mortality, migrations, and, in the case of subpopula-
tions, by the net balance of affiliative changes (accessions minus
recessions).

The demographically advanced populations of the world, which
are generally found in the highly developed countries, experienced
a ‘“baby boom” of longer or shorter duration after World War II.
This extended in North America from the mid-1940s to the end
of the 1950s. The baby boom was followed by a drastic fertility
decline until the mid-1970s. Since then fertility has fluctvated at
a very low level. In the United States, for instance, the average
fertility of white women dropped from 3.5 children in the second

3 A religiously, ethnically, or socioeconomically defined section among
the entire population of a territory,
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half of the 1950s to 1.7 in the second half of the 1970s; the
same low level was reached in Canada and even lower ones
in some Buropean countries. The recent reduction of fertility in
the highly developed countries has been connected with a weaken-
ing of familism: marriages are relatively fewer than before and
take place at a later age, while informal unions and divorces are
on the increase. In these countries, fertility has become not only
very low but also insufiicient in the long run for “demographic
replacement” — i.e., maintenance of population size. This would
require, at minimal empirical mortality, an average of 2.1 child-
ren per any woman and an appropriately greater average per
married woman, In the shorter run, most of these populations still
have a modest level of natural increase, since their age structure
is as yet influenced by the greater fertility of the past. They are
all, however, rapidly undergoing demographic aging. The com-
paratively many persons born around the 1950s were in their
most reproductive ages around 1980, and a marked increase in
the birthrate — an “echo effect” of the earlier baby boom —
could therefore have been expected in the developed countries.
In fact, however, this age-structure related increase was definitely
modest because of the far reduced fertility.

The overwhelming majority of Diaspora Jews now live amhong
demographically very advanced populations. Even where this
characterization does not apply to a country’s entire population,
the Jews themselves follow the patterns of the demographically
more advanced social strata (c.g., in Brazil and South Africa). In
conformance with their surroundings or reference groups, the
Diaspora Jews have experienced since World War 11 a baby boom
of greater or lesser duration and salicnce and, subsequently, a
strong fertility decline accompanied by rapid aging. However,
within this common framework, the demography of the Diaspora
Jewries presents peculiarities which are of direct relevance to
this article.t

4 See also U.0O. Schmelz, “Jewish Survival — the Demographic Factors,”
American Jewish Yearbook 1981; U.0. Schmelz and Sergio Della-
Pergofa, “The Demographic Conscquences of U.S. Jewish Population
Trends,” American Jewish Year Book 1983.
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Wherever data are available, they have indicated that the recent
fertility of the Diaspora Jews liag been even lower than that of
their neighbors in the same country or, if ascertainable, in the
same city. It is very low indeed and by itself insufficient for de-
mographic replacement. In the United States around 1970 it was
assessed from several sources as approximately 1.5 children per
Jewish woman. A long series of local community studies under-
taken in the U.S. around 1980 showed very low proportions of
young children — indicative of very low birth rates — despite
the above-inentioned echo effect of the baby boom, which should
have boosted natality. The same surveys revealed very low ratios
between the numbers of young children and the numbers of women
in the reptoductive ages; there low ratios were indicative of very
low fertility. In neighboring Canada, where satisfactory statistics
on the Jews are available from the official population censuses,
the average fertility of Jewish women during the intercensal dccade
1971-1981 was computed as only 1.6 children,

Moreover, the reproduction of Jewish Diaspora populations
does not directly depend on Jewish fertility per se but on “ef-
fectively Jewish” fertility — thus excluding newborns with a Jew-
ish parent who are not themselves considered Jews; i.e. excluding
a part of the children from mixed couples. Out-marriages of Jews,
their now most frequent form — a mixed marriage in which each
partner maintains, at least nominally, his own religion — and
the demographic consequences of such marriages are complex
phenomena and insufficiently documented by statistics. Mixed mar-
riages of Jews are very common in some countries, especially in
Europe, and they have been rapidly increasing in North America
since the 1960s. Their proportion is generally greater in small
rather than in large Jewish populations. As both partners nominal-
ly retain their different religions, the direct consequences of the
mixed marriages for Jewish population size are shifted to the
next generation. They depend both on any differentials in fertility
between mixed and endogamously Jewish couples (there is some
evidence of even lower fertility among the former), and on the
identification of the newborn as Jews or not. If less than half of
the children from mixed unions are Jews, a loss is incurred by
the Jewish population as compared to the parent generation.
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Such a loss is known, or assumed, to occur in many Diaspora
countries, though jts occurrence has been disputed in the United
States. However, while the issue certainly requires additional
elucidation, the existing evidence preponderantly militates against
complacent conclusions. Already in 1970-1971, the National Jew-
ish Population Study - the only country-wide Jewish survey ever
conducted in the U.S. — showed that about three quarters of the
children from recently contracted mixed unions were not Jews;
and that among the 04 year old children in all the houscholds
with at least one Jewish person 22 percent were not identified
as Jews,

Virtually everywhecre in the Diaspora the Jews are more aged
as a group than the general populations of the corresponding
couniries and cities. This disparity is largely due to the fact that
the Jews have already for many decades had lower fertility levels
than their neighbors. In consequence, the main reproductive ages
now tend to be comparatively less represented among tlie Jews.
This, in turn, reduces the birth rate of the Jews, at any given level
of fertility, compared to a more youthful population. Compounded
with the low Jewish fertility and, in particular, the even lower
effectively Jewish fertility, the demographic aging of the Diaspora
Jewries further depresses their current birth rates.

Most Diaspora populations are now small, In 23 of the 74
countries where the Jews were estimated to number one hundred
or more as of 1984, the Jewish population was less than one
thousand, and in 40 it was less than five thousand. If this is the
situation with regard to entire countries, the smallness of many
Jewish populations is still more evident in individual localities —
resulting iu a multitude of small local Jewries even in the major
Diaspora countries, including the United States. This fact is of
relevance for Jewish education because a population that is small
and of low fertility will have few children -~ possibly with an
irregular age structure — and will be less able to provide the
population for Jewish schooling, especially in its more elaborate
and expensive forms,

Mortality, especially child mortality, is intrinsically very low
in tlie Diaspora. Nevertheless, the death rate of the Jews is higher
than average in most countries and cities, because of the pro-
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nounced aging of the Jewish populations, namely the greater
proportion of elderly among them. In addition to low birth rates,
the comparatively high death rates affect adversely the natural
increase of Diaspora Jews — which is the balance of births and
deatlls — and are apt to render it negative.

International migratious of Jews between Diaspora countries as
well as the volume of aliye have been rather limited since the mid-
1960s, except for sizable movements from the Soviet Union to
Isracl and the United States which, however, were also virtually
stopped in the early 1980s. The net balauce of olim and yordim
has so far brought about a reduced total number and enhanced
aging of those Jews who remained in the Diaspora. Some of the
more important recent migrations of Diaspora Jews have been
internal within countries: residential shifts between cities and su-
burban areas, and inside tliem, Insofar as such shifts — for instance
in the United States — tend to result in smaller and less veteran
Jewries in many urban and suburban neighiborhoods, they han-
dicap the efficient provision of Jewish communal services, includ-
ing education.

The balance of affiliative changes entails net assimilatory losses
in most Diaspora Jewries. In our times, when religious conver-
sions are comparatively infrequent, these losses are rather due
to informal dropouts. A peculiar and important manifestation is
the above-mentioned loss to the Jewish population of children
from mixed marriages. Informal affiliative change is a com-
plicated topic to both define and measure; the statistical docu-
mentation is deficient, and, when' emanating from Jewisli sources,
often biased. The general impression is that net losses are usually
incurred by the Jewish Diaspora populations. Though this also
has been disputed for the United States, some recent informa-
tion points in the same dircction.® At any rate, it shouid be
realized that the existing Diaspora populations comprise not in-
considerable proportions of “marginal” Jews whose own or whose

5 TYor instance, data (though only compromising a small number of
Jewish cases) which indicate that the Jews have the most negative
balance of conversions versus disaffiliations among the major religious
denominations in the U.S. See Tom W. Smith, “America’s Religious
Mosaic,” American Demographics (June 1984).
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children’s continued Jewishness is in doubt. Therefore Jewish
population estimates for the Diaspora — including my own,®
which indicate figures already reduced for currently relevant de-
mographic reasons — ought to be viewed with this longer-term
caveat appended.

Of late, the balance of internal demographic changes — both
natural and affiliative — has been, in the great majority of Dias-
pora Jewries, either close to zero or negative. An extérnal migra-
tion surplus can mifigate or offset a negative balance of internal
dynamics; an external migration deficit will aggravate it.

Trends of Jewish School Age Population

Table 1 presents a succinct picture of the striking changes in the
size of the Jewish school age population in the Diaspora over
the period 1965-2000. The data are based on my estimates and
projections for the Jewish populations of the world, whose sources
and methodology are explained in other publications.” Demo-
graphic projections are, of course, not prophecies. Their task is
to show quantitatively how populations of given size and com-
position will develop if certain assumptions concerning the various
possible factors of change should materialize. It is usual in pro-
jection-making fo apply alternative assumptions, both out of cau-
tion and so that comparison of the differing versions may indicate
a plausible range of future development. Three versions are pre-
sented here. They have each resulted from sumination of a series
of regional projections for the Jewisli population in each of the
geographical sections of the Diaspora. Eastern Europe, wlere
Jewish schooling virtually does not exist, is not included. The

6 U.O. Schmelz, World Jewish Population — Regional Estimates and
Projections, Jewish Population Studies no. 13, (Jerusalem: Institute of
Contemporary Yewry, Hebrew University, 1981); U.Q. Schmelz and
Sergio DellaPergola, “World Fewish Population 1984,” American Jewish
Year Book 1986,

7 U.O, Schimelz, World Jewish Population — Regional Estimates; U.Q.
Schmelz, Aging of World Jewry, Jewish Population Studies no. 15,
(Jerusalem: Institnte of Contemporary Jewry, Hebrew University,
1984}).
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medium projections have assumed continuation of low fertility
and moderate assimilatory losses; the low projections also assume
continued low fertility but greater assimilatory losses, the high
projections envisage a gradual fertility rise to replacement level
at the end of this century, and moderate assimilatory losses. All
three versions account for low mortality and for a moderate
extent of interregional migrations — including to and from Is-
ragl — by the Jews. |

The period covered by table 1 begins in 1965, when: (1) the
geographical distribution of the Diaspora Jews had, on the whole,
assumed its present shape, followiug the Holocaust and the mass
migrations, notably aliya to Israel, that lasted from the late 1940s
to the mid-1960s;® and (2) the size of the Jewish scliool age
population was still at a high level, because in 1965 ages 3-17
werc as yet mostly occupied by large cohorts boin during the
prolonged baby boom (extending to the end of the 1950s) among
U.S. Jewry.

While table 1 applies to the Diaspora as a whole (except for
Fastern Europe), the evolution displayed is strongly influenced
by U.S. Jewry which accounts at present for nearly tliree quarters
of the total population considered in this table.

Since the base year 1965 tle general trend has been a drastic
reduction in the number of Jewish  children and youth in the
Diaspora, in consequence of the intervening fertility decline. More-
over, the school age population in the Diaspora will remain much
diminished as compared to its 1965 dimensions, until year 2000
and beyond. Within this basic pattern, table 1 displays some in-
stances of moderate rises in the Diaspora school age population
after 1975, These are respectively due to an echo effect of the
baby boom by 1985; or, in the high projection for year 2000,
to the assumption of a renewed fertility rise that characterizes
this version, At any rate, the present size of the Jewish school age
population is far lower than it was twenty years ago, and it will
remain so into the beginning of the next century according to

8 The majority of subsequent Jewish emigrants from the Soviet Union
went to Israel, Both the Soviet Union and Israel are outside the geo-
graphical scope of table 1.



DEMOGRAPHIC BACKGROUND 145

all versions of the projections. This applies even to the high pro-
jection, because of the moderate and gradual character of the
fertility rise there assumed, and because of the concurrent shrink-
age in the number of potential parents (after its expansion during
the baby boomn echo around 1980).

Moreover, if the school age population is defined as the 3-17-
year olds, it comprises 15 ages. Because of the marked changes
that have occurred in the size of the Jewish birth cohorts during
any 15-year span since the middle of this century, different dyna-
mics apply to each of the three age groups distinguished in table
1. During a given time span, some of these age groups may de-
crease while others increase, and vice versa.

The major decrease of the 3-5 year old children occurred
already between 1965 and 1975, when the immediate post-baby
boom cohorts of U.S. Jewry, which were still rather large, were
replaced by the much smaller cohorts born in the natality slump
of the nearly 1970s. After a plausible slight increase in the early
1980s, due to the echo effect of the baby boom on the frequency
of the main reproductive ages, further evolution will depend on
the following factors: the future fertility levels, the size of the
parent generation, and the extent and demographic effects of
out-marriages. Of these factors one is already empirically known
and applies equally to all versions of the projections: the num-
ber of prospective Jewish parents will decrease between 1985 and
2000, because at the latter date they will mostly belong to the
cohorts born in the 1960s and early 1970s. This by itself wil
operate for a reduction in the number of Jewish newborn.

The number of 6-11 year old Jewish children in the Diaspora
changes, on the whole, similarly to that of the 3-5 year olds.
However the decreases during 1965-1985 were even sharper, be-
cause those aged 6-11 in 1965 still belonged to earlier and there-
fore larger birth cohorts, and because the number of their age
mates as of 1985 had been boosted less by the echo of the baby
boom than had the Jewish children aged 3-5 in 1965 or in 1985,
tespectively.

By 1965 the Jewish youngsters aged 12-17 in the US. (ie.,
the majority of the Diaspora) belonged to large baby boom
cohorts; in part they still belonged to comparatively large cohorts
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by 1975. Consequently the great decrease in their number oc¢-
curred only between 1975 and 1985. The projection figures for
year 2000 are relatively higher regarding the adolescents than
the younger age groups because the former comprise carlicr and,
under tbe pertinent circumstances, bigger birth cohorts than the
latter.

It may be briefly added that, if present demographic trends of
very low fertility and of assimilatory losses should continue in
the Diaspora, further diminutions of the Jewish school age pop-
ulation would ensue after the year 2000.° The efiects of any con-
tingent fertility rise among the Diaspora — such as has been
exemplified by the high projection up to year 2000 ~— would de-
pend on its magnitude and timing, as well as on any concurrent
changes in the number of prospective Jewish parents, While some
resilience of fertility is by no means impossible, the experience
of the last decades should caution against exaggerated expecta-
tions — particularly with regard to effectively Jewish fertility,
which will also be affected by the future extent and consequences
of out-marriages.

An important inference that can be derived from table 1 is
that even a large drop in the absolute number of enrolled Jewish
students need not necessarily imply a reduced enrollment rate
because the absolute number of Jewish children and youth declined
so much in its turn. This can be tellingly illustrated by the data
from the United States, where consecutive censuses of Jewish
schools were held. Table 2 shows the great reduction in the num-
ber of students, as reported by these censuses, but points to the
likelihood that nevertheless the enrollment rates — relative to
the diminished size of the Jewish school age population — need
not have declined and may even have risen somewhat. Caution
is required in the latter respect, because the quality of the suc-
cessive Jewish school censuses may have varied; in particular,
the earlier ones may have been less complete.* Be that as it may,

9 Except for the possible but definitely transient eftect of a second echo
of the baby boom, which might temporarily increasc the number of
prospective parents early in the 21st century.

100 The 1981/82-1982/83 U.S. Jewish school census, conducted in con-
junction with thc Hebrew University of Jerusalem, used different meth-
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it is worth emphasizing that the striking reduction in the re-
ported number of students of Jewish educational institutions can
be explained primarily by the demographic fact of a much-di-
minished school age population among the U.S. Jews.

The demographic evolution indicated by the two statistical
tables confronts the Jewish educational services in the Diaspora
with an essentially declining trend and great instability of their
potential for students. If such are tlie underlying demographic
realities for the Diaspora as-a whole, the situation is even less
steady in small Jewries of countries, and especially of individual
localities and ncighborhoods, where residential changes may en-
hance the instability of the Jewish school age population. All these
demographic processes pose serious chiallenges of which the ad-
ministrators, planners, and researchiers of Jewish educational ser-
vices should be cognizant.

Variations and changes in enroliment rates of Jewish education
have been left outside the scope of this article. They can be due
to different demand for formal Jewish education by parents and
children; and/or to different supply of facilities because of the
opening or closing of Jewish classes and entire schools. Enroll-
ment rates may vary or change specifically according to age and
sex of the children, as well as according to type of Jewish educa-
tion (e.g., day schools or supplementary schools). The demo-
graphic dynamics outlined herein, together with the shifts in en-
rollment rates, determine the changes in the size of the student body
that actually receives a formal Jewish education.

ods than its predecessors, See article by Allie A. Dubb in this volume;
and N. Genuth, 8. DellaPergola and A.A. Dubb, First Census of Jewish
Schools in the Diaspora 19812-198213: International Summary. (Jew-
ish Educational Statistics, Research Report 3) (Jernsalem: Institute of
Contemporary Jewry, Hebrew University, 1985).
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TABLE |

U. 0. Schmeliz

Nunﬁber of Jewish Children Aged 3-17 in the Diaspora (exciuding Eastern
o - - Burope)

 Rough Estimates and Projections, 1965-2000

Ages: 3-17
(total) .35 611 12-17
Absolute NMumbers
1965 2,048,000 360,000 872,000 816,000
1975 1,524,000 231,000 533,000 760,000
1985 1,228,000 251,000 502,000 475,000
2000, Projections:
Medium 1,079,000 173,000 405,000 501,000
Low 950,000 145,000 353,000 452,000
High 1,317,000 235,600 509,600 573,000
Index Numbers (1965 = 100}
1965 100 100 100 100
1975 74 64 61 93
1985 59 69 57 58
2000, Projections:
Mediom 52 48 46 61
Low 46 40 40 35
64 65 58 70

High
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TABLE 2

Enrollmcnt of Jewish Children Aged 3-17 in US, Jewish Educatlon
1966/7 to 1981/2-1982/3 .

Absolute Nwumnbers Index Numberse

. . — Enrollment
Year Children1 Students Children Students Rales?®
196677 1,539,000 554,000 100 100 34-38
1970 11 1,383,000 457,000 90 82 31-35
197475 1,165,000 392,000 76 1 32-36
19789 - 962,000 357,000 62 64 35-39
1981/2-1982/3 915,000 372,000 59 67 39-43

1 Central values of range of probahle estimates,
2 19667 = 100,
¢ Students per 100 Jewish children; range of estimated rates



THE IMPACT OF JEWISH EDUCATION
ON THE RELIGIOUS BEHAVIOUR
AND ATTITUDES OF BRITISH SECONDARY
SCHOOL PUPILS*

Stephen Miller

Introduction

To what extent does Jewish schooling affect religious attitudes and
behaviour? This important question has generated a good deal
of empirical .research in the past decade or so, but still lacks a
definitive answer. The evidence which has emerged is relatively
inconsistent both with regard to the nature, and even the direc-
tion, of the relationships observed.! Thus, for example, Fuchs’
study of 384 Jewish pupils in Kansas City led to the conclusion
that the intensity of Jewish education has a very significant positive
- relationship with Jewish identification and that the link between
the two may well be causal, Cohen, on the other hand, in a study

-

This study forms part of a general research programme directed by
Mr, Menachem Levin, Department of Torah Education, Jewish Agency,
Istael. T am grateful for the assistance of my colleagues Professor E.
Krausz and Dr. M. Bar Lev in preparing this report.

G. Bock, “The Jewish Schooling of American Jews” (PhD. diss., Har-
vard University, 1976). B. Chazan, “Jewish Schooling and Jewish Identi-
fication in Melbourne,” (The Institute of Contemporary Jewry, The
Hebrew University of Jerusalem, 1980}, S, Cohen, “The Impact of
Jewish Bducation on Religious Identification and Practice,” Jewish So-
cial Studies 36 (1974):316-326. J. Fuchs, “Relationship of Jewish
Day School Bducation and Student Self Concepts and Jewish Identity”
(Ph.D. diss., University of California, 1978). H. Himmelfarb, “The
Impact of Religious Schooling,” (Ph.D. diss, University of Chicago,
1974).
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of 626 students in New York, finds no relationship between at-
tendance at a Jewish day school and attitudes to Judaism when
the influence of parental religiosity is taken into account. Yet a
third study, in this case of young Jews in Melbourne, actually shows
a negativc relationship between Jewish schooling and subsequent
attitudes, although the ncgative impact was limited to the specifi-
cally religious components of Jewish identification.?

The lack of convergence between such studies is perhaps not so
surprising when one allows for the dranatic differences that exist
in the nature of Jewish schooling in different communities, But it
is not only the Jewish institutions that vary; there is good evidence
that the nature of Jewishness itself changes from one national or
social context to another. Compare, for example, Himmelfarb’s
factor-analytic study of Cbicago Jewry with Chazan’s research
into the effects of Jewish education in Melbourne. In Himmelfarb’s
sample, Jewish identification was multidimensional, encompassing
eight somewhat specific factors such as commitment to ritual be-
haviour, strength of social ties with Jews, intensity of religious
belief, and sor forth. Chazan, using a questionnaire closely modelled
on that used by Himmelfarb, found such high correlations be-
iween the various items that only two general dimnensions emerged
from his factor analysis — a “religious” dimension which included
spiritual beliefs and individual aspects ¢f ritual beliaviour, and
an “ethnic” dimension which included Jewish social, cultural, and
Israel-oriented behaviour, The implication would seem to be that
Jewishness in Melbourne has a more simplistic and unified struc-
ture; Chicago Jews have a more varicgated pattern of attitudes and
beliefs.

The conclusion to be drawn from these studies is that there can
be no universal answer to the question of how Jewish education
affects attitudes and behaviour. 1t would seem that both the de-
pendent variable (Jewish identification) and the independent vari-
able (Jewish scliooling) take on different values in different na-
tional or even local research contexts. For this reason there can
be little hope of establishing a general model of the effects of

2 F. Goldlust, “The Impact of Jewish Bducation on Adolescents,” in Jews
in Australia, ed. Peter Medding (Macmillan, 1973).
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Jewish education, but it is still possible to develop a local model
for each community which has the desire and the resources to
evaluate its own educational performance.

The Anglo-Jewish community has a poor record in this respect,
but this paper reports one of the few studies of Jewish educational
outcomes, It looks specifically at attitudes and behaviour rather
than at the acquisition of knowledge, and it focuses on immediate
rather than long-term outcomes. The project forms part of a wider
programme of research concerned with 11-18 year old Jewish
students in Jewish and non-Jewish secondary schools in the United
Kingdom.® '

Aims and Design of Research

The general aim is to assess religious attitudes and behaviour and
to relate these to educational and social variables, including the
students’ perception of Jewish education and their suggestions
for change. Within this broad context, the specific issues addressed
here are: (1) The nature of Jewish identification in young British
Jews and (2) the effects of full-time Jewish education, and other
relevant variables, on different aspects of Jewishness.

The full survey comprises a 167-item questionnaire administered
{0 a sample of 1,400 Jewish students in years 1, 3, and 5 of selected
British secondary schools. The full questionnaire includes measures
of: '

religious behaviour
attitudes to Judaism, Israel, and Jewish survival
attitudes to Jewish studies and teaching methods
- affiliation to Jewish and non-Jewish groups
intentions with regard to visiting and living in Israel
expected religious orientation in adulthood
form and duration of Jewish education
background variables: parental religiosity, age, sex, etc.

PN R WD e

3 This research was initiated by Mr. Menachem Levin during his period
as Head of the London office of the Torah Department, The work has
“been kindly sponsored by the Jewish Education Development Trust
and the London Board of Jewish Religious Education,
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The questionnaire items consist mainly of closed questions. The
data is filed on compuier at City University, London, and represents
a substantial data base for use in future educational and social
rescarch investigations.

Measures Used

For the purposes of this report the critical sections of the questlon-
naire were:

1.

ARSI

Twenty-five attitudes statements reflecting various aspects of
Jewish identification. The items were based loosely on Chazan’s
questionnaire adapted for British use, and used a five-point
Likert response scale.* The items are reproduced in full in ap-
pendix 1. :

A set of seven closed questions relating to ‘“‘easy” and “more
demanding” aspects of ritual behavior. The intention here was
to develop a graded (Guttman) scale of ritual observance simi-
lar to that devised by Krausz and Bar-Lev, but capable of dis-
eriminating between individuals of moderate to low levels of
orthodoxy.® The items: are described later in the arficle.
Predictor variables, including:

Secondary school type (Jewish or Non-Jewish)
Primary school type (Jewish or Non-Jewish)
Number of years in Heder

Parental religiosity (assessed by respondent)
Age

Sex

Selection of Sample

In the full survey three kinds of schools were sampled, but in
this report only two categories are considered:

4

Chazan, “Jewish Schooling.”

5 E, Kraus and M. Bar-Lev, “Varieties of Orthodox Religious Behaviour:

A Case Study of Yeshiva High School Graduates in Isragl » The Jewish
Journal of Sociology 20:59-74.
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Type of School- No. of Schools No. of Students

Full-time Jewish - 5 438

Non-Jewish schools offering less than
2 hrs. Jewish Studies each week 7 468

Schools in the Jewish category comprise all but three of the seven
Jewish secondary schools of significant size in the UK. The missing
schools can be classified as right wing Orthodox and were not
willing to participate in the survey. The effective sample is, - for
the .most part, religiously homogeneous, comprising schools
organized on Orthodox lines but catering to students from a wide
range of Jewish backgrounds.

The non-Jewish category comprises all those schools offering
some kind of withdrawal facility for Jewish pupils; ie., one or
two periods of Jewish education as alternatives to Christian or
other religious instruction. These schools tend to have large con-
centrations of Jewish pupils and permit almost exhaustive sampling
of the Jewish students within the school.

Administration and Response Rate

The questionuaires were administered within a class period, usual-
ly by a researcher but occasionally by a teacher. Brief instructions
were given. Participation was notionally voluntary but there appear
to have been no refusals. There were, of course, absences due to
illness and other emergencies, but we can confidently claim a re-
sponse rate well in excess of ninety five percent of the target group.

Findings

Dimensions of Tewishness

A common assumption underlying the provision of Jewish educa-
tion is that it ought to make students “more Jewish” in some gen-
eral sense which encompasses the communal, spiritual, ethnic, and
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ritual elements of Jewish life. The idca of some general dimension
of Jewishness may be intuitively appealiug, but, as we argued at
the outset, it is not empirically valid. If Factor Analysis has shown
anything, it is the multi-dimensionality of Jewish expetience and
belief.

A second complication is that the particular structure of Jewish-
ness seems to vary from one community to another — not in the
trivial sense that different communities have different positions
on a universal set of dimensions, but in the substantive sensc that
the dimensions themselves vary in form and relationship as one
moves from1 one social context to another. Thus, the first step was
to discover whetlier the UK sample produced the pluralistic attitude
dimensions of Himmelfarb’s Chicago Jews, or the more unified
pattern of attitudes manifested in Chazan’s Melbourne study.

Predictably, in a sample of British students, there was a hcalthy
compromise. A principal components Factor Analysis (using oblique
rotation) was applied to the twenty-five attitude measures and this
generated five basic dimensions which may be defined as follows:

Acceptability of religious practices
Concern for Israel and fellow Jews
Desire to be and remain Jewish

Belief in God

Concern with etliical issues.

AR ol

As one might expect factors 1 and 4 were well correlated (r = 0.53),
but the other dimensions were relatively independent of each other.
Thus the strength of a person’s desire to remain Jewish is not
closely related to his or her concern for Israel, nor to the ac-
ceptability of the mirzvos. In this respect our students incline
toward the Chicago model, with several distinct elements to their
Jewishness — though not as many as Himmelfarb observed. We can,
therefore, expect an individual to be strongly Jewish on some
dimensions, neutral on others, and negatively disposed on still
others. In analyzing education outcomes we might also expect dif-
ferential effects of Jewish schiooling on the different elements of
Jewishness, and this is the issue to which we now turn.



156 Stephen Miller
| The Impact of Jewish Education on Attitudes and Behavior

Factor one: Acceptability of religious practices

This dimension was by far the most clearly defined of the set.
The questions which bear on it reflect the degree of approval or
rejection of religious practices such as kashrut and Shabbat. Thus
We are not measuring observance per se (which is assessed separate-
ly) but attitudes and feelings about Jewish observance.

Given the wide range of religious backgrounds of the students,
the attitudes were more positive than might have been expected.
Por example, some 40 percent of the sample agreed, or strongly
agreed, with the proposition that: “Jews should always eat kosher
food however difficult it may be.” Similarly about 40 percent
rejected the view that: “Yt doesn’t matter at all if Jews travel
on the Sabbath.” A crude measure of the influence of Jewish
schooling can be obtained by comparing the ratings of pupils in
Jewish and non-Jewish schools on this dimension. Thus the overall
figure of forty percent of pupils who agreed with the importance
of kashrut breaks down into forty-six percent in Jewish schools
and thirty-four percent in non-Jewisb — a small but statistically
significant difference.

However, simple correlations of this kind are not particularly
useful since they can be explained in many different ways. Pupils
who attend Jewish secondary schools are more likely to have ob-
servant parents, to have attended a Jewish primary, to mix socially
with ore religious individuals, and so on. Any one of these fac-
tors might be responsible for the more positive attitudes toward
the mitzvot in the Jewish school sample. To overcome this problem
a multiple regression analysis was used to obtain an independent
estimatc of the influence of Jewish schooling after allowing for the
effects of these other variables, Eight predictors were included in the
regression equation:

Jewisli Secondary — Yes/No

Jewish Primary — Yes/No
Religiosity of parents (4 point scale)
Years spent in heder

Male vs. female

AR L
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6. Age: Year 1 (114), Year 2 (13+), Year 3 (15+)
7. Interaction of 1 and 2
8. Interaction of 1 and 3.

The results of this analysis are particularly interesting because
they show that attending a Jewish secondary school las a slightly
negative (though non-significant) relationship with the dependent
variable when other factors are taken into account.

The factors which promote positive attitudes to religious ob-
servance are: (1) Parental religiosity, (2) attending a Jewish pri-
mary school, (3) lengthy period of heder attendance, and (4) age
(negative relationship). All of these variables had a significant
relationship with the attitude dimension (in particular, parental
religiosity) and, when allowed for, indicate no measurable effect
of Jewish secondary -education.

Factor Two: Concern for Israel and Fellow Jews

Although one can distinguish logically between “loyalty to Israel”
and “responsibility toward fellow Jews,” the results show that at-
titudes to these kinds of items are highly correlated — the students
tend cither to approve or disapprove of both. Thus from a psy-
chological point of view there seems to be a general factor of

“allegiance to other Jews.”

This factor expresses itsclf strongly among students both in Jew-
ish and non-Jewish schools, before any allowance is made for other
variables. However, if factors such as parental religiosity and pri-
mary school effects are partialled out by means of the muitiple
regression, then Jewish secondary education is found to have a
negative influence which is statistically significant.

The predictors of concern for Israel and fellow Jews are: (1) age
(positive), (2) lengthy period of heder attendance, (3) attending
a Jewish primary school, (4) parental religiosity, (5) attending
a Jewish secondary school (negative relationship). The negative
influence of Jewish secondary schooling is underscored in this
casc by the clear positive effect of the Jewish primary. Note also
the very marked effect of age. Allegiance to fellow Jews is the
only aspect of Jewisliness which seems to intensify with age.
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Factor Three: Desire to Be and Remain Jewish

In coutrast to the other dimensions of Jewishness (ritual, ethical,
spiritual, etc.) the desire to be a member of the Jewish people as-
sumes a high level in both groups of students. For example, more
than eighty percent of thie sample believe that: “A Jew should
have a Jewish wedding,” A similar percentage reject the opinion
that: “If I had a choice I would rather not be Jewish.”

In the secoud case those who do not reject the statement fall
largely in the “not certain™ category.

Although there is no overall difference between the Jewish (J)
and non-Jewish (N) school sample, interestingly, the more be-
havioral items(e.g. Jewisl wedding) elicit slightly greater cominit-
ment in the J sample. Conversely, the more cognitive items (e.g.
choice of being Jewish) are more favored in sample N,

Since tlie absoluie responses to these items are uniformly near
the ceiling of the response scale, the scope for prediction is limited.
Neverthieless three variables do achieve statistical significance in
the multiple regression analysis. The predictors of tlie desire to
be and remain Jewish are: (1) parental religiosity, (2) age (uega-
tive), (3) lengthy period in heder. Again there is evidence of a
marked decline in comunitment as pupils progress through school,
and no evidence of an effect of Jewish schooling (primary or secon-
~ dary) when allowance is made for background variable,

Factor Four: Belief in God

This factor is manifested through items concerned with faith in
God and belief in His influence in the world. Response rates to
the various items were remarkably stable; forty to fifty percent
of students agreed that: “God created the universe,” and “praying
to God can help overcome all kinds of problems.” A similar per-
centage rejected the view that: “God does not exist,” and “l do
not believe that God rewards the good and punishes the wicked.”

The variables which predict religious belief seem to follow the
usual pattern except that sex is now an important predictor, males
being less convinced of a divine influence than females. Again
attendance at Jewish secondary schools is negatively correlated with
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belief (though not significantly) once the major influence of parents
and primary education is allowed for. Predictors of strength of
belief in God are: (1) age (negative) (2) sex (males negative),
(3) parental religiosity, (4} lengthy period in heder, (5) JYewish
primary school.

Factor Five: Covcern with Ethical Issues

This factor reflects the degree to which individuals perceive a link
between Judaism and ethical behaviour. Thus it includes items
such as: “Jews have a special duty to help anyone in trouble,”
and “by observing Judaism you will become a better person in
your everyday life,”

It is, perhaps, a critical element in a young person’s attitude
to Judaism, since a positive approach must presumably grow from
the belief that Judaism is essentially good and just. This contention
is supported by the finding that the ethical factor has the strongest
overall correlation with all other factors combined.

I belief in the ethical status of Judaism has an influence on
the other elements of Jewish identification, then it is particularly
unfortunate that this factor generates low scores. For example,
fewer than forty percent of students accepted the above statements
relating Judaism to morality.

The multiple regression shows a negative influence of Jewish
secondary schooling on this factor, although the significant inter-
action complicates the relationship. What appears to be happening
is that Jewish secondary schools have a negative effect overall,
after allowing for background variables, but a small positive effect
in those cases where a student did not attend a Jewish primary.
The predictors of ethical concern are: (1) age (negative), (2) Jew-
ish primary school, (3) interaction (primary x secondary), (4) Jew-
ish secondary school (negative).

Observance of Jewish Ritual

In this final section the outcome of the Guttman analysis of reli-
gious observance is reported. A clear ranking of items emerged
in the sense that individuals who observed a given practice were
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very likely to have observed all those “less demanding” mitzvot
ranked below it. Thus the final scale can be regarded as an index
of a common underlying variable which we shall call “religiosity.”
The index has a coefficient of reproducibility of 0.903 which is
generally regarded as satisfactory for research purposes. The scores
were spread fairly widely across the scale indicating that it can be
usefully employed to discriminate between individuals in the sample.

Tbe rank order of items for males and females is detailed below:

Males Females

Attending a seder Attending a seder
Synagogue on Yom Kippur Synagogue on Yom Kippur
Synagogue at least once a month Shabbat candles (witness)
Bating kosher meat at home Eating kosher meat at home
tefillin daily Synagogue once a month
No milk after meat No milk after meat

Not travelling on Shabbat Not travelling on Shabbat

The apparently anomalous position of fefillin on this scale is ex-
plained by the practice of holding compulsory Shacharitr services
in some Jewish schools.

