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, INTRODUCTION
JEWISH VALUES — AN EDUCATIONAL
APPROACH TO THE JEWISH SOURCES

Asher Shkedi

In the summer of 1989, the Fourth International Conference on
Jewish Education was held at the Hebrew University of Jeru-
salem. This conference sought to summarize and assess the
development of the Jewish Values project. The Jewish Values
project is an attempt to develop an approach for the teaching of
Jewish text to young Jews who do not see themselves, their
parents, and to a large extent their communities as obligated by
the Jewish tradition. This characterization of the target popula-
tion places in sharp relief the common denominator among Jewish
youth in our time — lack of commitment to the Jewish tradition
— a description which applies to the vast majority of Jewish youth
in the various communities of the Diaspora and Israel.

The Initiative for the Jewish Valués Project

The origin of the program was in Mexico, at the Tarbut school.
The board of the school, under the leadership of Dr. Jaime
Constantiner, turned to the Hebrew University with a request for
assistance in the development of a curriculum which would fulfill
the educational needs of the students at Tarbut. A joint team
comprising members of the staffs of the school and of the Melton
Centre for Jewish Education in the Diaspora struggled with the
problem and articulated the need to develop a new educational
field: the teaching of the Jewish tradition, or, as it was later
termed, the teaching of Jewish values.! The Jewish Values de-
velopment team operated according to the conceptual framework

1 Hanoch Rinot, The Jewish School Striving for Change: The Tarbut-Jerusalem
Profect 1970-1977 (Hebrew), (Jerusalem: The Hebrew University of Jerusalem,
Melton Centre for Jewish Education in the Diaspora, 1979).

9



10 | Asher Shkedi

proposed by Rosenak?® and under his guidance. Once they had
begun to deal with the questions involved in Jewish values
education, it became clear to the members of the team that despite
the differences among echools and among communities, there
were many others struggling with the same problem: how to
convey the Jewish tradition to young people living in the modern
world, whose consciousness is formed by influences and elements
which are fundamentally modern and not authentically Jewish.
The team concluded that it is possible to design an educational
program which can serve as a common basis for dealing with this
problem in most of the Jewish communities of the world. This
open approach carries within it exciting possibilities, but it also
presents the developers with complex challenges and problems.

Focal Points of the Jewish Values Program

The Jewish Values project focuses on the attempt to convey
Jewish text to young people. The emphasis placed on the values
of Judaism implies a specific approach to the teaching of Jewish
text. To look for the foundation of the program in Jewish values
alone, without the element of confrontation with Jewish text, is
to miss the point. The program isbased on the direct confrontation
of the Jewish sources by each student.

What is the basis of the approach? The assumption of the
curriculum writers is that Judaism finds authentic expression in
the Jewish eources and in the commentaries to them — those of
previous generations as well as those of our own day. Therefore,
it seems that the most appropriate way to convey the Jewish
tradition and its values to today’s heterogeneous student popula-
tion is by means of direct exposure to those sources. The partic-
ular messages that the curriculum seeks to convey are determined
in the course of educational-curricular deliberation, a discussion
which begins among the curriculum developers and continues in
every school and educational institution interested in addressing
the challenge presented by the developers.

2 Micheael Rosenak, Teaching Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 1988).
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The development team operated according to the principles of
curriculum development proposed by Schwab and Fox.? The core
of the work is a deliberative process taking into account the four
commonplaces characterizing the educational process:

— content (in our case, the Jewish sources),

— the learner (as mentioned above, the young Jew with no a
priori commitment to the tradition),

— the milieu (the Jewish community in all of its various
current manifestations), and

— the teacher (teaching in a Jewish school or educational
organization). _

The curriculum-in-process is the attempt to understand these
four perspectives, each separately and all together.

The first years of the development of the Jewish Values project
were devoted to the attempt to understand the problem which the
program was seeking to address. A number of curricula for
teaching Jewish sources were known to exist; it was not the lack
of existing curricula that moved the developers to suggest still
another. The curriculum team was motivated by pressure from
the field and by the feeling on the part of many teachers and lay
leaders that the existing curricula were not succeeding in provid-
ing a basis for serious educational work, judged even by the most
minimal standard. The developers’ understanding was that for
the most part, the student graduating from a Jewish school or
any other Jewish educational institution leaves with the feeling
that Jewish text is totally meaningless to him, and that the text
has no power to offer answers to the questions which truly bother
him (not to mention even stronger reactions). This stage of develop-
ment was essentially deliberative, but was accompanied by prac-
tical experiments and the testing of learning materials in experimental
schools.*

In order to fully understand the problem, the development
team analyzed the various methods used for the teaching of
Jewish sources. This analysis was based on familiarity with text

3 A number of publications can be mentioned in this regard; we will specify two:
Joseph Schwab, “The Practical 3: Translation into Curriculum,” School Review
vol. 81 (1978), pp. 601-605; and Seymour Fox, “The Vitality of Theory in
Schwab’s Conception of the Practical,” Curriculum Inquiry, vol, 15 (1985), pp.
63-689,

4 For example, see the papers by Sheniak and Shkedi in this volume,
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instruction in many schools and in various existing curricula, In
the course of this analysis a typology was formulated, charac-
terizing the problem of teaching Jewish text.®* Two fundamental
concepts were proposed, which became the key to the under-
standing of this problem and provided a direction for develop-
ment:

— the authenticity of the Jewish text and
— the relevance of the text to the student.

When the existing approaches to the teaching of Jewish text
were examined according to these two criteria, it was found that
most approaches chose, consciously or unconsciously, one of the
following directions:

a. The attempt to preserve the authenticity of the text, aban-
doning thereby the concern for the relevance of the text to
the contemporary student.

b. The attempt to present the learner with content which is
relevant to him accompanied in most cases by abandon-
ment of the centrality of the text and of its authenticity.

Based on this analysis, the Jewish Values project set for itself a
goal: The formulation of foundations for a curriculum which
would present Jewish text in a manner simultaneously both
authentic and relevant.

Application of these Ideas in an Educational System

The process of developing a curriculum concerned with the teach-
ing of content is fundamentally a process of translating content
in the academic realm to content in the realm of educational
objectives.® In the process of developing the Jewish Values cur-
riculum, the developers tried to offer a translation which would
preserve the authenticity of the text and yet remain relevant in
the eyes of the students. The focus on values in the instructional
process — and the attempt to present Judaism in the language of
“value concepts” — was found to be the most reasonable pos-
sibility, taking into account all of the educational commonplaces
as well as the tension between the Jewish tradition and the

8§ SeeRosenak, Teaching Jewish Values, for an extensive discussion of this issue,
6 See Schwab, “The Practical 3,” and Fox, “The Vitality of Theory.”
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modern consciousness of the student and of contemporary Jewish
society.

The use of the language of value concepts as an educational
translation is authentically Jewish, as Jewish text is value-laden
and the traditional Jewish approach to textual interpretation
deals with the clarification of these values and their meaning.
Moreover, it is relevant, because the language of values is a
language which is understandable to the modern consciousness
of the student, and is likely to offer answers to the questions
which are bothering him/her. The curriculum developers make no
claim that this presentation of Jewish sources is the most com-
plete or the best. They are fully aware of the fact that there are
other ways to present Jewish text, both authentic-traditional and
modern-scientific approaches. All the developers are claiming is
that the presentation of Jewish text in the language of values is
the approach best able to address the problems with which
modern Jewish education is struggling.

In the course of developing this new educational approach, 18
study units were written, at various stages in the process. These
units seek to give concrete expression to the educational ideas
behind the Jewish values approach; they also create a connection
with teachers in the field and turn the curricular deliberation
into a practical discussion. The units that were written, the
feedback they elicited from the field, and the educational prin-
ciples which crystallized into a systematic educational approach
all evolved together.

The contents of the units reflect the principles of the program.
Topics include:

— interpersonal relations;

— the image of man;

~— the value of human life;

~— values of responsibility and mercy;

- values of justice, peace, and compromise;

- justice and mercy as criteria for judging human actions;

— issues of social organization;

— free will;

— the process of change in human beings according to the
Jewish tradition; _

— violence in human life and society;
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— the Jewish people — a nation like all the nations or a chosen
people; and
— issues of Jewish identity.

These are just some of the topics dealt with by the units, but
they are sufficient to convey the concern of the program as a
whole with value questions. The learning methods applied in the
units also express the spirit of the program: close study of the text
(in a manner suited to the level of the student), concern with
moral dilemmas, translation of the ideas in the text to relevant
everyday situations, the attempt to clarify what the text means
to the student, ete.

The Jewish Values Project in Transition from Develop-
ment to Testing and Publication

The curricular approach behind the Jewish Values project does
not see the publication of study units or of the conceptual guide
as the culmination of the development process. In keeping with
the assumption that all four of the commonplaces (content, stu-
dent, teacher, milieu) must be part of any curricular deliberation,
it is clear that using the curriculum in any institution confronts
the program with new data relating to the local situation: par-
ticular students in a particular school in its own unique setting,
taught by the particular teacher assigned this material. The
published units are intended to serve only as a conceptual frame-
work for local planning, planning which will adapt the material
to the particular circumstances in which the learning is to take
place’” — or even planning to create new study units in the spirit
of the Jewish Values approach.® In order to carry out this process
of curriculum development, teachers’ workshops are conducted in
schools throughout the world, designed to adapt the units to
various schools and educational frameworks. The Teacher’s Guide
is actually intended as a “teachers’ workshop guide,” presenting
a discussion designed to enable those teachers without access to
workshops to participate in the process of adaptation and develop-
ment,

7 For an example of this process, see Asher Shkedi, “Curriculum Change in a
Jewish Day School from a Principal’s Point of View,” Jewish Education, vol.
57 (1989), pp. 15-21.

8 For an example of this process, see the paper by Gillis in this volume.
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Ths confersnce, some of the proceedings of which are presented
in this volume, marks the completion of the development stage of
the Jewish Values project. The program is now in “Stage IL,” the
stage of distribution of the material and its implementation in
schools around the world. Many schools and institutions of infor-
mal education in the Diaspora and in Israel are participating in
the program. It is too early to describe and to evaluate this stage,
as the process of development and testing is still underway.
Clearly, it will be necessary to undertake a full summation of this
phase of the Jewish Values project in the future.

The Papers in this Volume

As we have said, the Jewish Values project is first and foremost
a conceptual framswork — with rsspect both to content and
methodology — supporting discussion, analysis, research, and
educational practice. The boundaries of the deliberation con-
ducted in the context of the Jewish Values project are broad
indeed, encompassing questions from the fields of educational
philosophy, psychology, and pedagogy; issues relating to ths
subject matter, the milieu, and the learner; and aspects of the
arsas of curriculum and teacher training, Many have joined this
deliberation, and each has contributed from his/her own perspsc-
tive. Curricular deliberation is generally not documented, not in
the Jewish Values project and not in other curricula. As a result,
much interesting, important®, and unique information is lost.
Published study units do not reveal to the researcher or the
educator the full scope of the deliberation or its richness. Some of
this can be found in books, dissertations, and papers written by
Jswish Values project staff members, dealing directly or indirect-

9 Thedevelopment of the Jewish Values project was accompanied by the writing
of a number of theoretical and research papers, related directly or indirectly
to the program itself. Some of these have been published; others are still in
preparation. We mention three here: Jonathan Cohen, “Selected Trends in
Contemporary Scholarship in Jewish Philosophy: Implications for Curriculum,”
(Hebrew) (Ph.D. diss., The Hebrew University of Jerusalem, 1981); Michael
Rosenak, Commandments and Concerns: Jewish Religious Educetion in Secular
Soclety (Philadelphia: Jewish Publication Society, 1987), and Asher Shkedl,
“Teacher Participation in Currieulum Development: A Case Study of Workshops
for Teachers of ‘Jewish Values’ ” (Ph.D, diss., The Jewish Theological Seminary
of America, 1987).
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ly with questions which arose in the course of the development of
the program.

This volume represents an attempt to conduct in public the
ongoing deliberation surrounding the Jewish Values project. A-
mong the participants are some who have played an active role
in the development of the program, some who have observed the
process closely, and others who have become acquainted with the
program through its literature. While each paper is independent,
and illuminates from its own unique angle, the common focus on
the Jewish Values project creates a sort of conversation among
all of the authors. Together, the collection is a discussion which
will enrich anyone who is interested in the problem of teaching
Jewish sources and in Jewish education in general.

The book is divided into four sections:

Section 1: Concepts and approaches in Jewish education;

Section 2: Curriculum and the teacher;

Section 3: Implementation of educational programs in the field;

Section 4: Analysis of approaches and of curricula.

Section 1: Concepts and Approaches in Jewish Education

Rosenak deals with the problem of “the uncommitted” (to Jewish
tradition and sources). The paper characterizes this population
with respect to the world of Jewish concepts and in comparison
to“the committed.” This analysis brings the author to a discussion
of the question which was central to him in his role as the
“philosopher in residence” of the Jewish Values project: How is it
poesible to present the Jewish tradition and the Jewish sources
authentically to “the uncommitted?” Rosenak proposes a concep-
tual framework based on the thought of MacIntyre, which he
believes is capable of guiding the educational process of exposure
of “the uncommitted” to the world of Jewish tradition and Jewish
sources.

Resnick evaluates the contribution of the program to Jewish
education from an external perspective. In his paper, he em-
phasizes data from various studies indicating the centrality of
Jewish values in the understanding of Judaism by contemporary
Jews. In his view, the Jewish school presents its students with a
picture of the world drawn from Jewish sources — but unreal in
the context of the students’ everyday experience. In this conflict,
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it is the Jewish world which is the loser. Here, according to
Resnick, is where the contribution of the Jewish Values project
has been significant. It enriches the student’s relationship to the
world of Jewish concepts, maintaining a productive tension be-
tween this world and the open reality in which the student lives.

Chazan, even though he was not an active member of the
Jewish Values project staff, has carried on a continuous dialogue
with the program in the context of his central roles at the Melton
Centre and his academic and educational involvement in the
topic. In this paper, Chazan argues that education for Jewish
values should not be seen as a self-evident desideratum. Rather,
this is a direction which is both unclear and controversial. He
raises a number of issues from the realms of philosophy, psychol-
0gy, sociology, and education, which negate the values-education
approach. His conclusion is that while it may be possible to
educate for Jewish values, this can only be accomplished under
certain specific conditions. In conclusion, he suggests a theoreti-
cal framework intended to guarantee the appropriate conditions.

Deitcher, a member of the Jewish Values project staff, focuses
on one of the questions which was crucial to the project: How is it
possible to use aggadic text as an educational tool? In his paper,
he deals primarily with the teaching of aggadic text in the ele-
mentary school, attempting to clarify how children understand
this type of text. The paper sets forth the educational potential of
the aggadah and proposes an approach based on considerations
from various disciplines, intended to achieve maximum effective-
ness in the teaching of the text.

Horenczyk deals with the issue of teaching Jewish text from
a psychological perspective, focusing on Jewish identity. He bases
his paper on research he has carried out on the topic of Jewish
identity and on the educational conclusions suggested by this
research. The assumption is that human beings have internal
needs, “internal whisperings,” which constitute a motivational
force striving to find appropriate channels for expression. One of
these needs is Jewish identity. The conclusion of the paper is that
if we can identify the connection between the study of Jewish
texts and values and the internal needs of the student, then we
will be able to help the student uncommitted to the Jewish
tradition to understand himself — and at the same time to find
meaning in the text and in the Jewish concepts contained in it.
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Alexander seeks to return the discussion to basic questions.
He argues that before we can address the question of how to
improve Jewish education, we must ask what “Jewish education”
means in our time. In the author’'s view, this is neither an
empirical nor an administrative question, but a philosophical
one. He explicates the educational-philosophical thought of both
Rosenak and Chazan, and questions the ability of these philosophi-
cal approaches to provide answers to the fundamental questions
we must address. Alexander suggests Nozick’s approach as a
direction for building a meaningful framework of philosophical
and educational thought.

Section 2: Curriculum and the Teacher

Who is the teacher who is to deal with the Jewish Values cur-
riculum and with the education of today's Jewish youth? Aron
presents points of departure for the examination of the Jewish
teacher. She suggests distinguishing between the teacher as a
professional and the teacher as one who is “called” (vocation). As
a profession, teaching is characterized by a legitimacy based on
knowledge and expertise, and by professional autonomy. As a
vocation, it has a number of additional characteristics. The author
describes these, and argues that only a teacher with this sense of
vocation can successfully address the challenges of Jewish educa-
tion in our time.

Shkedi, from the perspective of one who has been involved in
the development of the Jewish Values project, tries to outline a
method for preparing teachers for their role in the program. In
his paper, he presents the considerations which led the project
staff to move toward involvement of teachers in the curricular
process, and to suggest teachers’ workshops as the most suitable
method for achieving this involvement. He describes those ele-
ments he believes to be essential parts of the deliberative process
in the teachers’ workshop, in order to insure the teachers’ full
involvement and participation in curriculum development. This
paper is part of a larger study of the participation of teachers in
the Jewish Values project and of the place of the teachers’ work-
shop in the process.

As mentioned above, the Jewish Values project is based on the
thinking of Schwab and on his approach to curriculum. Holtz
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focuses on Schwab’s approach to curriculum development. His
paper presents examples of curriculum development at the Mel-
ton Research Center of the Jewish Theological Seminary of
America. It deals with the deliberative process and with the unique
solutions developed in the work of the Center; with the place of the
curriculum writer in the whole development and field-testing effort;
and with his influence on the revision process. Holtz seeks to show
what we have learned from the experience of the Jewish Values
project is complemented by the curricular lessons of a parallel
Jewish-educational curriculum project.

Section 8: Implementation of Educational Programs in the
Field

Gillis describes the effort, over a number of years, to introduce
the Jewish Values project in the Jewish day school in Melbourne.
He points out a number of problems which arose in the course of
this introduction; the main tension, it seems, centered around the
question of the “relevance” of the material. While the curriculum
developers assumed that particular existential questions would
be relevant to any student, relevance in the mind of a student in
Melbourne meant finding answers to questions that he perceived
to be important in his own life and development. The solution to
this in Melbourne involved a combination of the Jewish Values
project materials with locally written units designed to have
relevance to the particular students in the school. The Melbourne
experience therefore indicates an additional direction for develop-
ment, within the accumulating experience of the Jewish Values
project.

Smiley also attempts to address the question of the relevance
of the Jewish sources to the world of the student, as well as the
issue of integration of Jewish and general studies. The paper
describes several experiments in the teaching of concepts from
the Jewish sources by means of the computer. In the author's
view, an evaluation of the experiments indicates that they were
not successful. Although it is true that the experiments aroused
student interest and positive responses from parents and col-
leagues, nevertheless, argues Smiley, the learning was on a
relatively superficial level, and did not enter the realm of mean-
ing and values. Thus, Smiley is dealing with a problem which was
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basic to the formulation of the Jewish Values project: setting the
bounds of relevance.

Section 4: Analysis of Approaches and of Curricula

Cohen describes attempts in Israeli education to establish a
framework for teaching Jewish thought. He presents the “diag-
nosis” upon which each attempt is based, as well as the “prescrip-
tion” in content and methodology which each proposes for dealing
with ths problem. Cohen also exposes the underlying assump-
tions of the writers of each curriculum with respect to the nature
of the discipline of Jewish thought. This paper adds another layer
to the ongoing discussion which is at the heart of the Jewish
Values project, in which Cohen took part as a staff member. This
discussion seeks to translate fields of knowledge dealing with
Jewish sources into the educational situation required to foster
Jewish commitment in an open society.

Sheniak describes the process of writing To Be a Jew in o
Christian World, one of the units in the Jewish Values project:
The paper outlines the difficulties arising from the physical,
mental, and ideological distance between the writing team in
Jerusalem and a school in the Diaspora, its teachers and students
and the surrounding community. The process moved from the
writing of units to inservice training, testing of the units, rewrit-
ing, and so on. This resulted in the writing of a number of
versions. Among the manifestations of the complexity of the
process is the fact that despite extensive experimentation, a
version has not yet been produced which enables schools to deal
successfully with the topic. _

Frost’s paper considers Jewish education in Poland between
the two World Wars, examining values education in the major
educational movements active in the community. Frost describes
the educational frameworks and the curricula of each of the
Jewish movements, and exposes the underlying values and the
educational thinking of each. Special emphasis is placed on ths
role of the Hebrew language and of Jewish and general texts in
each movement. The paper focuses.on the connection between the
guiding values of each movement and its understanding of the
future and fate of the Jewish people.