Using the score achieved by each student on the religiosity index
it was possible to examine the influence of Jewish education and
other variables using the multiple regression procedure. In this
case there was a strong influence of all those variabies that would
be expected to encourage religious observance inciuding Jewish
secondary schooling.

The predictors of religiosity are: (1) parental religiosity, (2)
lengthy period in heder, (3) attending Jewish primary, (4) age
(negative), (5) attending Jewish secondary, (6) sex (males nega-
tive).

Summary and Discussion

The 900 plipils in our sample have a relatively strong attachment
to Judaism in an ethnic sense — that is the majority wish to be,
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and remain, Jewish. They also have fairly strong feelings of loyalty
to Israel and to their fellow Jews. .

In terms of religious observance and attitudes towards religious
practice there is, of course, wide variation. The typical standard
can be gauged from the modal score on the religiosity scale. Such
a person goes to synagogue quite often and eats kosher meat at
home, but does not separate milk and meat, nor observe Shabbat
fully. Despite some religious mobility within families, scores on
this scale are partly determined by parental norms and cannot
be regarded as a pure measure of individual religiosity.

Perhaps the weakest level of Jewish identification in this samnple
is the ideological one - belief in God and concern with the ethical
aspects of Judaism. Commitment here is low and declines fairly
dramatically with age.

It we compare students in the two types of scliools there is
generally a more intense level of identification in the Jewish school
sample. This is particularly the case on the more behavioral as-
pects of Jewishness (religious observance, attitudes to observance,
and aspects of the desire to be Jewish). But on the more cognitive
measures (belief in God, ethical concern) there is little or no
difference between the two groups.

The most interesting findings arise when we compensate sta-
tistically for the influenec of background variables such as parental
religiosity and previous Jewish education. Then we find that the
positive impact of Jewish secondary schooling is only in evidence
at the level of practical observance. It has no connection with
attitudes to observance or desire to rcmain Jewish and there is
actually a negative association between Jewish schooling and the
ideological factors (belief in God, ethical concern). A harsh con-
clusion would be that Jewish schooling reinforces the mechanical
aspects of Judaism at the expense of the intellectual and spiritual
dimensions.

There are of course caveats to this simple conclusion. The re-
sponses of teenagers to the imposed Jewish regime in a Jewish
school may be a poor guide to the long-term effects of that type
of schiooling; today’s teenage rebel is tomorrow’s ba'al t'shuva, as
the saying goes. But this is surely too slender a basis on which
to build educational policy. In any case, the evidence suggests
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quite the reverse trend. In the Redbridge Survey those adults edu-
cated in Jewish schools were virtvally indistinguishable from others
in terms of religious motivation, and on some measures were ac-
tually less positive in their attitudes.® Graduates of Jewish secondary
schools were more likely to be atheists than others, and sixteen
percent of them never attended synagogue at all — a figure ex-
ceeded only by those with no Jewish education whatsoever.

It seems, then, that whether one analyzes imtmediate outcomes,
as in our study; or longer term outcomes, as in the Rebridge study;
or outcomes in particular sub-groups such as University students;’
the message is always the same. Jewish secondary schools have
at best no imnpact, and at worst a negative impact, on religious
behaviour, attitudes, and motivation. The question is no longer
what happens, but what should be done about it. As Kosmin and
Levy aptly comment: “Education decision-makers should particu-
larly concentrate their attention on the large element which is
alienated by this type of Jewish education.” s

Developing a strategy to upgrade the quality and effectiveness
of Anglo-Jewish secondary schools is no simple matter. At least
now there are some clues. We know which aspects of Jewishness
have proved least responsive to Jewish education — the ethical
and the spiritual. Perhaps these are the key areas to attack. We
know that some schools engender far more positive attitudes than
others; further analyses of the research data will identify these
‘schools and their global characteristics. The students’ perceptions
of Jewish education will soon be available for analysis and a paral-
lel study will establish the motivations and expectations of Anglo-
Jewish teachers. This kind of evidence needs to be integrated with
a fiue-grain analysis of the processes occurring within Jewish schools
so as to develop a systematic model of the way in which schools
influence Jewish identity and religious behaviour.

6 B, Kosmin and C, Levy, “Jewish Ideniity in an Anglo-Jewish Com-
munity,” published by Research Unit of the Board of Deputies of
British Jews (1983),

7 V. West, “The Influence of Parental Background of Jewish University
Students,” The Jewish Journal of Sociology 10 (1968) :277.

8 Kosmin and Levy, “Yewish Tdentity,” 23.
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APPENDIX |

The statements listed below cover many different points of view on Jewish
matters. You will probably agree strongly with some of the statements and
disagree, just as strongly, with others. Tick ONE box in cach row to show
your opinion.

Strongly - Not Dis.  Strongly
agree Agree  certain agree  disagree

I. Israel deserves the sup-

port of the Jewish

people, O a O N ‘O
2. Because Jews have '
suffered in the past
they are more aware of
other people’s feelings.
God does nof exist.
4, A Jew should have a

Jewish wedding, O | [} | O
5. Jews are just like other

peopie. They are not

special in any way. | m| 1 0 3
6. It doesn’t matter at

all if Jews travel on

the Sabbath, 1 O 1 0 O
7. By observing Judaism

you will become a

better person in your

everyday life, O | | g o
8. If I had a chaoice 1

would rather not be

og

w
oo
oo
gOd
god

Jewish. | | 1 o |
9, God created the uni-
verse. im| M| O | ]

10. Jews have a special

duty to help anybody

who is in trouble, 0 O O O O
11. A Jew should marry

someone who is also

Jewish. m| im| O m| O
12. Jews should always : . :

eat kosher food how-

- ever difficult it may

be. a O O a a
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Please continue giving your opinion on the following statements, REMEM-
BER THERE ARE NO RIGHT ANSWERS. WE WANT TO KNQW
WHAT YQU BELIEVE,

Tick ONE box in each row,

Strongly Not Dis.  Strongly
agree Agree certain agree  disagree

13, What happens in Is-
ragl has nothing fo
do with the Jews in

England, ] 0 ] 0 0

14. Judaism has many
laws and customs, but
they do not help you
to be a good and kind
person, ] £l £l |0 T |

15. It is wvery important
for a Jewish boy to
have a Bar Mitzvah., [] | | 0 0

16. There is no harm in
Jews following non-
Jewish customs such as
having a X-mas tree. (] [m] ] | ]

17. Praying to God can
help to overcome all
kinds of problems, [ ] ] 0 ]

18, Because of the recent
war in Lebanon I no
longer feel proud of
Israel. I i i ] 0

19, Jews should never for-
get the Nazi holo-
caust, (W] | £l L] L]

20. Jews should obey the
rulings of the Rabbis. [J (i (|| o 0
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(Continued)

Strongly Not Dis-  Strongly
agree Agree  certain agree  disagree

21. Jews are responsible
for their fellow Jews. [J (| | ] =

22. Every Jew who is able
to do so should setile
in Israel, O a- O £l O

23. I do not believe that
God rewards the good
and punishes the

wicked. 0 | - O =

24, Judaism places less
emphasis on being a
good person than ma-
ny other religions, (| O O 1 O

25, The Jewish people
" have been chosen by
God for a special pur- :
pose, _ O O O A O




LE MASQUE ET LE VISAGE

Eléments en vue d’une analyse sociologique de Péducation juive
en France aux XIX° et XX¢ sitcles

Erik H. Cohen

Dans un pays qui s’est voulu déja depuis longtemps indépendant
du Vatican et qui se désire éclairé, rationnel, contractuel, centra-
lisateur et mono-national, I'éducation juive reléve plus de linsur-
rection que de la logique du systéme social global.

L’éducation juive est en crise dans le monde entier. Mais cette
universalité ne signifie pas que ses expressions locales soient ré-
ductibles. 11 y a plut6t au contraire en France une situation quasi-
unique du Juif qui produit une réalité elle aussi quasi-unique du
projet €ducatif juif.

Cest 3 Iétude de ce phénodmne et surtout aux. conditions d’exis-
tence de Iéducation juive que les pages qui suivent vont essayer
de répondre. '

1 Je voudrais tout d’abord remercier le programme Jerusalem Fellows
de m‘avoir permis de me consacrer en toute quiétude d Pécriture de
cette communication, Je voudrais ensnite dire ma gratitude au Prof.
Alain OCreilsammer qui a bien voulu lire mon brouillon, Certains
livres sociologiques m’ont été communiqués par le Prof. Erik Cohen.
Futilise dans 1a présente étude les termes de “judéité,” “judaisme” et
“judaicité” tels qu'ils ont été “inventés” par Albert Memmi dans son
Portrait d'un Juif, Gallimard, NRF, 1962, p. 17.
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L’éducation juive de la Révolution Frangaise au début
du XX siecle oun Civis gallicus sum ?

Il y a selon I'analyse d’Annie Kriegel,® trois grands modes d’insti-
tutionaliser la différence: le mode mystique (comme ce fut le cas
2 I'aube des temps modernes); le mode philathropique et le mode |
politique, Alors que ce dernier mode caractérise le XX° sitcle,
le XIX® est philanthropique. L’oeuvre scolaire juive en France
d’avant la premiére guerre mondiale est donc presque entierement
tournée vers l'aide aux pauvres, que ce soit dans un enseigne-
ment général de base ou dans I'étude d’une profession. Il ne
faut donc pas s'étonner de voir apparaitre prés de trente fois le
mot “poor” dans la monographie de Zosa Szajkowski.* L'éduca-
tion juive en France 1789-1939 (soit en moyenne une fois par
page), ou de lire dans la conclusion du livre de Iéon Kahn sur
VHistoire des écoles communales et consistoriales israélites (1809-
1884): “Tel est I'historique de nos écoles depuis la fondation
légale de la Communauté israélite de Paris; fel est I’historique
des efforts généreux qui furent tentés depuis soixante ans environ
pour moraliser la classe indigente des Israélites et effacer, par I'ins-
truction, la trace de I'oppression dont les Juifs ne cesserent d’étre
victimes jusqu'a la Révolution.’
Tl y a Ia dans cette conclusion de Léon Kahn qui était le secré-

taire adjoint du Consistoire israélite de Paris, contenus les reperes
essentiels de la philophie du franco-judaisme.

Tout d’abord la Révolution

Socle incontournable du projet identitaire juif en France. Un mythe
fondateur. Le terme de numineux serait sans doute abusif, mais

2 Je ne parlerai pas ici de l'éducation juive d'avant la Révolution car
elle releéve dun autre substrat sociologique aujourd’hui inexistant en
France.

3 “La génération des fondateurs” (de I'Alliance Israélite Universelle), in
Les Cahiers de PAlliance Israélite Universelle, oct. 1980, no. 202, pp.
8-12. .

4 Jewish Education in France, 1789-1939, ed. Tobey G. Gitelle, {New
York; Columbia University Press, 1980},

§ Paris, M, Lipschiitz, Librairie Hébraique (1884), 92.
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il aurait au moins le mérite de mettre Taccent sur 'aspect rituel
de Tappel ou du recours & la mythologie révolutionnaire de 89.
Car c’est sous les roulements de tambour jacobin que Pentrée des
Juifs en terre de modernité se fait. Bafin libres, enfin €gaux, enfin
fréres! 11 n’est donc pas étonnani que cet événement-avénement se
soit globalement inscrit dans P'imaginaire juif comme heureux.® Ce
terme d’“imaginaire” utilisé ici par Annie Kriegel est particulidre-
ment exact, Car il Sagissait plus que d’un ajustement socio-poli-
tique du statut des Juifs, La Révolution Frangaise s'était aussi
revétue des symboles messianiques juifs traditionnels. On sait I'im-
portance de la féte de Pessah dans Iimaginaire historico-spirituel
juif comme mythe fondateur de l'identité hébraique.” Comme le
récit (Haggadah) de Pessah le prouve, toute une typologie édu-
cative et pédagogique peut en étre déduite.

Or 1789 symbolise 4 sa maniére une deuxitme sortie d’Egypte.
La Révolution de 1789, écrivait Isidore Cahen “voild notre seconde
loi du Sinai”.® Dans le méme jet T’historien Maurice Bloch affir-
mait que “les temps du Messie étaient venus avec la Révolution
francaise! Les temps du Messie étaient venus avec cette nou-
velle société qui, 2 la vieille Trinité de I'Eglise, substituait cette
autre Trinité dons les noms se lisaient sur toutes les murailles:
Liberté! Egalité! Fraternité!”.” En 1889, & I'occasion du centenaire
de la Révolution des sermons furent prononcés dans toutes les sy-
nagogues de France et ensuite rassemblés ct publiés par la com-
munauté sous le titre La Révolution frangaise et le rabbinat fran-
cais, sous la direction de Benjamin Mossé, Paris, 1890. On peut y
lire & la page 100, cette formule lapidaire du Rabbin Kahn de

6 Annie Kriegel, “Cing observations sur la Révolution Frangaise”, in
Les Juifs et le monde moderne, (Seuil, 1977) p. 121

7 *“Un mythe n'est pas lillusion de la fable, mais I'expression la plus
authentique de la fonction organisatrice spécifique et identificatrice qui
caractérise une sociétd”, in Henri Atlan, Enire le cristal et la fumée,
essai sur Porganisation du vivauns, (Seuil, 1979) p. 242,

8 “Les décrets et les Israédlites”, Les Archives Israélites, (4 nov. 1880)
363.

9 “La soci¢té juive en France depuis la Révolution”, Revue d'Etudes
Juives, vol, XLVIIL, (1504) 20,
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Nimes: C'est notre sortie d’Egypte... c’est notre Paque mo-
derne’.1® '

Il est vrai que le franco-judaisme est une stratégie de survie im-
posée-choisie et il serait plus que déplacé avec un ou deux siécles
de recul dc juger de manigre hautaine ces notables et rabbins sans
tenir compte des conditions objectives et subjectives réelles de
’époque. '

Il n’en restc pas moins vrai qu'il y avait & travers toute cette
reconnaissance chaleureuse une paralysie grandissante du fait juif,
Par une réaction que Pon pourrait rapporter au phénomene de dis-
sonance cognitive (vouloir rester juif et en méme temps s’assimi-
ler), le franco-judaisme en posant que la Révolution est messia-
nique, vrale, généreuse, libératrice, bref qu’elle est juive, résout
le dilemme: on ne perd pas son identité & s’assimiler au grand
projet sous-jacent de la France. On s’y réalise. Bien au contraire,
c’est la France qui se judaise. Et Shmuel Trigano d’insister avec
raison sur le fait que “C’est dans ce fantasme croisé qu’est I'es-
broufe, l'idéologie’ t*

L’oeuvre philanthropigue

Les Juifs vivent aussi les valeurs sociales de leur temps; ils furent
donc conduits & formuler en certains termes leurs rapports de
classe. Ceux-ci s’expriment dans le curriculum des différentes éco-
les juives, les réles attendus respectivement des enfants des classes
pauvres et des classes riches, étant évidemment dissemblables.'?

10 Pour d’autres citations, voir l'excellent livie de Michael R, Marrus,
Les Juifs de France & Pépoque de PAffaire Dreyfus, (Calmann Lévy,
1971} passim. Titre du livre en anglais: The Polifics of Assimilation,
A study of the French Jewish Community at the time of the Dreyius
Affair, ¢1971), :

il La Républigue et les Juifs, Les Presses daujourd’hui, (Paris: 1982)
p. 99-100,

12 Un exemple sans doute caricatural mais indicaiif est celui de Samuel
Cahen des Adrchives Isradlites qni affirmait en 1843 (4, p, 427): “L'hé-
breu devrait &étre étudié par nos jeunes gens qui font d’autres études
littéraires, mais le jeunc Israélite sans fortune, destiné a manter la
scie et le robot, n'a pas assez de temps pour étudier 'hébreu. I est
vrai qu'il ne comprend pas cette langue; eh bien! qu'on permette aux
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Mais il ne s’agit pas, pour ces organisations charitables que furent
le Comité de Bienfaisance, 'Ecole du Travail et Poeuvre scolaire
israélite en général, de simple reproduction des rapports sociaux.
Mais bien d’une expression authentique de la vie juive, impliquant
solidarité et responsabilité mutuelle. Une autre motivation anime
sans doute ce projet éducatif: celui d’8tre meilleurs que les Fran-
cais en général. En 1841, quarante ans avant la loi du 16 juin
1881 éiablissant 1’école gratuwite, laique et obligatoire en France,
il y avait, répartis dans 31 écoles juives 1627 éléves, soit & peu
pres 109, des enfants juifs.**

Cette motivation a I'effort scolaire était ainsi le fruit d’une vo-
lonté double.

Cétait comme nous venons de le montrer le fait des parties ri-
ches de la communauté. Mais sans la volonté symétrique des clas-
ses économiquement défavorisées, le projet n’aurait sans doute pas
eu cette ampleur.

Pierre Bruno, ouvrier parisien, écrivait en 1865: “Il y a trois
aspirations de la classe ouvriére frangaise au milieu du XIXe°
siecle: la premidre consiste & combatire I'ignorance, la seconde a
combattre la misére, la troisitme 2 s’aider les uns les autres”
On peut en juste droit se demander si cette déclaration était bien

onvriers, aux femmes et & tous ceux qui ne comprennent pas la
langue sainte, de prier en francais”. Cité par Szajkowski, ep. cit, p. 49.
13 11 y avait en 1840 prés de 70.000 juifs en France et 85.000 en 1845,
Bn considérant que les enfants de 6 & 15 ans constituaient an maxi
mum 20% de cette population, il y avait donc entre 14.000 et 17.000
enfants scolarisables. Les 1.627 effectivement scolarisés représentent
donc entre 11,6% ot 9,6%. Sur les données démographiques de la
judaicité frangaise voir par exemple, “¥Ip” ,AM2190 PYMY 9BR0YPIL 1M
(1978 ,7anXT) SNWwr MEbn mammR YYoppmRa pranw v, Toujours
selon Szajkowski d'ou ces statistiques scolaires sont tirées il y avait en
1872: 96 écoles juives pour 3.145 éléves dans le Bas Rhin; 38 écoles
juives pour 1662 éléves dans le Haut Rhin; 1 (?) école juive pour
103 é&leves 4 Bordeaux; 56 é&coles juives pour 1.207 éléves en Moselle.
Compte non tenu des autres écoles répartics en France, pour les-
quelles Szajkowski ne donne aucun renseignemenf, on arrive déj
4 un chiffre trés élevé de 190 éléves pour 6.117 éléves. 11 est vrai
qu'en 1872, I'Alsace-Lorraine étaient aux mains de I'’Allemagne.
14 Article “Education”, Encyclopaedia Universalis, vol. 5, (1968), 962-
976,
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représentative du climat d’époque. Toutefois, selon Eynath Cohen,
cet état d’esprit était particulitrement fréquent parmis les Juifs
nouvellement immigrés d’Europe de Iest.

‘Le Juif — DPlIsraélite

L’Israélite c’est le Juif qui a cessé d’étre en exil; qui a cessé d’étre
en butte aux exactions et & Dlarbitraire de I'histoire. Face a I'op-
pression des siecles, le Juif se libére, est libéré, regénéré et se¢ mue
en Israélite. En d’autres termes, le Juif est l'autre face de Pop-
presseut antisémite. 1! s’agit donc de faire disparaitre les deux
faces de cette pidce diabolique. Aux non-Juifs échoit le réle de
faire disparaitre les deux faces de cette piece diabolique. Aux
non-Juifs échoit le rdle de faire disparaitre les préjugés antisémites.
Aux Juifs, échoit le r8le de s’israélitiser. C’est ce & quoi des géné-
rations de Juifs vont s’adonner. Tout d’abord en portant Veffort
sur eux-mémes. Ensuite, en prenant en charge l'israélitisation des
indigents, des démunis, des immigrés “‘trop” juifs. C’est sans doute
1a le projet identitaire fondamental de l'oeuvre scolaire israélite
en France qui débuta le 14 septembre 1809. A tel point qu’il sem-
ble que généralement seuls les pauvres et les immigrés fréquen-
taient les écoles juives. Quant aux enfants d’Israélites riches, ils
fréquentaient en général les écoles publiques et laiques. L’école
'juive avait ainsi pour fonction sociale, autre que I'apprentissage
des rudiments culturels et d’un métier “utile”,* la mutation d’iden-
tité — le Juif & Israélite.

Historiquement, Ueffort pédagogique fut ensuite porté a l’exté
rieur des frontidres de la Prance. C’est ainsi que naquit, en 1860,
I’Alliance Tsraélite Universelle, 'un des plus grands projets édu-
catifs jamais nés au sein du peuple juif dans les temps modernes.
Elle a formé & la culture judéo-frangaise des dizaines de milliers
d’enfants sur tout le pourtour du bassin méditerranéen. On pour-
rait réduire cette oeuvre scolaire & un épiphénomene de T'impéria-
lisme francais. Mais ce serait ignorer la ruse de I'histoire, qui a

1S Mémoire de maitrise sur les Socialistes francais face au prolélarial
juif durant I'Affaire Dreyfus, inédit.

16 Rendre les Juifs “utiles”, c’était 1a Pune des bases philosophiques et
méthodologiques des Révolutionnaires de 89,
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fait de I’Alliance la premiére organisafion juive moderne interna-
tionale. Et en ccla, elle préfigurait, 4 sa facon, I'analyse d’Herzl
sur le caractére international du probléme juif.'* 1l est par exemple
tout & fait significatif que Edouard Drumont ait consacré en 1892
lIe premier chapitre (Livre IV) du duxiéme tome de La France
Juive 3 “Crémieux et I’Alliance Israélite Universelle.” Le carac-
tere universel de cette Alliance ne peut &tre selon lui que le lien
méme de la conspiration juive mondiale. La course au méme peut
ainsi étre source d’altérité. Ce n’est pas la le moindre paradoxe
de ’aventure franco-juive.

Le probleme de la langue

“Quelle langue devait servir & Pinstruction de la jeunesse?” se
demandait le Grand Rabbin Israél Lévi, lors de I'inauguration
de PEN.1.O. de jeunes filles le 11 juin 1922. Sa réponse, parce
que hautement significative, mérite d’étre rappelée ici. “Je pose
cette question mais elle ne s’est pas posée & I’Alliance Israélite:
elle a envoyé des instituteurs frangais en Orient (...) Pourquoi?
parce que ces hommes étaient Narcisse Leven, Eugéne Manuel,
Crémieux, c’est-d.dire des hommes qui vivaient encore sous I'in-
fluence des idées de la Révolution frangaise, qui étaient attachés
au grand principe de la liberté pour tous, de I’égalité pour tous.
1l leur semblait que ces idées ne pouvaient étre inculquées aux
Juifs d’Orient que par des hommes qui eux-mémes en étaient imbus
et dans la langue qui était le véhicule de ces principes (Vifs ap-
plaudissements)™ 1#

i7 On voit ici & quel point sont contenus conjointement dans la Révo-
lution Frangaise et 1'émancipation individuelle (celle pour laquelle
les Isradlites vont opter) et ’démancipation collective (celle gqui s'im-
posera & certains, les sionistes, aprés l'¢chef de l'option individuelle
comme le montrera 1'Affaire Dreyfus). Sur cette thése wvoir, Annie
Kriegel, op. cit, en part, p. 124; sur ’Alliance Israélite Universelle,
voir en part André Chonraqui L’Alliance Isradlite Universelle et la
rendgissance juive contemporaine, Cent ans d'histoire, (PUF: 1965),
528 p., Georges Weill, “Emancipation ¢t humanisme; le discours idéo-
logique de I'Alliance Israélite Universelle au XIXe siécle”, Les Nou-
veaux Cahiers, no. 52, (1978), pp. 1-20. Ces deux documents con-
tiennent des indications bibliographiques trés riches,

18 L'Inauguration de PEcole Normale Israélite Orientale de Jeunes filles,
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Mais ce probléme de la langue ne s'est pas posé seulement &
Iextérieur de la France, Pour des raisons liées & Thistoire juive
moderne (migrations de populations juives d’Europe de I'Est en
particulier au XI1Xe 5.} ou liées directement au fait méme de T’his-
toire de France (certaines régions frangaises ne parlaient que ce
que Pon appelait un patois), les écoles juives du XIX® siecle en
France ont eu & s’affronter & ce probléme. Il faut croire que les
instituteurs et les maitres juifs ont joué en terre de France méme
un rdle de diffuseurs de la langue frangaise. Les Juifs ne seraient
pas seulement les derniers Frangais de France* mais aussi dans
certaines régions et dans certaines couches de la population, les
premiers Frangais de France. Du point de vue juif, le grand *“‘obs-
tacle’ était évidemment le Yiddish, qu’il fallait extirper. Et si 'on
en croit Szajkowski, la prononciation sépharade de I'hébreu aurait
été infroduite en France comme moyen de lutte privilégié contre
Pexpression du Yiddish.?

Entre Ies deux guerres mondiales

Au cours de P’Affaire Dreyfus, c’est toute la stratégie jacobino-
israélite de I’émancipation individuelle et confessionnelle qui fut
mise & Pépreuve. Désarmés idéologiquement et spiritullement, les
Juifs restérent généralement sans voix., Cependant gu’un petit grou-
pe de juifs guidés par le journaliste Bernard Lazare, “avec une
énergie qu’il puisaient précisément dans leur propre mise a I’écart
de la société frangaise, et avec un écoeurement 3 Pencontre des au-
tres Juifs, (...) dénongcaient la politigue d’assimilation et se pro-
nongaient en faveur d'un nationalisme juif, voire souvent du pro-
gramme sioniste.”’ 2

Ce combat contre les courants assimilationnistes, acquit une vi-.
gueur renouvelée, quand naguirent en 1923 I'Union Universelle de

11.6.1922, Alliance Israélite Universelie, Paris, Siége de la Société,
29 p., p. 25; voir aussi G, Weil, id, pp. 16-17,

19  Allusion au chapitre portant ce titre dans Pouvrage cité de Shmuel
Trigano, pp. 84-152,

20 Op. cit,, pp. 2021,

21 Michaél R. Marrus, op. cit, p. 326 (p. 285 dans l'original anglais).
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la Jeunesse Juive (U.U.JJ.) et les Eclaireurs Israélites de France
(E.LF.).

En moins de sept ans, chacun de ces mouvements comportait
plus de mille membres.22 Selon Denise Gamzon, la femme du fon-
dateur des E.LF., Robert Gamzon (1905-1961), dit “Castor sou-
cieux”, le mouvement 3 Paris seulement avait prés de trois mille
membres en 1935.22 Quand on connait les mouvements de jeunesse
juifs francais d’avjourd’hui, ces chiffres font réver. Ils indiquent,
sans nul doute, une activités exceptionnelle d’organisation, d’adap-
tation et d’invention pédagogiques.

Deux questions essentielles s'imposent & I'analyse:

1. Pourquoi cette critique de I'assimilation se¢ formule-t-elle si
clairement a partir des années 19207

2. Pourquoi cette critique prend-elle la forme institutionnelle
de mouvement de jeunesse?

Ces deux questions qui méritent d’étre séparées sur le plan ana-
lytique, sont en fait historiquement trés liées. Nous voudrions pro-
poser un certain nombre d’hiypotheses explieatives.

L’ Affaire a &é un véritable coup de boutoir contre le projet
assimilationniste individuel. Encore fallait-il vn temps minimum,

29 Les données concernant I'UU.LJ, et les BELF. entre 1923 et 1939
serout en général tiréesde I'¢tudc de Paula Hyman, “Challenge to As-
similation: French Jewish Youth Movements Between the Wars,” Fhe
Jewish Journal of Seciology, vol. 18, no. 2, (1966), pp. 105-114; ct
de son lvre From Dreyfus to Vichy, The Remarking of French Jewry,
19061939, (New York: Columbia University Press, 1979).

23 “Scouting”, Encyclopaedia Judaica, 14, 1037-39. Denise Gamzon Y
souticnt aussi gu'au lendemnain de la Seconde Guerre Mondiale, les
E1F. étaient forts de prés de 10.000 membres, L'American Jewish
Year Book des années 1948-1949, indique des chiffres beaucoup plus
modestes: il s'agissait de 2.000 BEI en France et 4.000 en Afrique du
Nord. Vol. 50, p. 342. Puis en 1971, ils n’en comportaient plus que
la moitié. Si j'en crois mes contacts permanents avec la jeunesse juive
de France, il serait loin d'stre abusif de dire que le mouvement s’est
affaibli d’au moins encore 70%. Sur cette question voir le chapitre
consacré 3 la problématique des mouvemnents aujourd’hui et I'An-
nexe IL
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en temps d’histoire, pour prendre conscience de ce choc et le
formuler: une génération.

La démographie juive est bouleversée en quelques années. Il
s'agit évidemment de larrivée massive des Juifs grecs et turcs a
partir de 1912 (10.000 au total) et est-européens & partir de 1919
(70.000 au total). Ainsi, alors que la populaiton juive de France
s’élevait & 90.000 d4mes en 1906, elle passe & 110-120.000 en 1914,
150.000 en 1918, 200.000 en 1930, 240.000 en 1933, 270 a 350.000
en 1939.2

En quelques 33 années, la population juive de France a au moins
triplé! Cette arrivée de Juifs, pour la plupart non francophones,
a ébranlé de fond en comble le paysage juif francais. On ne savrait
assez insister sur I'importance de ce facteur sociologique en ma-
titre de judaicité francaise! Wladimir Rabi, qui fut aussi socio-
logue, place en premiére position 1’immigration parmi les dix
constantes selon lui essentielles en matitre de judaicité frangaise.?’

11 n’est donc pas étonnant que les deux fondateurs de 'UULL.
aient été des Sépharades venus fraichement de Salonique. Quant
au pére de “Castor Soucieux”, il venait personnellement de Li-
thuanie,

Quelque peu “‘blessée”, la judaicité israélite de France se voyait
débordée par une masse critique d’immigranfs ayant vécu dans des
régions ol la judéité était vécue sous un autre mode que celvi de
la confessionnalit. '

LUULD, fut ainsi, selon Paula Hyman, la premi¢re organisa-
tion juive en France 3 abandonner la définition exclusivement re-
ligieuse de T'identité judéo-francaise et 3 remettre en question le
projet assimilationniste.?®

La ldicisation des Juifs fait probleéme & une définition strictement
confessionnelle. Elle est méme incompréhensible, si ce n’est comme
déviance. En ne jetant pas un herem sur les jeunes libres-penseurs
qui se réclamaient pourtant de leur identité juive,> mais bien

24 13 'y ,nvnms nvapn.

2y  “Sociologie”, in Dictionnaire du juddime franceis, numéro spécial de
VPArche, no, 185-187, (1972}, pp. 90-54.

26 “Challenge to...), p. 107,

27 “Tous les enfants qui se réclament de la qualité de Juif devraient
pouvoir &tre admis dans un mouvement scout israélite, y compris les
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au contraire en les accueillant en leur sein ou méme en les élevant
au rang de preuve ontologique du caractere nationalitaire du fait
juif, PUULT. et les ELF. ont pu toucher toute une jeunesse ‘‘inor-
ganisée”.

Les groupes de pairs, les mouvements de jeunesse sont une créa-
tion récente et liés au procés de modernisation, Il s’agit d’un mode
de socialisation original: ensemble en constituant une micro-so-
ciété, les adolescents essayent de forger leur identité individuelle
et collective de demain. Et dans la relation mouvement-adultes,
c’est toute une dialectique du méme et du différent qui se joue.

La réalité dynamique intrinséque a la vie d’un mouvement (con-
tinuer tout en s’opposant) me parait essenticlle dans la compré-
hension de cefte lutte contre I’assimilation. D’autre part, comme
le dit trés justcment B, Lévinas, “les mouvements de jeunesse trans-
portent dans la vie de tous les jours et tous les instants le judaisme
simplement hebdomadaire ou automnal des ainés”.z®

En effet dans les camps de jeunes, il ne suffit pas de gérer le
“confessionnel’”” pour permetire la vie collective. Le caractére
total de I'institution “‘camp” a sa propre dynamique, qui crée, liée
a la laicisation remarquée plus haut, un lieu privilégié pour I'ex-
périence proprement collective du fait juif. Cest 1a peut-étre la rai-
son essentielle de Pimportance du mouvement de jeunesse: une
anticipation de la vie collective. Un *Etat en marche” (ce fut le
cas des mouvements de jeunesses sionistes) ou une ‘‘communauté
en marche” (c’cst le cas dont nous parlons maintenant).

Ce qui frappe en effet le plus — dans I'histoire des U.U.JJ. et
EIF. — cest leur force d’anticipation idéologique. Chacun de
ces deux mouvements (I’U.U.JJ. dans un style organisationnel un
peu “déglingué” et coupé de I'establishment communautaire; les
E.LF. dans un style plus organisé et plus 1ié aux responsables
adultcs de la communauté) mit Paccent sur I’étude de I'hébreu,
une relation positive au judaisme et au projet sioniste, Le plura-

sionistes ¢t méme les libre-penseurs” E, Fleg, EIF, CD, Minutes, 29.
11.19206,
— “Méme incroyants, ils veulent &re juifs, Cest ce qui prouve que
nous sommes autant un peuple quune religion”, Meyerkey, “Chronique
parisienne”, Chalom, 1541927, p. 19.

28 Difficile Liberté, Essais sur le Juddgisme, Albin Michel, 1963, p. 274.
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lisme identitaire enfin fut central dans leur démarche; ashkénazes
et sépharades; religieux et non-religieux; sionistes et non-sionistes.

Cette exigence de pluralisme donna d’ailleurs naissance 2 un
concept original et profond: le minimum commun. A savoir les
actes et les comportements minima qui, au-dela de toute option
personnelle, devaient étre respectés pour permettre la vie collective
plurielle: le cacherout, le shabbat et les fétes.*

La multiplicité des thémes anticipés par I'U.UJ.J. et les ELE
exigerait & elle seule une étude approfondie. A titre d’exemple, une
lecture simultanée des propos éducatifs d’Emmanuel Lévinas *°
et de ceux des responsables de ces deux mouvements a toutes les
chances d’étre édifiante.

Les guides spirituels. Sans vouloir enlever aucun mérite aux
promoteurs et aux animateurs de I'UU.LJ. et des ELF,, il semble
difficile d’imaginer leur activité idéologique, culturelle et éduca-
tive sans l'influence décisive d’Aimé Palliere et d’Bdmond Fleg.

Responsable de la revue Chalom, organe de IP'UU.JI., Aimé
Pallire était né dans une famille catholique. A la suite d'une
visite & Lyon, il voulut se convertir au judaisme, mais sur les con-
seils d’Elie Bénamozegh, dont il publiera en 1914 Israél et I'hu-
manité, il devint un noachide. Ecrivain et théologien, bien que res-
pectueux au plus haut point du judaisme orthodoxe, il fut aussi
le guide spirituel de la Synagogue libérale de Paris.

Quant 3 Bdmond Fleg, il est trop connu pour qu’il soit néces-
saire de le présenter en détail. L’Affaire fut pour lui l'occasion
de retrouvailles avec Israél3* Trés tot sioniste, il prend contact
en 1898 avec Bernard Lazare en qui il reconnait un homme intel-
ligent, impartial et instruit.®

Podte et écrivain déja renommé, il fut contacté en 1926, apres
la parution de I'’Enfant Prophéie par Robert Gamzon, pour quw’il

29 Conseil National des EIF, 1932,
30 Ouvrage cité; voir en part. les pages 265-320 aux probleémes de I'ddu-
cation juive,
31 Pourquoi je suis juif, Bditions Angel, aofit-oct. 1927, chapitre II,
“Isradl retrouvé”, '
32 Qdile Roussel, Un itinéraire spirituel, Bdmond Fleg, La Pensée Uni-
verelle, Paris, 1978, p. 75-77.
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devienne le guide des E.LF. Une amitié profonde lia dés le pre-
mier jour ces deux hommes.