There i no more fitting way to conclude our volume than with
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this paper, for it focuses attention on the fact that the teaching of
Jewish sources and education for Jewish values and content is
not merely an abstract intellectual matter, but rather one which
indeed touches on the future and fate of our people.






Section I

CONCEPTS AND APPROACHES IN
JEWISH EDUCATION







COMMITMENT AND NON-COMMITMENT IN
JEWISH VALUE EDUCATION

Michael Rosenak

The Jewish Values curriculum project originated with the “pre-
senting problem” of how to teach texts and concepts of the Jewish
tradition honestly and authentically to those who had no a priori
commitment to their value and authority. Those who first posed
this problem to us, the leadership of the Tarbut School in Mexico
City, declared that they considered the teaching of the Jewish
heritage important, if not intrinsic, to the work of a Jewish school.
Pupils, however, consistently, indeed progressively, judged the
sources, ideals and norms of this heritage uninteresting, lacking
in intellectual and spiritual challenge or — in short — a “waste
of time.” The school leadership, not unlike the pupils themselves,
were secularin orientation and rejected the notion that the Torah,
Talmud, Midrash and codes are to be accepted and “obeyed” even
before they are understood. They said, with considerable em-
pathy, that pupils had to be convinced of the worth of these texts
before they could relate seriously to them; these students, we were
told, were non-committed, that is, they were “outside the tradi-
tion.”

For members of the Jewish Values staff, the initial questions
were: What exactly is meant by being “outside a tradition” in
general and the Jewish one in particular? How should one en-
vision and describe a state of being “inside” one? Since we were
concerned with helping specific Jewish communities with con-
crete proposals, we also wished to understand and consider prac-
tical options of educational strategy and procedure. Yet it must
be kept in mind that we addressed these questions not as repre-
sentatives of a particular ideological orientation within the Jew-
ish community, but as academic Jewish educators who are called
upon to understand contexts and alternatives and not simply to
prescribe them,

I should like here to address the issue of commitment and
non-commitment. I shall do so, both in retrospect, as it appeared
to our Jewish Values curriculum writers, and presently, as a

25
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series of questions that invite further thought and research.

Two Stories

Concerning the question of Jewish “commitment” and “non-com-
mitment,” two stories, one relatively modern, the other genuinely
classic, come to mind. The more recent one, as related by G. N.
Schlesinger,! goes as follows:

There was, once, in the days of the Yeshiva of Volozhin,
a group of Jewish students in Berlin. They were severely
affected by the enlightenment and were troubled with
great religious doubts, which, of course, they discussed
with much vehemence. Finding themselves unable to
resolve the questions of Jewish faith to their satisfaction,
they decided, in the interest of fairness, to send one of
their group to the Yeshiva in Volozhin for two years.
Perhaps he, after studying the sources and sitting at the
feet of great scholars and authorities, would come upon
satisfactory solutions to their problems. And so, an intel-
ligent and studious young man went to the yeshiva for
two years and immersed himself completely in that life.
Upon his return to Berlin, his friends greeted him eager-
ly and asked:

“Well, how was it?”

“It was wonderful,” he replied. “These two years have
probably been the best of my life.” '

“Do you now have answers to all the questions we had?”
“No, I have answers to none of those questions.”

“What, then was this all for?t” :

“But I have no more questions left, either...”

The basic thrust of this, perhaps apocryphal, story is reminis-
cent of the thesis suggested by D. Z. Phillips in his book, Religion
With Explanation. Phillips denies that religious beliefs are hy-
potheses which might turn out to be false, that there are ques-
tions to which such beliefs are the right (or wrong) answers.
Rather,

we are held by them, captivated by the picture they

1 @.N. Schlesinger, “The Problem of Skepticism,” Tradition, vol. 10 (1989), pp.
87-88.
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present...No contradiction is involved between the be-
liever and the unbeliever; they just have different pic-
tures, different perspectives. The atheist who denies the
existence of God does not contradict the theist who puts
his trust in God. He is ‘rejecting a whole mode of dis-
course’ rather than expressing an opposite view within
the same one.

And so, (w)e cannot stand outside areligion to judge it...
our beliefs are not so much propositions about reality,
they are part and parcel of a way of life which involved
such things as prayer, worship, praise and penitence.?

The story of the former maskil-turned-yeshiva-bachur suggests
that the “turn” from non-commitment to commitment is a relig-
ious affair in which “belief” replaces “non-belief” vis-a-vis a par-
ticular religion or culture, and that, like most conversions, it
entails leaving the world of one comprehensive language for that
of another one. The model intimated by this story clearly has
certain attractions: it offers a simple and straightforward pre-
scription; moreover, under the right circumstances it often works
to the satisfaction of the educator. But it also raises particular
problems. Though sundry institutions and teachers dedicated to
chazarah b'teshuvah do what the model requires gladly and well,
we are not sure whether, once its philosophical ramifications are
understood, the model will be considered morally and spiritually
acceptable to most Jews. Certainly, it reflects neither the wealth
nor the variety of modern Jewish commitment — a cardinal
consideration for educational academicians — nor does it point in
the direction of a consensus among educators concerning plaus-
ible and fair practice. Yet we should not write off our bachur from
Volozhin and we shall come back to him later.

First, however, let us look at our second, impeccably classic,
story. The reference is to Hillel and the three proselytes who,
after being turned away by Shammai, came to him “and he
converted them.” Clearly, we have here a paradigmatic story of
several persons who moved from “non-commitment” to “commit-
ment.” The Talmudic sugya reads as follows:

2 D.Z. Phillips, Religion Without Explanation (Oxford: Basil Blackwell, 1978),
pp- 183-226.
8 Shabbat 31a.
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A certain heathen came before Shammai and aeked him,
‘How many torot do you have? ‘Two,” he replied, ‘The
Written Torah and the Oral Torah.’ Said the heathen, ‘1
believe you concerning the Written one, but I do not
believe you concerning the Oral one. I want you to make
me a proselyte on condition that you teach me the Writ-
ten Torah.’ Shammai rebuked him and threw him out in
a rage. He came before Hillel who converted him. The
first day, Hillel said to him, ‘aleph, bet, gimmel, daled.’
The next day he reversed it. (Calling an aleph a daled,
etc.) The heathen said to him, ‘But yeeterday you did not
say it so to me.’ Hillel said to him, ‘Are you not relying
on me? Then for the Oral Torah you may also rely on me.’

On another occasion it happened that a heathen came
before Shammai and said to him, ‘Make me a proselyte
on condition that you teach me the entire Torah while I
am standing on one foot.” He drove him away with the
builders’ measuring-stick which was in his hand. He
came before Hillel who converted him. Hillel said to him,
“That which is hateful to you, do not do unto your fellow
man. This is the entire Torah; the rest is commentary —
go learn it.’

On another occasion a heathen was walking behind the
schoolhouse, and heard the voice of the teacher saying,
‘And these are the garments which they shall make: a
breastplate, and an ephod’ (Exodus 28:4). He said, For
whom are these? They eaid to him, ‘For the High Priest.’
Said that heathen to himself, ‘I will go and become a
proselyte in order that they should make me a High
Priest.’ He came before Shammai and said to him, ‘Make
me a proselyte on condition that you make me a High
Priest.’ He drove him away with the builder’s measur-
ing-stick which was in his hand. He came before Hillel,
who converted him. Hillel said to him, ‘Is a king ever
appointed who does not know the etrategies of kingship?
Go now and study the strategies of kingehip.’ He went,
and began to study the Scripture. When he came to the
verse, ‘And the stranger that cometh nigh shall be put to
death’' Numbers 1:51) he said to Hillel, ‘About whom was
this verse said? He answered, ‘It includes even David,
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King of Israel,” Whereupon the heathen reasoned ¢ for-
tiori concerning himself. ‘If concerning Israel, who are
called children of the Almighty, who in his love for them
has called them Israel, my son, my first-born’ (Exodus
4:22), the verse says, ‘And the stranger that cometh nigh
shall be put to death,” — ‘a mere proselyte, who comes
with his wallet and stick, so much the more so! He came
before Shammai, and said to him, ‘Am I then capable of
becoming a High Priest?’ Is it not written in the Torah,
‘And the stranger that cometh nigh shall be putto death?’

After some time the three of them met in one place. They
said, “The impatience (kapdanut) of Shammai sought to
drive us from the world; the gentleness (anvetanut) of
Hillel brought us in under the wings of the Divine Pres-
ence.’ He came before Hillel and said to him, ‘O gentle
Hillel, may blessings rest upon your head, for bringing
me under the wings of the Divine Presence.’

In some ways the two stories are similar. In both, the non-com-
mitted person “doesn’t understand;” he or she doesn’t know how
“the system” works, and therefore asks the “wrong” questions.
Also, both stories introduce us to learners who have a certain
interest and are somehow “open:” the non-committed in these
stories, even when asking the wrong question, is asking some
question. And, in each of the stories, someone who was an “out-
sider” ultimately demonstrates that he has become an “insider.”
In the first case, he no longer has any questions; in the second
case, he shows an ability to solve his problems in the language of
the tradition. _

However, there are significant differences as well, and certain-
ly the Talmudic story is richer. Let us mention several of its
distinctive features:

a. Having asked the “wrong” question, the person “at the
gate” can be dealt with in (at least) two discrete ways: he
can be answered “honestly,” that is, told “the way it really
is” — with full regard and reverence for the integrity of the
subject-matter and be, literally or figuratively, chased a-
way. Or, he may have matters explained to him in a
manner that clearly does not represent the way “insiders”
understand things, yet is conducive to growth and prepares
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the learner to “confront” the subject matter when he or she
is ready for it, and has grown into it.