- Aimé Palliere et Edmond Fleg contribuerent & developper, cha-
cun dans “son” mouvement, une affirmation plus marquée du ju-
daisme,® une ouverture d’esprit & tous les courants du judaisme et
une vision positive du projet sioniste,

Mais en ces années d’entre les deux guerres, PUUJT. ot les
ELF., malgré leurs déclarations et leurs actes (par exemple la
tenue en 1927 d’un camp commun E.LF. et Chomerim, mouve-
ment scout sioniste), n’appelaient pas & Paliya comme ultime ob-
jectif, comme le faisaient au méme inoment, les grands mouve-
ments de jeunesse juifs allemands. Et en cela, ils exprimaient aussi
d’une certaine fagon les limites posées ou intuitionnées par leur
guides spirituels.® | |

En fait ces deux mouvements tentaient de “redistribuer les cartes
identitaires” de fagon plus équitable entre francité et judéité, Cest
pour cela que R. Gamzon pouvait dire que son mouvement devait
a la fois judaiser les jeunes Juifs frangais ef contribuer & I’intégra-
tion des jeuncs immigrants. Toutefois, ef ¢’est un paradoxe dont
il faudra un jour découvrir le fonctionnement réel, c’est pas cen-
taines que des anciens EIF. et le Département Educatif de la

33 Une affirmation de Raymond-Raoul Lambert dans la revue Chalom
est 4 ce titre trés significative:
“It is the sign of a new era that Jewish Youth has become aware
of the choice it represents... One expresses the need to affirm
himself a se mite, and the word ‘few’ no longer bears the pejora-
tive connotation that made the pale adjective ‘Israélite” preferable”
(26 juillet 1926, p. 15-26), .

Cité in Paula Hyman, From Dreyfus to..., p. 187,

34 Voir par ex. Aimé Palliere, “Au carrefour”, Chalom, janvier 1934, 1-5
¢t Edmond Fleg, id. p.- 52-53. Alors quil assiste au IIfe Congrés Sio-
niste de Bile et qu’il voit des Juifs du monde entier, il écrit: *I1
marriva ce gqui devait m’arriver; je me sentis juif, trés juif; mais je
me sentais aussi trés frangais, francais de Genéve, mais frangais™.
Puis il ajoute, prophétique, en 1927: “Trois millions de Juifs parleront
I’hébreu, vivront I’hébreu sur la Terre de I'hébren! Mais pour les 12
millions de Juifs qui resteront dispersés dans le monde, pour tous
ceux-la et pour moi-méme, la question tragique restait posée: Qu'est-ce
que les judaisme? Que doit faire un Juif? Comment é&tre juif? Pour-
quoi 8tre juif?”
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Jeunesse Juive (DEJJ) ont fait leur alya et sont restés en Isragl. Il
nexiste 3 ma connaissance aucune recherclic empirique sérieuse
sur cette question.

Je voudrais donc soumettre & cette analyse scientifique & venir
mon impression personnelle et intuitive renforcée par dix ans de
fréquentation de I'afye de France (1973.-1984): les Olim ayant
fréquenté les B.LF. et le D.EJ.J. sont plus nombreux absolument
que tous ceux qui ont fréquenté les mouvements sionistes *offi-
ciels”. Bt cette supériorité numérique a tendance 2 se renforcer
avec la durée du séjour.

Au lendemain de la 1I° guerre mondiale

Panser ses blessures

Des 300.000 Juifs en 1939, il n’en reste plus que 180.000 en France.
La plupart de ceux qui ont survécu 2 la terreur nazie sont démunis,
Bt Cest par milliers que des enfants juifs ont “disparu” dans des
familles et institutions chrétiennes., Une Commission de dépistage
sera méme créée 2 Iinitiative de I’OSE, OPEJ, UJRE, Colonie
Scolaire, etc ... L’Affaire Finaly est sans doute le point culminant
de cette question des enfants disparus et/ou baptisés.

Ayant perdu nombre de ses dirigeants et de ses rabbins, cruel-
lement affaiblie numériquement, traumatisée et désabusée, la Com-
munauté tente poutant de se réorganiser. Dés septembre 1946, se
tient dans les bureaux de I’Alliancve Israélite une conférence pour
la Reconstruction Spirituelle, en vue d’un programme global et sys-
tématique d’éducation juive. Jules Isaac entame le grand débat sur
les responsabilités du christianisme dans I"‘enseighement du mé-
pris”. Quant 3 I'ORT, il formera en 1946, 4.000 personnes aux
métiers de la marine. .

En 1947-48, deux mille immigrants ou transitaires arrivent par
mois en France et quarante homes pour fils et filles de réfugiés
doivent étre ouverts. Ils accueilleront prés de deux mille enfants.
Les orphelinats juifs aussi jouent un rdle important 4 ce mo-
ment. A tel point que se¢ pose le probleme de la formation d’un
personnel d’animation de ces institutions. C’est pour répondre 2
ce probléme qu'est crée le Centre éducatif d’Isaac Pougatch. Quant
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4 Robert Gamzon (secondé par Léon Askénazi, qui le remplacera
plus tard), & nouveau a Pavaut-garde, il fonde une école d’études
juives et pédagogiques tout & fait exceptionnelle en Europe, De
haut niveau intellectuel, I'Ecole Gilbert Bloch a4 Orsay formera
pendant prés de dix ans des jeunes universitaires jnifs a la “fidé-
lité créatrice”: a la fois assumption de la Tradiiton e confronta-
tion: sincére & la modernité. Penser en frangais moderne le patri-
moine juif hébraique, et le traduire en attitude éducative, c’était
bien 1a en résumé extréme le projet de 'Bcole Gilbert Bloch. L. his-
toire de cette Ecole et de son impact exceptionnel sur la culture
juive frangaise reste & écrire. Celle aussi de celui qui fut son guide
spirituel, avant d’étre Commissaire National des E.LF. le direc-
teur-fondateur du Centre Universitaire des Etudes Juives (CUEJ),
Pun des maitres du D.E.J.J. et le directeur pédagogique de Mayanot
a Jérusalem, & savoir Léon Askénazi, strnommé “Manitou”. Edu-
cateur, philosophe et talmudiste, “Manitou” articule son interven-
tion autour d’une visiou de type kabbalistique. Nul doute que
son influence pédagogique est trds grande en France, auwjourd’hui
encore. A Strasbourg est créée une Chaire d’hébreu sons la direc-
tion du Pr., André Neher (1957).%

Mais bien qu’étant une communauté numériquement trés grande,
la judaicité n’avait pas jusqu’en juin 1949 d’organisation juive cen-
trale, date 3 laquelle est créé le F.S.J.U., grice & laide efficase de
rA.JD.C.

Cette organisation prendra en charge la relance du systdme sco-
laire juif (pour consacrer parfois plus de 509, de son budget & I'édu-
cation, tant formelle qu’informelle), le soutien des mouvements
de jeunesse (ex: les EILF.) ou méme la création d’un mouvement
de jeunesse (le D.B.J.J. en 1962), la construction des Centres Com-
munautaires {le premier date de 1955; en 1965 il y en avait 52).
Elle assurera aussi une grand part de responsabilité dans 1’accueil
économnique, soical, et professionnel de dizaines de milliers de juifs
réfugiés, rapatriés ou immigrants.®

35 Sur André Neher, voir nolre interview “Judaisme et pédagogie”, Dis-

persion: et Unite, (Jérusalem: 1979), no. 18, 168-176; et Erik H, Cohen,

“Exilode, Réflexions & partic de Voeuvre d’André Neher”, Sillages,
(Jérusalem: 1982), pp. 41-60,

36 En 1957, par exemple, le Comité Juif d&’Aide Sociale aqux Réfugiés et
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En effet, de fagon assez troublante, la judaicité francaise refai-
sait en 1945-1978 I'expérience des années 19061939 4 savoir tripler
sa population. Nous disions plus haut T’'importance de la constante
“immigration” pour comprendre le fait communautaire frangais.
Apres la Deuxieme Guerre mondiale, la m&me constante est d’au-
tant plus essentielle qu’elle touche une population touchée et trau-
- matisée,

Les efforts et les résultats éducatifs n’en sont done
que plus louables

Les grands traits de 'école juive en France

En 1950, il y avait 400 éleéves dans les écoles juives & plein temps.

En 1978, ils étaient 7.992.

En 1950, il 'y avait moins de 500 enfants dans les Talmudé
Thora. En 1978, ils étaient prés de 10.000.

Les Talmudé Thora se développent les premiers et le plus vite.
En effet des 1959, ils atteignent prés de 9.000 enfants. Il faudra
par contre attendre I’année 1970 pour compter 3.000 éleves dans
les écoles juives.®”

Comme ccla a déja été remarqué,®® le pourcentage trés. élevé
de lycéens (plus de 609%) parmi tous les jeunes juifs scolarisés
(du jardin d’enfaut au lycée, en passant par école primaire) est
un trait central et spécifique de la judaicité francaise.

(D’autre part, et contrairemeut 3 la plupart des autres pays,
les éléves formés dans des écoles juives primaires continuent,. pour
une trés grande part d’entre eux leurs études dans le cadre d’une
école secondaire juive.’®

le Comité de Bienfaisance devaient soccuper d’une moyenne men-
suelle de trois mille nouvelles personmes arrivant d’Afrique du Nord
ou d’Egypte. Quant 4 la “vague” de 1962, elle ne porte1a pas moins
de 110.000 Juifs d’Algéric en France.

3?7 Pour plus de détails, voir I’Annexe I

38 HS., Himmelfarb and Sergio DellaPergola, Enrolliment in Jewish
Schools in the Diaspore late J970s, (The Hebrew University of Jeru-
‘salem, 1982), pp. 22-40,

39 C.A. Gugenheim, “Qu’est-il advenu des anciens éldves des écoles juives
4 plein temps”, Hamoré 61-62, p. 18,
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Ce pourcentage trés faible d’éléves a I'école primaire juive mé-
rite une tentative d’explication sociologique.

Au moment de la séparation de I'Eglise et de I'Etat (1905) et
des débats autour de ’école laique, Clémenceau déclare, lapidaire,
“la guerre entre nous n'est pas dans les chemins creux, elle est
dans 'école”.®® Dans cette école qui doit étre le canal de transmis-
sion des idéaux de 1789.4* En un sens, cette “‘guerre’ continue au-
jourd’hui.

En fait, I’école primaire, laique et publique, cet instrument pri-
vilégié de Pacculturation, est le creuset de la francité. Il est ce “mi-
nimum commun” de tous ceux qui se réclament de la culture fran-
caise: le lieu d’apprentissage civique. D’autre part par son idéologie
implicite du don personnel et individualisé,** elle permet un jan-
agge et une mythologie égalitaires propices d’une part & Paspiration
ascendante et d’autre part 3 Iémicttement de la socialité. L’école
primaire c’est aussi I'enracinement 2 une méme histoire, méme si
les apparences s’y opposent de toutes leurs forces. Il n’est qu’a rap-
peler ces Martiniquais noirs qui apprennent I'existence des *“Gaulois,
nos ancdtres”. On comprendra le scandale vite biffé par tous les
Frangais, Juifs et non-Juifs du slogan lancé par le CLES.S. (mou-
vement estudiantin sioniste de Paris) en 1981 selon lequel nos an-
cBtres ne seraient pas les Gaulois. Comme I’a montré S.M. Lipset,
les Juifs ont toujours tenté de s’adapter au plus vite & la culture
dominante de 1a société d’accueil.*®

La fréquentation massive, pour ne pas dire quasi exclusive, de
Pécole primaire laique, reléve 2 notre avis essentiellement de cette
démarche.

Lorsque Iécole rouvre ses portes au lendemain de 1945, c’est

40 “Laicité”, Encyclopedia Universalis, vol. 9, p. 744.

41 Jules Ferry, cité par Stephen Lukes Emile Durkheim, His Life and
Work, (Allen Lane The Penguin Press, 1973), p. 355. Le role de
Durkheim comme “idéologue scientifique” de cette école frangaise
est bien mis en valeur dans cette étmde.

42 Pierre Bourdieu et Jean-Claude Passeron, Les héritiers: les étudiants
et la culture, Editions de Minuit, (1964).

43 Pour la discussion de cette thése et la présentation de nombreuses
autres, voir le bilan méthodologique présenté par Alain Greilsammer
“Y e Juif et la Cité. Quatre approches théoriques,” Archives de Sciences
Sociales des Religions, no. 46f1, (1978), 135-151.
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presque uniquement en milieu orthodoxe que les €leves sont re-
crutés. Cest 12 sans doute 'une des raisons pour lesquelles 1’école
juive est restée de nombreuses années le fait d’une extréme mi-
norité.

Toutefois trois événements vont assez vite bouleverser ces don-
nées et permettre 'ouverture des écoles juives.

Il agit évidemment tout d’abord de I'arrivée massive des Juifs
d’Algérie. Ensuite la guerre des Six-Jours qui constitue peut-€tre
“le tournant extrémement décisif”’, le “révélateur” d’une commu-
nauté 2 elle-méme.** Nombreux seront alors ceux qui prendront
conscience de leur judéité. Et alors que I'Aliya de France a
toujours été extrémement réduite, elle prend dans les années 1967~
1971 une importance tout A fait exceptionnelle par ses effectifs et
par la qualité de ses réalisateurs.®® Bn ces années, I'école juive était
aussi pergue comme un lieu de préparation a Paliya. Et pas seule-
ment des éleves. En effet, le départ d’enseignants d’écoles juives sem-
ble avoir atteint dans ces années une telle proportion qu’il faisait
“probléme” .48

Il faut enfin signaler, comme troisitme événement, la *‘révolte”
de mai 1968 et ses conséquences dans le train de vie de lycées. Une
atmosphere de contestation permanente, I'introduction des drogues,
certains groupes militants de I’homosexualité, la baisse du nivean
des études et Pantisionisme marqué de nombre de lycéens, bref un
laisser-faire généralisé, ont en effet apeuré plus d’un parent. Et face
A cefte intage d’un lycée problématique, le lycée juif se présentait
comme un havre de paix, tant du point de vue des études que du
point de vue de la qualité des relations humaines entre €leves eux-
mémes d’une part en entre éléves et enseignants d’autre part.

Ainsi, des 1969, les demandes d’inscription dépassaient largement
le nombre de places disponibles. Cela ne s’était jamais vu en France.

44 Yves Chevalier, “Mutations de la Communauté juive de France”, Yod,
no. 6, 42-54. Voir aussi Dominique Schnapper, “Les jeunes générations
juives dans la société frangaise”, Efudes, (mars, 1983), 323-337, en
part, pp. 335-7.

45 Voir Bitan Sabatello, L’Alyah de France et Pintégration sociale des
immigrants, Sillages, no, 3, (1980), 49-58.

46 ILouis Cohn, “La vie des écoles juives en France. L'école juive en
France, 1945-1971", Hamoré, no, 57/58, (janvier 1972), 64-67,
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C’est dans ce contexte socio-politique qu’il faut situer la réponse
institutionnelle trés significative du F.S.J.U. et de I'Agence Juive
pour Isragl par le biais de la création d’un Fonds d’Investissement
pour "'Education (F.LP.E.). Nul doute que 1a F.LP.E. venait a point
pour résoudre ce probleme inattendu. La cominunauté juive de
France he peut que se féliciter que le temps d’activité du FIP.E.
- fixé au départ & 5 ans ait été reconduit pour une deuxidgme période.
Quant & la Fondation Pincus, créée & la mémoire de I'aucien chef
de ’O.S.M.,, elle a consacté 4 40 projets éducatifs juifs frangais plus
du part de ses allocations (soit plus de 3,3 millions de dollars!, 509
de cefte somme ayant déja été versés).

L'ORT.

Selon une enquéte de la SOFRES, un nombre trés important de
Juifs frangais seraient ouvriers (peut-&tre 30%).*

Certes une partie non négligeable de leurs enfants suit une sco-
larité longue. Mais la plupart d’entre eux vont étudier un métier
pour entrer dans la vie active & 18 ans ou & 20 ans.

Créé a la fin du siecle dernier en Russie tsariste entre autres par
le grand savant Nikolai Bakst (1842-1904) et par le Baron Horace
Gunzburg (1833-1909), délégué officieux de la judaicité locale (tous
deux hommes opposés a I'idée du sionisme herzlien) PORT sest
répandu dans le monde et a contribué a la formation professionnelle
de plus d’un million de Juifs.*® En 1977, par exemple, il y avait
respectivement 55.503 et 6.966 éléves dans les établissements de
PORT en Israél et en France.

Et, sur les éleéves frangais, 3.887 étaient jeunes.

“Tis sont en fait des dizaines de milliers ces jeunes Juifs, & avoir recu
un enseignement professionnel & PORT au cours des années 1950~
1977 en France et en Afrique du Nord (je parle ici de ceux qui sont
par la suite venus vivre en France). Aussi la France est-elle de-
puis de nombreuses années le deuxi¢me pays, apres Israg,l du point
de vue de Iimpact de PORT dans le monde. Instrument privilégié
d’acculturation a la modernité technologique, ’'ORT joue ainsi depuis

47 Dominique Schnapper, art. cit, p. 324,
48 Encyclopedia Judaica, 12, p. 1485,
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plus de trente ans un role révolutionnaire auprés des Sépharades.

Sur le plan strictement sociologique, le seul fait que les ¢€léves
de TORT soient presque tous juifs dans un méme établissement
en France est porteur de signification, quel que soit par ailleurs le
mode de vie juif de cet établissement. Mais le respect des Fétes et
de la cacherout aidant, il est clair que pour nous I'ORT a aussi
remplt un réle éducatif juif €vident.

La résolution adoptée 2 Punanimité par le Conseil Central de
Londres en juillet 1977 est trés significative de cette tendance: il
gagit d’assurer “les moyens de développer chez nos €leves la con-
science juive, ainsi que le désir de connaitre la valeur de leur patri-
moine spirituel.®* En cela, le Conseil Central poursuivait une poli-
tique déjd amorcée consciemment le 28 octobre 1968, date & laquelle
est constitué un groupe de travail autour de Me René Weill et de
M. et Mme Neher, “chargé d’étudier la possiiblité d’améliorer da-
vantage la contribution de PORT & la prise de conscience juive de
ses éldves”. _

La création dans les années 70 d’une Yeshiva Tora et Technique
a Toulouse en constitue une expérience limite.

Les mouvements et les oxganisations de jeunesse

1l existe en France de trds nombreux mouvements et organisations
de jeunesse juifs. L’annexe II en fournit la liste des principaux.
Ces organismes couvrent ensemble de I’éventail politique (de I'ex-
tréme droite 3 Pextrdéme gauche), religicux (de I'éducation orthodoxe
4 Péducation athée) et numérique (du groupe primaire de 30-40
personnes A une organisation de plusieurs centaines, voire quelques
milliers de jeunes). -

Un certain nombre de traits essentiels se dégage de la pratique
de ces organismes. Et, comme pour les écoles, nous ciblerons sciem-
ment nos réflexions sur I'aspect sociologique.

49 Leon Shapiro, The History of ORT, A Jewish Movement for Social
Change, (New-York: Schoken Books, 1980), p. 274. Selon Pauteur, le
nombre d’éléves non-juifs & PORT on France est trés faible (p. 273).

50 Voir une allusion 3 ce fait dans Jack Rader, By the Skills of Their
Hands, The Story of ORT, (Geneva: World ORT Union, 1970}, p. 93,

S1  Séminaires d’éducation juive, 1977, Journées pédagogiques de PORT,
(Gendve: Union Mondiale ORT, janvier, 1978), p. 7.
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Juifs — non-Juifs. Les Juifs de France sont frangais culturel-
lement et linguistiquement et si, pour une bonne part d’entre eux,
ils ressentent un étre juif différent bien qu’indicible, cela ne peut
nous empécher de séparer méthodologiquement 1'““étre-jeune-juif-
frangais-ensemble” de 1"“‘étre-jeune-frangais-ensemble™.

Or, les jeunes frangais en général ne fréquentent que faiblement
les mouvements de jeunesse, pris dans leur acception organisation-
nelle la plus large qui soit: scouts, mouvements de jeunesse clas-
siques ou prolongements en milieu jeune d’un parti politique adulte
(PS., P.C, ...), jeunesses paroissiales, maisons de jeunes et de la
culture (M.J.C.), ete.

En fait, selon les estimations les plus optimistes, il n’y aurait pas
plus de 159, de jeunes frangais impliqués dans ces “mouvements”.3?

C’est d’abord ce pourcentage qu’il faut méthodologiquement com-
parer le taux de participation des jeunes Juifs dans des mouveinents
de jeunesse juifs en France. Et non au pourcentage de fréquenta-
tion juive dans d’autres pays.®®

En 1968, une vague trés forte a porté les espoirs de toute une
jeunesse, juive et non-juive. Dans un style trés anarcho-romantique,
les jeunes voyaient les champs du possible s’ouvrir. Ce fut le mo-
ment privilégié des Comités d’Action Lycéens et autres.

Cet événement de 68 (et ses prolongements) surdéterminé par la
Guerre des Six-Jours qui 1'avait précédé, formait un substrat favo-
rable aux mouvements juifs (sauf peut-étre & ceux de gauche qui
furent rongés). Mais dés 71-72, un ralentissement, plus, une grande
désillusion, apparurent pour faire place 4 ce qu’il était convenu
d’appeler la génération du *‘ras-le-bolisme” et du *‘cbacun pour soi”
hédonique et a-social.

L’impact de cette atmosphére globale sur les organismes juifs fut
sans doute marquant.

Ashkénazes-Sépharades. A part peut-&tre une ou deux excep-
tions, les organismes de jeunesse comportent majoritairement (de
60 a 100%) des jeunes juifs sépharades. Dans le train affrété spé-

52 Mouvements et organisations de jeunesse en France, La Documenta-
tion Frangaise, (1972).

53 Sur ce point essenticl, vor Stephen Sharot, Judaism: A sociology,
{David and Charles, 1976).
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cialement pour Cologne ou se tenait le jugement de deux anciens
nazis, il y avait prés de 1.000 personnes. Les jeunes de 15-20 ans
qui représentaient la quasi fotalité des mille personnes étaient presque
tous sépharades. A titre d’indication supplémentaire, je prendrai
pour exemple deux promotions (1976 et 1982) et I'Institut de For-
mation d’Animateurs pour la Diaspora (Jérusalem) ol participaient
des animateurs-stagiaires des mouvements Bétar, Dror, ELF., Ha-
bonim et Hashomer Hatzair: 809, étaient sépharades. D’autre part,
ces deux mémes promotions indiquent un déplacement géographique
trés net du recrutement de ces mouvements de Paris-ville 2 la ban-
licu ol habite le quart des Juifs de France, presque tous sépharades.®

Paris redevient d’une certaine facon le désert communautaire qu’il
était au début des années 50 pour laisser place & une restructuration
et a une effervescence juives en banlieue.

Le style et la qualité d’intervention ne peuvent qu’en Etre chan-
gés.“

Entre Pécologie humaine et le systéme de représentation abstraites
ne ginfiltre-t-il pas un jeu dialectique? Ce texte qu’il nous faut
chaque jour coudre et découdre, est-il d’abord le tissu de la socia-
lité ou bien plutdt cet entrelacé de mots-vecteurs qu’est la tradition?

Ecoles juives et organismes de jeunesse: un développement en
clseaux. A partir de 1969, il y avait plus de gens qui frappaient
aux portes des écoles juives que de places disponibles. C'est aussi
peut-2tre la période ol les mouvements communautaires (D.E.LL
et ELF.) connurent leurs plus grands succes.

Mais alors que les écoles continuaient leur ascension, les mouve-

54 Sur ces problmes d’écologie juive, voir Doris Bensimon, “Ecologie
nrbaine des Juifs de la région parisienne vers 1975, Papers in Jewish
Demography, The Institute of Contemporary Jewry, (The Hebrew
University of Jerusalem, 1981), p. 363-369. Sur la différence des im-
plications juives & Paris et dans sa banlieue, voir Sergio DellaPergola
et Doris Bensimon, “Enquétes socio-démographigues sur les Juifs de
France, Nouvelles perspectives”, Dispersion et Unité, no. 18, (Jérusa-
lem: 1978), pp. 190212,

55 Voir sur ce point Clande Tapia, “Propositions méthodologigques pour
Pétude des comportements religienx, Communautés et pratiques reli-
gieuses dans le judaisme francais”, Archives de Sciences Sociales des
Religions, 441 (1977), 93-101.
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ments de jeunesse entamaient leur phase deseendante, Sclon Denise
Gamzon, les EXLF. comportaient en 1971 prés de 5.000 membres.
Quant au D.E.J.J., eréé en France en 1962, par un trés grand éduca-
teur et visionnaire communautaire, Edgard Guedj surnommé “Lyn-
elair”, au moment de I'arrivée des Juifs d’Algérie, il connu apres
une activité intense et créatrice, un effectif de prés de 7.000 jeunes
en 1970. Aujourd’hui, prés de quinze ans aprés, ces deux mouve-
ments ptis ensemble, n’ont pas plus de 1.500-2.000 membres!

C’est 13 sans doute le fait massif des quinze derniéres années. Les
mouvcments haloutziques, sauf 4 de trés rares moments, ont tou-
jours été extrémement marginaux en France. Leurs effectifs actuels
ne représentent, relativement, done pas un phénomeéne nouveau.

Non, c’est le quasi-effondrement des mouvements ecommunau-
taires qui est le phénomneéne sociologique diachronique marquant des
années 1970-1984. '

‘Nous voudrions proposer un certain nombre d’hypotheses pour
essayer de rendre compte de ce fait.

En ce qui concerne les Eelaireurs, ils s’inscrivent dans la crise
généralisée du scoutisme frangais.®® Paradoxalement, 1a mode, lar-
gement accueillie, de I'intérét pour I'écologie, a affaibli le scoutisme.
Un autre paradoxe s’impose & Panalyse. Ce mouvement qui fut 3
la pointe de Ia lutte contre 1’assimilation entre les deux guerres, de-
vint, aux yeux de toute une jeunesse juive d’Afrique du Nord, 2
la judéité A fleur de peau, le symbole méme de I'establishment et
de la bourgeoisie. Bref de I'israélite!

En ee qui coneerne le D.EJJ., la premiére explication & son
effondrement est évidemment liée & I'histoire de sa création. Créé
pour aceueillir eulturellement, socialement et spirituellement les en-
fants des rapatriés, ce mouvement a vu ses rangs se réduire au fur
et & mesure que l'intégration s’accomplissait. Cette analyse socio-
logique comporte srement une part importante de vérité. Mais -
elle ne nous parait pas décisive. En 1979-82, la nomination d’un

36 Pierre Bodineau, Pour une mvcillewre adaptation du scoutisme frangais,
Document de travail, (1979), renéot. “Les associations de scoutisme,
groupant a elles cing, moins de deux cent mille membres, sont de-
venues de petites associations dont le passé glorieux ne suffit plus a
masquer la modestine.” En pourcentage, cela représente 3 peu pros
1% de la jeunesse frangaise,
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nouveau délégué du mouvement 4 Nice opéra une véritable petite
révolution. En moins d’un an, la délégation locale, redevenait com-
me en 1970, le mouvement le plus important de la ville prés de 250
membres réguliers.

I existe ainsi des raisons spécifiques possibles aux deux mouve-
ments. Mais ’étiologie profonde reléve A notre avis d’une expérience
commune plus large.

Tout d’abord sur le plan institutionnel, la Gucrrc de Kippour
marque le début de Paffaiblissement du Service dc la Jeunesse du
F.S.J.U. Ce Service a en fait pratiquement cessé de fonctionner.

Or sans un environnement institutionnel compétent, concerné et
encourageant, les mouvements communautaires perdent de leur im-
pact. Cela s’est exprimé sur le plan des petites “communautés’ ol
des mouvements locaux ont commencé A se mettre en place. (D’une
certaine fagon, la vie juive horizontale prenait ici une “revanche”
sur la vie juive verticale. A travers I'organisation de la jeunesse,
c’est aussi de pouvoir et de rapports de force qu’il est question, les
grandes institutions juives de Paris étant pergues et pensées com-
me traduction en milieu juif de la hiérarchie et du centralisme ja-
cobins.) Mais d’autres réalités sont venues renforcer ce “‘régiona-
lisme” juif. Nous voulons parler de la multiplication des groupes
d’auto-défense juifs (qui exigent un engagement total) et de Iacti-
vité autour des radios juives,

Nul doute que par rapport au sentiment d’un antisémitisme cha-
que jour plus pesant et aux possibilités nouvelles d’expression et
de militantisme autour des radios, ces groupes, d’aillcurs parfois
trés liés, aient réussi A attirer par centaines des jeunes juifs.

L’hypothese, selon laguelle les écoles juives en se développant ont
péché leur clientele dans le vivier naturel des mouvements de jeu-
nesse communautaires, mériterait aussi d’étre vérifiée enpirique-
ment,

Le tourisme juif en Israél, enfin, contribue aussi peut-étre a 1’af-
faiblissement des mouvements organisés.®” Comme si certains jeunes
fréquentaient Isragl, comme d’autres fréquentent un mouvement, a

57 Sur la sociologie du tourisme, voir les travaux du Pr. Brik Cohen et,
en particulier, “A Phenomenology of Tourist Bxperiences”, Sociology,
13, 179201,
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la différence prés qu’en se rendant en Isragl on va physiquement
dans ce lieu dont justement il est toujours question dans ces mouve-
ments. En 1979, une enquéte fort intéressante a été conduite par le
Ministdre du Tourisme Israélien. Elle nous apprend que sur les
64.000 entrées de juifs de France (il faut penser que cela repré-
sente au moins 55.000 personnes différentes, soit 109, de la judai-
cité francaise au moins!), 11.500 avaient entre 15 ans et 24 ans (A
cet dge le nombre de ceux qui font deux voyages annuels est extre-
mement réduit statistiquement). Sur ces 11.500, 2.500 au maximum
étaient venus en 1979 dans un cadre formel et groupal (Départe-
ment de la Jeunesse et du Héchaloutz, M.AF., Tour Véalé, etc...),
soit 209, Or ce pourcentage ressemble & ¢’y méprendre & celui des
jeunes juifs impliqués dans des structures de jeunesse uon scolaires.
Comme si la communauté ne pouvait que se répéter. Ol qu’elle soit.

En guise de conclusion

Une notion s’est avérée essenticlle au cours de notre analyse, celle
de substrat culturel politique. Elle est essentielle cette notion et
pour deux raisons au moins. Tout d’abord elle est cet invariant sys-
tématique dans lequel s'inscrivent les grandes familles politiques
francaises, par deld leurs options spécifiques. Ensuitc, elle est cette
imago libératrice, quasi messianique intériorée par I'imaginaire juif
en France, en Burope et dans tout le bassin méditerranéen,

Nul doute que les travaux socio-politologiques de Lipset, Sharot,
Elazar et Kriegel ont été pour nous déterminants.

Au XIXe sidcle, et nous pouvons méme dire jusqu’a la veille de
fa Deuxiéme Guerre mondiale, I'école juive est cette entreprise me-
née par des Israélites frangais auprés des pauvres, des immigrants
ou des juifs vivant autour du bassin méditerranéen. L'école juive
est alors la courroie de transmission du projet israélite.

Mais une série de coups de boutoir tétus et lancinants va provo-
quer une cassure consensuelle.

L’Affaire Dreyfus, les mouvements dc jeunesse avant-guardistes,
la montée du nazisme et le gouvernement de Viclly, la naissance

S8 .nvInn WD P hLDY MmOHRa oW 1979-=80 BWEM DVAUNR BVND
54—59 'Y ,686 DRy DIDMA,
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d’Israél, la Guerre des Six Jours, la politique extérieure frangaise
de 1967 & 1981, I'impression d’un antisémitisme montant et Parrivée
incessante et massive d’immigrants/rapatriés en sont les repéres juifs
essentiels.

Articulés & des faits socio-politiques plus généraux (fin de I'Em-
pire frangais, baisse de la froncophonie dans le monde, militantisme
régionaliste en France méme, ...} nous avons &, dessiné, I’humus
sur lequel pousse réguliorement depuis prés de vingt ans une reju-
daisation massive des Juifs de France qui s’éait amorcée dés 1900
dans des groupes tres restreints.*

Le Renouveau Juif (mouvement politique juif né il y a quelques
années), les réussites impressionnantes des diverses “12 heures pour
Isradl” (o parfois ont assisté prés de 150.000 juifs!), le développe-
ment spectaculaire des écoles juives en sont quelques manifesta-
tions marquantes.

Et mon expérience professionnelle ne peut que me faire confir-
mer les trois moments identitaires dégagés par Dominique Schnapper
au sein des jeunes générations juives. A savoir, une affirmation
juive plus poussée, une hypersensibilité a I'antisémitisme et un sou-
tien indéfectible 4 T'existence et & I'expérience israéliennes.®®

Mais il ne faudrait pas en conclure, comme le font certains, que
les juifs feront massivement leur aliya & court ou & moyen terme.
Non, dans leur grande najorité, les Juifs de France ont fait de ce
pays leur pays. Mais ne voulant généralement ni s’assimiler ni vivre
strictement selon le judaisme halachique, ni opter pour un sionisme
réalisateur, les Juifs de France deviennent des Juifs d’une condi-
tion certes volue et réclamée, mais inconnue jusqu’alors en terre
de France, et on peut y voir “the emergence of the first signs of
a collective personality,” 8!

Pergue comme un “anachronisme insoutenable™ par A. Koetsler,?
cette mutation d’identité est le lieu décisif de P’ethnicité juive de

59 Sur l'ethnicisation des Juifs de France, veir entre autres William
Safran, “France and Her Jews” From ‘Culte Israélite’ to ‘Lobby Juif*”,
The Tocqueville Review, 5 (1), (&€ 1983), 101-135. '

60 Art. cit, p. 328,

61 Alain (Ilan) Greilsammer, “Jews of France. From Neutrality to In-
volvement,” Forum, 12/29, (Jérusalem: 1978), p. 146.

62 Calmann Lé&vy, Analyse d'un miracle, pp. 371372,
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France. Mais cette ethnicité est coupée de tout terroir: les Juifs
ne sont ni les Corses ni les Bretons. Cest 1a que la thése Kriege-
lienne du double foyer prend tout son sens. Inscrite dans la logique
méme de 1789, la relation du Juif A la France est, par sa définition
méme, d’ordre individuel. Atomisée dans sa figure publique, la vie
juive ne peut &re statistiquement qu’informelle, horizontale. Quant
au collectif, ou ce qu’il était convenu d’appeler la Nation Juive avant
1789, ils se reconstituent dans le rattachement & sa traduction con-
temporaire la plus évidente: Isragl.®

C’est toute une nécessité socio-historique inhérente 2 la judéité
en terre de France qui se dégage ainsi. Celle d’une coopération
grandissante entre les services éducatifs juifs frangais et israéliens.

63 “Postface” d’Annie I(riegel & louvrage de Béatrice Philippe,, Etre
juif dans la société frangaise, ed. Montalba, (1979), p. 406,

64 Les chiffres sans indicaton sont tirés des American Jewish Year Books
correspondants.

65 Les chiffres encadrés sont tirés de F, Schrager “Report in the History
Files,” cité par Leon Shapiro, The History of ORT, A Jewish Move-
“ment for Social Change, (New-York: Schoken Books, 1980}, p. 274.
(Parmi tous ces éléves, la plupart n’étaient pas adultes, Mais la pro-
portion exacte n’est pas signalée par Shapiro. En 1977, 45% étaient
adultes, id, p. 327.)

66 Les chiffres soulignés italics sont extraits de Harold S, Himmerfarb
and Sergio DellaPergola, Enrollment in Jewish Schools in the Diaspora
late ]970s, Jewish Bducation Statistics, (The Hebrew University of
Jerusalem, 1982), p. 72. Les 11.234 éléves contiennent aussi les 3.242
jeunes de 1'ORT, voir note 62, p. 93,

67 Le chiffre souligné fin est tiré de Elie Asseraf, Les Talmudei Thora de
Province, Etude socio-éducative, (Paris: Consistaire Central Israélite
de France et d’Algérie, sept. 1978), pp. 6-8.



193

ILE MASQUE ET LE VISAGE

*29 ‘99 ‘68 ‘pg SI0W W0 $OdsROF

(serTeqnevammos SaXUAn) DD

(g2 ssunal) sdm=p

LHC

®I0Y], POIIEL,

mmmﬂu» urapd) ssamml sajooq

(12qo13) sanf vonwsnpy

=3 o
'y F) -
=y o | b ™
B ole o
=4 ole =]
=4 o|e =}
renl na| [
(=] o o &
18 318 5 2 |3 3 3
B> y = = o = 4 @
b n “w (L]
MO 3 = o | )
= o o =3k n
. m. 1
find ] mijwimlwimin . = =
o = S'A &S ;= ] iy
] = ocioclcioie|o =4 Sia >
R o =R E=-EI-RE-Ni-N =] W
H = - =
iy i ] ] o [ N
= = o o in i =]
ol “ = = =3 ol o
[icy k o m 1= oo =
E 1 !
1 | H : 1 ]
uJrn i wnen Gt L] Lty ]
Loty [<-2073 .\an L] S [ ]
o2 oo = = e ngn
o0 oo 4= ey [=r= =
o5 = j=ga] ==} I=1=] =0
=1 == har=] [=1=1 =2 =1
8L 2L 94 GL ¥L €2 22 WL 0L B9 8D LD 65 B0 ¥R SO 30 1D 08 55 85 LS 95 55 vT EG TG 1S 06 6%

{sompaaxs suonemnss xoarpl
aayaf woryeindog



194 Erik H. Cohen

ANNEXE II

Mouvements et organisations de jeunesse juifs en France,
1979-1981

Au cours de ces deux années, j'étais chargé de mission du Départe-
ment de la Jeunesse et du Hechaloutz de 'O.S.M. en France. J’ai été
ainsi amené a beaucoup circuler dans les différentes régions et dans
les différents organismes juifs de jeunesse. Ces derniers, a4 encontre
des écoles juives, sont trés “fluides” et peuvent comporter en leur
sein plusieurs types de population: du noyau dur des militants et
des actifs & la périphérie des sympathisants qui viendront de temps
en temps, les effectifs peuvent doubler et méme tripler. F’ai donc -
construit deux séries de cbiffres: évaluation minimale et évaluation
maxiinale. Lcs effectifs absolus sont en général inaccessibles, aussi
cette méthode des fourchettes me parait-elle la plus appropriée. Pour
la plupart des mouvements de jeunesse, les chiffres ont été *“‘cons-
truits” A partir de sept sources d’information différentes et parfois
divergentes:

— le cbiffre “‘officiel” — donné par le mouvement.
— nombre de types de camps.
— nombre (celui-la trés exact) de jeunes en camp en Isragl.
— visite des principaux locaux en France au moment des “grosses™
activités.
- — nombre d’animateurs du mouvement dans les journées d’étu-
de régionales.
- chiffre anné par les jeunes du local et/ou de la ville.
~— Yair Auron, Les mouvements de jeunesse juifs en France.

Le juddisme contemporain a travers le miroir de sa jeunesse. Thése
de Doctorat de III° cycle, Paris, IN.L.C.O., 1979, 280 p. Y. Auron
m’a transmis oralement les effectifs du CLEJ, de HEVRA et du
CEE.
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Centres Communautaires et -synagogues 2.500 4.000
Groupes de défense 1.500 2.500
EILFR. 1.500 2.500
Jeunesses Juives locales 1.500 3.000
Groupes lycéens 1.500 3.000
Organismes de loisirs 1.500 3.000
U.EJ.F, 1.500 2.000
MACCABI 1.000 2.000
DEILIL 1.000 1.500
C.CV.Lss 1.000 1.500
Groupes d’étude 800 1.500
Bné Akiva 800 1.500
MAF ' 600 1.000
Dror-Habonim 500 1.000
Etudiants (autres qu'iL.E.J.E.) 500 800
- Tikvateinou 350 500
Loubavitch 200 400
Hashomer Hatzair 200 300
Bétar 200 300
Yéshouroun 200 300
C.L.B.J. (Bundistes) 50 100
HEVRA (Sionistes-sociales) 50 100
CLESS 50 100
CE.E. (Communistes) 50 100
19.050 33.000

A ces chiffres, il me parait souhaitable d’enlever 209, representant
les jeunes appartenant & plus d’un organisme. Nous obtenons ainsi
le Total des jeunes Juifs de 7 & 21 ans liés & une organisation in-
formelle:

1) Evaluation minimale: 13.335 soit 13,39, de la couche d’4ge
considérée

2) Evaluation maximale: 23.100 soit 23.1%, de la couche dige

- considérée

68 Sur les jeunes du C.C.V.L. comparés aux éleves du Lycte Maimonide,
voir Patricia Frydman, “L'identité des jeunes juifs de France”, in Les
Juifs en France, H. Histoire, no, 3, (nov. 1979), 213-223,
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Il y avait en 1979 21.734 jeunes Juifs scolarisés. Il faut supposer
qu'un certain nombre de ces éleves fréquentaient aussi une orga-
nisation de jeunesse. Nous considérerons que 309, des éléves en-
traient dans cetie catégorie.

Dans son follow-up de 1971, Doris Bensimon Donath rapporte
que 739, des éléves des écoles juives avaient été aussi membres
d’une organisation de jeunesse juive. Ce pourcentage ne nous
parait pas actuel pour trois raisons:

— il est diachronique, alors que notre descripton ici est syn-
chronique

— il se rapporte & une période ou I'école juive était peu fré-
quentée {1.500 éleves de 1948 a 1969 dans lcs Iycées étudiés!)

~— et “‘réservée’” a4 un milieu orthodoxe concerné.

D’autre part, de la thése de Y. Auron (p. 93), il n’est pas pos-
sible d’obtenir de fagon nette une information 2 ce sujet.

De maniére “intuitive” pourtant, le pourcentage de 309, que
nous proposons nous parait supérieur a4 la réalité. Nous obtenons
ainsi le

Total des jeunes Juifs de 3 a 21 ans liés & une organisation juive
en France a ce moment-ig:

3) Evaluation minimale: 28.549 soit 21.79%, de la couche d’dge
considérée

4) Evaluation maximale: 38.314 soit 309, de la couche d’age
considérée

Inutile de dire que nos évaluations (1, 2, 3 et 4) sont supérieures
a celles qui sont habituellement admises.



SUBCULTURE OR COUNTERCULTURE:
CAMP RAMAH

Janet Aviad

Introduction

Although education is formative of the individual, educational
ideology and institutions reflect processes in the society and cul-
ture that support them. They respond to processes of change
occuring within society and only rarely initiate or influence such
changes. For the past three hundred years Jewish education has
attempted to respond to intellectual, economic, political and social
changes in Jewish life. Education is indeed one arena in which
the challenges preseuted by secularization to Jewish culture and
community are most evident. It is also one arcna in which paths
of adjustment aud adaption to these challenges may be observed.
The summer camping network established by the Conservative
movement in the United States, Camp Ramah, presents an op-
portunity to examine thie relationship of Jewish education to
Jewish culture and society, and of the latter to general society
and culture. These camps were a field wlere the ideals of this
variety of modern Judaism could be established and acted out.
They were settings where religious leaders and educators had
full control over the environment and could structure it as they
wished in order to realize educational goals which were the camp’s
very raison d’etre. An analysis of Ramah, therefore, is an analysis
of the attempt of Conservative Judaism to construct a reality
which reflected its own spirit and orientation. Issues which arose
in Ramah were not specific to the camp, but were, rather, issues
which confronted the Conservative movement as a whole.
Ramah is a subcultural experiment: an effort to secure com-
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munity through the construction of a distinctive Jewish culture
in a self-contained environment. It is a subculture, however,
whose foundations are a nuanced variant of those of the majority
culture, mirroring the accomodation of Conservative Judaism to
the American environment. An analysis of Ramah reveals the
strengths and strains inherent in a subcultural framework which,
due to the compromises of a movement which stressed integra-
tion within the general society, is bereft of the compelling quali-
ties of a counterculture,

The Emergence of Ramah

Since Ramah can only be understood against the background of
the wider institutional context out of which it emerged, it is im-
portant fo examine certain aspects of Conservative Judaism, even
most briefly. The origins of the Conservative movement in the
United States date back to the conflict between radical reformers
and moderates in the latter half of the nineteenth century. Fol-
lowing the promulgation of the Pittsburgh Platform, the opponents
of radical or classical reform organized themselves. They founded
the Jewish Theological Seminary in 1886 to train modern rabbis
who would be loyal to tradition, to act as a focus for the con-
servative forces within the American rabbinate, and to be a center
of the scientific study of Judaism. The organizers also hoped to
establish - an authoritative body which would enact changes and
uph_oIdA norms within the framework of Jewish law. Their inten-
tion was to preserve what they regarded as essentials of Ju-
daism, which they considered to be flouted by radical reformers,
namely, the observance of the Sabbath and dietary laws, preserva-
tion of the Hebrew language, loyalty to Jewish ethnic identity,
and the preservation of the vision of a national future in Palestine.’

Loyalty to Jewish ethnicity and to certain aspects of the tradi-
tion along with an espousal of Americanization and moderniza-
tion gave the Conservatives great appeal to the Eastern Ewuro-
pean immigrant and his children who wanted to mainfain their

1 Moshe Davis, The Emergence of Conservative Judaism (Philadslphia:
Jewish Publication Society, 1963}, 201.
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religious identity, but did not want to do so within an Orthodox
structure, felt to be unsuitable to the American setting, nor
within a Reform Temple, felt to be foreign. The Conservative
synagogue grew rapidly as Eastern European Jews moved to the
suburbs in the forties and fifties. A disjuncture developed, how-
ever, between the leadership of the movement, the rabbis and
educators trained at the Jewish Theological Seminary, and the
large numbers of laymen who affiliated themselves with the Con-
servative movement in those years.?

The leadership carried forward the religious orientation and
traditional religious behavior of the founders of the movement.
The membership, however, were to a large measure Jews for
whom Judaism as a cognitive orientation was no longer plausible
and for whom religious imperatives were no longer authoritative.
For these people ethnic solidarity — a consciousness of a kind
which conveys security, a sense of wholeness, and meaning -
withstood secularization and the breakdown of religious bonds.®
Folk loyalties becamne the center of a Jewish identification in
what may be characterized as an ethnic response to seculariza-
tion. Conservative Judaism expressed, within a religious structure,
the strong desite of American Jews to maintain a “pre-secular”
ethnic identity within a secular reality.

The religlous framework nevertheless remained important for
external and internal reasons. Religious affiliation, as a mark of
upright and respectable citizenship in American society, was of
value in advancing thc aspirations of Amnerican Jews. Moreover,
for Jews who felt a modicum of sentiment for the traditions of
the past, the religious framework, symbols, and reflexes offered
spiritual and cultural satisfaction. In studies of the Conservative
movement, however, the ethnic-associational factor emerges as
the strongest factor in motivating affiliation with this character-
istically American Jewish religious movement.*

2 Charles Liebmann, The Ambivalent American Jew (Philadelphia:
Jewish Publication Society, 1963), 63-64.

3 Milton M, Gordon, Assimilation in American Life (New York: Ox-
ford University Press, 1964), 23-24; 29,

4 Marshall Sklare, Conservative Judaism (Xllinois: Free Press, 1955),
199-245.
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One astute observer, discussing the content of prayer in Con-
servative synagogues, has stated: “The content was not changed
because the new Conservative Jews had no interest in content,
They were folk traditionalists or ‘reformed’ secularists with a
communal or ethnic definition of Judaism, They were concerned
with group survival, not interested in religion, and in search of
institutions which expressed values of both cominunal survival
and integration or acculturation to middle-class American stan-
dards.” _

The gap between the religious orientation and practiee of che
leadership and that of the membership was a matter which vexed
the former. In the late forties and early fifties, fear for the
future of the movement led to increased attention to educational
institutions which were mandated with the task of training lay-
men and nurturing leadership to guarantee the continuity of the
movement, and hence, in the view of thc leaders of Conservative
Judaism, of the whole of American Jewry.® It was recognized
that the supplemenfary school system of the Conservative Move-
mient, which included afternoon hours twice a week and Sunday
mornings, was flawed by the minimal hours it allocated to educa-
tion. Bven with the best staff, six hours a week did not permit
success in teaching basic subject matter. Further, supplementary
education, by virtue of the fact that it is by definition secondary
to public education, where the main part of the day is spent
and the main investment of energy is made, is considered by
students to be of secondary importance and value. A framework
was sought by Conservative Jewish educators where Jewish cul-
ture would be dominant in scope and potentially in force.

The summer camp, because of its nature as a total institution
where education could be carried on continuously and intensively
for at least two months, was selected. Camping was a popular
enterptise in the United States, used mainly for sports and recrea-
tion, but also by church groups, scouts, and other organizations

5 Liebmann, Antbivalent American Jew, 62.
6 Moshe Davis, “The Ladder of Jewish Bducation—A Program for
Jewish Rducation in Conservative Judaism,” Conservative Judaism 4,

3 (1948).
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for educational purposes. The economic prosperity in post World
War II America, together with the desire of middle-class parents
to place their children in a recreational framework during the
two months of vacation from school, promoted an upswing in
summer camping during the fifties. In chosing the camp structure,
educators of the Conservative movement chose a typically Amer-
ican seiting which could be utilized to meet the specific and
critical needs of Jewish education.

It should be noted that the educational potential of camping
was recognized by American Jewish educators long before Ramah
was established.” Camp Achvah was founded in 1926 by the
pioneering cducator Samson Benderly as a Hebrew spcaking insti-
tution which offered an intensive experience in Jewish culture.
Camp Cejwin, which had been founded in 1919 by Albert School-
man, did not focus upon Hebrew, but did attempt to create an
environment in which Jewish symbols and cultural values would
be felt and which would create commitment to maintaining 2a
Jewish subculture in the United States. Camp Massad, established
as a day camp in 1941 and as a total framework in 1945, was
a Hebrew speaking, Orthodox, and Zionist educational institu-
tion. Conservative educators, many of whom had participated
in one of these camps, determined to adapt this framework to the
special needs and purposes of their own movement and estab-
lished Camp Ramah.®

It must be remembered that the initial impetus to set up an
educational camp came from two directions: rabbis and educa-
tors of the Jewish Theological Seminary on the one hand, and
laymen and rabbis from the Mid West on the other, The laymen
also sought an intensive framework for Jewish education which
could overcome the weaknesses built into supplementary educa-
tion. Camp Ramah was founded to transmit the distinctive values
of Couservative Judaism effectively to children of a largely subur-
ban middle-class population which sought, simultaneously, inte-

7 Beverly Gribetz, “The Role of Jewish BEducational Camping.” Un-
published paper for History and Education course (May, 1974).

8 Shuly Shwartz, Ramah — The Early Years, 19471952 (Masters Bssay,
Tewish Theological Seminary, 1976), 10-14,



202 Janet Aviad

gration in American society and .preservation of a strong Jewish
identity with ethnicity as its central axis.

From the beginning Ramah has been a joint project in which
laymen were entrusted with the physical operation and the Se-
minary with the educational and religious program. The camp was
a field where the interests of laymen and religious professionals
met and cross-fertilized each other. General agreement existed
between the active laymen and religious professionals as to the
goals of the camp and tlie educational methods used to achieve
them. On certain occasions in the history of the camp, when
the interests of the field were seen to conflict with those of the
elite, the field was represented by campers themselves or by educa-
tors who took it upon themselves to act on behalf of the laymen.

Subcultural Educational Goals and Ambiguities

The primary goal of Ramah is to generate that identification with
Jewish peoplehood and with Judaism which would prevent as-
similation and hence guarantee the survival of the Jewish people.
The camp was to embody the specific ethos of Conservative Ju-
daism in America. There, for two months, youngsters would live
in an euvironment in which Jewish symbols were objective and
pervasive and in which the basic sociological and psychological
reality was perceived as ordered by Judaism. This is a unique
environment for the life of the camper and one which its framers
hoped would be sufficiently impressive to induce lasting loyalty
to its chief moral, religious, and social values.

Ramah was a subculture whose specific patterns and values
detived from traditional Jewish culture and were considcred ap-
propriate within the general American environment. The very
notion of a Jewish subculture was viewed as fitting and desirable
within the conception of the United States as a culturally pluralistic
society.® Ramah embodied the mood of the fifties, in which both
integration and distinctiveness were considered possible and desir-
able. The cultural patterns taught and lived in Ramah were the
patterns deemed essential by the Conservative movenient to main-

9 See discussion of cultural pluralism in Gordon, Assimilation, 132-159,
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tain Jewish culture, grounded in traditiou in a way not antithetical
to general social norms. Thus, the Sabbath, prayer, dietary laws,
Hebrew, and the study of sacred texts were central in Ramah,
mirroring their position in Conservative Judaism.

The camp assumed the task of bringing young people to under-
stand the inheritance of Jacob without which it was claimed that
the community of Jacob could not survive. The Jewish Theological
Seminary was dedicated to the principle that knowledge of texts
and history would bring about commitment to Judaism. Learn-
ing, according to modern scientific methods, was thus viewed
as a key to socialization. Ramah educators considered the camp
structure an opportunity to teach Jewish sources and to create
a sense of sanctity in the act of learning itself, an adaption of
the value of talmud torah.

The central concern of Ramah was building loyalty to a com-

munity and attaching people to each other and to selected motifs
and rites from the tradition of the historic Jewish community.
This was to be done without countervening the individual’s past,
without discouraging participation in the general secular society
and without alienating the individual from interests fulfilled in
the general society. The loyalty which Ramali created was not
seen as exclusive and the commitment it hoped to create was
not viewed as one which required rupture with othcr centers
and other commitments.
. However, the very success which the camp achieved in trans-
mitting Jewish religious-cultural patterns and in nurturing ethnic
solidarity illumines the problematic of the Ramah experiment:
The camp presented a Judaism which seemed more real and
autlientic than that which existed either in the synagogue or in
the homes from which almost all its campers came.

The reality of Ramah as a camp is itself the dilemma of Ra-
mah. The camp is a separate culture. Its very physical isolation
and self-containedness permits a fullness and intensity which is
‘not present in the existence of Jews as a minority group seeking
integration in the United States. Neither the home nor the syna-

10 See discussion of brainwashing in Robert Lifton, Thought Reform
and the Psychology of Totalism (New York: Norton, 1963),
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gogue could accomodate the experience of Judaism and of being
Jewish acquired in the camp. Therefore, it is not susprising that
the aspiration to perpetuate this experience in its fullness led not
a few Ramah alumni fo orthodoxy, others to Zionism or to reli-
gious experimentation.

Furtlier, Ramah constituted a youth sociely, characterized by
the intensity inherent in any comprehensive peer society and by
the innocence and enthusiasm of youth. Ramah encouraged cam-
pers to feel that they formed an elite which bore responsibility
for the future of the Jewish people, and which could be the force
for cultural continuity and renewal. This sense of mission fed the
natural tendency of youth to perceive itself as superior to the
preceding generation and as forging a different aud better future.*

Toward Commitment

Geographical Environment

Education in Ramah was self-conscious and deliberate. The
camp’s founders recognized clearly that within the iuformal camp
setting the values of Conservative Judaism could be transmitted
with the force provided by a total institution. The features of
total institutions have been described succinctly by Erwin Goff-
man.'* Ramah shares certain of thesc features as a people-changing
enterprise in a total setting, limited, however, by its voluntary
character and by the religious-cultural values it embodies and
serves to convey. The first structural point to be noted in examin-
ing thc educational framework and methods of Ramah is geo-
graphy.

'The camp is withdrawn from the city and cut-off from regular
contacts with the “outside world.” ¥t is literally fcnced in. Not
merely a property division but a cultural boundary marks off
Jewish and non-Jewish zones., Entering Ramah one steps into
an area governed by a special behavioral code. It is an area

11 Robert Wohl, The Generation of 1914 (London: Weidenfeld and
Nicolson, 1980), 205,
12 Brwin Goffman, Asylums (New York: Doubleday and Co., 1961),
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where Hebrew is both spoken and visible — part of the climate.
Similarly, Jewish symbols are integrated in the landscape of the
camp, Set in the pastoral country-side like hundreds of recrea-
tional institutions, the very physical space of Ramalh possesses
the sense of the exiraordinary because it expresses a distinctive
cultural and religious order, For most campers it is the only large
open space they know where Judaism is objectively — and in
a non-fragmenfed way — present in the public sphere. They are
encapsulated within a geographical area which takes on the
characteristics of the charisinatic for them and constitutes a new
reality. Within it sacred activities and symbols are manifested
and experienced as they are in no other place.

Routine

Thus, coming to camp is ifself a passage from one reality to
another. The impact of the environment is strengthened by the
totality of the structure of daily existence imposed by the order
of camp. All aspects of life are conducted within the single frame-
work: work, play, eating, and sleeping.'® Campers live in bunks
with 15-20 peers. Their daily activities are coordinated by coun-
selors, division heads, and directors along lines which are in-
tended to implement the educational interests of the camp. For
eight weeks campers live according to a plan designed to change
them. They enter this framework volunfarily and thereby consent
to follow its program. The success of Ramah depends upon the
basic cooperation of the campers in parficipating in all aspects
of camp life according to its norms. While the stipulation of
the camp codes comes from outside, that is, from a national com-
mission which determines the rules and ways of all Camps Ra-
mah, the code is not regarded as an external and undesirable
imposition, but rather as the natural, right, and real path of these
special camps. '

The total environment of camp has the educational advantage
of intensity and comprehensiveness. It offers the possibility of
guiding behavior in every situation — work, recreation, public,

13 Ibid., 5-6.
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and private. Ordering routine thoroughly accords the camp the
power to inject its values and infuse its spirit within a wide variety
of activities. The educational potential of Ramah in this regard
was taken with utmost seriousness by the camps’ directors and
staff. Internal mcmoranda and papers analyzing the routine bear
witness to the effort invested in prohing and rationalizing every
aspect of the camp schedule according to the educational norms
of Ramah.

A glance at the counselor’s manual and its instructions for the
waking and putting to sleep of campers immediately discloses
the concern exhihited over routine, and the effort extended to
structure every minute of the day for educational purposes. Tlus,
the counselor is alerted to the importance of structuring hedtime:
“Do. not enter into conversations with children ahout fears they
may have at this time. Such conversation will prohably heighten
the tension. Most terrihle of any fear is that one is alone with
it, shut off from others. Therefore, hy heing with children. ..
and in many ways conveying friendship and interest, the coun-
selor is in reality demonstrating to the children that they are not
alone. Try not to hring up to the children at bedtime items that
may he upsetting. ... Do not start plaus for a new project whde
the children are getting ready for sleep.”

Such suggestions and instructions are cushioned in descriptions
of the psychological strains and the task of the counselor in creat-
ing a bunk climate which enables appropriate hehavior and de-
velopment. The details of the specific matter of hedtime are im-
portant only in so far as they point to the overall sensitivity to
routine and the energy funneled into planning and programming
every aspect of it.

The hrief citation about bedtime casts light hoth upon Ramah’s
educational methods and upon the limits imposed by the camp
upon its own educational work, which differentiate Ramah from
certain total institutions described hy Goffman. Thus the con-
straints of routine and structure in Ramah are not designed to
break youngsters hut to encourage reflection and choice, which
huild the self. In total institutions descrihed hy Goffman “minute

14 PBedtime, Camp Ramah in Poconos, #10, 4.
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segments of a person’s line of activity may be subjected to regula-
tions and judgments by staff; the inmate’s life is penetrated by
constant sanctioning interaction from above, especially during the
initial period of stay before the inmate accepts the regulations
willingly.” *® :

Ramah is not coercive and its intervention and sanctioning aim
not to violate autonomy and the sense of self-determination.
While in Ramah an entire routine is fixed, some sections of the
day are left open to choice, within limits defined by the broad
educational purposes of the camp. Thus, prayer, study, communal
meals, and bedtime are set activitics, behavioral violations of
which would bring intervention on the part of camp authorities.
Even in this area, however, where minute detailed instructions
may be given, variations are possible,

And in those areas left open to individual choice the intention
is to allow sclf-expression, and to nurture the capacities of young-
sters to evaluate and choose according to personal preference®

Models

One of the most critical forces in affecting change is obviously
the authority figures with whom campers liave contact. In the
role of the counselor, both the desire to affect change and the
limits imposed upon the process of people-changing may be seen
quite clearly in the definition of the counselor delineated in the
educational literature of Ramah, The counselor is described as a
parent figure, who is to guide the behavior and shape the outlook
of the camper through intense and constant contact. Again, in
contrast to other total institutions, the social distance between
counselor and camper is not to be great and is not to be strictly
guarded.!” No separate code or language is to split the two levels.
The counselor is to play a supportive parental role, stimulating

15 Goffman, Asylums, 38.

16 The question of structured versus unstructured programming is dis-
cussed in many short papers circulated within Ramah staff. For ex-
ample, “Role of the Bunk Counselor,” Camp Ramah Poconos, 1965.

17 “Additional Notes on the Role of the Bunk Counselor,” Camp Ra-

- mah Poconos, 1968, #356,
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the intellectual and emotional growth of the camper without
threatening withdrawal of sympathy or understanding.

The counselor is to encourage change but not through assault
or coercion. He is to be an ‘‘available” and “accessible model,”
who through his involvement with campers affects the desired
growth and change. The counselor is charged with creating a
moral climate in the bunk which permits and supports change.
A short pamphlet published in 1961 called “Why Roufine?” used
in a Counselor Training Instituie delineates the counselor’s role.

In discussing routine with the campers the counselor is to
(1) *‘clearly articulate reasons for decision within routine area
(what demands does the situation itself impose); (2) discuss al-
ternative possibilities; (3) help group evaluate each (counselor
as interpreter of realistic situation); (4) accept decisions of
campers where feasible—clearly explain where impracticable; (5)
help set up and carry through plan; (6) leave opening for re-
evaluation . .. p.s....amount of direction nceded from counsclor
depends on age, particular individuals, and how they live together
as a group.” 18

In a later paper on the same subject printed in 1975 and called
“Some of the FEducational Principles Involved in Counselor’s
Daily Routine” the following items are listed: “(1) Education is
defined as changing behavioral patterns; (2) the counselor is at
all times the “cxample” of thc ideal personality; (3) thc counselor
acts towards individuals individually.... (4) the counselor sees
routine as a means by which campcr’s personality is expressed.” 1
The task of facilitating change is established ag central to the
counselor’s role, The ineans, however, are limited to programining
through the routine of camp life and serving as a personal model.

Ritual

A central aspect of cxistence in Ramah is the religious order which
frames camp life. Morning prayers, prayers before and after meals,

18 “Why Routine?” Camp Ramah Poconos, 1961,
19 *“Some of the Educational Principles Involved in the Counselors Daily
Routine,” 1975, #1.
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observance of the Sabbath, and the formal study of religious texts
set out the distinctive structure of the camp and convey its distinc-
tive message. For the majority of entering campers this is their
first confrontation with Judaism as an objective reality, an en-
vironment marked by religious symbols, a day organized around
religious practices, in which piety is a value.** Ramah fulfilled a.
basic socialization role for these young people, initiating them
into basic gestures, language, and values of Judaism. _

Camp educators determined to rely upon a routine of per-_
formance to habituate youngsters into a framework which was
either completely new to them or new in its intensity ‘and extent.
Ramah constructed a public Jewishness in which ritual acts and.
symbols of Judaism were part of everyday life and in_which
Hebrew was visible and audible constantly. These were the givens
in the camp environment, not requiring explanation or justifica-
tion, Ritual practices structured and framed. the routine of the
day and the week. Youngsters would first imitate and then -acquire
skills in discrete practices. Familiarity would come gradually and
the Ramah “way of life” would become natural and internalized.
In so doing, Ramah acted as a surrogate for the home and com-
munity which had existed in traditional Jewish society. Prof. Ger-
son D. Cohen, then chancellor of the Jewish Theological Seminary
whose experience in Ramah reached back to its ‘very inception,
noted this explicitly in- speaking of the goals of the camp:. “What
in Bastern Europe and in Israel was imparted in the home and
in the street had to be transmitted in the United States through
a very- special medium, in which rituals were mnade - integral to
the cultural context as a whole and where Jewishness became part
of ‘the natural environment of living.” #* .

*The force of ritual participation in creating the identification
whwh Ramah sought to engender cannot be overestimated. Onr

20 The only systematic study of the background of Ramah campers was
done for a doctoral dissertation, based on a sample of campers who
attended the Palmer Massachussetts camp in 1969, See Uri Farago,
“The Influence of a Jewish Summer Camp’s Social Climate on the

~ Campers Identity” . (Brandeis University, 72-32-094, 19‘?2), 97- 100

21 QGerson D. Cohen, “The Goals of Camp Ramah » 1973,
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ritual occasions, more than any other, the group is strengthened.
Individuals come to feel themselves part of a unity which derives
its force from a power beyond itself. Ritual links the culture of
the camp with transcendent meaning. Campers participating in
prayer sense a strong relationship of communion with their fel-
lows, with past generations, and with the values which the pray-
ing community represents. Ramah, especially in its ritual func-
tion, channels the force of JYewish history and culture, and en-
genders a sense of intense identification with a collective with
an ancient past and a vocation directed towards the future. The
camp comes to possess what Shils called institutional awe, by
virtue of the “presence of order-creating, order-disposing, order-
discovering power, as such it is a response to a great ordering
power,’” 32

The celebration of Tisha B'Av, a fast day which marks the
destruction of the Temple in Jerusalem in 586 B.CE. and again
in 70 CE., is unknown to most campers prior to their first sum-
mer in Ramah. In camp, this holiday, the only one occuring
during the summer months, is the focus of study and preparation.
Tt i an occasion which links the campers with fundamental ex-
periences of Jewish history and with the people which has under-
gone suffering, martyrdom, exile, and redemption. Summer recrea-
tion is broken by the collective recollection of historical tragedies
and the collective resolution to overcome them in the future of
the Jewish people.

More than any other event in the summer, Tisha B'Av draws
youngsters into the past. The reading of the Book of Lamenta-
tions and other rituals re-enacted in the mountains of Penngyl-
vania or Wisconsin establishes links to the past and to the ongoing
drama of the people. And more than any other single event, it
heightens identification with the camp itself and with the com-
munity which is the symbol of the entire people. On such an
occasion the ‘““we” feeling created in camp is most clearly ex-
pressed and re-enforced. The commitment which Ramah generates
to the camp community is extended to the community of Jews

22 HEdward Shils, “Charisma,” in Center and Periphery, Essays in Macro-
sociology (Chicago: University of Chicago Press, 1975}, 204.



SUBCULTURE OR COUNTERCULTURE 211

everywhere. The camp infends to create knowledge of and identi-
fication with certain symbols of Jewish culture and witb the col-
lective history of the Jewish people.

It is important to note that participation in rituals is not open
to cboice in Ramah. Rituals are considered essential to Jewisb
life and obligatory for every individual. The task of the camp
is to convey the sense of obligation and the seriousness of tbe
activity, as well as to guide and instruct in performance. More-
over, in the process of building identification and commitment,
ritual participation is of the greatest value. The feeling of com-
munion created through it binds people not only to eacb other
but to the values of the wbole, It is precisely in this area tbat
Ramah could not afford to encourage autonomous choice, but,
on the contrary, would want to promote the renunciation of per-
sonal inclinafions which separate the individual from the group.

Ramah, as indicated previously, was a product of the Con-
servative movement of the 1950s. The camp created an ethos
and climate of Jewishness in which ritual behavior was one im-
portant element. The educational tbinking which developed
around the problem of people-changing in the camp framework
focussed, however, upon another element, namely, interpersonal
relations, ethical experience, and ethical growtb. It is not sur-
prising, therefore, that so much of the educational material pro-
duced by Ramab for the counselor viewed the bunk as the
principle arena for the shaping of etbical relations and hence
for the growth of the camper. Tbe empbasis in Ramah upon
character education ig an outgrowth of tbe emphasis among subur-
ban middle-class Jews during the fifties and early sixties upon
morality as the self-definition of a Jew as a Jew. This trend was
examined by Marshall Sklare, whose data focus upon attitudes
and values prevalent among Conservative and Reform Jews in
the Middle West during this period.?

23 Marshall Sklare and Joseph Greenblum, Jewish Identity on the Subur-
ban Frontier (New York: Basic Books, 1967).
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Edweational Theory -

Tt ‘was during Ramah’s “take-off” period in the fiftics and early
sixties that educating towards universal and ethical values emerged
as ‘central to the educational concerns of the camp. This trend
can be scen clearly through an analysis of the development of
Raiah under the direction of Mr. Louis Newman and Professor
Seymour Fox. While Ramah was born an educational enterprise,
it was the work of Louis Newman, director. of the Wisconsin camp
from 1951-1953, which transformed the camp into a canvas in
whxch every stroke was fo be legitimated and rationalized in terms
of_ _educatlonal theory. Highly influenced by John Dewey, __New__-
man attempted to- integrate progressive educational ideas with
concepts draw‘n from the Jewish tradition within the framework
of praxis provided by Ramah.2*-

The greatest investment in educational thinking and programm-
1_n_g,occurcd_ under the direction of Seymour Fox, who served as
the director of the Wisconsin camp and then as national diréctor
of Camps Ramah. Gathering together a cadre of young educa-
tors, many, of whom-had been influenced by Newman and whose
imagination liad been fired by the educational possibilities of the
summer camp, Fox organized a seminar on the educational theory
of Ramah and invited Professor Joseph Schwab from the Uni-
versity of Chlcago to conduct it. Further, a board of educational
advisors, including such men as Professor Fritz Reydl and Pro-
fessor Ralph Tyler, was established to guide the work of the
camp, again in recognition. of the great potential for people-
changmg Wthh it possessed. -

Ramah emerged as a major educational project to which great
encrgles, funds, and talents were directed. The dircctors, who
met " all year round to shane the educational program, and the
coutiseling staff who met during the winter months to discuss
educational ideas, believed that they were engaged in an enter-
prise which would change the face of American Jewry. The in-
sights and analyses of advisors from the world of general educa-

24 Shuly Schwariz, Ramah 43- 54 Ur: Fatago “Influehce of Jewish
Suramer Camp,” 61, : A
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tion were. sought to -enrich the work of those bu1ldmg the Jewnsh
framework.

. The role played by Professor Schwab would seem to have; been
doC131vc in heightening the emphasis upon the ethical aspect of
Jewish. education in Ramah, In reflecting upon his interest in the
camp .and his agreement to work within the Jewish. framework,
Schwab described the peculiar opportunity offered to experiment
with. “a meaningful program of character education™ which could
be “relevant to large numbers” and thereby produce change in-.a
significant social group.® The camp permitted a combination of
methods. which involved controlled interpersonal relations with
adults, peers and sub-peers within the context of activity in
work-centered groups, on the one hand and thc bunk group, on
the other. .