The person being initiated is, when possible, informed
about some “essence” so that he is enabled to make sense
of Torah and Judaism through associations and nomencla-
ture which are familiar and comprehensible. What the
proselyte is told about the “regulation” which is the entire
Torah,* “the strategy for kingship,” or Judaism as {osten-
sibly) Written Torah alone, does not correspond to the way
“it really is” as far as Hillel is concerned. (We can readily
picture Shammai scoffing, with great “authenticity,” at the
very idea of an “essence” of Judaism.)

Each proselyte is encouraged to “go and learn” and then
discovers for himself, as Hillel thought would happen, that
learning Torah is surprising and enhancing.

Concluding the three individual stories, of three very char-
acteristic people, we are told there was a meeting, and a
meeting of minds, among them. The individual develop-
ment of the three, quite startlingly, has a group aspect. The
three proselytes get together “in one place.” Perhaps it is
at a minyan, at the shuk, scouting for a beautiful etrog, or
in a Bet Midrash. We don’t know, but it must have been
somewhere in the sphere of Torah for them to strike up a
conversation about their experiences with Hillel. It is there
they find themselves “speaking the same language.” When
they note that Shammai “sought to drive them from the
world,” obviously the reference is to the “world” of Torah
and not to our planet Earth; they fondly recall how Hillel
“brought them under the wings of the Divine Presence.”
Plainly, they have become insiders, “committed” — each in
his own way, yet sharing the good fortune of a common
teacher who understood that some quest was hiding behind
their disparate and somewhat bizarre questions and de-
mands.®

The modern context in which our problem is being discussed
seems more complex and variegated than that of Hillel and

&

On this proselyte as a Roman intellectual, see Edward M. Gershfield, “Hillel,
Shammai and the Three Proselytes,” Conservative Judaism, vol. 21 (1967},
pp. 32.36.

Ibid., p. 39.
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Shammai. In our “modern world” we can find non-commitment,
a state of being outsiders vis-a-vis a Jewish normative universe
of discourse, not only among heathens but also among Jews.
Moreover, there is serious controversy, even among committed
Jews, as to what commitment actually entails and which commit-
ments are currently worthy and viable, Ours is a situation in
which a plurality of commitments appears just as plausible as
does disdain for all possible ones. And so, there are contemporary
Jewish commitments which would have been totally unthinkable
to both Shammai and Hillel, such as those secular ones which
claim to manage very well without normative relationships to
any texts whatsoever,

The “Non-Committed” and Jewish Values

In order to gain maximal illumination from our two stories of
initiation and commitment, we need to understand more clearly
what commitment and non-commitment signify, not only in our
tradition, but in our time. In deliberations conducted by the
Jewish Value curriculum group on this issue, several sets of
concepts proved useful to us.

First, we drew the distinction, suggested by Fox,® between
underlying principles and operative ideals as aspects of culture
and education. Fox sees principles as the ground for “order,
coherence and meaning;” we have used the term to refer to basic
beliefs about the nature of reality, knowledge, and value. As for
ideals, we understood them as patterns of aspiration and be-
havior, as social and personal patterns that “translate” principled
assumptions about reality and value into concrete forms of hu-
man life. That is, given specific principles, or basic assumptions
and beliefs, the matter of ideals may be formulated thus: What is
the life of actual human beings mandated by these principles and
flowing from them?

Let us spell out this relationship between principles and ideals
by way of several illustrations relevant to the Jewish tradition as
subject of — and source for — the traditional philosophy of

6 Seymour Fox, “A Prolegomenon to a Philosophy of Jewish Education,”
Kivvunim Rabim, Kavvanah Echat (Jerusalem: Hebrew University School of
Education, 5729), pp. 145-148; See also my discussion in Commandments and
Concerns (Philadelphia: Jewish Publication Society, 1987), pp. 28-32.
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education. The Jewish tradition, through its foundational texts,
articulates the principles that there is a God who has created the
world and communicates with humanity about the nature and
purpose of this world and of human existence with it — and that
He has done so particularly and uniquely in the corpus of Torah.”

On the basis of these principles, which human traits and be-
haviors are congenial or “logical?” How should people relate to the
world? What constitutes an ideal society based on Torah and
what are paradigins of virtuous persons who “live by” it? What is
the ideal of “learning Torah” that follows from the (principled)
status of Torah as God’s communication to mortals, as a charge
and as a “gift?” How shall the belief-reality (i.e., the principle)
that God created humanity in His image be “translated” into
specific ideals, such as the “norm” of conferring dignity upon
people, or cultivating esteem and self-esteem?

We have also had recourse to the conceptual distinction that
has been drawn by Peters and Oakeshott? between language and
literature, that is, between the basic structures and patterns of a
culture on the one hand, and the ways in which individuals
express things and themselves within that language-culture, on
the other. The Jewish tradition has — or rather, is — a language
in which certain words, actions and attitudes make distinctive
sense, inviting and making possible the specific fellowship of
Jewishness by building particular modes of communication. The
“language” both says distinct things and states universal senti-
ments and ideas in its own way. In this language there is a
Tanach but no Old Testament; there is a wish that children
attain “to Torah and maasim tovim,” that they be menschen
rather than “simply” mature. And, of course, there are many
ways of “doing” Torah and “growing” in it — many literatures
through which individuals may articulate, affirm and establish

7 For a prominent articulation of such a Jewish “body of principle,” see Emil L.
Fackenheim, “An Outline of a Modern Jewish Theology,” in Quest for Pust and
Future: Essays in Jewish Theology (Bloomington and London: Indiana Univ.
Press, 1968), pp. 96-111,

8 R. 8. Peters, “Reason and Habit: The Paradox of Moral Education,” in
Philosophy and Education, ed. srael Scheffler, 2nd ed. (Boston: Allyn and
Bacon Inc., 19686), pp. 262-263; Michael Oakeshott, “Learning and Teaching,”
in The Concept of Education, ed. R, S. Peters (London: Routledge and Kegan
Paul, 1967), pp. 160-161; and my discussion in Commandments and Concerns,
pp. 32-34.
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the language.

Finally, and consequentially, our discussions took into account
that every culture and every educational enterprise that social-
izes children into a “language” presents them with discrete hero-
types, or models of virtue and self-actualization — persons who
represent the culture “at its best” and who are thus considered
worthy of admiration and emulation.

Our discussions about these conceptual frames helped us to
delineate diverse, albeit overlapping, types of “non-commitment”
among modern Jews, explained as follows:

1. It makes obvious sense to think of the “non-committed” as
those who do not accept the principles of the tradition as
expressed and taught in its sacred texts. That is, what we
may call the theology of classical Judaism does not define
the principled “world” in which the “non-committed” live.
Their principles are generally the self-understood (non-
Jewish) ones of their cultural environment, and they see
no meaningful or even possible connection between these
received and accepted (Christian and secular) principles
and those expressed in the Jewish tradition. They may find
the beliefs of Torah, Talmud and midrash quaint or dull,
primitive or exotic. But whatever the case, they refuse to
consider thisJewish “cluster” of principles a genuine option
for thinking about things, as a possible way of “seeing”
reality, knowledge and value, as philosophical foundations
for a good life.

2.  The “non-committed” may also be defined as those who
don’t accept the ideals that have been drawn out of these
principles or are declared in the texts themselves, to “nat-
urally” follow from them. That is, they are not committed
to the life of Judaism of which, for example, study of Torah
is an integral part. It is possible that these “non-com-
mitted” persons accept some or all of the principles but they
see no way or reason to carry them into the realm of
operative ideals.

3. Athird way of seeing the “non-committed” is as those who
don’t know the language. When they hear it spoken, they
don’t understand what is being said: they don’t know how
people speak it. So they are not even aware of what “com-
mitment” is. This way of viewing the matter is often more
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comforting to educators than the situation warrants. For
“non-commitment” seen thue seems easily cured; all that
must ostensibly be done is teach the language.

4. Non-committed persons who know the language or much
of it, but refuse to frust it, may well be perceived as more
problematic, and some would say, perverse. For these are
persons who don’t believe that the language of Judaismcan
be utilized to generate worthwhile literature. This “non-
committed” view implies that while texts and traditions
may be worth researching, they are not inherently enhanc-
ing.

5. As a result of the above, singly or in the composite, the
‘non-committed” do not consider the hero-types of the
Jewish tradition worthy of careful study as paradigms of
noble living.

The above may set parameters for commitment as well. The
committed person is “inside” the principles, however interpreted;
he or she views the good society and the good life within the
framework of the ideals, though they may be diversely under-
stood. He or she speaks the “language” of the Jewish tradition
and, “trusting it,” actually makes literature which constitutes the
significance of his/her life in that language.

L] ¥ %

The similarities between the young man at Volozhin and the
proselytes of Hillel, as well as the differences between them,
should now be somewhat clearer. We may assume that the
Berlin band of enlightened young people had been raised in
the language of Judaism, but had become acquainted with
new principles and ideals which led them to question Jewish
ones, and thus to raise doubts about whether the Jewish
language was still worth speaking and worthy of their loyalty.
The one of their group who went to Volozhin found there that
the Jewish language was vital and all-pervasive, and funec-
tioned as the natural medium of everyone’s literature. This
etrengthened his bond to that language to such an extent that
~ “he had no more questions.” The thrust of the story is that the
: “problem” of principles arises not when other principles seem

more cogent but when another language, in which foreign
principles and ideals reside, becomes more power-
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ful, attractive or pervasive. The yeshiva bachur became “com-
mitted” not because he thought through intellectual problems,
but because he joined another fellowship, where the language
was that of Jewish tradition and not that of Berlin “high society.”

As for the proselytes, they not only spoke the “wrong” language,
thereby bewildering and angering Shammai, but they also, per-
haps because of this, articulated confused notions about prin-
ciples and ideals. In the first two cases, Hillel relates to their
principled requirements, albeit somewhat deviously, and then
sends them on the way mandated by his ideal which, to him,
makes the deviousness justified. They are told to study Torah.
And so, we may assume, they learn the requisite principles,
ideals and language. As for the third proselyte, he too is told to
learn Torah and thus he discovers that his personal aspiration is
ludicroue in his new language. And so, all three find themselvee
inHillel’s “world” of language and literature. Having started with
their questions, whatever they were, he has guided them onto a
road of development and discourse where questions of truth are
indeed dealt with epistemologically and axiologically, but which
reaches its climax in a common language, in fellowship.