The distinction between the two frameworks — ‘the mterest
or work group and the bunk group — and the educational mean-
ings of the distinction for staff and campers was a major focus
of the Schwab seminar deliberations. Ramah was viewed as a
total world in which the bunk represented the security and com-
fort of home and the interest group the demand, competition, and
achievement orientation of work reality. Programs were designed
to structure both frames and consc10usly to gu1de youngsters - to
develop within both.2®

Developing character was defined in psychological terms  as
developing ‘the strength of the ego. “In brief (and crudely) we
view ego strength or character as deriving from  and  consisting
of the continuing discovery, development, dnd cultivation of comi-
petences to enter upon effectively modulating transactions -with
one, dnother, or all aspects of the environment”’ 2" I the environ-
‘mient was structured propetly, the individual could be engaged
in ‘activities which lead  to ‘characteral” growth. By this was
meant “the competence to make choiccs and decisions, to constrain

R

25 Joseph Schwab and Seymour Fox, “A Proposal for a Project in Char-
acter Bducation,” n.d,

26 Summary of directors meeting with Professor Schwab, Aprit 16, 1961.

27 TJoseph J, Schwab, “A Proposat Concernmg Character _Edueation;”
(March -2, 1965}, 6. o : - L SRR
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subsequent action to conformity witli these choices ... and capaci-
ty for deliberate modification of one's ego-structure.” *

Six areas were outlined in whicb ‘‘character competency” was
to be nurtured in Ramah: interpersonal relations; transitional
relations which lie between interpersonal and work; work rela-
tions, group membership; intellectual competences; and self.
Schwab and the directors claimed that participation in the bunk
group and work group, wben structured properly, involved all
these areas and provided the field for experience and change.
Great effort was expanded in developing the conception of the
bunk and interest group, in defining the qualities necessary for
staff in each, and in elaborating appropriate activities for each.

The educational field presented by Camp Ramah was utilized
fully to develop character by programming rationally every detail
" of the day according to the educational criteria of tbe camp.
During a meeting in March, 1961, two axes were suggested which
delineated desired experiences and resources of the camps, such
as sports, crafts, Hebrew, eating, and living together. These pro-
vided the conditions necessary for “the guiding experiences for
educational programming”: (1) experience of carrying through
a plan from beginning to end; (2) an aesthetic experience; (3)
experience of developing a skill (technical, bodily, and intel-
lectual); (4) experience of free intellectual activity; (5) a reli-
glous experience; (6) a solitary experience; (7) a mass experience;
(8) a work experience; (9) experience of making something
with hands, (10) experience of participating in a team group;
(11) experience of interpersonal relations in group for their own
sake,?

This thorough list indicates clearly the determination regnant
in Ramah that nothing be left to accident. Maximal use of resources
‘was made in order to offer a wide range of experiences which
the youngster would undergo, possibly come to appreciate, and
through which he would grow. “We build character in bits and
pieces, as circumstances make opportunity. There is no one set

28 Ibid, T.
99 Minutes of Mesting with Professor Schwab, March, t961.



SUBCULTURE OR COUNTERCULTURE 215

structure but a variety of structures.” 3¢ The elaboration of ex-
periences and programming in each area disclose the driving
goal in Ramah to affect and change people through developing
what has been defined as the ‘“‘ego-strength,” the autonomy of
the individual over as much of his life as possible.

The list of experiences also reveals the emphasis upon uni-
versal and ethical concerns in Ramah. The religious experience,
for instance, is one among many, and one which, as has been
indicated, did not merit special attention in the seminar discus-
sions for directors under the direction of Professor Schwab, dur-
ing this period of extensive growth in Ramah. This does not
mean, however, that the specific religious dimension was totally
neglected. Schwab himself wrote that Ramah possessed particular
advantage as an intellectual framework because it combined “intel-
lectual and character development with the establishment of roots
'— a combination not sufficiently appreciated in complex society,” *
In this view, the link to Judaism was a positive factor in the educa-
tional project, because the sense of belonging to a historic tradi-
tion was a powerful force in character formation. Character is
indeed built upon “a body of specific cognitive and affective com-
mitments: an array of attitudes, values, and considered, yet inter-
nalized, principles and precepts. We take the view that a diversity
of ethical-cultural groups is not only a fact in our socicty but a
desirable state of affairs.” 32

While affirming the value of roots and tradition, the primary
interest in his work with Ramah was the question of character,
focussing upon it from a universal and secular perspective. The
material prepared on discrete camp activities reveals the sophistica-
tion developed in using informal structures to achieve educational
goals. The rabbis who worked with Professor Schwab could as-
sume that the religious patterns established at camp functioned in
transmitting specific religious values. They could devote themselves
fully to character education because they too identified the ethical

30 Minutes of Meeting with Professor Schwab, April 16, 1961.

31 Minutes of Meeting with Professor Schwab, March 2, 1965, p. 8.

32 Joseph J. Schwab, “A Proposal for a Project in Character Education,”
l‘
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dlmenslon as an esscntial aspect of Yudaism, and as that wbicb
fit- the expectations of the general society of a “religion of demo-
gragy.” “Our-goal in camp is to change the child who comes to
it. We want to make him a better person. As Jews we believe
that to be a better Jew in -the full meaning of the word is an aid
to becommg a better person.”” %

Until ‘the middle of the 1960s educational thmkmg in Ramah
did ‘not focus upon problems of religious education, although the
camp ‘was founded to transmit religious and cultural values and
was supervised by a religious seminary. One factor which ac-
counts for the lack of attention to the theory of religious- educa-
tion in camp is the reliance upon the milien crcated by Ramah
as an educational vehicle. Ramah was described by one of its most
talented directors as a “natural Jewish experiential background.” 8¢
Ramah attcmpted to construct an environment where Judaism was
woven into-lifée and not fragmented from it, a total structure which
encompassed the youngster and affected every aspect of existence.
The cultural framework could be trusted to provide the mood, the
motivation, and - the content for the socialization wlnch the camp
'wanted to convey. -

Another factor underlying the lack of attention accorded specific
rehglous issues and education was the identification of a wide range
of ‘cultural and social activities with Judaism, an identification
which permitted the overlapping or ‘blurring of the sacred and
the profane. Playing baseball ethically could become a religious
commandment, and the focus of educational activity could be
placed upon interpersonal relationships on the sports field. Or,
in a different direction, great energy could be devoted to the per-
formance of a Broadway play, chosen not because of any rela-
t10nsh1p between its content and the distinctive culture of the
camp, but because of its popularity, intrinsic musical or dramatic
'__qualltles, and bec'mse of the usefulness of the dramatic performance
for eéducational purposes. ‘The play was translated into Hebrew,

33 Ray Arzt paper on Camp Ramabh.
34 David ‘Mogliner, “Your Child,” United Synagogue Comrmssron on
Jewish Education (Winter 11972), 3.
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wlich did not, however,. betray the fact that it epitomized secular
American pop culture.

Camp is by.-definition an expeuentlal rather than a ratlonahst
framework. This is its major educational advautage as.an informal
institution. There is.no doubt, however, that when camp is designed
to be a people-changing establishment,” a rationalist. ideological
focus. would be effective in leading to or reinforcing change. It
is not-accidental that in institutions which rest upon commitment-
producing mechanisms the ideological element is ccntral. Ramah,
Bowever, veered towards the. experiential almost entirely, perhiaps
because of the non-ideological character of Conservative Judaism.

Strains in Accomplislimént: The Experience of the 19605

During the fifties Ramah developed a subcultural environment
which provided an experience of Jewish living and enculturation
in Jewish values unavailable in any other educational sctting in
‘non-Orthodox Jewish education. The intention of the cducators
in Ramah was to create an organic community in which Jewish
and genetal American patterns were woven harmoniously throuigh
mnutual accomodation, reflecting the goal of American-Jewish -in-
tegration. Strains in this formation emerged, lowever, during the
sixties, under the impact of changes occuring in the general society
to wiich the camps could not remain impervious. These strains
issued in a rebellion agamst the status quo in Ramah in the direc-
tion both of religiotis experimentation and social involvement, This
rebellion, however, was aimed at the oarticular accommodation
with secular society which Ramah rcpresented, and not at the
posture of ‘accommodation itsell. On the contrary, the develop-
ments in Ramah of the late sixties continued the earlier tladltlon
of adapting and adjusting to stimuli from without.

“The 1950s were characterized by a liberal faith, a continuation
of hopes and aspirations prevalent during the preceding “century
and a half. Americans trusted in thie efficacy of technology, the
worth of democracy, and the moral rectitude of the country’s
‘humanitatian destiny. As the sixties began howevet, the civil .rights
issue erupted, demonstrating the existence of serious. injustice and
challenging the trust in democratic institutions. The wat in- South
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East Asia, in the latter part of the decade, created anger at estab-
lished political institutions and disaffection from the “system.”
Throughout the decade questions about the use and direction of
technological development emerged.

One path taken by youtb for whom the basic value consensus
of society had become doubtful was the path of religious search
and experimentation. Since things as they were did not seem self-
evidently right, young people seceeded from established structures
and turned to alternative meanings and communities. Social and
cultural malaise led to the emergence of new heterodox culis as
well as to a renewal of traditional religious forms in an effort
to define an orientation and commit oneself to a community which
scemed meaningful and worthwhile. Jews, too, participated in this
religious turning, channeling interest and energy into innovative
eclectic forms or toward a renewal of institutionalized Judaism.

The spirit of religious change and experimentation manifested
itself in Ramah and was carried beyond the camp by graduates
who founded and developed havurot.s® This spirit was most evident
in tbe late sixties and assumed an almost anarchic form in the
Palmer, Mass. camp in 1969. Ramah youtb exhibited the protest
and simultaneous openness to religious search and change which
marked large segments of western youth in the sixties. The sense
of being locked in a generational conflict and of sbaring a *“‘com-
mon grievance” ** vis-a-vis adult society were both present in the
camps. These sentiments issued in Ramah through a desire o re-
vitalize religious forms which were established in the camps, to
renew religious ritual, to uncover traditions which had particular
meaning for youth in order to introduce them into the camp pro-
gram, and to concentrate energy upon developing religious cons-
ciousness and piety.

This activity was to be guided by the principle of subjectivity.
The new religious spirit did not take an orthodox direction. It did
- not call for a reform in which orthodox interpretations of religious
authority would be accepted and in which orthodox versions of

35 Bernard Riesmann, The Havurah: A Contemporary Jewish Experience,
New York Union of American Hebrew Congregations, 1977.

36 Louis Dupré, “Spiritual Life in Secular Age” in' Religion, Proceedings
of the American Academy of Arts and Sclences (1982), 24,
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sacramentalism would be adopted. Rather, the change called for
by Ramah youth in the sixties was for greater spirituality on the
basis of personal commitment and choice. The description of the
modern religious sensibility given by Louis Dupré can be applied
to Ramah accurately: “The religious person embraces only those
doctrines which cast light upon his inner awareness, joins only
those groups to which he or she feels moved from within, and
performs only those acts which express his self-transcendence.” ®

The young people in Ramah that summer sought a spiritual
center to replace the ethnic center adequate for their parents but
not for them as the ground of Jewish being. The director of Camp
Ramah in Palmer during the summer of 1969, Rabbi Ray Arzt,
pointed to the problematic in a paper called “A Guiding Outline
for Defining the Religious Climate in Ramah.” Arzt presented the
distinction between the survivalist and revivalist orientations. The
validity of the over-all distinction as well as the particulars outlined
within each category are guestionable. However, what is not open
to question is the thrust of the guide, which reveals the needs and
the sensitivities of the period. Thus he wrote:

1.  The religious climate is created through programming in the
following six areas:

1. observance: ritual acts, skills

2. ethical: interpersonal

3, sensitivity: intuition, symbolic expression, numinous,
non-verbal, oceanic

4. intellectual: conceptual frameworks, integration, sub-
ject matter, information, principles

§. service: community

6. mytl: romantic ideal, cosmic purpose and design,
heroes past and present,

II. Programming in these areas can be executed in two possible
modes. They are:
1. Survivalist: status quo
2. Revivalist: radical change (form, content, siress, prio-
rity)

37 Ray Arzt, “A Guiding Outline for Defining the Religious Climate in
Ramah.” nd,
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Within each mode there exists a continumin running from

radical to conservative:

1. Survivalist: 'religious behaviorism (Young Israel);
“adjusting religious notm to commnnity norm —
(suburban religion) _ '

2. Revivalist: reconstruction and construction of demand
and need system — Halacha as an energy system.

Survivalism is essentially uon-threatening to self. Its 'program

consists of a fabric woven of disconnected religious items,
e rifuals, texts, norms, skills, non-intruding warmth of
atmosphere. i.e.:

observance — decided upon and followed

ethical — limited to the obvious

sensitivity — assumed

intellectual — non-confrontative -

service — foken

myth — non-charismatic

SR o e

The Revivalist mode is initially more threatening to self
than coniributes in' establishing the new self. Its concerns
are: soul, character, mind, nominous, destiny action con-
frontation, authenticity, self-reliance, integrity, demands,
priorities. The identification of the ethical with the ex-
pedient. i.e.: ' . )

observance — the symbol referent

ethical — subtle and demanding

sensifivity — creation- of new needs

intellectual — vigorous, honest, selective

service — giving of self fo various communities
~ myth —~ the source of passionate energy

DB oW —

Survivalism is further characterized by accomodation to
given norms, and allows for easy mobility between differing
social milieus (the hamburger when leaving the gate of
Ramah). The religious becomes an activity.

Revivalism is characterized by a thrust towards what is
authentically religious,38

Seymour Fox commented upon Arzt’s critique of Ramal’s “sur-
vivalist” orientation:

38 Seymour Fox, “Conversation with Ray Arzt,” January. 14,1965, 2,
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In character education or in value education, before we in Ramah
spoke about the interest group or the bunk group, all we were
able to talk about was that we hope the camp does the following
things.... We were not able to pinpoint by what method we
hoped to achieve a given goal, The interest group and bunk group
have, to a large degree, closed this gap. Fowever, this is a long
way from having a religious camp, What a religions camp would
have to be, if we were to follow even the most explicit state-
ments in your ontline, would be one in which the morning pro-
gram, the afternoon program, the bunk group, the interest group,
the evening program (the question of whether there is even a
bunk or interest group), would be decided in the light of the
goal of having a religious institution. Now religious, obviously,
in the sense that you use it, that is the revivalist sense and not
the survivalist sense.®?

It was preciscly the survivalist orientation which those advancing
what they perceived as an authentic religious orientation — that
which they claimed should be the ground for survival — rejected.
Emphasis upon interior religiosity and upon a subjectivist mode
constituted a reaction to the communal-survivalist perspective.

Paragraphs V and VI in Arzt’s outline indicate most clearly
those elements, many imported from the youth culture, which
gained ascendancy in Ramah during the late 1960s. Personal ex-
pression and experience as ultimate values, a struggle to heighten
subjective meaning and to attain resonance between the individual
and inherited formns, and a willingness to challenge established pat-
terns were characteristic of the time.

Within the framework of Conservative Judaism, where the au-
thority of Jewish law ig not absolute, experimentation-could lead
to aberration. In the Palmer camp, when the criteria of selfanotiva-
tion and self-fulfillment clashed with routine and the rigour of the
law, the latter yielded. A citation from one staff member, active
in shaping religious developments in camp that summer gives ex-
pression to the view of religious experience as the standard of
religiosity and the consequent secondary relationship adapted
towards ritual and law:

30 Farigo, “Influence of Jewish Summer Camp,” 187,
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Somebody can be very religious without being observant and
observant without being religious, By “religious” I mean things
which bind me with other people, the reverence people have
for other human beings and what they call God, which is mani-
fested more in the way people live, than whether they “observe”
religion. Religion for me is independent of anything Jewish.
Jewish ritual may be a reinforcement and symbolically important
for a person, and if it is so it is fine, bul it is not a prerequisite
for a person being religious.40

Ramah in the late sixties, like Ramah in the fities, was an arena
for the negotiation of religious, cultural, and social values be-
tween the elite understanding of Conservative Judaism and that
of the field, which reflected the situation of the congregations.
During the sixties the gap between the two points widened. The
eruption in Palmer is one example of the product of such strain.
Here some staff and older campers sought what they considered to
be a more ‘“‘authcntic” religious life. Their goal was to reform
those religious patterns in camp which seemed not to express
their new interiority, and to both naturalize and revitalize the
entire religious aspect of camp.

During the sixties young people of Ramah joined the critique
~ of adult society voiced by youth throughout the United States,
but directed themselves principally towards the liberal Jewish cul-
ture of their parents and toward the institutions of the Jewish com-
munity. The camp structure, with its segregation from the estab-
lished community, functioned as a pressure cooker. Moreover,
the ground for change had been prepared during the fifties, when
theories of individual choice, responsibility and autonomy emerged
as the justification for a non-authoritarian approach in the camp.
The individualistic approach could be transferred easily to the
religious area, where experience rather than ideas had been relied
upon as the vehicle of commitment.

During the sixties, under the impact of young people highly
self-conscious and determined in their goal to change fixed forms
and introduce a new spirit, the camp witnessed several sumumers
of experimentation which reached their peak in 1969 with an at-
tempt to instigate radical changes in the rcligious order. The events

40 Minutes of Meetings with Professor Schwab, February 6, 1962,
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of that summer are important in understanding the problematic
of Ramah, and indeed that of the Conservative movement. One
effect of the youth culture upon young people who came to Ramah
was a heightening of the readiness to abandon the limits imposed
by Ramah itself upon people-changing. Those who grew up in
this period were prepared to counter the culture of their parents
and teachers in the name of what they perceived to be a full and
compelling Judaism, They were unwilling to accept the discon-
tinuity between camp and home, and, rather, opted to restructure -
home and synagogue.

The Challenge

Ramah functioned as a people-changing institution within what
was defined by its own directors as the “double bind.” Camp
educators knew that children were sent to camp by parents to
“become Jewish’ and to “live Jewishly” so long as the commit-
ment created there did not necessitate a break with family norms.

{

The case is of a child who is sent to Ramah by his parents, the
parenls being ambivalent in lheir real attitudes toward Fudaism.
On lhe one hand their pwn complex of demands and forbiddings,
i.e. lheir conscience dictates the following ~- give your child a
Tewish education, Jewish living is desirable. On the other hand
the injunction of society — acceptance — operates in such a way
that they don’t want that Judaism to take hold in the child, The
child is told psychologically “Be Jewish and Don’t be Jewish,” 41

The response of the Ramah directors to a recognition of the
bind was not to press toward conflict and ‘confrontation with the
parents. The disarticulation between the situation in camp and
the situation in the home was accepted as a reality with which
staff and youngsters lived and coped, Dependent upon the backing
of synagogues and laymen, Ramah could not afford to create
tensions and strains which might lead to the withdrawal of sup-
port. Thus the camp accepted the limits inherent in its basic

41 Peter Berger, The Social Consiruction of Redlity (Mew York: Double-
day and Co., 1926), 145.
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structure, meaning that it accepted a discontinuity between camp
and home.

The socialization to an mtenswe Yewish way of life which oc..
curs in Ramah is subject to the strains to which any process of
“secondary socialization” is subject. Ramah is in a scnse not the
real world, that world which is home for the youngsiers who
attend camp. The “natural environment” to which Gerson Cohen
referred is not that of Ramah, The camp reality is a specific insti-
tutional context, bounded and set apart from home. In so far as
Ramah succeeds in its people-changing or socialization function,
it creates a serious problem for itself. The intense commitment
among young people which can be generated by Ramah must over-
flow the implicit limits which the laymcn, who spousor the cainp,
liave set upon its work. The guardians of the homc front, as it
were, are not interested in promoting clashes with their children
nor in transforming their homes in the image of the camp.

Similarly, rabbis whose synagogues arc part of the home en-
vironment may be uninterested or unable to transform them to
meet the needs of youngsters returning from Ramah. The Ramah
reality, shaped by the elite of the Conservative movement, is a
summer reality. If it is to ‘be maintained, a clash with the neces-
sities of home, of the ten-months-a-year-world is inevitable. To
carry on this clash the youngster would have to be armed with
an explicit and firm “counter definition of reality.” ** But, as in.
dicated earlier, Ramah is not mandated to create a counter-cultural
rebellion aimed eitlier at the valies of the general culture or those
of the Conservative movemcnt, The camps’ proponents saw their
role to be that of strengthening existing forms and bolstering com»
mitment to existing values.

‘Ramah of the fifties had presented its version of Jewish living
as paradigmatic. It was an integrated and intense experience "of
Judaism, intended to create loyalty to the Jewish people and to
the institutions of Conservative Judaism. The young. people, ap-
propriating the spirit and scnsibility of the sixties, stretched these
bounds. Tn his article called “The Greening of Judaism” Marshall
Sklare describes the indebtedness to the “regnant pieties of the

42 Marshall Sklare, “The Greening of Judaism,” Commentary, 1974, 55,
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youth culture” — which becomes servitude to them in his view —
as underlying those changes in Ramah later incorporated in the
Jewish Catalogue.** Ignoring Sklare’s negative evaluation, the re-
ceptivity to social and cultural forces of the general society which
he identifies is a clear tendeney and one which is, morecover, con-
sistent witle Conservative Judaism. It should be noted therefore
that the innovation of the sixties was in the direction of integra-
tion with society. However, it was integration with a segmeni of
society which clashed with that segment which supporied the
establishied synagogues.

The developments at Palmer in the late sixties were not isolated
incidents of strain in the history of Ramah. Other examples could
be offered in which the organization reacted to sociological changes
and became an arena of conflict where forces of tradition struggled
against forces pressing for innovation.

The very fullness and forcc of Ramah led beyond the institu-
tional bounds of Conservative Judaism. Tt may be suggested that
Ramah was constructed as a subculture, which willy-nilly en-
couraged counter-cultural phenomena. In this sense, it reflected
the tension of being consciously Jewish in the United States, and
magnified ‘this tension in the suminer’s rays of the camp sun. For
to the degree that Ramah created identification with an infense and
living Jewish culture, it generated the need to perpetuate that
culture outside itself, on an ongoing basis, in a full and rooted
way. To the degree that it created a vital and active counter-
culture, it created conflict with the compromise of its mother-insti-
tution.

The buili-in tensions between sub-culture and counter-culture
were not conscionsly resolved by either the theoreticians or practi-
tioners of Ramali. This non-resolution is itself consistent with the
ethos of Conservative Judaism. While permitting flexibility and
granting the social ease which accompanies integration as a sub-
culture, the driving force, compellingness, and firmness of the
eounter-culture are sacrificed.

43 Ibid.



TOWARD A SYSTEM OF STATISTICAL
INDICATORS ON JEWISH EDUCATION
IN THE DIASPORA: FIRST DATA ON HOURS
OF TOTAL AND JUDAIC INSTRUCTION
IN JEWISH SCHOOLS, 1981/2-1982/3

Sergio DellaPergola

Introduction: The Project for Jewish Educational Statistics

Perhaps more than other scholarly papers submitted at this con-
ference, ours quite directly stems from the previous Conference
on Research in Jewish Education, held at the Melton Centre for
Jewish Education in the Diaspora in June 1980.* Introducing on
that occasion the new Project for Jewish Educational Statistics,
several speakers noted that up-to-date knowledge of the demo-
graphic, socioeconomic and Jewish identity characteristics of Dias-
pora Jewish communities should be among the basic tools utilized
by leaders of contemporary Jewish institutions in their endeavors
to plan and operate modern and efficient communal services. Ii
was stressed then, however, that the current state of knowledge
about the structure and trends of Jewish education in the Diaspora
was both insufficient and often contradictory.

Some local communities have indeed developed certain kinds
of statistical documentation.? And there have been occasional at-

1 See Studies in Jewish Education, Vol. 2, ed. Micha¢l Rosenak (Jeru-
salem: Magnes Press, 1984).

2 See, for example, the periodical Jewish school censuses undertaken by
the American Association for Jewish Bducation (AAJE, later on:
JBSNA). For a review of local sources on Jewish educational statistics
available by the late 1970s, see H.S. Himmelfarb and S. DellaPergola,
Enrollment in Jewish Schools in the Diaspora, Late 1970s, Jewish Educa-
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tempts to undertake global assessments of the Jewish educational
system in the Diaspora.s However, despite these praiseworthy initia-
tives, information regarding most regions of the world remains
thin, so that decision-making in Jewish education is based more
upon intuition than upon actual facts. For those schooled in the
research of the complex, multivariate processes affecting the con-
temporary transformations of Jewish society, Jewish education was
more often mentioned for its potential or expected effects rather
than being carefully analyzed on the basis of solid and systematic
empirical evidence.

In order to increase substantially the scope, quality, detail, and
comparability of data on Jewish education in the Diaspora, the
Project for Jewish Educational Statistics was established within
the Division for Jewish Demography and Statistics at the Institute
of Contemporary Jewry of the Hebrew University of Jerusalem.*
Tlie Project was conceived as a data bank and focal point for
statistical documentation and research on Jewish education in the
Diaspora, Since 1980, the Project’s activities have been directed
toward the achicvement of the following longer-term objectives:

1. to provide leaders and educationa! planners, as well as re-
searchers in the field of Jewish education, with statistical
information on the number and proportion of school-age Jews
throughout the Diaspora, and to project in broad lines the
possible effects of changing Jewish population trends on educa-
tional activities;

2. to ascertain and follow current trends on the extent, types
and levels of Jewish cducation given in different Diaspora
countries;

tional Statistics, Research Report 1 (ferusalem, The Hebrew University,
1982).

3 See A, Bisenberg, World Census of Jewish Education 37281968, (New
York: World Council on Jewish Bducation, 1968), and A, Dushkin,
Jewish Education in the Diaspora, (Jerusalem: World Zionist Organiza-
tion, 1971},

4 The Project is funded by the Joint Program for Jewish Education of
the State of Tsrael, the Ministry of Bducation and Culture, the Jewish
Agency, and the World Zionist Organization.
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3. to describe statistically the major features of the Jewish educa-
tional system, such as types of institutions, cliaracteristics of
teachers and patterns of enrollment, with special aftention to
similarities and dissimilaritics between different Jewish com-

- munities;

4. 1o help evaluate the effects of Jewish education on the behavior

and attitudes of Jews at later stages in their lifecycles.

In the framework of this quite extended and long-term program
highest priority had to be given, necessarily, to establishing a
systematic data-base, not available previously. Such an initial data-
base was also intended for comparisons with data collected in
successive years, thus ensuring a much needed time perspective in
the study of structure and trends in Jewish education in the Dias-
pora.

The first census of Jewish schiools in the Diaspora was under-
taken during the school years of 1981/2 and 1982/3. It covered
approximately 3,550 Jewish day and supplementary schools in 40
countries, including some 550,000 pupils and an estimated 40-
45,000 teaching posts. Twenty-nine percent of the institutions in-
vestigated were day schools and kindergartens, with 439, of the
total pupils and 499, of the teachers reported. The detailed results
of the first census have been published,® and a second census is
currently being planned.

Quantitative Research on Jewish Education in the Diaspora:

Selected Tssues

Basic to a more specific consideration of selected issues in quanti-
tative research on Jewish education in the Diaspora is the obvious

5 See N. Genuth, S. DellaPergola, A.A. Dubb, First Census of Jewish
Schools in the Diaspora, 198112-1982}3: International Summary, Jewish
Educational Statistics, Research Report 3, (Jerusalem: The Hebrew
University, 1985), and A.A. Dubb and S. DellaPergola, First Census
of Jewish Schools in the Diaspora, 1981}2-198213; United States of
America, Jewish Educational Statistics, Research Report 4, (Jerusalem:
The Hebrew University, and New York: Jewish Bducational Service of
North America, Inc,, 1986). See also the paper by A A, Dnbb in the
present volume,
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fact that the topic can be approached from somewhat different,
complementary perspectives. Such approaches have tended to em-
phasize one or the other of the following alternatives:

1. fact finding and the description of structural features and dif-
ferentials in the overall Jewish educational system, or theory
building and the generation of new analytical questions;

2. purely theoretical research, or action-oriented or policy-otiented

_ research;

3. localistic, institution- or community-focused research, or global
and comparative research. _ -

We believe that in the field of educational research none of these
approaches can be completely isolated from the others, Theory
needs the validation of facts; facts need the informing backbone of
theory. If one of the aims of education in general, and of Jewish
education in particular, is to improve certain aspects of society,
educational research will usually not reflect a purely contemplative
mode, but will tend to produce information that can be used
practically by the individval and community, While there can
be no substitute for the empirical observation of educational pat-
terns at the local or “micro’” level of the individual school and
its pupils, teachers, auxiliary personnel, and lay leaders, the ex-
panded background offered by comparative resecarch can enhance
a better understanding of the specifics of local situations and can
provide the necessary global perspective on Jewish education.

In the context of the research options outlined here, both the
possibilitiecs and the limitations of census data collection and
analysis should be taken into account. A census does not belong
to the type of research devoted mainly to the validation of analytical
hypotheses. As already mentioned, the first census of Jewish schools
attempted to construct the basic infrastructure for a systematic
and comparative appraisal of Jewish education in the contem-
porary Diaspora. No data collection, even of the censvs-type, can
be free, however, from underlying theoretical assumptions.

In designing our census we isolated a number of basic features,
which we perceived as describing the Jewish educational system
well, or as being important junctures where intervention might
modify the current situation of Jewish education. These considera-



230 Sergio DellaPergola

tions informed our choices in establishing the basic census format, -
in particylar the selection of variables included in the questionnaire.

The census focused upon the individual school, or educational
institution, as its basic research unit, Information was not collected
at the level of the individual pupil or teacher; aggregate profiles
- of pupils and teachers in each school were obtained instead. Nor
did the census intend to provide the kind of qualitative assessment
of the educational experience undergone by pupils in a given school,
which can be obtained from an examination of the curricula, or
from direct observation of the ‘“atmosphere” prevailing in the
school. The variables included for investigation were descriptive,
standardized and measurable items. A profile of the quantity, and
to some degree the quality, of Jewish education was expected to
emerge from the combined examinations of a cluster of indicators
which synthesized the overall characteristics of a given school. A
summary of the numbers related to the schools in a given city, coun-
try or educational network would provide, moreover, an overall
profile of Jewish education in the respective geographical or insti-
futional contexts.

The basic approach underlying the census is graphically sum-
marized by the scheme in Table 1. A substantial number of sta-
tistical indicators can be obtained from processing the census re-
turns: these relate to the characteristics of institutions, edueational
facilities, pupils, teachers, and other basic educational parameters
such as hours of instruction. One may also project an “Overall
Evaluation Score” which will synthetically represent a school’s
features and characteristics. One should also consider key back-
ground variables for analytical purposes, to better organize and
differentiate the overall structure of the Jewish educational system.
In Table 1, these background variables are: geography, type of
school (day, supplementary), ideological orientation of school (Or-
thodox, Conservative, Reform, Communal etc.), and level of instruc-
tion  (from preschool through matriculation). A very large matrix
is thus represented, the assumption being that an individual’s ex.
posure to the qualities and quantities of Jewish education, appro-
priate to each cell of the matrix, will generate various inputs and
effects on his/her general or Jewish attitudes and behaviour later
in life.
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Assessing the lewish Educational System in the Diaspora:
Sunimary Scheme of Selected Statistical Indicadors and Background Variables

Background Variables

Total
Statistical Indicators Diaspora

Broken
down by
Ideological
Orientation
{Orthodox;
Broken Conser-
down by  Broken vative;
Geograph- down by  Reformy;
ic Divisions Type of
(Major School
Region, (Day; Sup-
Country, plemien- .
City) tary) other)

Broken
down by
Grade
Level

{ Pre-school

through

Matricu-~

lation)

Institutions
Total number
% with own premises

*

Pupils

Total number

% enrolled out of total
age-group

9, in co-educational
classes

Teachers

Total number

Years of seniority
{average)

% Professionally trained

Pupils fteacher ratio

‘.

o
Hours of Instruction
Total studies (average)
Judaic and Hebrew
studies (average)

.

Overall Evaluation Score




2:?2 ' ' Serglo DellaPergola

The system of statistical indicators on Jewish education in the
Diaspora implicit in Table 1 is now available for interested leaders,
educators, and researchers. It provides the building blocks for a
systematic. description of Jewish education in the Diaspora. It also
provides a large set of variables that can be used for further in-
depth and cause-effect oriented analyses of Jewish societal pro-
cesses in the Diaspora.

Particular attention must be focused upon three possible direc-
tiong: '

1. the characterization of Jewish education at a rather disaggre-

~ gated geographical level, as one element in the explanation

‘of Jocal differences in a variety of socio-demographic and iden-
tificational processes;

2. the characterization of individual Jewish schools as a predictor
of more general experiences of success or non-success in
achieving educational goals;

3. the characterization of the educational experience of the single
individual. Here the analyst is concerned with the possibility
of achieving a full record-linkage between individual data col-
lected through conventional surveys and the institutional data
collected through the census of Jewish schools. One single
piece of information -— the name of the Jewish school attended
by a given survey respondent — would entail a very large
cluster of variables describing the full profile of that school,
the advantages for understanding the relationship between Jew-
ish education, and other characteristics of a person are clear.

Thus, we have entered a promising new stage in the study of Jew-
- ish education in the Diaspora. It is hoped that interested individuals
and agencies will take full advantage of it.

Hours of Insfruction in Jewish Schools

Background and Definitions

We now turn to testing some of the substantive information col-
lected through the census. The topic chosen here for illustrative
purposes is hours of instruction in Jewish schools. The implicit
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assumption that the number of hours of Jewish schooling mtay be
an important explanatory variable affecting a variety of other in-
dividual behaviors and attitudes has been discussed in a number
of research works. H. Himmelfarb and G. Bock have suggested
somewhat different versions of the “threshold” hypothesis, namely,
_ the notion that a minimum of hours of lifetime exposure to Jewish
education is required if significant effects are to appear in Jewish
identity later in life.® Further research on the identificational effects
of Jewish schooling is not abundant. Some net effects of Jewish
schooling on Jewishness in adulthood, after controlling for the effects
of other, perhaps more informal socialization agents such as the
family, the neighbourhood, the network of age-peers and friends,
the socio-occupational group etc., emerge clearly. Quantitative re-
search on the topic, however, has been impaired by the dearth of
indicators of the amount and intensity of Jewish education received.

While it is clear that no single sphere of social interaction can
be isolated totally from another, the interesting and quite unique
property of the school environment in general, and of hours of
schooling in particular, is that they constitute clearly defined points
of access in the total complex of the individual’s social world. More
than other formal institutional situations or informal environments,
they constitute junctures from which attitudinal and behavioral
changes can be induced and measured. In the discussion that fol-
lows, we shall limit ourselves to describing the major differentials
in hours of Jewish schooling in the Diaspora, without necessarily
implying any effects of such exposure on other aspects of identity
and experience among the Jewish school population.

The number of hours of instruction has a dual significance within
the framework of Jewish education in the Diaspora. On the one
hand, it represents an important indicator of the intensity of educa-
tion. received, especially if hours of Juddic studies are counted and
compared. On the other hand, fotal hours of schooling provide a
measure of exposure to a social environment which, regardless of
educational content, is Jewish. Both types of information were

6 See G.B. Bock, “The Functions of Jewish Schooling in America,” in
Studies in Jewish Education, M. Rosenak ed., Vol. 2, pp. 233-234; and
H.S. Himmelfarb, “The Impact of Religious Schooling: A Synopsis,” pp.
255-288.
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collected through the 1981/2-1982/3 census — presumably for the
first time ever on a large comparative scale.

One may expect, in general, that hours of total and Judaic instruc-
tion in Jewish schools will be greatly affected by two factors:

1. the general structure of educational curriculum prevailing in
day schools in each country, i.e. the number of school days
per week, school hours per day, and the allocation of time
to different subjects of study;

2. the relative importance in each country of day versus supple-
mentary Jewish education; day schools presumably offering
many more total hours of instruction than supplementary
schools.

Indeed, these basic characteristics of Jewish educational systems
in the Diaspora appear to be important determinants of varjations
in hours of instruction between schools.

Before turning to the data themselves it should be strcssed that
the basic unit of measurement — one hour in school — may have
somewhat different meanings de¢pending upon whether:

1. it refers to time periods of sixty minutes, or to actual teaching
periods, which are usually shorter;

2. it includes (where applicable) tefillah time — which in some
schools may be part of the curriculum and in others may not
be — or other extracurricular activities, intermission time,
efc,

Different interpretations of the questionnaire may therefore have
introduced a degree of lack of uniformity into the data. However,
there is no way to check and correct these possible inconsistencics.

Total Hours of Instruction’®
Table 2 relates to total hours of instruction in Jewish schools, by
type of school (day, supplementary), grouped grade levels, and

7 The following sections: “Total Hours of Tnstruction” and “Hours of
Judaic Instruction” are based, with minor changes, on Chapter 9 in:
Genuth, DellaPergela and Dubb, First Census,
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TABLE 2
Average Weekly Hours of Total Instraction (Per Pupil) in Jewish Schools,
by Type of School, Grade Level{Age, and Country, 198112-1982(3

Kinder- Grades Grades Grades Grades

garten I1-3 4-6 7-9 10-12
Ages Ages Ages Ages Ages
Country 3-5 6—8 9-11 12-14 15-17

Total Schools

Total 17.2 14.9 13.0 13.9 21.5
United States 15.4 11.2 9.6 9.3 14.8
thereof : New York 211 15.8 121 15.4 27.6

Other 136 9.9 8.8 1.5 10.0
Canada 186 228 21.0 23.8 36.3
France (a) (a) (a) (a) (a)
United Kingdom 184 14.8 14.9 19.8 29.9
Other Western Burope 171 18.6 19.6 21.5 202
Argentina 19.1 31.3 316 374 42.6
Brazil 229 316 34.1 354 37.4
Other Latin America 220 33.1 36.4 42.5 41.4
South Africa 20.3 226 26.4 29.9 30.4
Australia 28.8 23.9 234 28.0 31.0

Day Schools (b)

Total 23.6 322 33.6 371 40.0
United States 25.6 351 36.4 40.8 44.2
thereof: New York 29.2 36.3 378 423 45.1

Other 239 345 35.7 39.6 43.0
Canada 21.6 32.2 323 353 43,5
France (a) (a) (a) (a) (a)
United Kingdom 20.5 28.6 33.2 354 36.2
Other Western Burope 18.1 20.5 224 26.1 26.3
Argentina 19.8 331 335 40.0 46.2
Brazil 23.1 g 34.3 356 374
Other Latin America 22.0 323 36.1 42.5 41.4
South Africa 20.4 254 28.9 30.3 304

Australia 30.7 33.0 334 336 337
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Table 2 {Cont’d)

Kinder- Grades Grades Grades Grades

garten 1-3 46 7-9 10-12
Ages Ages Ages Ages Ages

3-5 6-8 9-11 12-14 I15-17

Supplementary Schools

Total 7.0 3.7 4.9 3.8 32
United States 6.7 32 4.7 37 30
thereof: New York 7.4 33 48 3.9 30

Other 6.5 32 4.7 36 2.9
Canada 5.3 4.2 5.2 42 2.5
France {a) (a) (a) (a) (a)
United Kingdom 8.1 37 4.4 3.9 2.9
Other Western Europe 73 44 36 4.0 3.7
Argentina 15.6 15.0 14.8 16.5 17.6
Brazil (a) (a) . {a) (a) {a)
Other Latin America (a) (a) (a) (&) (a)
Soith Africa (2) 7.0 53 4.1 3.3
Australia 9.0 32 i3 35 9

(a) Not available, or too few cases reported,
(b) Including kindergartens not attached to a day or supplementiary school
Sowrce: First Census of Jewish Schools in the Diaspora,

country, First we shall examine the data for each type of school
separately. In day schools, (see Table 2), the weekly average of
total hours of instruction for the whole Diaspora varies from
23.6 at the preschool level, to 32.2 at grades 1 through 3 (on the
average), 33.6 at grades 4-6, 37.1 at grades 7-9, and 40.0 at grades
10-12. This gradual increase in work-load with the move-up to
higher grades is common to most countries and regionsg in the
Diaspora, although the typical length of the school day in each
country may be quite different. Countries with a longer school
day include the United States, Canada, Argentina, and the smaller
communities in Latin America. Elsewhere, in the United Kingdom,
the smaller communities in Western Europe, Brazil, South Africa
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and Australia, the work-load is somewhat less. Data on total hours
of instruction are not available for France.

The ranges between minimum and maximum hours in Jewish day
schools according to grade level vary as follows: at the preschool
level, between 18.1 hours in the smaller communities in Western
Europe and 30.7 in Australia; in grades 1-3, between 20.5 hours
in Western Europe and 36.3 in the New York area; in grades 4-6,
between 224 in Western Europe and 37.8 in New York; in grades
7-9, between 26.1 in Western Europe and 42.5 in the smaller com-
munities of Latin America; and in grades 10-12, between 26.3 in
Western Burope and 46.2 in Argentina. The regional patters of
variation, therefore, appear to be quite consistent. Moreover, within
the United States, Jewish day schools consistently operate on a
more intensive school week in the New York area than in the rest
of the country.

The average number of total hours of instruction in supplemen-
tary schools (Table 2) is expectedly much lower than in day schools.
Indeed; while day schools provide both Judaic and general studies,
the basic aim of supplementary schools is Judaic instruction only.
For the total Diaspora, the weekly averages are highest at the
supplementary preschool level (7 hours). The average at ages 6-8
declines to 3.7 hours, it rises to 4.9 hours at ages 9-11, and
declines again to 3.8 hours at ages 12-14, and 3.2 hours at ages
15-17. The basic profile of hours of schooling in supplementary
schools is therefore highest at the preschool level, followed by a
decline at ages 6-8, some increase at ages 9-11, i.e. approaching
the age of Bar/Bat Mitzvah, and by more substiantial decline at
higher ages. There are, though, a few exceptions. The most pro-
nounced is found in Argentina, where the chiefly week-day after-
noon character of supplementary schools is connected with much
higher averages of weekly hours of instruction. In Argentina, the
latter range between a minimum of 14.8 hours at ages 9-11 (grades
4-6) and a maximum of 17.6 at ages 15-17 (grades 10-12). Other
exceptions to typical weekly work-loads in supplementary- schools
are the smaller communities of Western Europe, South Africa, and
probably also France, where from grade 1 on, hours of instruction
steadily decline, and in Australia, where they progressively increase.

Very uneven levels and profiles of hours of schooling thus charac-
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terize Jewish day and supplementary schools, which adds to the
different distributions of the two types of institutions by country.®
As a consequence, there is a wide variation in the average number
of total howrs of Jewish schooling for all pupils regardless of type
of school (see the upper part of Table 2). The overall distribution
by grade level features a J or U shape, with an average of 17.2
hours at preschool level, 14.9 in grades 1--3, 13 in grades 4-6, 13.9
in grades 7-9, and 21.2 in grades 10-12.

Variations between countries in total exposure to Jewish school-
ing are significant. At each grade level, the lowest averages are
found in the United States outside the New York area, consistent
with the predominance of supplementary schools there. Maximum
hours of schooling appear in Australia at the preschool level, in
the smaller communities of Latin Aunerica in grades 1 through 9,
and in Argentina in grades 10-2. In grades 7-9, the widest range
between mmaximwn and minimum averages of total hours of Jewish
schooling is obtained: 42.5 hours in the smaller Latin American
communities versus 7.5 in the United States outside New York, or
a ratio of nearly 6 to 1.

Hours of Judaic Instruction

A similar analysis can be conducted with regard to hours of Judaic
instruction {see Table 3). Judaic studies absorb a very different
share of total curriculum time in the day school systems of different
countries in the Diaspora. At each grade level, the highest averages
appear for the New York area, up to a maximum of 224 hours
in grades 10-12. In New York, Haredi and Orthodox day schools
and yeshivor form the predominant type of Jewish education. Aver-
age hours of Judaic studies are high in other regions of the United
States, too, although somewhat less than in New York. The weekly
Judaic work-load gradually increases with grade level in the United
States, as well as in the United Kingdom, South Africa and, up to
grade 9, in Australia. Hours of Judaic studies in day schools tend
to be quite stable at different grade levels in Argentina and tend

& See Genuth, DellaPergola and Dubb, First Census, Chapter 3, and
Dubb’s paper in the present volume,
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TABLE 3

Average Weekly Hours of Judaic Instruction {per Pupil) in Jewish Schools,
by Type of School, Grade Level|Age, and Country, 1981[2-1982(3

Kinder- Grades Grades Grades Grades

garien 1-3 4-6 - 7-9 10-12
Ages Ages Ages Ages Ages
Country 3-5 -8 9-11 12-14 15-17

Total Schools

Total 7.6 71 7.0 6.6 8.2
United States 72 6.3 6.4 59 7.8
thereof: New York 10.2 8.4 7.6 8.6 13.2

_ Other 6.3 53 6.1 52 6.0
Canada 10.1 11.¢ 10.3 10.0 10.6
France 133 7.7 82 8.6 8.6
United Kingdom 8.0 5.6 5.9 6.6 8.9
Other Western Europe 5.9 6.5 6.4 58 57
Argentina 13.4 12.9 13.0 13.0 13.3
Brazil 4.9 9.9 9.3 8.0 4.8
Other Latin America 8.1 10.2 10.0 81 7.6
South Africa 2.5 5.6 6.0 17 8.4

Australia 6.4 6.7 10 8.5 75

Day Schoois (a)

Total 10.2 12.6 12.7 133 133
United States 12.8 16.0 16.6 19.6 21.6
thereof; New York 151 171 17.8 20.8 224

Other 11.7 15.4 16,0 187 20.9
Canada 12.5 14.4 14.0 14.5 12,3
France 14.5 10.5 10.5 11.1 8.5
United Kingdom 89 8.9 2.3 9.9 10.5
Other Western Furope 57 6.8 6.8 6.2 6.5
Argentina 12.9 12.7 12.8 12.6 12.8
Brazil 5.0 10.1 9.5 8.1 48
Other Latin America 8.1 9.4 8.6 8.1 7.6
South Africa 2.5 54 62. 7.8 84

" Australia 6.5 8.2 8.8 9.6 7.9
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Table 3 (Cont’d)

Kinder- Grades Grades Grades Grades

garien 1-3 4-6 7.9 10-12
Ages Ages Ages Ages Ages
3-5 6-8 9-11 12-14 15-17

Supplementary Schools

Total 4.5 35 4.1 31 32
United States 4] 31 4.6 36 29
thereof: New York 50 33 48 38 3.0

Other 3.9 3.1 4.6 3.5 29
Canada : 4.2 42 52 41 2.5
France 4.4 6.0 5.9 5.8 5.6
United Kingdom 49 3.3 4.0 3.8 238
Other Western Burope 13 4.4 3.6 4.0 37
Argentina . 152 15.0 14.8 15.9 166
Brazil (b) (b) (b) (b) (b)
Other Latin America (» (b) (b) (b) (b)
South Africa (by ~ (by 46 4.1 33
Australia 5.6 .32 33 35 30

(a) Including kindergartens not attached to a day or supplementary school.
(b) Not avaitable, or too few cases reported,
Source: First Census of Jewish Schools in the Diaspora,

to decline with grade level in Canada, France, Brazil, and the
smaller Jewish communities of Western Europe and Latin America,
As a consequence, the ranking of countries by hours of Judaic
studies varies considerably at different grade levels. Outside the
United States, the most hours of Judaic studies appear in France
(preschool), Canada (gradcs 1 through 9), and Argentina (grades
10-12); the least in South Africa (preschool through grade 6), the
smaller communities of Western Europe (grades 7-9), and Brazil
(grades 10-12), _
Summing up these data for day schools, average hours of Judaic
studies in the Diaspora are fairly stable, from 10.2 hours at pre-
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school level to 12.6-13.3 hours throughout grades 1 to 12. The
corresponding averages for supplementary schools range between
a maximum of 4.7 hours at ages 9-11 (grades 4-6) and a minimum
of 3.2 at ages 15-17 (grades 10-12), the equivalent of about one-
half to one-fourth of the hours of Judaic studies in day schools,

At most grade levels, hours of Judaic studies in supplementary
schools expectedly cotrespond (with only minor differences) to the
total hours of instruction in these institutions (see above). The
only exception concerus kindergartens, where there are fewer hours
of Judaic studies than total hours in school. The range of variation
between countries in hours of instruction is far less significant than
in the case of day schools, with the exception of Argentina, Argen-
tina is in fact a very peculiar case, being the only country iu which
at each grade level pupils in supplementary schools receive more
hours of Judaic instruction than pupils in day schools, Of the other
countries, it is in France that supplementary school pupils receive
the highest number of hours of Judaic instruction. United States
averages, especially outside New York, are consistently below the
values for most of thc other countries.

The combincd averages for day and supplementary schools toge-
ther (upper portion of Table 3) provide an interesting, though
somewhat composite, indicator of the intensity of Judaic studies
throughout the Diaspora expressed by hours of instruction. The
overall average for all pupils enrolled in a Jewish school in the
Diaspora ranges between 7 and 8 weekly hours of Judaic studies,
but there is substantial variation around this central value. Argen-
tina has the highest averages, followed by Canada and, at the
lower levels, the smaller communities of Latin America and Brazil.
Above the overall Diaspora average we also find the New York
area (especially at the higher grade levels), and France. Australia
has just-above-average values, while the United Kingdom, the
smaller communities in Western Europe, South Africa, and the
United States outside New York display less than average numbers
of hours of Judaic instruction.

The most iutriguing find of this analysis probably relates to the
United States figures: in fact, the United States appears to have
one of the most intensive Jewish educational systems in terms of
the high averages of total and Judaic hours of instruction in day
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schools; but also the least inteusive one, in terms of the low num-
ber of total and Judaic instruction hours in supplementary schiools
which, in the United States, represent the predominant mnode of
Jewish education. Among the other major tegions, Latin America
displays the most hours of total and Judaic schooling, which is
related to the predominance of day schools, and to the characteristics
of supplementary schools there.

As already noted, the significance of these data is tied to the
possible effects of quantity of Jewish schooling, with regard to
the socialization of children into a Jcwish environment, and of the
cognitive and non-cognitive input derived from Judaic studies. An
examination of such effects is outside the scope of this paper.
Clearly, however, the multiplying cffect of weekly hours of instruc-
tion should be kept in mind when interpreting data on years of
enrollment, curricular contents, and exposure to teachers in Jewish
schools.

Hours of Judaic Instruction by ldeological Orientation of School

Countrywide averages, like those examined in the preceding discus-
sion, do not provide a satisfactory description of the patterns of
Jewish education. Among the factors of differentiation within na-
tional or local educational systemns, the ideological orientation of
the schools calls for more detailed investigation. It can be expected
that in both day and supplementary schools the quantity of Judaic
studies tends to be greater in ultra and modern Orthodox schools
than in schools affiliated with the Conservative or Reform move-
ments, or noi-denominational schools (communal, Yiddishist, etc.).
This assumption is checked in Table 4 with reference to a simplified
geographical division of the Diaspora into four major regions.
Our assumption holds true when considering day schools. Ortho-
dox-oriented schools, which include the large majority of the total
Diaspora day school population (68%,), indeed feature more inten-
sive Judaic studies curricula in each of the four regions considered
here. It should be noted, however, that the difference in the hours
of Jewish schooling between major geographical regions are by far
greater than those found within each region, according to the ideo-
logical orientation of schools, This reflects the different general
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TABLE 4
Average Weekly Hours of Judaic Studies (per Pupil) in Jewish Schools, by
Type and Ideological Orientation of School, Grade Level[Age, and Region,
1981)2-1982}3

Region, Type and Grades Grades Grades Grades
Ideological I-3 4-6 7-9 19-12
Orientation of Ages Ages Ages Ages

School 6-8 9-11 12-14 15-17

North America

Day School
Orthodox 17.3 18.2 20.8 228
Other 13.2 12.9 142 18.1
Supplementary
Orthodox 4.5 53 4.8 3.3
Conservative 38 5.4 42 32
Reform 2.6 3.8 3.0 23
Other 3.5 4.9 4.6 51
Latin America
Day School
Orthodox  (a) 13.0 130 11.8 11.7
Other 10.9 10.7 89 1.7
Supplementary
Orthodox 109 10.5 13.7 ("
Other 15.9 159 15.0 14.6
Western Europe
Day School :
Orthodox (a) 87 89 9.3 9.4
Other 56 55 6.3 13
Supplementary
Orthodox 48 51 5.0 50
Other 3.0 35 32 2.6
South Africa, Ausirvalia '
Day School
Orthodox 6.8 1.4 8.5 82
Other 59 6.2 (b) (b)
Supplementary _
Orthodox 4.6 4.1 38 35
Other 31 32 34 (b)

(a) Including a wide range of religious and traditional orientations.
(b) Not available or too few cases reported.
Source: First Census of Jewish Schools in the Diaspora.
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educational systems dominant in each country and region. Thus,
Orthodox schools in North America (United States and Canada)
display, by far, the greatest average weekly hours of Judaic studies
at each grade level; but other day scliools in North America feature
more Judaic studies hours than Orthodox schools in the other major
regions, '

The picture in supplementary schools is defined less sharply.
Educational institutions of this type exist within the Orthodox,
Conservative, and Reform movements, . which account for 149,
33%, and 459, respectively of the total supplementary school enroll-
ment; a small number (8%,) identified with other orientations. Out-
side the United States, however, 619, of the supplementary school
enroliment is found in Orthodox institutions. Orthodox supple-
mentary schools feature higher average hours of Judaic studies in
Western Europe, and in South Africa and Australia. This is true
in North America for pupils of ages 6-8 and 12-14, but not for
pupils aged 9-11 and 15-17, among which Conservative and other
schools provide more hours of Judaic studies. On the other hand,
Reform supplementary schools in North America consistently fea-
ture the fewest number of Judaic studies hours. Among supplemen-
tary schools in Latin America (especially in Argentina), Orthodox
institutions offer significantly fewer hours of Judaic studies than
other institutions. With the prominent exception of Latin America,
hours of Judaic studies in supplementary schools appear to be
relatively uniform throughout the different regions and ideological
orientations outlined in Table 4.

Conclusion

We have presented in this paper a few general remarks on the
scope and potentialities of the first census of Jewish schools in the
Diaspora (1981/2-1982/3). First, data on hours of total and Judaic
instruction in Jewish schools were introduced and briefly analyzed.

The basic typology of Jewish education in the Diaspora between
day and supplementary schools has been outlined clearly on tbe
basis of information regarding hours of schooling, Variation in the
school workload in different countries also reflects the ideological
orientation of schools and, even more significantly, the general
structure of educational curricula in each place.
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In addition to the descriptive character of the data presented
here, the new data resources now available, and further data col-
lection in progress® as part of the Project for Jewish Educa-
tional Statistics, constitute a substantial transformation of the scope
and depth of quantitative research on Jewish education. One can
hope that such new data resources will be fully exploited and inte-
grated with other sources. Aggregative data like those presented
in this paper can be linked with other, more individual, sources of
information. Better quantitative foundations will thus be provided
for the analysis of the broader implications of observed trends, and
for the policy decisions in Jewish education. If this is accomplished,
we shall take a significant leap forward from the prehistory of the
guesstimate, and from the proto-history of the limited, unrepresenta-
tive, localistic case-study, into the true history of research on Jewish
education in the Diaspora.

9 A survey of teachers in Jewish schools was carried out in 1983/4 and
1984/5 in the United States, Canada, the ¥Inited Kingdom, France, and
South Africa. Further data were independently collected in Argentina
and will be incorporated in the analysis.



JEWISH SCHOOLS IN THE DIASPORA:
A STATISTICAL DESCRIPTION

Allie A. Dubb

Introduction

This report summarizes some of the findings of the International
Census of Jewish Schools conducted during the 1981/82-1982/83
school years by the Project for Jewish Educational Statistics,® It
is the first such centrally-organized census ever undertaken on
a global level, referring to a limited period of time and using stan-
dardized scientific techniques on data collection and processing,
The census covered both day and supplementary schools at all
levels from preschool to secondary, in the Americas, Western Eu-
rope 2 and the United Kingdom, South Africa, Australia and some
Moslem countries.

The main findings of the Census will be presented first, after
which the methodology used will be discussed briefly.

1" The Census was conducted by the Project for Jewish Educational
Statistics, Division of Jewish Demography and Statistics, Institute of
Contemporary Jewry, The Hebrew University of Jerusalem. It was
sponsored and financed by the Toint Program for Jewish Education
of the Isracli Ministry of Education and Culture, the Jewish Agency for
Israel and the World Zionist Organization. Professor Dubb was Director
of the Project from 1982 to 1987,

2 Inclnded in the category “Western Enrope” are Rumania and Hnngary,
the only Eastern bloc countries from which data were obtained.

246
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Results

Enrollment in Jewish Schools and Enrollment Rates
Table 1 and 2 show that a total of 539,380 pupils * were enrolled
in 3,503 schools throughout the Diaspora. Of these, 97,013 pupils
(189,) attended Jewish schools in New York, a further 50% in
other parts of the United States and the remaining 166,963 (31%)
were distributed throughout the rest of the Diaspora.

The more than half-million children enrolled in Jewish schools
represented between 369, and 409, of all Jewish children between
the ages of 3 and 17 in the Diaspora, and between 40% and 44%,
if Bastern Europe is excluded (Table 3). For individual countries
the enrollment rates varied considerably — from 709, in Australia
and some of the smaller Latin American countries; through over
609, in Argentina; between 45% and 60% in Canada, South
Africa and Brazil; between 40%, and 459, in the United States, the
United Kingdom and the Moslem countries; and less than 40%
in Western Europe. Of the major communities France, with an
enrollment of 149, had the lowest proportion of school-going
children receiving a Jewish education.

The proportion of pupils in day schools (including full-time
independent nursery schools and kindergartens) also varied from
country to country (Table 2). In Latin America (apart from
Argentina) and in the Moslem countries, over 979, of Jewish
school enrollment was in day schools. This contrasts sharply with
the United Statcs outside of New York where the proportion was
only 199, In New York and in the United Kingdom, day school
enrollment was just above 509, while in the remaining countries
it varied between 639, and 85%, What emerges is that, although
in most Diaspora communities day schools were the main source
of Jewish education, the importance of the supplementary schools
should not be underestimated: in Canada, France, the United King-
dom, Western Europe and Australia 259, or more pupils were
cnrolled in supplementary schools, while for the United States the
proportion was 729%,. In fact, the total number of supplementary

1 Of these, under 2% were non-Jewish,
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TABLE 1

Jewish Schools, by Type of Institution and Country
1981/82-1982]83

Supple-
Preschool  Primary mentary
Country Total onlyt up & Schools 3
: Absolute Numbers
Total ¢ 3,503 179 BlS 2,505
United States 2,360 55 444 1,861
Thereof: New York 467 15 166 286
Rest USA 1,893 40 278 1,575
Canada 128 3 40 g5
France s 203 16 43 144
United Kingdom 250 19 58 172
Other Western Europe 160 5 53 102
Argentina ¢ 102 7 58 33
Brazil 22 1 19 2
Other Latin America 33 - 30 3
South Africa 146 64 24 5%
Australia 64 9 14 41
Moslem Countries 35 — 31 4
Within Country Percentages
Total 7 1000 5.1 23.3 .6
United States 100.0 2.3 1238 78.9
Thereof: New York 100.0 12 355 61.3
Rest USA 100.0 21 14.7 83.2
Canada 100.0 2.3 31.3 66.4
France 100.0 78 212 70.9
United Kingdom 100.0 7.6 236 68.8
Other Western Europe 100.0 31 33.1 63.8
Argentina 7 100.0 71 59.2 337
Brazil 100.0 4.5 26.4 9.1
Other Latin America 100.0 — 90.9 9.1
South Africa 100.0 41.8 16.4 392
Australia 100.0 14.1 21.9 64.0
Moslem Countries 100.0 — 826 11.4
Nursery schools and kindergartens not attached to any other school.
Includes attached nursery schools andfor kindergartens.
Includes part-time classes at pre-primary levels whether or not attached
to other levels. :
Includes 4 schools for which type is unknown.
Excludes 8 ORT schools.
Includes schools offering both day and supplementary programs,
Excluding 4 schools of unknown type.

~1On Lt D b
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TABLE 2
Pupils in Jewish Schools, by Type of Institution and Country
190871/82-1082183

Paft A. Absolute Numbers

249

Sup-
Day plementary
Country Total Schools1 Schools?
Total 539,380 228,529 310,851
United States 372,417 104,752 267,665
Thereof: New York 97,013 52971 44 042
Rest USA 275,404 51,781 223,623
Canada 26,170 16,526 9,644
France 3 16,523 9,445 7,018
United Kingdom 30,511 15,928 14,583
Other Western Burope 11,276 8,040 3,236
Argentina 21,371 17,997 4 3,374
Brazil 10,705 10,449 256
Other Latin America 16,581 16,551 330
South Africa 15,246 13,022 2,224
Australia 9,321 7,109 2212
Moslem Countries 8,959 8,710 249
Part B, Within Country Percentages
Sup-
Day plementary
Country Total Schools1 Schools 2
Total 100.0 42.4 57.6
United States 100.0 28.1 7.9
Thereof: New York 100.0 54.6 454
Rest USA 100.0 18.8 81.2
Canada 100.0 63.1 36.9
France 100.0 572 42.8
United Kingdom 100.0 522 47.8
Other Western Burope 100.0 71.3 28.7
Argentina 100.0 84.2 15.8
Brazil 100.0 97.6 24
Other Latin America 100.0 98.0 2.0
South Africa 100.0 85.4 14.6
Australia 100.0 76.3 237
Moslem Conntries 100.0 971.2 2.8
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Part C. Percentages of World Totals

Day Supplementary

Country Total Schools? Schoals?
Total 100.0 100.0 100.0
United States 69.0 45.8 86.1
Thereof: New York _ 18.0 232 _ 14.2

Rest USA 511 227 71.9
Canada 4.9 ' 72 31
France 31 4.1 2.3
Unitéd Kingdom 57 7.0 4,7
Other Western Burope 21 35 1.0
Argentina 4.0 79 1.1
Brazil 2.0 4.6 0.1
Other Latin America 31 72 0.1
South Africa 238 57 0.7
Australia 1.7 31 0.7
Moslera Countries 1.7 3.8 0.1

Includes full-time nursery schools andfor kindergartens,

Includes part-time classes at pre-primary levels whether or not attached
to other levels,

Excludes 8 ORT schools.

Includes schools offering both day und supplementary programs,

Lk [
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TABLE 3

Percentages of Jewish Children Aged 3-17 Enrolled in lewish Schools,l by
Type of Institution and Country
1981182-1982(83

Day Supplementary

Country Total Schools ® Schools?
Total Diaspora 36-40 15-17 21-23
Total Diaspora, without

Eastern Burope 40-44 17-19 23-28
United States 39-43 11-13 28-30
Canada 46 28 18
Prance 144 8+ 6
United Kingdom 42 22 20
Other Western Burope 36-40 26-28 10-12
Argentina 62-66 53555 9-11
Brazil 47-51 4630 1
Other Yatin America 69~73 6872 1
South Africa 56 47 9
Australia 70 - 34 16
Moslem Countries ¢ 3842 31-39 1-3

1 Bstimates of Jewish school-age population in the various countries were
prepared by the Division of Jewish Demography and Statistics, The
Institute of Contemporary Jewry, The Hebrew University of Jerusalem.
Includes nursery schools and kindergartens whether or not attached to
schools operating at higher levels.

Includes part-time classes at pre-primary levels whether or not attached
to other levels, '

Excludes ORT schools.

Includes schools offering both day and supplementary programs,
Underestimated, especially for supplementary schools,

)
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school pupils — 310,851 — exceeded day school enrollment by
over one-third.

Ideological Orientation

Table 4 shows the distribution of pupils according to the ideological
orientations of schools. Of the total 216,833 day school pupils
reported,* 639, attended schools described as “Orthodox” which
includes Charedi and Hassidic schools as well as those more aptly
described as mainstream or modern orthodox or traditional, and
4%, were at school designated “Zionist and Orthodox.” In New
York 919, of pupils were enrolled in Orthodox institutions while
in the remainder of the United States 579, were at Orthodox
schools, 199, at Conservative schools and 159, at inter- or non-
denominational Communal schools. Orthodox schools (including
those classified as. ‘“Zionist and Orthodox™) accounted for 809,
or more of day school enrollment in France, the United Kingdom,
Western Europe, South Africa, Australia and the Moslem countries.
In Argentina, Brazil, the rest of Latin America and Australia the
designation “Zionist” — alone or coupled with some religious
otientation — described the schools attended by most pupils: 76%
in Argentina, 689, in Brazil, 769, in the rest of Latin America,
and 789%, in Australia. Tt should be pointed out, however, that
many schools not described specifically as being Zionist did never-
theless have strong and active Israel-oriented programs (e.g., South
Africa). Even the Yiddishist schools — which in the smaller Latin
American communities accounted for 129, of enrollment — were
almost all described as being Zionist as well,

The overwhelming majority of supplementary school pupils out-
side North and South America also attended Orthodox institutions.
At the same tune, however, the Reform movement had a significant
share of this category of enrollment in the United Kingdom (39%,),
South Africa (129,). and Australia (99). In the United States,
Orthodox supplementary schools accounted for only 59, of enroll-
ment, with 499, attending Reform schools and 369, Conservative.

4 Information on ideological orientation was obtained from schools with
a total enrollment of 216,833 out of 228,529 day school pupils (95%)
and 306,889 out of 310,851 supplementary schools pupils (99%).
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In Canada, Interdenominational supplementary schools played a
significantly reduced role as compared. with day schools in that
country, having only 6% of enrollment: the majority (88%) of
supplementaty pupils were evenly divided between Qrthodox, Con-
servative and Reform schools. In Argentina, as in the case of day
schools, most pupils (65%) attended Zionist-oriented supplemen-
tary schools; of these, 509, were also associated with the Conser-
vative movement.

Number of Pupils according to Grade Level

In Table 5 school grades liave been grouped into three levels
each, for day schools and for supplementary schools. These levels
are: day schools — preschool, lower grades (1-6), higher grades
(7-12); supplementary schools — preschool, up to and including
bar/bat-mitzva, after bar/bat-mitzva. These groupings facilitate
comparison between countries with differing cut-off points between
primary, junior high and high schools.

In most countries of the Diaspora between 209, and 25% of
day school enrollment was at the preschool level, with Argentina
and the United States outsidle New York approaching 30%.
The highest proportion of preschool pupils was 36% in South
Africa which, however, reduces to 329, if the atypically large
number of non-Jewish children is omitted. At the other end of the
spectrum, the United Kingdom and the smaller Western European
communities had a preschool enrollment of 11%, and 149, respec-
tively. In the supplementary schools Argentina and Brazil had a
preschool enrollment exceeding 30% and in the smaller Western
Buropean communities it was 17%. In all these cases supplemen-
tary scliool enrollment at this level was higher than that in day
schools. In all other countries most preschool pupils were enrolled
in fulltime institutions.

Comparing enrollment in lower and higher day school grades,
all countries, except the smaller communities in Latin America, had
less pupils in the last six grades than in the first six. The fall-oft
from lower to higher grades ranged from 209, or less in New York,
South Africa and France to a high of 759% in Canada. In the sup-
plementary schools the fall-off in enrollment after the bar-mitzva
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fevel was lowest in Argentina and Western Europe (two-thirds),
just over 80% in the United States, and between 909, and 100%
in the rest of the Diaspora. -

In interpreting the distributions shown in 'Table 5, it should not
be assumed that the differences in enrollment between lower and
higher grades — especially in the case of day schools — represent
a simple drop-out rate. Apart from the question of whether all
communities are willing or able to provide a secondary day school
education for all primary school-leavers, there is also a possible
demographic factor. Thus in recent years, the absolute. number
of Jewish children at various ages has changed quite rapidly in
Jewish populations in response to a variety of demographic pro-
cesses, and this could affect the number of children available at
each age level.

Metliod 3

Since the aim of the Census was to obtain the most complete
coverage possible, one of the first problems which had to be ad-
dressed was the preparation of lists of schools. This was a consider-
able undertaking — particularly in those countries where there
was no central Jewish educational authority or where no single,
routinely up-dated register was maintained. In North America
the very large number of communities and their geographical dis-
persion created special problems of reviewing and up-dating. The
compilation of such a register, on a world-wide basis, has there-
fore itself been a valuable result of the Census. '
"The need to standardize information from several countries so
that it would be possible to make direct comparisons, has raised
a number of conceptual problems relating, inter alia, to such issues
as ideological orientation, sponsorship and affiliation, and dif-
ferences between educational structures in the various countries.
The most basic problem, however, was the definition of the unit
of enquiry. Thus, some responses referred to single-level schools

5 Tor detailed discussions of methodological, conceptual and terminological
problems, see the publications of the Project for Jewish Educational
Statistics listed below,
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(i.e., primary or middle or secondary only) while others referred
to multi-level institutions (e.g., primary through secondary). On
examination, however, it became clear that these different modes of
response did not necessarily reflect different administrative arrange-
ments but were, sometimes, idiosyncratic. Response units cannot,
therefore, always be directly compared. It is for this reason that
only in Table 1 have schools (or, moré¢ correctly, “response units”)
been tabulated, and that analysis of results in this report has been
confined to pupils. ' |

Data were collected by means of questionnaires. Several versions
of the qucstionnaire were developed to accommodate differences
in educational systems and other local characteristics, including
language. The questions related to three main areas: the school
— type, level, location, affiliation, ideology; the teaching faculty —
subjects taught, training and experience; the pupils — their distribu-
tion according to grade and number of hours of tuition received
in both general and Jewish studies. The questionnaires were sent
to principals of all known Jewish schools, When all attempts to
obtain direct responses failed, other sources of information were
sought. Although no distinction between sources is made in this
report, the non-questionnaire materials are generally regarded as
somewhat less reliable. Of the total 3,503 institutions about which
information was obtained, three-quarters were from questionnaires.
~ Regarding coverage of the Census, it is believed that most of the

schools that could be identified — and probably all major ones —
were included. : : '

The quality of responses to the questionnaire was variable, and
could not, on the whole, be independently checked. On the other
hand, internal checks for consistency, and supplementary informa-
tion from other sources did assist in enhancing reliability. Thus,
while the results presented are subject 1o error, it is our assessment
that they constitute the most reliable data available at the present

time,
Concluslon

In this report, some basic results and methodological aspects of
the Intemational Census of Jewish Schools have been presented.
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The tabulations form only a fraction of the material which has
been collected and which is being made available in a series of
reporis.®

It should again be emphasized that this has been the first global
Census of its kind. A second census covering the 1986/87-1987/88
school years is now under way. This will make it possible to study
trends. The Census has also provided the statistical base for a
survey of teachers in Jewish schools in six major communities,
which is currently being analyzed and written up.

6 First Census of Jewish Schools in the Diaspora’ 1981,1' 82198283, Jewish
Educational Statistics Research Reports:
No, 3: Nitza Genuth, Sergio DellaPergola, Allie A. Dubb International
Survey, 1985,

No .4: Allie A. Dubb, Sergio DellaPergola: United States of Amertca
1986.