Between Hillel and Modern Jews: A Bridging Theory

And yet, as noted above, we cannot, as academically oriented
Jewish educators, be as unambiguous about the substance of
commitment as the bachur or the sage, Our curriculum group was
aware of the fact that there are many views in contemporary
Jewish society about “the tradition of Torah” even for those who
profess a serious and “committed” relationship to it. We did not
consider it our task, at the Hebrew University, to adjudicate the
disagreements or to synthesize the views of how the “language”
of Torah actually functions or which “literatures” are legitimate
expressions of the language. Our aim was to enable pupils to read,
if possible “in depth,” some texts of Torah through a curricular
approach which presents it on its own terms, as scholars under-
stand these terms: as a universe of principles, ideals, language,
literature and personality-ideals, that is, as a universe of value.
In addition we sought to create some conceptual tools and peda-
gogic circumstances, particularly through teacher training, whereby
this study would be made intelligible and existentially challeng-
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ing, and would encourage pupils to search out further learning
experiences, '

It is in light of these aims that we insisted that materials and
units eschew a reductionism which makes the Torah say what
children already know and what teachers find unproblematic.
Conversely, the materials were designed to help teachers make
the ideas and issues of the biblical, Talmudic or midrashic texts
accessible. Therefore, too, we considered problematic and ul-
timately unacceptable those approaches that did not adequately
present the text and the normative thrust inherent in them;
which distorted them, for either ideological or pedagogic reasons,
or which, because of their pristine “Shammaite” authenticity,
were incomprehensible to “non-committed” modern readers. We
have dealt with such unacceptable approaches to teaching Jewish
values elsewhere.’ _

During the years of our work on the Jewish Values project, we
made considerable progress in clarifying the nature of commit-
ment and even in examining diverse expressions of such commit-
ment. Nevertheless, we experienced difficulty in formulating the
theoretical basis of that universe of (diverse) commitment. We
agreed that a pluralism of commitment required some “core
universe”® which was accepted by all “committed” teachers, but
. a clear theoretical statement of that “core universe” and its
relationship to the “partial universes” of differing ideological
groupings among contemporary Jewish educators eluded us. We
could indeed say that we didn’t want reductionism, incomprehen-
sibility, and a denial of the normative “self-understanding” of the
classical Jewish texts. We could and did say that our aspiration
was that texts be taught “seriously” but this was often perceived,
with some justice, as a slogan. We could and did insist that our
materials consist only of teachers’ guides precisely because the
students’ guides had to be written in each school, by the school’s
own teachers, in line with its own world view. However, on the

9 Michael Rosenak, Teaching Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 1986), pp. 28-33.

10 “...most modern societies...have a shared core universe, taken for granted as
such, and different partial universes co-existing in a state of mutual
accommodation...” Peter L. Berger and Thomas Luckmann, The Social
Construction of Reality (Garden City, New York: Doubleday and Co., Inc,,
1967), p. 126.
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ideological level this demand incorporated a claim that the teach-
ers’ guides were neutral with regard to the varying conceptions
of commitment current in the Jewish world. Educators in the
field could question that and demand that university-based
educators be clearer on the theoretical bases of a plurality of
commitment in Jewish Values education. This demand was
sometimes explicitly stated. More frequently it was implicit,
specifically, whenever we were accused of “really” being Or-
thodox, or Conservative, cultural secularists or simply subser-
vient to the savants of Wissenschaft.

The stories with which we began and our discussion of them in
general theoretical terms indicate that it is not difficult to locate
the meaning of commitment within our tradition. It appears
necessary, however, to have more extensive recourse to general
philosophical thought to coax out of our own tradition a “handle”
on valuative pluralism for education. Why this recourse to “gen-
eral” thought is both legitimate and necessary, I have attempted
to explain briefly in another paper.!! Here I should like to suggest
a congenial theory, to replace or at least supplement the rather
murky concept of “seriousness” which we have utilized to find a
ground for consensus in teaching Jewish texts in our Jewish
Values curriculum,

The theory I have in mind is that of Alasdair Maclntyre, in his
book After Virtue,'* which, perhaps paradoxically, deals exten-
sively with theory of virtue and value. Maclntyre sees three
stages in the logical development of the concept of virtue, “and
each of these stages has its own conceptual background.”

The first stage requires a background account of what I
shall call a practice, the second an account of...the nar- -
rative order of a single human life and the third an
account...of what constitutes a moral tradition. Each
earlier stage is both modified by and reinterpreted in the
light of, but also provides an essential constituent of each
later stage...'® '

Practice is defined as,

11 Michael Rosenak, “The Tasks of Jewish Religious Educational Philosophy,”
Religious Education, no, 5 (1878), pp. 513-528.

12 Alasdair Maclntyre, After Virtue, 2nd ed. (Notre Dame, Indiana: University
of Notre Dame Press, 1984).

13 Ihid, pp. 186-187.
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...a coherent and complex form of socially established
cooperative human activity through which goods inter-
nal to that form of activity are realized in the course of
trying to achieve those standards of excellence which are
appropriate to, and partially definitive of, that form of
activity, with the result that human powers to achieve
excellence, and human conceptions of the ends and
heans involved, are systematically extended.™

Thus, all fields of organized endeavor qualify as “practices”
while specific, even skilled, activities in isolation from their
“field” do not. The work of an historian is a practice, as is music
and architecture, but reading a history book or bricklaying are
not. Doing the dishes or throwing a ball back and forth with one’s
child would not qualify, but such endeavors as educating, main-
taining a household, building a family and playing football,
would. ' .

The ultimate aim of practices is to attain to the goods which are
inherent in them, which can be attained in no other way. For
example, the real purpose of playing chess is to master and enjoy
the game. However, it is likely that before there is intrinsic
enjoyment and mastery, there will be playing for such extrinsic
awards as candy for children or prestige, status, and money, for
adults. What characterizes the extrinsic rewards is that they
have no necessary relationship to chess whatsoever, whereas the
intrinsic reward cannot be gained by any other activity or prac-
tice. It follows that extrinsic rewards are scarce, like “winning a
prize,” while intrinsic rewards are generously available to all who
partake in the practice. However, to gain these internal or intrin-
sic rewards, it is necessary to understand and become proficient
in the practice. According to Maclntyre, “A practice involves
standards of excellence and obedience to rules as well as the
achievement of goods. To enter into a practice is to accept the
authority of those standards and the inadequacy of my own
performance as judged by them.” Thus, one must subject his/her
own “attitudes, choices and preferences and tastes to the stand-
ards which currently and partially define the practice.” Though
practices have a history and are therefore not immune from
criticism, MacIntyre says that,

14 Ibid., p. 187.
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...nevertheless we cannot be initiated into a practice
without accepting the authority of the best standards
realized so far. If, on starting to listen to music, I do not
accept my own incapacity to judge correctly, I will never
learn to hear, let alone appreciate Bartok’s last quartets.
If, on starting to play baseball, I do not accept that others
know better than I when to throw a fast ball and when
not, I will never learn to appreciate good pitching let
alone to pitch.!

Thus, it is clear that practices involve communities, comprising
- all those who engage in a practice. The community includes those
who learn how to do it from others and those who teach it — and
all those who then do it (and hopefully, enjoy it) together, As for
virtue, we may now give the definition that relates to practice. In
the words of Maclntyre,

Avirtueis an acquired human quality the possession and
exercise of which tends to enable us to achieve those
goods which are internal to practice and the lack of which
effectively prevents us from achieving any such goods.*®

There are specific traits without which the communities of
practice cannot function with integrity. For example, chess, like
most practices, requires honesty; most require some humility,
few can do without courage. And, since practices do have his-
tories, the people involved in them require a relationship to past
practitioners and a sense of continuity.

- The second stage of virtue is what MacIntyre calls “the unity of
a human life.” We cannot, he claims, understand any activity
without having an idea in which context it should be seen, what -
its “setting” is. Each of us, if he or she lives a life of sense and
cumulative meaning, sees his/her life as having a beginning and
an end. We wish for our acts and attitudes to constitute a whole
story, as free as possible from the discontinuities which rob us of
our identities, and which, at the least, make us capricious. Thus,
“the unity of a virtue in someone’s life is intelligible only as a
characteristic of a unitary life, a life that can be conceived and
calculated as a whole.” In part, I am the author of my “story” but
I am also a character in a story. Part of the meaning of the unity

15 Ibid., p. 190.
16 Ibid,, p. 191.
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of life is that “I can answer the question ‘What am I to do?’ only
if I can answer the prior question ‘of what story or storiesdo I find
myself a part? *" I am part of a story of others and they, of mine.
The good for me is “how best I might live out that unity — bring
it to completion.” It follows that “to be the subject of a narrative
that runs from one’s birth to one’s death is...to be accountable for
the actions and experiences which compose a narratable life.”!8
Yet, once again, the narrative of my life is intertwined with that
of others, as a rich plot has more than one character. Now,
therefore, with the aid of the conception of practice, we come upon
the idea of the unity of life as signifying a good life. The good life
is a whole and worthy “story” given its unity by steadfast ad-
herence to the virtues which inform the practices.

This brings us to the third stage, which constitutes the con-
sciousness of striving not only for a unified life, a meaningful
personal story, but also for a history. “...I inherit from the past of
my family, my city, my tribe, my nation, a variety of debts,
inheritances, rightful expectations and obligation. These con-
stitute the given of my life, my moral starting point.”*®

What [ am, therefore, is in key part what I inherit, a
specific past that is present to some degree in my
present. I find myself part of a history and...whether I
like it or not, whether I recognize it or not, one of the
bearers of a tradition.?

“Traditions, when vital, embody continuities of conflict” and “a
living traditions...is an historically extended, socially embodied
argument, and an argument precisely about the goods which
constitute that tradition.” Since they “continue a not-yet-com-
pleted narrative,” living traditions “confront a future whose de-
terminate and determinable character...derives from the past.”??
And it is in this tradition that practices develop and the in-
dividual’s “story” is related.

The theory reviewed above may, of course, invite controversy
as well as varying degrees of assent. I dwelt on it as a congenial

17 Ihid., p. 216.
18 Ibid., p. 217.
18 Ibid., p. 220.
20 Thid,, p. 221.
21 Thid, p. 222.
22 Thid., p. 223.
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illustration of the uses of general theory in Jewish educational
thought. Now, in conclusion, I shall try to apply it to our problem
of commitment and non-commitment, and the meanings of these
terms in a pluralistic Jewish world, with specific application to
the Jewish Values curriculum conception.

Volozhln, Hillel and Contemporary Commitments

If it is true that the language of a culture is the ground of its
various practices, and that its most comprehensive and central
practices point most clearly to the character of the language, then
we can say that our bachur from Volozhin moved back into the
language by anchoring himself in one of its most central and
cherished practices, limmud Torah. Let us envision his Berlin
friends annoyed at him, which was very possibly the case, We can
presume that they found it difficult to put up with such a facile
dismissal of the questions that had previously perturbed him. The
new certitude he displayed seemed “unreliable;” it was a break in
the unity of his life, an “irresponsible” indifference to a previous
chapter in his story. This was perhaps especially exasperating,
for they were very much a part of that (previous) story and felt
that a “character” of the common narrative had “walked out on
them.” The bachur could, and perhaps did, reply that he had
recovered his tradition, and was again “plugged into” a greater
narrative than that of his personal life, But, they might answer,
the third stage cannot be divorced from the second. The continuity
of conflict in a living tradition is an integral part of that perennial
story. In the words of MacIntyre “...when a tradition becomes
Burkean, it is always dying or dead.”®

Now, let us take another look at Hillel and our proselytes, It
seems plausible to say that the “outsiders” who agked principled
questions, about revelation and regulations, were asking about
the unity of life, about the organizing principles of “the good life.”
Hillel, in MacIntyre’s terms, may have been saying to them:

Firstthingsfirst. We begin with practices and the virtues
that attend and sustain them. Indeed, I shall give you
some answers, because you are adults, and you have
narrative needs dictated by the stories in which youhave

23 Ibid,, p. 222.
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lived until now. But I assume that you find something
faulty with the story-line in which you find yourselves.
You seem to feel that, as authors and characters, you are
in the wrong story. Behind your question is the desire to
enter ‘our’ story. That is a weighty decision, for it means
cutting yourselves off from other characters and other
authors. But I shall perform a formal act which places
you within our story, in this and in past generations, 1
shall convert you. But then youmust enter the practices.
Afterwards, you'll catch the story-line and understand
the moral tradition within which wetell our stories. That
story line, as you will discover, is held together by the
Torah, and a central practice of that story is limmud
Torah. Go and learn,

(As for the proselyte who wished to become a High Priest, his
situation was, in principle, no different. He stated, much more
simply, that he wanted to “switch stories.” In learning how to do
$0, he discovered not only King David, a prominent non-priest of
the tradition, but also the capacity to criticize Shammai — for not
explaining the “grammar” of the story properly. Note his outcry:
“Am I then capable of being a High Priest?”)

'Hillel, as previously noted, had greater confidence than most
moderns in the stability of the moral tradition and in the unity of
the story which, after all, had the Creator of all characters as its
“genjor Author.” Hillel also knew how the practices and virtues
were linked to the innermost meaning of the plot. Can there be
commitment to Jewish practice, unity of life, and moral tradition
without such certainty?

On this there are differences of opinion among contemporary
Jews and our educational work moves between the diverse posi-
tions and seeks to bridge them. We have been positing that it is
possible to envision and establish a Jewish values curriculum
that is based on a paradigm of practice that can speak to various
types of Jews, to a conception of the unity of life that can be
partially shared and to a consciousness of a moral tradition that
unites, through informed deliberation of valuative dilemmas,
more than it divides on valuative priorities and prescriptions.

The practice of this common enterprise, in our terms, is, at least
and always, study of Torah. The practice has a history and has
undergone, especially in our time, profound crises, but it is still
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considered focal by almost all who think of Jewish existence as
having anything to do with practices.® The history of this prac-
tice, of learning, exposes to view theology and exegesis; this
enriches the practice for it invites learners to competence and
at-homeness in its cumulative assumptions and methods. As for
the crisis, it raises questions about the relationship of commit-
ment and inquiry, about the specific parameters of the practice,
and about the intellectual and spiritual virtues presently re-
quired of practitioners. Cur curriculum declares that despite all
crisis and controversy, it remains possible to state an historically
continuous conception of the practice and to teach “readiness” for
it; and, moreover, that there is no specifically Jewish virtue that
can be fostered without such a conception.

Furthermore, despite a multitude of blurred letters and broken
sentences in the story of modern Jews, (as worldview and/or as
norms) broad common lines, existential and programmatic, do
emerge from study of sources, though we believe that they should
be seen and studied together with issues in contemporary Jew-
ry.” Jews, in the words of Rabbi Soloveitchik, do have a common
destiny and fate.* Nor is the continuity of the story necessarily
disrupted by moral deliberation or even conflict, if the conflict is
placed within the tradition, within a larger story of “controversy
for the sake of Heaven.”

Yet we should not oversimplify or romanticize. The discussion
itself, in the face of the contemporary world, informed by com-
petence and the inherent rewards of practice undertaken “for its
own sake,” may be the only common language we have. But if we
could achieve that much, namely, practice moving towards a
unified life within a fabric of Jewish culture, it would be much
more than most Jews are presently capable of — because they
don’t know about it. Were they to learn it, they would discover
many, often hidden, principles and ideals. They are likely to find

24 Note the importance of Bible study in non-religious frameworks of Jewish
education. For a discussion, see J, Schoneveld, for example, The Bible in Israeli
Education (Amsterdam: Van Goreum, 1976), chapters 4 and 8.

26 The Hebrew University’s Melton Centre curriculum writers are presently
working on teaching units in Contemporary Jewry, We believe that the unity
of modern Jewish life will not be well served by a Jewish education based only
on text study.

26 Joseph B, Soloveitchik, “Kol Dodi Dophek,” in Ish HaEmunah (Jerusalem:
Mossad HaRav Kook, §731), pp. 88-99.
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that thie language is rich in potential literature, but they will
have to see it and experience it before they believe it. Trust in a
language is not engendered, for modern people, by exhortation.
This language then, may certainly constitute a core universe for
Jewish education. _

This language is not exactly the same one which very many
“non-committed” Jews believe is incapable of generating worth-
while literature. It is also not quite the language of Hillel and
Shammai. After all they could tell us quite unambiguouely what
to do to achieve virtue; they could delineate with great precision
the substance of the good life, and explicate what exactly in the
moral tradition is perennial and normative. The language of the
Jewish Values project cannot do that.

Our language, however, does state that Jewish commitment
requires a willingness to embark on some practices which are
weighty with history and fellowship, with learning as an indis-
pensable one.?’ It does posit that value-virtues are inherent in
these practices and that they are capable of weaving Jewish
“narrative models” of a good life which are responeible and mean-
ingful. And it does assume that there is a moral tradition and a
history which frames the narrative of each Jew who takes being
Jewish as a cultural given and as a challenge.

That is considerably less than what Hillel had in mind and it
might have made the bachur from Volozhin squirm. Indeed, the
formulation is more minimalist than what I, as a traditional Jew,
am happy with. But that’s what we have, or rather, what we, as
academic Jewish educators may, on the basis of our analytic art,
propose.

It is one of the paradoxes of education that systematic guide-
lines for action can often be more clearly stated after the practical
activity itself is already under way, and that it is the activity
itself which makes theory more intelligible and useful. Before
Jewish Values units were written and taught, we tended to speak
of “commitment” rather vaguely, in terms of “seriousness” and an
“a priori authority of texts.” If we can now attempt to be a little
bit more precise in conceptualization, we owe a large measure of

27 It is our view that if classical learning, in either religious or secular forms is
presented as the only common practice of Jews, the result will be, evenin cases
of success, a form of scholasticism which undermines the wholeness of Jewish
life.
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thanks to practical educators, those who studied, reshaped and
taught Jewish Value units, We are grateful for their commit-
ment, S



FROM OUGHT TO IS:
ON THE RELATIONSHIP OF JEWISH
VALUES EDUCATION TO JEWISH LIFE

David Resnick

Introduction

It ie a truism bordering on the banal that what ails modern,
non-Haredi Jewish education lies not inside the school, but in the
ambivalence of the surrounding social context. While most of the
parties involved in the struggle acknowledge that fact, there have

‘been few serious programmatic responses to it. The Teaching
Jewieh Valuee project of the Melton Centre for Jewish Education
in the Diaspora of the Hebrew University of Jerusalem, is a
notable exception. In thiepaper, I will attempt to place this project
in its larger context, considering, in particular:

— what “Jewish values” means to the community;

—  what “Jewish values” means for Jewish education;
— digjunctions in Jewish values education;

— eteps toward bridging the gap.

A key presupposition of this paper is that education for values
in Jewish echools (as with all required curricular areas) is condi-
tioned upon a reciprocally supportive relationship between the
school and the surrounding community. The breakdown of this
relationship accounts for many of the problematics of Jewish
values education and, indeed, of Jewish education, in general,

Hopefully, this paper itself is a first step in bridge-building, and
it ieundertaken despite the fact that crucial groundwork has not
been laid. For example, the philosophical and curricular analyses
of what Jewish values means for Jewish education has barely
begun.! Still, the Jewish Values project is en route, and I consider
myself privileged to be participating in that journey.

* My thanks to Professors Charles Liecbman and Michael Rosenak for their
thoughtful comments on an early draft of this paper.

1 For example, see Jeffrey Bchein, “'Genesis’ and ‘In Their Footsteps’ An
Evaluation of Two Programs in Moral Education Designed for Jewish Schools”
(Ph.D. diss., Temple Univ,, 1981).

46



FROM OUGHT TO IS 47

What “Jewish Values” Means to the Jewish Community

The ambivalence which characterizes much of how modern Jews
view themselves carries over to their perception of Jewish values.
David Schoem,? for instance, writes about the parents of children
in the suburban, American supplementary Shalom School:

The largest number of people defined their Jewish at-
titudes and values in terms of what were not their values
by rejecting the values of those who were not Jews.?

This via negativa left most of his informants unsure of the
specific nature of their Jewish values. Some asserted that they
lived according to Jewish values, but were unable to specify them.
Others thought that Jewish and American values were identical
(The Golden Rule), while still others thought they were in conflict
(e.g., acquisitiveness).