No. 5: Allie A. Dubb: Canada, 1987.
Forthcoming: United Kingdom, France, South Africa, Australia,



SECULAR, NON-ZIONIST JEWISH
EDUCATIONAL STREAMS IN ARGENTINA
~ AND MEXICO FROM THE EARLY 1930s
TO MID 1950’s: THEIR APPROACH TO JEWISH
EDUCATION AND ITS IDEATIONAL
FOUNDATIONS

(Abstract)

Efraim Zadoft

From the early 1930’s to the mid-1950s, the aim of the majority
of Jewish schools in Mexico and Argentina was to maintain a link
between the younger generations, growing up in a new country,
and their Jewishness. In the educational sphere, as in other areas
of Jewish life, the divigent political views. following World War I,
regarding the character of the Jewish people and proposed solu-
tions for its predicament, were reflected in different courses of
action. The range of world views led to the formation of various
styles of education, each shaping the Jewish identity of the new
generation.

This article examines two. ideological streams, both of which re-
jected Zionism as a solution to the Jewish problem and held a
negative view toward all things traditionally J ewish. The article
examines their approaches to Jewish nationalism, as well as their
views on mainstream society, national languages, tradition, and
religion, as they emerge from their own publications and curricula
or from secondary sources. It is the aspirations of these groups,
not their achievcments, that the article recounts.

" One stream called itself “Progressive.” Its adherents believed that
socio-economic status, as opposed to national affiliation, is the
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factor that determines one’s fate in modern society. For them,
Yiddish was a means of expression and a way of maintaining con-
tact with the Jewish people and the Hebrew language. They viewed
it, as well as tradition in gencral, as a relic. The main figures in
this stream were Jewish Communists and Soviet sympathizers. Its
schools were very successful, although they operated only in Argen-
tina. The other stream heralded Jewish nationalism and promoted
Jewish culture, Yiddish being one of its highly valued components.
The central figures of this stream were Bund supporters.

The founders of the educational institutions which spring from
these groups used as their models the Jewish schools of the CISA
and other educational systems in Poland and Lithuania. The schools
themselves, however, wetre vety innovative, since the new environ-
ment, quite different from the “Old Country,” called for many
changes. The schools of the Progressive stream scarcely resembled
their predecessors in Europe.

Between the early 1930’s and the mid-1950’s, there were sxgm-
ficant changes and developments in the views of both streams,
brought about by major events in the history of the Jewish people:
the Holocaust, the founding of the State of Israel, and the position
taken by the Soviet Union and its satellites towards the Jewish
people and the State of Isracl, The personalities of prominent
leaders in these ideological streams may have served as catalysts
for some of the changes, diverting their followers toward the posi-
tions they favored.
 Yet the core group of activists in both streams were not always
unanimous of opinion, Large segments of the Jewish population
were attracted to these ideologically inspired schools, but not
always for ideological reasons.



THE JEWISH EDUCATION OF JEWISH
HIGH SCHOOL STUDENTS IN JEWISH AND
NON-JEWISH SCHOOLS IN BRITAIN

(Abstract)

Mordechai Bar-Lev and Menachem Levin

The Jewish population in Britain in the early 1980°s comprised
approximately 55,000 boys and gitls of school age (5-17), in con-
trast to over 60,000 in the 1960’s. Only 13,000 (about 24%,) attend
Jewish day-schools. This figure includes motre than 5,000 children
from ultra-Orthodox communities, where almost 100% of the
children attend such schools,

 Religious studies in Britain are mandatory. Thus some measure
of Jewish studies is available even in non-Fewish schools. Data
from Jewish bodics dealing with Jewish education indicates that
there is a continuous decrease in the number of students receiving
Jewish education in partial frameworks, and an even more signi-
ficant decrease in the number of frameworks which exist for Jewish
education, by law, in non-Jewish schools. The situation is reaching
the crisis point. More and more students receive only the Jewish
education to which they are exposed in the home.

This study examines the influence of Jewish education in the
various frameworks (day school, supplementary school, and reli-
gious studies in non-Jewish schools) on the students’ Jewishness.
By “Jewish education” we do not refer to infellectual-cognitive
dimensions such as the quantity of knowledge or the students’
analytical powers, but rather we focus on the emotional-social level
— namely, the formation of views and of patterns of behavior. We
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see this dimension reflected in the concepts of Jewish identity and
identification.

Jewish education in the Diaspora focuses on the preservation
of the community and the continuation of identity and identification
patterns, through instilling a sense of faith, world-view, and knowl-
edge of ritual behavior. This definition holds true for all branches
of organized Jewry in Britain, albeit with different emphases and
in different forms. The great majority of the British Jewish popula-
tion (75%) is somewhere in the “‘middle,” oscillating between the
two cxtremes: the ultra-Orthodox and the Liberal-Reform. The
typical “middle-of-the-road” Jew is a religiously compromising
Jew, who integrates into wider society. Formally, he is affiliated
with the Orthodox institutions, but this commits him primarily
regarding his public identification and his belonging to Jewish
organizations, while he conducts his private life according to pei-
sonal decisions. In Britain, characterized by a striving towards com-
promise and an aversion to “revolution,” the Jewish establishment
remains seemingly unperturbed. Yet the breaches are already ob-
vious, especially among young adults. The membership rate in the
community for the 20-30 age groups is lower, and identification
with the community is weaker.

These social processes may be described according to the tri-con-
ceptual model of Prof. Kraus: ethnocentricity, integration, and as-
similation. These three concepts describe the intensity of Jewish
identification. “Ethnocentricity” characterized the ultra-Orthodox
cominunities — in northern Yondon, Manchester, Gateshead and
a few other small communities. The remaining communities fall
at various points on the continuum between ethnocentricity and
assimilation. :

It should be noted that for the majority of Jews (outside of the
ultra-Orthodox) communal behavior and Jewish identification are
influenced by the environmenut and society’s attitude to “religion”
.and. “religious education.”

Indeed, in the past few years there have been significant changes
in this regard. Religiouy education has become more general, with
.greater emphasis placed on its universal-humanistic aspects.



THE JEWISH YOUTH MOVEMENT
AS A CONTEMPORARY EDUCATIONAL
- FACTOR — THE CASE OF FRANCE

| (Abstract)

Yair Auron

The activity of the Jewish youth movements as a significant educa-
tional factor, and their contribution to Jewish education in the
Diaspora, has encountered difficulties in the past 10-15 years, Some
define their situation as an “ongoing state of crisis.”
It should be noted that almost no research exists on the topic
of the Jewish youth movement in the Diaspora since World War IL
One of the objectives of this field is to formulate a methodological
and theoretical framework for the period between World War II
and the establishment of the State of Israel. This article suggests
data and components for a methodological framework, for the
need and direction of field research, and for methodological and
theoretical development without actually formulating the metholo-
gical framework. The study of the Jewish youth movement in
France could serve as a case study for Jewish youth movements
throughout the world, if we take care to distinguish between what
is common and unique to the various communities and the different
youth movements which operate in each of those communities.
The Jewish youth movement in the Diaspora cannot be examined
according to the same parameters which govern youth movements
in Israel, since the contexts in which they operate are very dif-
ferent. One of the objectives of research in this field is to define
the difference in societal conditions, both general and Jewish, in the
motivation to belong, and in the methods of operation of the
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Jewish youth movement in the Diaspora as opposed to that in
Israel. '

Despite the many frameworks and organizations, informal Jewish
education in France attracts only a small percentage (10%) of
Jewish youth., The percentage of those receiving formal Jewish
education — despite an increase in the number of Jewish schools —
as well as the percentage of those receiving informal Jewish
education in France is one of the lowest in Europe and, for that
matter, in the entire world. :

This article examines four theoretical approaches to the issue of
youth movements and informal educational organizations: those of
Hans Kohn, Chaim Shatzker, Barry Chazan, and Reuven Kahana.
These theories aid in the analysis and understanding of the sitva-
tion of Jewish youth movements in France.

The Jewish youth movements, which in the past were defined
as “revolutionary,” “rebellious,” or “renewal-oriented,” are losing
consistently their distinctive characteristics. This article shows how
central paramcters in the characterization of informal organiza-
tions, which in the past reached a significant degree of realization
in the Jewish youth movement — such as moratorium, autonorism,
symmetry, and - symbolization - arc no longer mneaningful in
the contemporary reality of Jewish youth movements. The fact
that the youth movements continue to operate as if these were
still their educational principles hinders their functioning. Thus,
an incongruity exists between the declared principles aud the actual
activities. Such incongruity, which is a stumbling block for all
educational activities, is an even greater obstacle to the operation
of informal educational frameworks, given the nature of such
organizations. The transformation of the youth movement to a
youth organization has great significance in understauding the
difficulties of the youth movements in the present.

" An additional central component in the understanding of the
problematics of "the Jewish youth movements in the present is the
role and status of the shaliach. The aims of shelichut are not iden-
tical if examined from the points of view of the shaliach, the move-
ment or the organization on whose behalf lie/she was sent, and
the community. The objectives of shelichut may be defined in terms
of Jewish aims, Zionist aims, and Israeli aims — sometimes even
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specific Israeli aims (such as Kibbutz). Occasionally there is tension
between them and somefimes they are even coutradictory.

The lack of success of youtlh movements in France is conspicuous
in light of the significant reawakening in expressions of Jewish
identity in France during the past 10-15 years, a fermentation
which is occuring generally outside the frameworks of the organized
community, and outside the frameworks of the youth movements
and the other informal organizations.

The question arises whether the youth movements, in their es-
sence and clharacterization, meet the actual needs of French Jewish
youth today. Can the framework of the Jewisl youth movement
answer those nceds and desires of young French Jews which can-
not be met in the family, in the formal educational framework
(general or Jewish school) nor in the informal frameworks of the
surrounding society?

It is important to note tbe different motivations for joining youth
movements and informal frameworks in Israel and in the Dias-
pora. In Israel, motivation for joining a youth movement derives
primarily from social and psychological factors characteristic of
adolescence. In the Diaspora, on the other hand, all these factors
exist, but there is an additional — perhaps more central — issue
attracting the young Jew to a youth movement: the search for a
framework in which to give adequate expression to one’s Jewish
identity, and the search for a Jewish group affiliation.

The Jewish youth movements succeed in strengthening the feeling
of Jewish belonging for youth who already have such a feeling,
but they are much less successful in awakening such a feeling in
those youth who lack it. They fail to reach the “marginal youth®
who, numcrically speaking, are the majority of French Jewish
youth, despite the fact that some of them -— the extent of which
is difficult to estimate due to the state of the research — do maintain
a strong Jewish identity, and are seeking an adequate expression
for their Jewish ideutity, and sometimes even a framework of
belonging.
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HEDER STUDY, KNOWLEDGE OF TORAH,
AND THE MAINTENANCE OF SOCIAL
STRATIFICATION IN TRADITIONAL
EAST EUROPEAN JEWISH SOCIETY

Shaul Stampfer

Study and knowledge had, as is well known, great importance in
Jewish life in Eastern Europe. In part this was due to theological
factors buf in part to the close correlation between the level of
education and class membership. Social status was closely related
to the individual’s knowledge of sacred sources. In this situation,
the operation of educational institutions played an important role
in stabilizing comununal life and determining the place an individual
would occupy in society.!

Jewish society was divided into two classes: the sheineh yidden
— the “beautiful Jews”> — and the proste — the “‘simple” ones.?
Sheinah was not an aesthetic characteristic of physical features
but a reflection of the behavior, manners and knowlédge of the
sheineh yid. Thus an individual could be rich but still proste.

1 See the first three chapters in Louis Ginzburg, Students, Scholars and
Saints (Philadelphia: Jewish Publication Society, 1928); Abraham
Heschel, The Earth Is the Lord’s, (New York: Henry Schuman Inc.,
1950); Mark Zborowski, “The Place of Book Learning in Traditional
Jewish Culture,” Harvard Educational Review 19, no. 2 (1949): 87-
109; and Mark Zborowski and Elizabeth Herzog, Life Is With People
(New York, International Universities Press, 1952). The best general
introduction to traditional Ashkenazi Jewish culture remains Jacob
Katz, Tradition and Crisis (New York: Free Press of Glencoe, 1961),

2 These concepts are discussed in Zborowski and Herzog, Life is With
People, 142-166, and in Tamar Somogyi, Die Scheinen und die Prosten
(Berlin: Dietrich Reimer Verlag, 1982), ch. 5.
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However, if he was sensitive to social gradations he tried to
become shein, For a mature adult to do so was very difficult, so
ambitious individuals tried at least to raise the children to that
status. These social distinctions were universally recognized and
accepted within traditional Eastern Buropean Jewish society. It was

the sheineh yidden who had the greatest iufluence on communal
~ decisions and it was from their circles that communal leaders were
vsually drawn.® The proste accepted the high status of the sheireh
in patt because of the power that was often at the latter’s disposal.
However, this acceptance was often justified in view of the attain-
ments in sacred study that characterized the sheineh,

The high value placed on study is a Jewish tradition which can
be traced back to the time of the second temple and even earlier.
The act of study was scen as a religious act and the bearer of the
tradition was regarded with great respect, if not with awe. This
aspect of Jewish culture has been amply documented with no
small degree of pride. However, there is a parallel tradition of
“unscholarliness” or ignorance which, understandably, has tended
to be less docomented. In almost all Jewish societies there have
been large elements of the population, often the clear majority,
who were ignorant and unlearned, and who accepted, willingly or
not, the guidance of the intellectual elite in all questions of religious
thought and practice. The am haaretz of the Galilee had his suc-
cessors in the masses of Babylonian Jewry, and they in turn were
followed by much of the Jewish communities of both Spain and
Ashkenaz -—— to mention only two major cultural areas.® Given the
general belief that personal redemption was dependent on the
correct fulfillment of the hAalacha — Jewish law -—- the unlearned
found themselves dependent on the interpreter or person well versed

3 On the oligarchic nature of communat life see for example Isaac
Levitats, The Jewish Community in Russia 1771-1884 (New York,
Columbia University Press, 1943), 134-137,

4 On the am haaretz of biblicat and Tatmudic times see the references
in Encyclopedia Judaica sv. Am Ha-Aretz. Prof. Haim Soloveitchik
ohce pointed out in a ctass a number of years ago that many of the
words glossed in le Glossaire de Bale, ed. Menahem Banitt (Ferusalem:
. Israel Academy of Sciences, 1972) were very simple, which suggest
that there was a significant body of individuals in thirteenth century
Ashkenaz who never got past an elementary knowledge of Hebrew.
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in the law in order to guarantec a good place in the world to
come. This concern was not without significance in Jewish com-
munal life and in this respect Jewish life in Eastern Europe was
similar to that in earlier Jewish communities.

There is a natural desire for the members of any elite to try to
transmit their status to their offspring. Wealth, an important de-
terminant of status in many societies, usually presented few trans-
mission problems because of generally accepted concepts of pri-
vate property. Guaranteeing the security of this wealth, however,
and transmitting leadership roles was a more complex affair. One
obvious method was the development of conccpts or idcologies
which justified inherited positions of authority and responsibility.
Thus the idea of “royal blood” — which implied that biological
qualities and not just chance were responsible for the hold of a
king on his office — appeated in some societies. The concept also
served, of course, as an argument against potential usurpers.
~In western society, the possession of land traditionally acted as
a stabilizing factor in the maintenance of status. The relative lack
of liquidity and the income-generating potential of land in pre-
industrial society made its possession desirable, in order to provide
long-term security against the fortunes of time. Even a less than
talented heir should be able to hold on to land and transmit it to
future generations,

Moreover, each year his coffers would be replenished — offering
a fair degree of security and stability. It this way wealth and political
power usually came togethcr in a manner designed to maximize
stability.

Jewish society in nineteenth century Eastern Europe lacked the
means to guarantee status security. Due to tradition and law as well
as a desire for mobility, East Buropean Jewish capital tended to
be invested in trade or money lending and not in landowning. In
other words, it tended to he highly liquid but not very stable. In
non-Jewish society, nobility of blood added a dimension of status
security, but in Jewish society it was very difficult, though not
unknown, for such a system of social gradation to develop. A frame-
work of inherited family status markers, such as titles of nobility,
might have filled this gap. However, family status with clearly
recognized gradations usually comes together with independent
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political power which provides the framework for both the theory
of gradation and its implementation. Moreover, it presumes a body
which is authorized to determine status membership in cases of
question or dispute. This condition was generally absent in post-
Biblical times — the inherited status of the kohen (priest) and the
levite was significant only within ritual spheres. The concept of
yihus -or membership in an important family did exist. However,
having yifius was the product of distinguished ancestry. There were
no formal gradations marking different levels of yifus, and each
additional generation away from a distinguished ancestor, the value
of yihus went down. The virtue of nobility lies in the fact that once
earned - by an individual, its value to future generations remains
the same, '

Another option for stabilizing the possession of authority that
was not adopted in Eastern Buropean Jewry was the formalization
of religious status. Ordination in some Christian societies gave spe-
cial status and authority to the bearer and, according to certain
theologies, implied that the ordained individual had special powers
with regard to the divine. If ordination were limited to the children
of the ordained, status stability over the generations would be in-
sured. In Jewish societies there were periods when ordination was
employed as'a means of clarifying the position of individuals in the
hierarchy.

However, in Eastern Europe ordination as a rabbi was regarded
as merely an attestation to previously acquired religious knowledge.
Possession of ordination was not necessatily a source of pride or a
reflection of a special relation to the divine, The ambivalent attitude
to ordination reflected ambivalence towards the use of a rabbinical
position for personal gain.®

Scholarship and learnedness could serve as surrogates for the
role of blood, nobility, or ordination. Possession of knowledge pro-
vided a special kind of sccurity. In Eastern European Jewish society
having knowlcdge was publicly demonstrated not by formal title
but by the ability to carry on a rabbinic discussion, cite passages
and argue a position. There was thus no need for supervision of
the granting of “academic” titles, nor were there problems with

5 See Encyclopedia Judaica s.v. Semikha.
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checking the authenticity of credentials. A probing conversation
was riot an insult but part of the social graces of the intellectual
elite. The learned man, wbether rich or poor, at home or far from
it, could enjoy respect and honor from his Jewish compatriots
and expect aid and assistance from tbem if necessary. His personal
status was assured irrespective of tbe vicissitudes of time. Thus
thbe security that nobility granted the non-Jewisb elite, was granted
the Jewish elite by scholarliness.

There was a complex relationship between wealth and scholarli-
ness. Wealth did of course provide power, and with that, respect,
but there was a general tendency on the part of those who had
both wealth and power to seek out grounds for respect other than
the mere possession of money. Moreover, when making difficult
or  unpopular decisions, it was useful to have ties with other elite
groups. Scholarship was then attractive to tbose in autbority.

Maintaining communal autbority is an important issue in any
political unit or religious community. It was an especially complex
issue in early modern Eastern European Jewisb society because
of the continual need for obedience and unity, in order to withstand
external pressures in a time when traditional communal and reli-
gious sanctions were becoming more and more limited. Formal
religious authority alone was problematic. Decisions of a com-
munal rabbi or religious questions could be appealed to more
distinguished rabbis. Moreover, learned laymen often were regarded
as being as qualified as a rabbi to express opinions and render
decisions. Kehillot could impose financial and at tines pbysical
punislments on recalcitrant individuals, but tbis power was often
limited and did not necessarily contribute to the autbority and
respect of the leadership. Moreover, the weakening of the formal
kehilla structure in the course of the nineteenth century, both for
external and internal reasons, made the use of formal sanctions
increasingly problematic. At the same time many members of the
learned circles were often interested in ties and support of the
wealthy, who usually possessed political power, It was in the in-
terest of both sides to have a coalition. It is understandable tbat
wbatever could strengthen tbe authority and status of the com-
munal leadership would be a contnbutlon to the stability of Jew1sb
society.



276 Shaul Stampfer

The educational system of Eastern Buropean Jewry played an
important role in maintaining this status system, and hence, in-
directly, in supporting the stability of the community. Like any
other commodity, the value of education lies in part in its rarity,
The more it is available, the less it is worth — and this dynamic
operates irrespective of utility. The paradoxical truth wag that
since study was so important for the members of society, means
of acquiring knowledge had to be limited lest it lose its value.
However, limiting access to knowledge posed both practical and
theological problems. On a practical level it would not have been
simple to legislate limited access — especially since it would have
come up against the desires of the community, Moreover, such
a limitation to access would have also caused opposition to the
possessors of knowledge who had ‘‘unfair advantages” and in the
long run might have aroused opposition to the whole religious
tradition. These problems were compounded by the theological
implications of such an approach. The Torah, according to religious
tradition, was given to all of the Jewish people and the duty of
study was incumbent on all. It was necessary to limit access to
knowledge without appearing to do so. This complex task was
performed by the Jewish educational system and in particular by
the heder. To understand how this was done requires a familiarity
with both how the heder appeared and its “‘hidden’ reality.

At first glance there appears to be little to understand about
a remarkably simple educational institution.® The heder was a

6 There is a large literature on the heder, The best guide to it is Diane

 Roskies, Heder: Primary Education Among Fasc European Jews | A
Selected and Annotated Bibliography of Published Sources, YIVQO Work-
ing Papers in Yiddish and Bast European Studies #25 (New York:
YIVQ, 1977). One of the best introductions to the heder is Zvi Scharf-
stein, Haheder B'Hayye Amenu (Tel Aviv: M, Newman, 1951). An
important and neglected source is the anonymously edited study in
‘Russian, Sovremenni Heder (St. Petersburg: 1912). An enlightening de-
scription of elementary education in one town is Yehiel Stern, Kheyder
and Beys Midrash (New York, YIVO, 1950}, See also Moshe Avital,
“The Yeshiva and Traditional BEducation in the Literature of the Hebrew
Enlightenment Period” (Ph.D. diss., Yeshiva University 1977); and
" Yaacov Hocherman, “The Function of the Heder in the Life of the
Jews and Its Reflection in the Mirror of Literature,” Iyyun VeMaas
II (Haifa: 1981) 31-36 (Hebrew).
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private one-teacher school. Studies were conducted in the home
of the teacher, who was paid directly by the parents. The program
of study congisted of sacred and traditional rabbinic fexts. No
formal degree was granted by the feder, nor were grades given,
There were different levels of hadarim — distinguished not by the
age of the students nor by abstract criteria but rather by the texts
studied.” In each heder only one text was studied and that deter-
mined the level of the heder. Teachers were not formally trained
nor were there any prerequisites for opening a heder. They were
not licenced and thus everyone was free to open one. The decision
as to the level of thc heder was the teacher’s., This decision was
determined by his assessment of his own abilities, and by market
factors such as demand and competition.

The first level was devoted to learning the mechanics of reading
and the textbook was the prayerbook. Sometimes special alphabet
sheets were used to teach the alphabet and sometimes the prayer-
book itself was used for this purpose® There was no such thing as
a primer or a text written for beginning readers, and no attempt
to teach children how to write was made. Parents who wanted
their children to learn how to write would arrange with special
teachers to give their children supplementary lessons. The texts
the children learned, the prayers, were in Aramaic and Hebrew.
These were languages that children did not speak or understand.
This approach, which is so different from contemporary ones, is
quite understandable in its context and was not unique to the
Jewish community. It was a product of the function of reading
and writing in the late eighteenth-carly nineteenth century Jewish
communities of Eastern Europe.

There was a logic in the choice of the language of study. Rela-

7 Stern, Kheyder and Beys Midrash, provides a careful description of
different types of batei midrash,

8 On alphabet instruction see Diane Roskies “Alphabet Instruction in
the Bast Buropean Heder — Some Comparative and Historical Notes,”

" YIVO Annual 17 (1978) 1 21-53. An interesting discussion of pedagogic
aspects of heder study is Shlomo Haramati, Methods of teaching Hebrew
in the Diaspora (Hebrew), (Jerusalem: World Zionist organization,
1977), 16-21.
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tively little popular literature was printed in Yiddish.® The lack
of a large body of written literature in the vernacular was common
to many societies and reflected both a sense that the written word
was to be saved for elevated topics and tongues, as well as the
bigh costs of producing books. There was then little point in in-
vesting major éfforts in learning to read a language that bad a
limited body of literature and there were many reasons to begin
with Hebrew — despite the fact that it was a “foreign” language.
Not only was Hebrew considered a holy language, and its knowledge
a pre-condition for the advanced study of rabbinic texts, but it
had immediate uses as tbe exclusive entrance-way to participation
in the adult community. All religious activities of males were cof-
ducted in Hebrew. Ignorance of Hebrew denied an individual
membership in the society of adult males.

The emphasis on reading rather than upon writing or compre-
bension is also understandable. By learning to read the prayerbook
the child was able to follow the service in the synagogue and to
participate in the prayer service. Comprehension was not necessary
either to join with the adults in reading the prayerbook nor in
filfilling tbe minimal ritual requirements of prayer. This meant
that the young student quickly found a reward for his study in a
newly developed ability to enter into the world of adults. This
was no doubt a source of personal and family pride and a spur
to further study. Writing on the other hand was a useful skill,
to be sure, but not a necessary one. There was little need to deal
with a governmental bureaucracy. Even had there been such a
need, it would have required an ability to communicate in writing
in Russian or Polish, but not in Hebrew. In the absence of a well-
developed postal system there was a limited need for family cor-
respondence, and the use of writing for the maintenance of busi-
ness records was a skill that not all needed. For the occasional
formal document, such as a contract or a marriage agreement, a
professional scribe was desirable even for those who could write.
Reading then was the key skill for the young Jew because it enabled

9 This is not to say that there was no secular Yiddish literature available.
However, there was nowhere near the range of materials in the beginning
of the nineteenth century as there was at its close.
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him to participate in the synagogue rituals. Upon mastering prayer-
book reading the young hoy was ready to go on to tbe next level
of heder — that in which the Torah was taught.

Study in the second level heder, the Humash (Pentateuch) heder
preserved some significant characteristics of the first level heder,
primarily emphasis upon mechanical knowledge and concern for
application and participation. However, in the second level there
was an additional emphasis on comprehension. Humash was taught
through reading the text with the aid of an interpolated oral Yid-
dish translation. In the course of time the text of this translation
hecame fixed and in a sense canonized. As the Yiddish language
developed, especially in Eastern Europe, the language of the by
then traditional translation hecame less and less comprehensible to
children. Ultimately, not only did the child bave fo master a text
written in a foreign language, hut also to commit to memory a
barely understood translation which was often translated in turn
to colloquial Yiddish.*®

In Humash heder the students studied each week the portion
of the Torah which was to he read the coming Sahbath in the
synagogue. Since students, espccially heginners, could not master
a whole portion in just six days, they simply covered as much of
the text as they could and when Sunday came, jumped to the
beginning of the next week’s portion. This approach was criticized
as heing unsystematic and leading to gaps in the child’s knowledge
of Humash. This type of criticism is more revealing of the biay
of the critic than of the real problems of the heder.™ It assumes that
the school has the sole responsibility for the transmission of knowl-
edge. In reality, the heder student had many alternative sources
of information ahout the deeds of Biblical heroes and the Bihlical
narrative. These stories were cited in the conversations the children
heard in the synagogue; they were the basis of holidays which
were discussed at home; and a heder student could always ask
his teacher about the outcome of a story that was cut off in the

10 On this translation see Shlomo Noble, Khumesh — Taytsh (New
York: YIVO, 1943).

11 On the problem of “skipping” see for example Emanuel Gamoran,
Changing Conceptions in Jewish Education, vol. I (New York: Mac-
millan, 1924), 95,
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middle. With regard to the legal portions of the Humash, this
problem -of continuity hardly -existed because the literary units
of the legal portions are made up of relatively short, discrete
units.

Since study was integrated with daily life it was not necessary
to convince the student of the significance or utility of his study.
1t was not hard for the little boy to find a natural framework in
which to display his knowledge publicly by handling the same
texts that adults used with obvious reverence and respect. Even
without understanding very much of the Torah it was possible to
have a real sense of accomplishment, Through the study of Rashi’s
commentary on the Humash, which was taught along with the
Humash, the student was introduced both to the midrashic view
of the world and the place of the Jew in it as well as to the rabbinic
methods of thought and textual analysis which are essential for
the study of the Talmud. Indeed, the next and highest level of
study in the heder was the study of Talmud.

In the Talmud heder students were introduced to the study of
Talmud the same way they began with the Pentateuch. There was
no introduction to Aramaic, the language the Talmud is writien in,
nor was thought given to a systemnatic presentation of rabbinic
thought. The idea of starting with a special textbook or source
book was unheard of. The beginning Talmud students learned from
the same texts as did the most advanced and respected scholars
and rabbis. They simply began with a typical Talmudic text, trans-
lating word by word until they “picked up” both the idiom and
thought patters. Students began the Talmud heder around the age
of ten — though there were often wide variations in the age of
students since progress from level to level in the heder system
was the result of “mastery” of previous stages of study and not
on age. Similarly, there was no formal cut-off point for study in
the Talmud heder. Tt was generally accepted that at about Bar
Mitzvah age (thirteen) or shortly thereafter, most students would
leave the Talmud heder, either for study on a higher level or to
start working, One of the assumptions behind the heder curriculum
was that the heder was designed to teach vocabulary and to establish
a sense of familiarity with the text as well as to prepare the students
to follow the weekly reading of the Torah portion in the synagogue.
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Hence dropping out of the heder was acceptable as long as the mini-
mal skills were mastered.

To be sure, some went on to what may be called either advanced
heders or clementary yeshivot which were similar to a Talmud
heder but were on a higher level and excluded students with not
background in Talmud. The use of the term yeshiva by some insti-
tutions of this type was a reflection of this higher level but not of a
structural difference. Thesc were generally private institutions and
depended on the tuition paid by the parents.

There were other options for more advanced study. Some parents
took young scholars as private tutors for their adolescent sons
although this was a rather expensive framework for study. This
type of tutoring is to be distinguished from the more common
practice of Jews living in isolated hamlets in the countryside who
would hire tutors for their children. The country tutors taught
for little more than room and board and not surprisingly, the level
of their teaching was not much higher. Advanced yeshivot only
really became important near the end of the nineteenth century.
Perhaps the best known of them, Volozhin, was founded carly in
the nineteenth century. However, until the last third of the century
it was not a model but an anomaly. It appears that only a minority
of students chose one of the above frameworks. Most chose to
continue their studies in one of the many batei midrash or com-
munal study halls that were found in every community.

Tn many respects the beit midrash offered an amost ideal frame-
work for study. Students in a beit midrash were almost totally inde-
pendent — though within certain bounds. They could choose to
study whatever Talmudic tractate they wished. They set their own
pace of study and could determine the style of analysis as well.
Those who liked mental gymnastics could indulge in them while
those who preferred to deal with the legal implications of the
texts studied could concentrate on the way the text was elaborated
in later halachic literature. There was no demand to adopt a standard
approach. The only requirenicnt was that students had to devote all
their time to the study of Talmud and to study by themselves.
This system gave maximum freedom to the individual student and
wide scope for developing talents and creativity. The absence of
formal classes and tests would seem like a dream to many con-
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temporary students. Even more surprising would be the lack of
tuition charges and universal financial support of students.

The community usually provided for the material needs of the
students in batei midrash, albeit at a minimal level. Students could
take advantage of the feg system. In Eastern European Jewisb
communities it was the custom for families to invite Talmud stu-
dents on a regular basis, to share in the main meal for one or more
days of the week. Thus a student would eat his Sunday meal with
one family, Monday’s meal withh another and so through the week.
This practice was called “cating teg,” (‘‘teg” means *“days” in
Yiddish).. If a student was fortunate he would arrange families
for every day of the week. If he was less lucky then be would find
bimself on certain days without a family — and without a good
meal that day. This system bad a number of advantages to it.
It was easy to administer because there was almost nothing to ad-
minister. Arrangements were made by the students themselves or
by the gabbai (warden) of the beit midrash. Once set up with
families, the communal administration had no more responsibilities.
Thbere was no need to collect funds or disburse them. Since the
students ate in tbe homes of tbe hosts, there was no need to worry
about facilities and upkeep. It was usually not too difficult to find
willing hosts since bouseholders had a variety of incentives to
host a student. Not only would they earn a divine reward but an
immediate one as well — enjoying the gratitude of the student or
students. Many hosts also enjoyed the company of the students -
and saw them as positive role models for their children or, some-
times, as surrogate children. Hosting a student was far from being
an anonymous deed. Hence it was a source of prestige in the
Jewish community and served as a public display of charity and
piety. In this way communities succeeded in guaranteeing the sup-
port of poor students.

-In sbort, study in thic beit midrash should have had an irresistible
appeal to older boys and young men. Not only was it free but it
provided for the minimal needs of the student and promised
status advancement. Moreover, there were more direct aud practical
advantages. During the terrible days of the forced draft of children
and youths after the new draft law of Nicholas T in 1825, it was
the general policy of Jewish communities, which had to supply the
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draftees, not to take students from batei midrash. However, while
contemporaries reported an increase in the number of Talmud
students after the institution of the draft, it is significant that bate
midrash were not swmaped with students. Clearly, had all young
men of draft age been yeshiva or beit midrash students, the com-
munities who had to meet draft quotas would have had to extend
the lability of draft to Talmud students. That did not happen.
That it didn’t is a reflection of the effectiveness of the first stage
of study, the heder, as a means of selection. The basis for this ef-
fectiveness is not hard to identify.*?

It can be plausibly claimed that the heder was a failure at teach-
ing Talmud. The stated goal of the Talmud heder was to bring
the student to the point where he could study Talmud on his own.
Most heder students never achieved this goal or even came near
it. The majority of Jews — the peddlers, the shoemakers, the tailors,
etc., — could not study a page of Talmud on their own. They
were pious, they said their Psalms, they went to hear the midrashic
sermons of the wandering preachers, but they were not themselves
learned.!® Thig failure was itself one of the most important func-
tions of the heder. These scemingly self-contradictory statements
can be understood only in terms of the dual functions of any educa-
tional system both to stimulate ambitions and to repress them and
thus to prepare individuals to accept their place in society. The first
function reflects the need of a society to recruit the most capable
members of the younger generation for positions of responsibility.

12 On this problem in general and the draft in particular see Michael
Stanislawski, Tsar Nicholas and the Jews (Philadelphia: Jewish Publica-
tion Society, 1983). With regard to the positive influence of the draft
on the numbers of beit midrash students see p. 32 note 76.

13 While no surveys of learnedness can be cited of course, the relative
ignorance of the masses is at the basis of the distinction between the
shein and the proste. One clear reflection of the low education of
the inasses is in the existence of fievrot or study societies devoted to
the study of sacred texts, The niost prestigious was the hevras shas or
Talmud study society. However, most Jews belonged to lievrot devoted
to the saying of Psalms or thce study of midrash. This was apparently
not out of a lack of interest in Talmud but- out of -an inability to
follow on advanced lecturer. On hevrot see Levitats, The Jewish Com-
munity, ch. 6.
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By stimulating individuals to aspire to these positions and display
their capabilities at an early age, a society is able to select the fit-
test. However, the problem is that the more successful an cduca-
tional system is in stimulating ambitions and in identifying the very
best, the larger the body of frustrated individuals who try — and
fail. Conversely, the earlier the majority “learn their place”, the
less frustrated they are likely to be but the greater thc possibility
that talented individuals go unnoticed.

In the traditional East Euproean feder, the vast majority of
students “had a go” at Talmud — and failed. In this respect the
heder selected a minority from the majority. But all students, suc-
cessful or not, learned one very important thing. They learned
that it is very hard to understand the Talmud and even harder
to master all of the rabbinic literature and that anyone who did
so was deserving of great respect and could not be argued with
on his terms. His mere possession of knowledge gave him charisma
and this was irrespective of more conventional sources of charisma
such as appearance, bearing, or personality. Charisma of knowledge
is best created when everyone has tried to study — just ag the
charisma of sporting ability gains from near universal youthful
attempts to play sports. Thus an clite was formed which enjoyed
respect within the Jewish community at large and which could
grant authority to the communal leadership. It was when there was
no one leading and no cohesive group which agreed on basic
principles that the Jewish community really began to split.