Jonathan Woocher,* who has studied American Jewish civil
religion, and the religious dimension of the public polity, rather
than personal or synagogue life, found that civil religion affirms
the ambiguity of American Jewish life. Thus, two of the seven
major tenets of civil Judaism stand in tension: '

— the importance of Jewish survival in a threatening world,
and
— the virtue of integrating fully into American life.

Another of the seven tenets, the enduring value of the Jewish
tradition, speaks directly to the community’s conception of Jew-
ish values. Woocher reports positive growth in the polity’s at-
titude toward the Jewish religious tradition in the post-World
War II era. It is not enough that Jews survive; their Judaism
must survive, too. Thus, American civil Judaism has itself be-
come more “deligious,” for example, by advocating and sponsoring
Jewish study and religious observance. Indeed, this has resulted
in the polity’s (i.e., federations) increased financial commitment

2 See David Schoem, “Ethnic Survival in America: An Ethnography of a Jewish
Afternoon School” (Ph.D. diss., University of California, Berkeley, 1979),

3 Ibid,, p. 85. -

4 Jonathan Woocher, Sacred Survival: The Civil Religion of American Jews
{Bloomington: Indiana Univ. Press, 1986).
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to the importance of substantive, including denominational,
Jewish identity.®

The content of the Jewish tradition which civil Judaism advo-
cates, however, is necessarily vague, given the polity’s prime
concern with community-building:

The tradition which it endorses is both “homogenized”
and “pluralizsd.” Civil Judaism focuses on the unobjsc-
tionable, primarily ethical, dimensions of the tradition.
Of necessity, its “Jewish tradition” represents a kind of
religious common denominator, general principlss of
moral behavior, generalized affirmation of a modicum of
ritual.®

For our purposes, it is the emphasis on Judaism as primarily
ethical values which is of special interest. Three dimensions of
this ethical conception of the Jewish tradition are noteworthy.

First, the specificity of the religious tradition is muted in civil
Judaism: “Torah and halakhoh appear as the ‘tradition’ and
‘heritage’; mitzvot are ‘Jewish values.’”

Second, Jewish values are extracted from the tradition and
given a life of their own: “what it. means to be Jewish [is] to bs
part of a people with a proud tradition and enduring values,
values which can be embodied in the life of the modern Jew and
the modern Jewish community.”

Third, the uniqueness of Jewish values (and therefore their
power to foster Jewish identity and continuity) is unclsar to an
important segment of the communal leaders included in Woocher’s
study. At least one-third of the respondents agreed with the
questionnaire item, “Jewish values are basically ths sams as
those of all religions.”

Thus, while Jewish values are central to civil Judaism they tend
to appear in vague or universalized forms.

Perhaps the classic datum demonstrating American Jews’ con-
ception of Judaism as universal ethics is the response of Sklare’s
suburban sample to his query, “for a Jew to be a good Jew” which

5 See David Resnick, Communal Support for Congregational Schools: Current
Approaches (New York: JESNA, 1988).

Ibid., p. 83,

Ibid., p. 145,

Ibid., p. 96.

Ibid., p. 110,

w o -a®
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of these twenty-two items must he do.!° The guilfbetween the first
ranked item (“Lead an ethical and moral life”) and the last
(“Observe dietary laws”) could not be more striking. A portion of
the results is reproduced below:

Rank % Item
1 93  Lead an ethical and moral life
2 85  Accept being a Jew and not try to hide it
3 87  Bupport all humanitarian causes
4 87 Promote elvic betterment and improvement in the com-
munity
7 48  Know the fundamentals of Judaism
18 17  Be well versed in Jewish history and culture
20 (last) 1 Observe the dietary laws

There may have been some change since Sklare collected these
data nearly two generations ago, but the essential approach “to
being a good Jew" has not."

In sum, the conception of Jewishness which emerges from this
brief selection of sociological research is one which makes Jewish
values central to modern Jewish life. Nonetheless, most Jews are
uncertain as to what Jewish values are, and whether or not they
are unique to Judaism. This ambivalence — centrality yet un-
clarity — will have significant educational implications.

What Jewish Value Means for Jewish Education

In the previous section, we took a brieflook at Jewish values from
the perspective of the Jewish community. In this section, I will
outline the role of Jewish values in Jewish education, from two
different perspectives:

— the importance of Jewish values to the Jewish education
community (parents, school personnel, ete.}, and
— what “Jewish values” means for the Jewish school.

10 Marshall Sklare, Jewish Ideniity on the Suburban Frontier, 2nd ed. (Chicago:
University of Chicago Press, 1979).
11 Ibid., p. 322.
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Jewish Values and the Jewish Education Community

Two studies looked at the aspirations of those involved in Jewish
education, Gerald Stone and Neil Newman'? polled most of the
conetituente involved in a Rsform supplementary school: faculty,
parente, members of the Board of Education and junior high
students. They were asked to rank-order twelve goals. A partial
list of their findings follows (the lower the mean score, the mors
important the goal):®®

Goal Mean Importance
Jewish Identity 3.0
Individual development 54
Ethics 6.6
Acquisition of knowledge 5.8
Attachment to Israel 7.9
Religious practice 81
Jewish communal life 8.3
Hebrew language skills 9.3

Stone and Newman concluded that “the most active and con-
crete goal categories [s.g. “religious practice and observancs,” and
“Hebrew language skills”] received low ratings while the more
- passive and abstract categories [e.g. “Jewish identity” and “eth-
ics”] ranked relatively high.”** While parent goals were not a-
nalyzed separately, the researchers did find some discrepancy
between the goals of school personnel on the one side, and stu-
dents and board members on the other. For example, faculty
ranked “acquisition of cognitive knowledge” higher than the other
two groups.

In his study, Arnold Lasker sent questionnaires to parents of
children enrolled in all eight of the Jewish elementary schools in
a New England city, which included both day and supplementary

12 Qerald Stone and Neil Newman, “Investigation of Goals in a Jewish
Congregational Religious School,” Jewish Education, vol. 43 (1975), pp. 46-54.

18 Ibid., p. 49.

14 Ibid,, p. 49.
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schools of all three denominations.'® He asked them to rank-order
nine goeals for the future lives of their children. A partial listing
of his findings follows (the higher the median score, the more
important the goal):

Goal Median
A sense of belonging to the Jewish people 29

A high regard for the value of the Jewish heritage 2.9

A background in Jewish knowledge 2.7

A life which conforms to Jewish ethical standards 2.6
Observance of Jewish religious practices 1.8 (last)

Harold Himmelfarb summarizes Lasker’s findings,'® conclud-
ing that “the respondents have a greater preference for feeling
and knowledge items than for actual behavioral items... there is
a significant proportion of parents who are generally inconsistent
in their motivations.”

About 100 of the 624 parents who strongly desire that
their children think well about their Jewish heritage are
less concerned that the children should know what that
heritage is.!”

These findings accord well with those of Stone and Newman,
making ethics the highest ranking Jewish behavioral goal.

On the other hand, Ronald Reynolds did not include Jewish
ethics in his study of the ambiguity of curricular goals in the
supplementary school. Still, his conclusion that parents’ pref-
erence for ambiguous educational objectives serves to overcome
their own unfocused or conflicting views of Judaism, confirms the
general situation portrayed here.!® Finally, Haim Donin found a
consensus among Jewish school principals of widely different

15 Arnold Lasker, “What Parents Want from the Jewish Education of their
Children,” Journal of Jewish Communal Service, vol. 52 (Summer 1978}, pp.
393-403,

16 Harold Himmelfarb, “Empirical Research in Jewish Education: A Critical
Inventory,” (Manuscript, n.d.).

17 Ibid., chapter 2, p. 8.

18 Ronald Reynolds, “Goals and Eff‘ectweness in Jewish Education: An
Organizational Perspective,” Studies in Jewish Education, vol. 3 (1968).
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persuasions, that instilling ethical and moral norms is a central
educational goal.'® Their conception of these norms was an ad-
mixture of the universal and the particular, e.g., be a good citizen,
value courage, help Jews in distress.

The broader Jewish community (referred to in the previous
section) focused on Jewish values and ethics as a way of address-
ing its ambivalence about Jewish identity, since values have the
virtue of being universally respected and accepted (e.g., The
Golden Rule). However, the values preferred are not those which
demand distinctive behaviors (e.g., the low ranking of kashrut in
Sklare's data). That same approach has been demonstratedinthe
data from within the school community. Parents prefer general-
ized goals for Jewish education (“feel part of the Jewish people”),
with ethics ranked high. Specific behavioral goals are less favor-
ed. Indeed, the preference of teachers for “acquisition of cognitive
knowledge,” as compared with the preferences of students and
school Board members, points to a disjunction to which I shall
turn shortly.

What Jewish Values Means in the Jewish School

In previous sections I've attempted to show how the concept of
Jewish values is a key factor (albeit an ambiguous one) in how
modern Jews understand their own Judaism, as well as being an
important goal for the Jewish educational community. Inow want
to sketch three different ways in which Jewish values are under-
stood within the school itself. A comprehensive analysis of how
the term is used is beyond the scope of this paper, and is fraught
with difficulties of its own:

The general disregard in the contemporary discussion in
Jewish education about “values/moral” education, of the
plurality of perspectives (curricular, instructional, Jew-
ish, ethical, philosophical, etc.) necessary to fully under-
stand the phenomena of Jewish “values/moral” education,
makes it something of an intellectual feat to isolate the

19 ‘Haim Donin, “An Inquiry into the Value Presuppositions Underlying Jewish
Education in Metropolitan Detroit" (Ph.D. diss., Wayne State Univ,, 1966).
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curricular sense of what it means to have a program in
“values/moral” education.?®

1. Judaism is Jewish Values

This approach has both tactical and ideological foundations. The
tactical basis builds on the consensus which exists in the com-
munity on the importance of “Jewish values.,” Therefore, this
approach seeks to strengthen the educational enterprise by de-
livering what the community says it wants. Unfortunately, this
approach is often unsophisticated in its conception, and ineffec-
tive in its delivery. Thus, the principal of the Shalom School in
Schoem’s study states: |

The curriculum is solid. I am extraordinarily proud of
it... We teach the sources. I refuse to go along with all
the modish courses that come along every year... We're
giving them the best quality. We are teaching values.
The whole curriculum is value-oriented.?