The sclective process which created this elite was not based on
random selection. It was related to the two basic pre-conditions
for success in Talmud study. One was a combination of desire
and ability, and the other — a good learning environment. There
is no reason to assume that ability was not randomly distributed.
Desire was probably less randomly distributed since one element
which influences desire is the degree to which a boy sees his goal
as achievable. If a child is expected to master the Talmud and
lives in a home where this knowledge is the standard for adults,

14 This analysis is based on Ralph Tutner, “Modes of Social Ascent”
in Halsey, Floud, and Anderson, Education, Economy and Society
(New York: Free Press, 1966), 121-139,
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he is far more likely to push himself to the goal than js a child
who grows up without the stimulus of nearby models. However,
the most important variable which affected the ability to master
in Talmud was the quality and nature of the heder in which the
Talmud was studied. To understand the significance of this point
it is not emouglt to note the universality of elementary education
among Bast Buropean Jewry. It is also necessary to pay attention
to differences between schools,

It should not come as a surprise that hadarim differed widely
in terms of quality.”® Here as well two variables were important.
One was the quality of the teacher and the other the size of the
class. A complex interplay between parents and teachers existed.
As noted above, parents chose the teachers for their children and
paid them directly. They were interested in getting the best pos-
sible education for their children in accordance with the means at
their disposal. Teachers were interested in acquiring a maximum
income along with the best possible working conditions, Under-
standably, a good teacher could command a better income than
an inferior teacher. Similarly, parents who had the means and a
commitment to give top priority to education when allocating re-
sources, could get both better teachers and better studying condi-
tions for their children. This was because it was a common practice
for parents to pay a premijum to teachers on condition that they
limit the number of students they took or to pay more for a better
teacher. These policies appealed to good teachers because the results
for them were smaller classes and better working conditions without
a loss of income and possibly even a somewhat higher one, For
the parents, this was a way of insuring more attention for their
children and thereby, greater progress, The dialectics of the Talmud
can hardly be explained in a rote fashion, Therefore, only the
student wliose teacher really understands what he is teaching, and
can transmit this knowledge, is likely to reach the point where he
“can study the Talmud on his own.

The relative quality and ability of jeder teachers was a matter

15 This fact was usually regarded as obvious by contemporaries and hence
not discussed, For references to it see Stern, Kheyder and Beys Midrash,
78; and Hocherman, “The Function of the Heder,” 31.
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of general knowledge. It was known whose students made the best
progress in their studies and whose did not. Hence a parent’s choice
of a teacher signaled to the child what was anticipated of him.
This effect was no doubt strengthened by the parallel expectations
of classmates which reinforced expectations children brought with
them. It is also quite reasonahle that heder teachers themselves
taught in light of how they thought they were regarded by their
peers and hy society. The result of all of this was that parents who
had little money at their disposal or who were less willing to sacri-
fice their budget for education had low expectations for their
children and sent them to less capahlc teachers who tended to have
larger classes. There is no point in spending extra money on tbe
first stages of education if no long-term difference is expected. Thus,
low expectations of the children were created which, wlien com-
bined with the worst possible study conditions, not surprisingly,
were usually fulfilled. Under these conditions, it is clear why most
of these children failed in Talmud.

The consensus that the age of thirteen was a proper time to leave
the heder was not the result of legislation or religious law hut the
natural product of a number of factors. It should not he forgotten
that there was no direct or clear relationship between the pro-
gram of study and thc future economic prospects or activities of
the pupil. Moreover, the only practical skill learned in heder, read-
ing, was lcarned first. There is no evidence or reason to presume a
relationship hetween the cut-off point of heder study and religious
considerations related to the Bar mitzvah ceremony. More signi-
ficant was that at this age hoys could he expected either to hegin
to work and to contribute to the family income, or to hegin an
apprenticeship (formal or informal) in order to he ready for the
economic responsibilities of adulthood. Study was expensive and
parents of an adolescent heder student not only had to pay tuition
hut had to forfeit the possible income that he might earn. Hence,
in the absence of expectations that a boy would go on to hecome
a scholar, and under heavy economic pressure, most families found
that it was logical to end a son’s heder education at around tbe
age of thirteen.

- The situation was no different in the communal Talmud Torah.
This was a tuition-free institution supported hy the community to



HEDER STUDY AND SOCIAL STRATIFICATION 287

provide a minimal education for the cbildren of the indigent, so
that they too would be able to participate in the synagogue service
and fulfill basic religious requirements. It was simply a heder witb
magnified problems. The classes were large and the teachers per-.
haps of an even lower quality than poor heder teachers. Students
in a Talmud Torah had low academic aspirations. Both the sup-
portcrs who donated money to the Talmud Torah and the students
would have seen little point and great difficulties in extending tbe
period of time spend in study in a Talmud Torah.

Heder education was a race against time, even if most pupils
did not realize it, because in most cases tbe stage after freder educa-
tion was the beit midrash. Study there, as noted above, was inde-
pendent — without teachers or structured guidance — and the
communal support was predicated on the fact that the beir midrash
student was a full-fledged Torah scholar. Hence the entering stu-
dent had to be able to study the Talmud and the complex literature
of Talmudic commentaries independently. Otherwise, there was no
place for him in the beit midrash. This was no mean achievement
for a thirteen year old. Given the realitics of heder study, it was an
impossibility for most children to reach this level by the age of
thirteen or to continue in order to reach it at a later age. It turns
out, then, that the traditional elementary system among Eastern
European Jews was one which on the surface offered opportunities
for all but in reality served to recreate in the younger generation
the same categories which classified their parents,'® In this respect,
tbe Jewish educational system in Eastern Europe appears to be not
very different from educational systems in most other societies.
What is unique and interesting is both the mechanism of reproducing
socio-economic class distinctions and the use made of the system.
The very freedom of tbe study in the beit midrash and the op-
portunities it offered for independent personal intellectual growth
was the means by which underprivileged or less talented pupils.
were held back. A more extended and more formal educational
system, an impossibility under the conditions of the time, would
have had positive results .in terms of general achievement, but

16 See Pierre Bourdieu and Jean-Claude Passeron, Reproduction in Educa-
tion, Society and Culture (London: SAGE, 1977).
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would have possibly led to the collapsc of the whole social order
of EBastern European Jewry.!?

In light of this one can understand the significance of the follow-
ing description of feder study in nineteenth century Eastern Europe:

In 1857 my father sent me to a melamed who was good
etc. and he paid tuition of seven and a half rubles for six
months, on condition that the melamed would not take
more than six pupils...”

The beit midrash system we have described also contsibuted to
the acceptance of authority. Since, in theory, the Jewish educa-
tional system was as open as one could imagine, all children went
to heder. Study in the advanced framework, the beit midrash, was
not only free but students had all their expenses covered by the
community, On these grounds, collections for beit midrash students
and appeals to house them could be based on the claim that one
should support these needy students, They were indeed in need of
support but their’s were not the neediest families and their needi-
ness was temporary. Indced, many Jews led lives that were just
as hard or even hardcr than those of beit midrash students, Since
in theory every Jewish child could become a Talmudic scholar,
Jews at the time saw the study of Talmud as a means of intel-
lectual mobility and not just that. Biographies and liferature re-
peated the motif of the poor but brilliant Talmud student who is
chosen as a son-in-law by a rich merchant and is thus raised at one
go to the top of society.

Al of this together meant that the religious elite could be regarded
as a meritocracy in which membership was based on achievement
and not family. Theirs was a status that was both secure and not
open to challenge as being unfairly obtained. Theologically it was
sound because it fit with concepts involving ideas of revelation to
the entire community and the universal responsibility to study

17 One possible consequence of the universal Jewish concern with the
study of text is developed in Harold Bloom, Agon (New York: Ox-
ford University Press, 1982), 14.

18 Moshe Leib Lilienblum, cited in Zvi Hirsh Lifshitz, Midor Ledor
{Warsaw; Sokolov, 1901), 74,
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the Torah. This was effective precisely because the reality was con-
cealed. The system operated with a minimum of organjzation and
this “‘secret” no doubt contributed to the strength of the Jewish
community even after the abolishment of the formal communal
authorities. It lost its effectiveness only in the beginning of the
twentieth century — and in many communities even later — when
new educational demands which required more formal training not
only in reading and religious knowledge, but in writing and secular
studies as well, appeared.’® Until that point, the feder played an im-
portant role not only in education per s¢, but in the specific func-
tion of maintaining social® distinctions,

19 On the pature of communal authority even after the formal abolish-
ment of the Jewish communities see Azriel Shochat, “Leadership of the
Jewish Communities in Russia After the Abolition of the ‘Kahal’ ” (He-
bréw) Zion 42 no. 34 (1977): 143-233. Some of the problems of. this
authority are exposed in Katz, Tradition and Crisis, and in Chimen
Abramsky, “The Crisis of Authority Within Buropean Jewry ‘in the
Eighteenth Century,” Alimann Jubilee Volume (Alabama: 1981), 13-28.



THE DEVELOPMENT OF THE JEWISH
ELEMENTARY AND SECONDARY SCHOOL
SYSTEM DURING THE TALMUDIC AGE*

Moses Aberbach

Although there is a sizable literature on the subject of Jewish educa-
tion in antiguity, there are still a number of problems and miscon-
ceptions which must be cleared up.

To begin with, it has to be stated emphatically that in spite of
numerous Talmudic and Midrashic references to schools and Yesbi-
vot during the first Commonwealth -~ some going even as far
back as the Patriarchal age — there is not the slightest evidence
for the existence of such institutions in Biblical literature. To give
but one example of this widespread misconception, the statement
that the prophetess Huldah “dwcit in Jerusalem in the Second
Quarter” * is rendered in the Aramaic translation known as Targum
Jonathan: gpbx naa obwyps xans ko — “‘and she dwelt in
Jerusalem in the House of Study.”” The Hebrew for Second Quarter
is Mwn. To the Targumist this proved an irresistible attraction;
for mwn and AWH sound almost alike, and, in the absence of
vowel signs in Talmudic times, the two words were indistinguishable.
Since it was taken for granted that there had ailways been houses
of study, in whicb the Oral Law, the Mishnah, was studied, it was
felt by the translator that the prophetess Huldah, like an early
Beruriah, must have studied — presumably behind some kind of
gy (partition) — in a 7th century B.C.E. Mishnah school.

* T am grateful to the Herman and Rosa Leibowitz Fund of the Baltimore
" Hebrew College for its support.

1 2 Kings 22:14.
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The pervasiveness of this incorrect interpretation can be seen in
the King James version of the Bible, where mwn3 is rendered “in
the college.”’ So, this translation would have it, Hulda must have
been the first college girl in history!

There can be no doubt that, apart from priestly Temple schools
for young cohanim, and family scribal schools for transmitting
writing skills to future scribes and royal secretaries, there were no
schools in ancient Israel prior to the time of Ezra. By all indica-
tions, he seems to have been the first to introduce the public read-
ing of the Torah. His successors, the so-called sopherim (scribes),
institutionalized public education until by the time of Ben-Sira
(circa 200 B.C.E.), there was at least one Wisdom school in the
country. Ben-Sira speaks of his Beit Midrash and invites potential
students to “lodge’” there, and there were no doubt many more
Torah schools.? :

These schools, however, were for adults, not for children. A
Talmudic tradition related by Rav, himself a great educator, re-
ports that there were times when students began their education
at the age of 16 or 17.% For mass education to develop and for
schools to be established, certain prerequisites were essential.

In the first place, education had to be recognized as a religious
duty incumbent upon the entire population, at least ag far as
males were concerned, Secondly, men of learning who were able
and willing to teach had to be found. Finally, suitable places had
to be designated for teaching purposes, and definite times for
teaching had to be fixed. The curriculum - the sacred Scriptures
as well as the Oral Law — had to be defined within strict limits
to avoid any sins of commission or omission,

These were the tasks facing Jewish educators during the second
Commonwealth and, in some areas, for centuries afterwards. It
scems that tle basic conditions for education were set in 621 B.C.E.
when King Josiah of Judah extirpated all foreign and indigenous
idolatrous cults in the land, and concentrated the sacrificial cult
in Jerusalem. As long as there was idolatry on a massive scale in
the land, Torah education would have been a mere pipe dream, And

2 Eecles, 51:23.
3 T.B. Bava Bathra 2la,
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as long as the cult of the God of Israel was dispersed and practiced
“ on every hill, and under every green tree,” there could be no.
authoritative religious guidance. Only after the concentration of
the cult in Jerusalem was it possible for the Torah to come forth
out' of Zion.

-Josiah’s. reforms had certain Iong -term consequences which are.
usually ignored by historians, including historians of Jewish educa-
tion. A population deprived of ity cult center will not be satisfied
with occasional pilgrimages to Jerusalem, Something has to take
the place of the sacrifices and, in the natural course of develop-
ment, that would be prayer. Since people join together for prayer
a meeting place for the purpose has to be prepared. Hence the
risé of the Synagogue during the Second Commonwealth and pos-
sibly even during the Babylonian exile.

It was in the synagogue that the Torah was read, translated when-
ever necessary, and explained and expounded by the sopherim
and by the Levites, many of whom had previously been employed
at local sanctuaries, These were poor men who had no land of
their own. In Deuteronomy, the Levites are constantly enumerated.
among recipients of charity, which include manservants, - maid-
servants, landless strangers, orphans, and widows. Many of them
became scribes and school teachers, uvsing either the synagogues or
their own homes as classrooms. Although the teaching of Torah
was a mitzvah to be performed free of charge,* the creation of a
professional class of schoolteachers — which was a sine qua non
for a proper school system — was possible only on the basis of
payment for full-time teaching. To enable teachers to be paid
without infringing the law, legal fictions were invented according
to :which teachers were paid for their supervisory duties which in-
volved loss of time and, therefore, of earning capacity. Alternative-
ly, financial rewards were legmmate for teaching the cantlllatlon
of scriptural texts.

Whatever the theory, teachers’ wages were always low and
often quite inadequate. In difficult- times, teachers were frequently
not paid at all. Thus, R. Simeon bar Yohai, who flourished during
the economic crisis following the disastrous Bar Kochba war,

4 T.B. Nedarim 37a; T.Y. Nedarim 1V, 3, 38c; T.B. Bekhorot 29a.
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stated emphatically that “if you behold cities uprooted from their
site in the Land of Israel, know that the inhabitants failed to pay
the fees of Bible and Mishnah teachers.” ®

Not surprisingly, the process of establishing a universal system
of education for boys made agonizingly slow progress. Even as
late as the middle of the third century C.E., there were still some
places in-Eretz Israel without a- single schoolteacher.®

Of course, schools could not function unless parents were willing
to send their sons to be taught. In a sense, the education of the
parents had to precede that of the children. Hence the propaganda
for Torah learning to be found in some of the later books of the
Bible — Psalm 119 is an outstanding example — as well as in
the Apocrypha. Above all, however, virtually all the spirifual leaders
from the time of Ezra onward elevated the study of Torah to be
the supreme Mitzvah, equal in importance to all other command-
ments- combined.” The men of the Great Assembly convened by
Ezra demanded that one should “raise many disciples,” thus avmd
ing the pitfall of exclusive education for the elite.?

About two centuries later, Simeon the Righteous, a famous High
Priest around 200 B.CE. who was eulogized by Ben-Sira,® enu-
meérated ‘the three pillars on which the world stands — Torah, the
Temple service and the practice of kind deeds.® Although one
would expect a High Priest to attach exceptional importance to
the Temple service, he put Torah first — a remarkable concession.

The Hellenistic age certainly caused many Jews to assimilate
to foreign ways; and it produced significant changes within Jewish
society. Thus, the example of the well-developed Hellenistic school
was not lost on the Jews, who imitated many of its features and
methods — as was conclusively proved by Nathan Morris in his
work, “The Jewish School.” ' Indeed, the very reaction against

T.Y. Hagigah 1, 7, 16c, and parallels.

Ibid,

M. Pe'ah 1, 1.

M. Avoth 1, 1,

Beeles, 50:1-2t,

Avoth 1, 2. ’
‘Nathan Morris, The Jewish School (London: Eyre and Spottiswood,
1937).
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Hellenism during the Maccabean rising created a new religious
nationalism centered on the study and dissemination of the Torah.
But even while expounding the Torah and the Prophets, the
Pharisees and rabbis were utilizing Greek modes of reasoning.
Talmudic arguments are often remarkably similar to Hellenistic
‘modes of debate.

It way during the late Hasmonean age when Pharisaic influence
became predominant that the first attempt was made to impose
compulsory school attendance upon all male children. Around
70 C.E., Simeon ben Shetah, President of the Sanhedrin and brother
of Queen Alexandra Salome, issued an ordinance “that the children
should go to school.”” 2 This was more easily said than done. In
the countryside there were hardly any schools, and there was no
way to force children who were needed by their parents for farm
labor to aftend school -~ assuming that there was one within
reach, Only in the larger towns and, especially, in Yerusalem, were
elementary schools established. Elsewhere, the Talmud reports that
“it was ordained that teachers of children should be appointed
in Jerusalem.” ** In all probability, this ordinance is identical with
that of Simeon ben Shetah. It is certainly noteworthy that the
pumerous legends on the destruction of the Temple agree that
Jerusalem was full of schools ~— 480 according to one account,
394 according to another.*® Although these figures are exaggerated
and, partly, homiletical in character, it is significant that the fortress
city of Bether, where Bar Kochba fought his last battle, was also
said to have swarmed with teachers and pupils — so much so
that the students felt that they could overwhelm the Roman enemy
by using their staves or styluses as weopons.®* Rabban Simeon
ben Gamaliel’s testimony that “a thousand children were in my
father’s house; five hundred of them learned Torah, and the other
five hundred learned Greek wisdom,” while perhaps exaggerated
as far as the figures are concerned, is accurate enough as proof of

12 T.Y. Ketuboth VIII, 11, 32¢.

13 T.B. Bava Bathra 2la.

14 T.Y. Megillah 11L, 1, 73d and parallels.

15 T.B. Ketuboth 105a.

16 T.Y. Taanith 1V, 5, 69a; T.B. Gittin 58a; Lamentations Rabba U, 5;
iIE, 51. :
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the expansion of the educational system as well as its absorption
of Hellenistic learning.'?

Love of learning was characteristic of the Patriarchal dynasty of
Hillel, and it is highly significant that the school of Hillel opposed
the educational restrictions suggested by the more conservative
school of Shammai. The latter wanted only those to be taught
who were “‘wise, modest, of good family and wealthy.” *®* This
was an echo of the Greek notion that education was the prerogative
of those whose riches accorded them the necessary leisure to
attend school. As against that, the more democratic sehool of Hillel
insisted that everyone willing to learn should be taught without
distinction of social and economic status,’® Prohably it was the
school of Hillel which extended education into the provinces where
students did not attend school prior to the age of 16 or 17.2° It
was apparently not yet possible to send young children to school
outside Jerusalem. Presumably, there were not enough school-
teachers.

Josephus, who ascrihes the Jewish educational system to Moses,*!
maintains that the law *“‘commands that the children be taught to
read and that they should learn both the laws and the deeds of
their forefathers.” 22 Writing of his own time, he asserts that “‘we
pride ourselves on the education of our children”;%® and *should
anyone of our nation be questioned about the laws, he would re-
peat them all more readily than his own name. The result, then, of
our thorough grounding in the laws from the first dawn of intel-
ligence is that we have them, as it were, engraven on our souls.” 2¢

Making due allowance for Jesophus’s well-known tendency to
exaggerate, his assessment is nevertheless confirmed by both Philo
and the Talmud. According to Philo, “the Jews... studied their

17 T.B. Sotah 49b; B.K. 83a.

18 Avoth de R. Nathan, ed. Schechter 1, 2, p. 76.
19 Ibid.

20 B.B. 2la,

21 Amt. IV, 211,

22 I Apion 204.

23 1 Apion 60,

24 I Apion. 178.
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laws diligently from their earliest youth.”* A generation later, the
Talmud tells us, the High Priest Joshua ben Gamala ordained
“that teachers of young children be appointed in each district and
each town, and that children should enter school at the age of six
or seven.”” *® According to another view, the age of five was ap
propriate for commencing the study of the Scriptures.?

It must be emphasized that the educational activity of the

Pharisees .was epoch-making and, indeed, of world-historical sig-
nificance. So successful were they in disseminating knowledge of
the Torah that even the anti-Semitic Roman Stoic philosopher
Seneca was constrained to admit that “‘the Jews at least know the
reason of their ceremonies, but the rest of mankind do not know
what and why they do.” #
* Objections have been raised against the educational reforms attri-
buted to Joshua ben Gamala on the grounds that he functioned
as ‘High Priest at the time when the great Roman-Jewish War of
66-70 C.E. was about to break out. A time of war fever, it has
been alleged, would have been unsuitable for such major reforms
requiring the -appointment of many hundreds of teachers all over
Eretz Tsrael. The force of such objections is, however, more ap-
parent than real. In the first place, it is precisely at a time of revolu-
tionary changes that major educational reforms can be introduced
~— withess the examples of the French and Russian revolutions.
The expulsion of the Romans and the direct administration of the
country by the Sanhedrin in 66/67 CE. may well have provided
a unique opportunity and stimulus for a new start in the field of
education. Granted that the immediate effect of all this was pro-
bably short-lived, the long-term results should not be underesti-
mated.

This brings us to the second point relating to Joshua been Gama-
1a’s educational reforms. While their full effect was not felt for
another two centuries or so, they seem to have created a social
climate in which ignorance of the Law, and especially. inability

25 Legatio and Caium XVI, 31,

26 T.B. Bava Bathra 2la.

27 M. Avoth V, 21.

28 Quoted by Augustine in Theodore Reinah, Textes d'Auteurs Grecs et
Romain Relatifs au Judaisme, 1:262f,
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to read the Torah, was a stigina — something to be ashamed of.
For example, we are told that illiterates who were unable to read
the verses to be recited when the first fruits were brought to the
Temple were so embarrassed that they refrained from bringing the
first-fruits to the Temple. To avoid this disgrace of ignorance, every-
body, including those who could read, would have the appropriate
verses read to them, and they would merely have to repeat them.?

Another case of ‘illiteracy reported by the Mishnah refers to
someone who found scrolls, “...if he cannot read, he must (at
least) unroll them.” 2 In. this case, not a purely academlc one, no
embarrassment was involved.

" Tlliteracy was, however, condemned, especially when one was
unable to carry out religious obligations without the aid of a slave,
a woman or a minor: “One for whom a bondman, woman or
minor read (the Hallel psalms) should repeat after them whatever
they are saying; but may a curse come upon him.”** Both the
Jerusalem and the Babylonian ~Talmud hurl invectives upon
illiterates: “May a curse come upon a man twenty years of age
who needs thc assistarice of a ten-year old (for reading the
Hallel) .’ *2 And again, “May a curse come upon a man whose
wife or children have to say grace for him.” %

While the vehemence of the language testifies to the unsatisfac-
tory state of affairs prevailing in smaller towns — not to mention
rural areas — until well into the third century C.E., this should
not mislead us into drawing the conclusion that illiteracy was
widespread. If bondmen, ‘women, and children were able to read
or recite blessings, it was indeed disgraceful for the head of the
household or a senior member of the family to be illiterate. Yet,
it can hardly be denied that school education must have made
considerable progress for literacy to have spread even among bond
men and women - not to mention children.

About the middle of the second century C.E. Rabbi Meir
claimed that ‘“‘there is no one in Israel- who does not fulfill a

29 M. Bikkurim I, 7.

30 M. Bava Metsia 11, 8.

31 M. Sukkah 111, 10

32 T.Y. Rosh Hashana 111, 10, 59a.
33 T.B. Ber. 20b; T.B. Sukkah 38a.
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hundred religious precepts every day: reading the Shema, reciting
the blessings before and -after the Shema, eating lis food and
reciting graec before and after bis meal, saying three times a day
the eighteen benedictions, and carrying out the various command-
ments and rcciting the appropriate blessings over them,” 34

Allowing for some exaggeration, it is yet undeniable that the
meticulous observance of all these religious customs and ritcs
presupposes some systematic fraining at school. At the very least,
every boy of school age was assumed or expected to attend school,
even if in point of fact there were still many who did not,

To overcome the persistent sbortage of teachers, R. Hiyya, a
disciple and friend of R. Judah the Patriarch, introduced an in-
genious pupil-teacher system, whereby individual children residing
in places where there were no schoolteachers would be taught,
individually, a different book of the Pentateuch or a section of the
Mishnah and would then teachb each other what they had learned.®®
R. Judah the Patriarch, who was himself an outstanding educator,
bestowed high praise upon R. Hiyya for his self-sacrificing work
in disseminating Torah among children,®

Once the Mishnah was edited and committed to writing, it pro-
vided an enormous intellectual stimulus, and within less than a
century the problem of illiteracy was finally overcome. Scholars
were no longer permitted to reside in a locality where there was
no schoolteacher.*” Small communities lacking a school would ap-
ply to the Patriarch or to a leading rabbi to provide a communal
factotum whose duties included teaching Bible and Mishnah.?® Com-
munities that failed to appoint teachers were denounced: ‘“Every
town in which there are no schoolchildren shall be destroyed”
or at least “put under the ban.”” ** Even the destruction of Jerusa-
lem was attributed to the neglect of the education of schoolchild-
ren.s®

34 T.Y. Berakhot 1X, 8, 14d,

35 T.B. Ketuboth 103b; B.M. 85b,

36 Ibid.

37 T.B. Sanhedrin 176.

38 T.Y, Sheviith VI, 1, 34d; T.Y. Yevamoth XII, 7, 13a; Genesis Rabba
81, 2,

39 T.B. Shabbat 119b.

40 Ibid.
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Not only was ignorance and illiteracy stigmatized, but learning
became a mark of social distinction, conferring at times substantial
economic advantages.*! Students were often provided with main-
tenance by their teachers or by tlie Patriarch, and the Yeshivot
were given financial assistance, especially from Diaspora Jewish
communities.

The Study of Torah was thus distinctly advantageous, even if
it did require considerable sacrifices. In addition, there was another
factor which has been generally overlooked, but was undoubtedly
of decisive importance in furthering the cause of mass education.
The growing urbanization of Eretz Israel, which had begun as early
as the time of King Herod, was greatly accelerated after the Bar-
Kochba rising. The surviving Jewish community was concentrated
in Galilee, formerly the main area of intellectual backwardness.
Galilee was densely populated, and the increasing concentration
of the Jews, {many of whom had lost their farms) in urban centers,
facilitated the establishment of schools, which was often beyond
the means of small rural communities.

Finally, by the middle of the third century C.E., under the wise
leadership of the Patriarch, R. Judah IT (a grandson of Rabbi, the
editor of the Mishnah) a unijversal system of education for boys
was effectively introduced by Eretz Israel, so that henceforth even
villages were not, as a rule, left without schoolmasters. Both in
theory and in practice, R. Judah I was deeply devoted to the
cause of elementary and secondary education. “The world exists
only because of the breath of schoolchildren™, and *‘schoolchildren
may not be made to neglect their studies even for the building
of the Temple” were some of the great aphorisms of this dis-
tiuguished educationist.*?

To give practical effect to his advanced educational ideas, R Ju-
dah 1I dispatched an inquiry commission of scholars to every town
and township in Eretz Israel which was to appoint Bible and
Mishnah teachers wherever necessary. This was probably the first
attempt at a really comprehensive solution of the basic educational
problem — the establishment of schools. The spirit animating these

41 See, for example, M. Avoth III, 5.
42 TB. Shabbat 119b.
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missionaries of education is well illustrated in the account of an
incident during their tour of inspection. Arriving at a -town where
there were no teachers to be found, they asked for the watchmen
of the town to be brought to them. When they were introduced
to the local police force — or, according to another interpreta-
tion, to the town councillors —, they responded with devastating
scorn, “Are these the watchmen of the town? Nay, these are but
the destroyers of the town’

. The rabbinic ideal of universal educational system on both ele-
mentary and secondary levels as the safest guarantee of the national
future was beginning to be realized. In the fine imaginative scheme
of the third century rabbis, education was not only to be available
to those who wanted it, but compulsory and universal. The ideal
state of affairs — which the rabbis would have liked to see in their
own time — was attributed to the age of King Hezekiah of Judah
who, it was said in a fanciful Agaddah, had used the threat of the
sword to:make sure that no ignorant person be found “from Dan
to Beersheba”. As a result, every man and woman, every. boy and
girl was “thoroughly versed in the laws of ritual purity and im-
purity,” which were considered the most difficult section of Jewish
religious law.#* Some even went further and attributed a similar
situation to a time as far back as that of King David.*

Needless to say, there never was a time when such learning was
shared by all and sundry, least of all by women and girls who
never received a formal education prior to modern times. Still,
the ideal reflected a vastly improved system of education, and
by the early fourth century C.E. it was possible to ask, without
exaggerating unduly, “Is there anyonc to be found without elemen-
tary school knowledge?”” The answer offered is certainly significant:
“Yes, such a case is possible when a child was taken captive by
non-Jews.” *¢ Normally, therefore, every male child would have
attended school and learned something, -

Another indication of this trend is the statement of the late third
century: Amora, R. Zera, that a child of average intelligence -

43 T.Y. Hagigah VII, 1, 76c and parallels.
44 T.B. Sarnhedrin 94b; Eccles. R. TX, 18, 3.
45 Yalkut Shimoni 11, 158, par. 213

46 T.B. Shevuoth 5a,
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“who is neither clever nor stupid” -— should be asked to read a
partly erased character in a phylactery scroll. On his reading would
depend whether the phylactery could continue to be used without
correction.” It is evident that the average child — certainly in
Babylonia where this case was discussed, but in all probability also
in Eretz Isracl — was given some clementary schooling, at least
to the extent of training him to read simple texts.

The Jewish educators of the Talmudic age had a great and
lasting achievement to their -credit. Education at all levels was
at last made available to those who wanted it and were capable
of profiting from it,

47 T.B. Menahot 29b,



“THE NEW JEW” — THE IDEAL OF ZIONIST
EDUCATION IN PALESTINE

(Abstract)

Mare Rosenstein

Zionist society in the pre-State years of Israel can be seen as a
community passing through a revitalization process. Zionist educa-
tors sought to creatc a synthesis of dissonant values: those of tradi-
tional Jewish culture and those of the modern, secular, nationalistic
culture of Zionism, This synthesis was seen as crucial in building
the new society, for Zionism’s claim to authenticity was based in
large part on its rootedness in the Jewish tradition.

This article examines the educator’s expression of the synthesis
between revolution and tradition: the idcal of “The New Jew.”
Analysis of the culturc of the Yishuv and of educational docu-
ments from the period suggests that this ideal had four cultural
roots: a) the yearning for naturalness and wholeness which charac-
terized the First Aliyah and which was rooted in European ro-
mantic nationalism; b) a fascination with physical strength and
courage, likewise reflecting values widesprcad among European
youth; ¢) a belief in the value of labor, especially agricultural
labor, as a regenerative force — reminiscent of the Narodnaya
Volya; d) a commitment to some form of continuity with Jewish
tradition,

This article examines the educator’s expression of the syntliesis
betwcen rcvolution and tradition: the ideal of “The New Jew.”
Analysis of the culture of the Yishuv and of educational docu-
ments from tlic period suggests that this ideal had four cultural
roots: a) the yearning for naturalness and wholeness which charac-
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terized the First Aliyah and which was rooted in European romantic
nationalism; b) a fascination with physical strength and courage,
likewise reflecting values widespread among Buropean youth; ¢) a
belief in the value of labor, especially agricultural labor, as a re-
generative force — reminiscent of the Narodnaya Volya; d) a com-
mitment to some form of continuity with Jewish tradition.

The desired form of continuity with tradition was a source of

ongoing conflict. Four major approaches emerged: a) retention of
tradition (the approach of religious Zionism); b) secularization of
tradition: the attempt to redefine some traditional values and
behaviors in secular terms. This approach, whose main proponent
was Ahad-Ha-am, dominated the General Zionist educational estab-
lishment; c) negation of tradition: the association of the traditional
culture, rooted in tlie pre-exilic experience; d) adaptation of tradi-
tion: the approach of a minority of mostly American or English
Zionist educators, seeking to base Zionist education on a liberal
(i.e., Reform-Reconstructionist) view of tradition.
- The article discusses the ambivalence of Jewish educators and
the inherent problems in each of these approaches. Both led to
constant . frustration and the continuing sense that the “New
Jews” in Palestine were becoming a disappointment to their teachers
and-that the teachers were in some way largely at fault,



THE EDUCATIONAL IDEAL OF
THE FOUNDERS OF THE RELIGIOUS
KIBBUTZ: “TALMUDIC SCHOLAR, PIONEER
- AND CITIZEN”

| (Ab_st_ract)

Marc Silverman -

Thie article describes and analyzes the educational ideal of the
founders of the Religious Kibbutz Movement. It begins with a
brief description of the founders, their background and the motiva-
tions behind their desire to establish religious kibbutzim. It then
proceeds to describe the major facets of their educational ideal.

The founders, who established in 1935 the “Hever HaKvutzot
HaDatiot Slel- HaPoel HaMizrachi” came mainly from Central
Europe, especially Germany. They were influenced by the German
youth movements, religious socialism, and the Torah Im Derech
Eretz movement. They sought to find a way to integrate their three-
fold commitment to Torah as an all-encompassing way of life,
religious socialism, and “‘Gemeinschaft” (organic community). The
kibbutz structure in the land of Israel within a full-fledged autono-
mous Fewish national society seemed to provide the ideal framework
for the integration of these commitments,

The educational ideal, “talmudic scholar, pioneer, citizen,” coined
originally by Akiva Ernst Simon in Germany, was adopted by the
founders. What specific contents and values did this ideal entail?
The organizing principle of the ideal is halakhic humanism. This
halakhic humanism includes three major components: 1) commit-
ment to Torah and keeping its commandments combined with a
critical-rational scientific approach to the world: 2) viewing the
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commandments between man and man and between man and his
society as a central component of one’s religiousity; 3) comprehend-
ing the “Fear of God” as comprising humility, ascetic values of
self-control, and preference of spiritual values over m_aterial ones.

Halakhic humanism. In this lecture at the third. council of
the Religious Kibbutz Movement, in 1945, Moshe Una de-
fined “halakhic humanism” as. a humanism committed: to
universal morality and the feeling. of common humanity
based on and learned from the biblical and talmudic tradi-
tions. “The Torah has to serve as the basis for Jewish
humanism.”

Commitment to Torah and the Commandments combined
with openess, and critical scientific rational approach to
the world. Paradoxically, commitment to Torah as an all-
encompassing way of life: demands a critical and experi-
mental approach. This paradox results from the fact that
talmudic Judaism has been cut off from Jewish national
sovereignty for hundreds of years. It is not possible to
apply the Torah to these new dimensions of J ewish respon-
sibility without a critical and experimental approach.

Commandments between man and man, and between man
and society as a crucial dimension of religiousity. 1t is self-
evident that the founders of the Religious Kibbutz Move-
ment viewed active participation in the social-national tasks
of the Yishuv and the State of Israel as a crucial part of
their religiosity. Their insistence that their sons and
daughters do full army service is a clear expression of this
orientation. One of the major thrusts of their endeavor was
to “restore” the same dignity and centrality that the com-
mandments between God and man have in Jewish religious
practice and consciousness to the commandments between
man and man, and man and his society.

“Fear of God” and “Walk Humbly Before God.” The
founders of the Religious Kibbutz Movement stressed the
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intimacy of the relationship between man and God. Loyalty
to the commandments should be rooted in a moral-spiritual
commitment to God. They also stressed the importance of
‘an anti-materialistic view of the world, The religious person
is one wbo ‘‘conquers” his appetites, exercises self-control,
-and prefers spiritual over material values.
t
The culmination of the values described above express the educa-

tional orientation of tbe founders of the Religious Kibbutz Move-
ment.
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