But, as Schoem comments, this value-oriented curriculum was
hardly implemented in the classroom:

The curriculum underwent major changes in its move-
ment from the printed page to the teacher’s instruction.
Not only was there disagreement and reinterpretation of
what was written, but there was considerable unauthor-
ized individual curriculum development and goal-setting
within classrooms.?

The Melton Centre’s Teaching Jewish Values project also en-
dorses this approach, though its implementation could hardly be
more different from that of the Shalom School.

The concept of Judaism as value-ideas — principles
which demand translation into action in concrete and
mundane circumstances — can be stated in terms that
areuniversal enough to speak to the pupils general sense
of reason and morality at the same time that they are
learning something specifically Jewish which is new and

1

20 Schein, * ‘Genesis’ and ‘In Their Footsteps,’” p. 5.
91 Schoem, “Ethnic Survival in America,” p. 147,
22 Ibid., p. 158.
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challenging... Of course, there are drawbacks to and
dangers in this approach as well, Value-ideas and their
application are part of Judaism, but they are not, for
most Jews, all of it,2

The conception of Judaism as “Jewish values” enabled the
Jewish Values project to address a number of its challenges
simultaneously through “the identification of subject-matter that
will be communicable to pupils, acceptable to the teacher, and
congenial to the environment within which we are working,”*

2, Jewish Values are One Part of a Jewish Education

- This is perhaps the dominant mode in contemporary Jewish
education. Jewish values are one important part of Jewish educa-
tion, but other strands are priorities, too, e.g., Jewish knowledge
and Jewish community. Barry Chazan has analyzed six contem-
porary American approaches to Jewish moral education; two of
which are particularly relevant here.” He cites the 1977 Interim
Outline for a new Reform curriculum which appears to have a
dual emphasis: socialization into Jewish life, and the teaching of
Jewish values/ethics, Chazan finds that the goal of Jewish values
education in this curriculum is separate from the study of Jewish
clasgsical texts, events, and symbols. The net effect is a sense of
Jewish values in their universal, prophetic garb, as applied to
contemporary problems. At the other extreme, the 1878 United
Synagogue Curriculum despairs of significant achievement in
values education, but without abandoning it entirely:

There is absolutely no evidence to indicate that any
educational procedure which we use will result in a
predictable and/or measurable change in the value pat-
terns of our students... The best we can do is convey

28 Michael Rosenak, Teaching Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 1986), pp. 74-75.

24 - Ibid,, p. 75.

26 Barry Chazan, “Study and Moral Action in Contemporary Jewish Education,”
Journal of Curriculum Studies, vol. 12 (1980), pp. 807-321.
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information and provide accessible model teaching be-
havior, in the hope that it will be copied.?

3. Jewish Values are Irrelevant to Jewish Education

This is not a denial of Jewish values, but simply a focusing on
other issues as being most critical to Jewish education. A key
concern is often group identification and association, In the same
article Chazan shows how, ironically, Jewish values clarification
may have had more to do with trying to foster a generalized
Jewish identity, than instilling Jewish values per se.””

Each of these approaches attempts to address the challenge of
Jewish education in its own way. It is to a fuller description of
that challenge which I now turn.,

Disjunctions In Jewish Values Education

A most impressive aspect of the Jewish Values project is Michael
Rosenak’s introductory volume, Teaching Jewish Values: A Con-
ceptual Guide. It presents a detailed diagnosis of Jewish ed-
ucation’s curricular malaise, together with a rationale for the
Jewish Values curriculum ae a response to that malaise. I will
summarize Rosenak’s analysis, then show how it accords with
prevailing sociological understandings of the problematics of modern
Jewieh life. In the following concluding section, I will place the
Jewish Values curriculum alongside other possible responses to the
malaise.

Rosenak sees the basic digjunction in Jewish education as being
“between the eubject matter and the environment.” Either clas-
eical Jewieh texts are seen as totally out of touch with and
irrelevant to modern Jews' lives or their message is so universal-
ized as to seem banal and unauthentic. The Jewish Values cur-
riculumis an attempt to recapture both authenticity and relevance,
while working within the bounds set by the environment, i.e., not
openly challenging the life-style of students and parents. This

26 J. Stern, ed., Curriculum for the Afternoon Jewish School (New York: United
Synagogue Commission on Jewish Education, 1978}, p. 23.

27 Chazan, “Study and Moral Action.”

28 Rosenak, Teaching Jewish Values, p. 28.
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tightrope act is particularly dizzying since the Jewish Values
curriculum defines “Judaism as value-ideas — principles which

demand [italics added] translation into action in concrete and

mundane circumstances.”? Still, the curriculum selects from the

particularity of classical sources (authenticity) those issues and

values which can address the questions and concerns of the

contemporary world (relevance). Thus, the curriculum designers

determined that the only realistic course of action was to fine

tune the subject-matter, rather than intervening to change the

environment, _

Particularly telling in this regard are the curricular units on
halakhah and chagim. The curriculum is commendably notewor-
thy in including a unit on halakhah despite the difficult issue of
authority which it raises. Still, the curriculum selects halakhic
issues which are unlikely to engage the students in their own
personal lives, e.g., capital punishment, torts, tzedakah, and (in
the area of ritual) the concept of “vain prayer.” In the holiday
units, too, the emphasis is on selected themes in the holiday,
rather than on contemporary observance. In fact, each holiday is
studied via the Biblical book with which it is associated (Shavuot—
Ruth, etc.). The Jewish Values curriculum succeeds in raising
issues relevant to the students’ lives, and does so through the
genre of the tradition which speaks the language of authority
(halakhah as opposed to aggadah). Nonetheless, since this cur-
riculum does not direct the students to translate the principles
into their own lives, it leaves undisturbed the disjunction be-
tween subject matter and environment.

In sociological terms, as Nathan Glazer has suggested, the
disjunction is a problematic relationship between Judaism (“sub-
ject matter” in educational parlance) and Jewishness (the actual
lives of Jews in the “environment”).?® Glazer sketches the range
of contemporary responses to this dilemma:

The Williamsburg Hasidim offered no usable model or
example, but they were an example of how a community
of practice evades the issues of reconciling Judaism with
Jewishness — they are both one, as before the 19th
century they typically were. I gave as a weaker example

20 Ibid., p. 14.
30 Nathan Glazer, “American Judaism Thirty Years After,” American Jewish
History, vol. T7 (December 1987), pp. 277-284,
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of efforts to create communities of practics ths Hebrew-
speaking Jewish camps of ths Conservative movement,
even weaksr the effort of modern Reform to establish a
minimal level of practice, recalling the traditional
Jewish round of life, as against Classical Rsform,

The recent concern of Jewish sociologists has been not so much
with the continusd sxistence of the Jsws, but with the quality of
their Judaism:

To refuss to [become more explicit and conscious about
ths incompatibility of integration and survival) will msan
the continuing redefinition of Judaism, to the point where
its existence is msaningless in any traditional ssnse,®

The dilution of Judaism in the face of the disjunction between
subject matter and snvironment manifests itself, in Jewish ed-
ucation, in ths two most common strains of curricular dissass, as
described by Rosenak:

1. Judaism as Historical Resource... the subject matter
is consciously changed to taks into consideration the
sensibilities of pupils and of their environment.*

2. Let's Talk About Something Else... candidly abandons
classic subject matter for other matters of more interest
to the child and the community... [redefining] subject-
matter as whatever speaks to the immediate concerns
and needs of Jews.*

While both approaches have ostensibly achieved relevance,
they have done so at the cost of authenticity.

So much for commonplace reactions to the digjunction in Jewish
education. Before turning to an analysis of other possible respon-
ses, it is worth restating the ideal relationship between Judaism
and Jswishness, subject-matter and environment, as expressed
in general cultural terms by Clifford Geertz:

The force of a religion in supporting social values rests,
then, on the ability of its symbols to formulate a world in

31 Thid, p. 282,

32 Charles Liebman, The Ambivalent American Jew (Philadelphia: Jewish
Publication Society, 1976), p. viii.

33 Rosenak, Teaching Jewish Values, pp. 30-31.

34 Ibid, p. 32.
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which those values, as well as the forces opposing their
realization, are fundamental ingredients... religion, by
fusing ethos and world view, gives to a set of social values
what they perhaps most need to be coercive: an ap-
pearance of objectivity., In sacred rituals and myths
values are portrayed not as subjective human preferen-
ces, but as the imposed conditions for life implicit in a
world with a particular structure.®

Geertz defines the essential role of religion as fusing ethos (the
life of the community as actually lived) with world view (the
normative, classical self-conception of a culture). The formal
presentation of cultural values (in school, but also in family and
public rituals) should both reinforce, and be reinforced by, the
tenor of daily life suffused with those same values. The reciprocal
support need not be perfect or unceasing. But there must be
sufficient reciprocity to make credible the linkage between ideal
values (the “ought”) and daily life (the “is”).

It is no accident that Geertz’s examples of how this process
works, when it works well, are usually drawn from pre-modern,
non-Western cultures, For the essence of modernity — particularly
for minority sub-cultures suspended in Western, non-traditional
environments — is the breakdown in the mutual reinforcement
between ethos and world view. In terms.of Jewish education, that
means the school is promoting a vision of reality which the
students simply never see in their own lives, nor in the surround-
ing culture. The digjunction is like an out-of-focus movie, which
students are able to tolerate for a short time, but then tune out
as the meaninglessness of the enterprise becomes palpably un-
comfortable. In the words of a parent in Schoem’s school popula-
tion:

I guoss if there weren’t so many pressures and directions
— what with work and bills and taxes and weeds — we
might sit down withbooks and read about Judaism. But,
hell, we’d rather watch the Super Bowl.*

The Jewish Values project is one attempt to refocus Jewish
education by reconnecting ethos and world view. In the next

85 Clifford Geertz, The Interpretation of Cultures (New York: Basic Books, 1973),
p. 131,
38 Schoem, “Ethnic Survival in America,” p. 61.
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section, we take another look at the Jewish Valuee project, and
at several other recent attempts at refocusing.

Steps Toward Bridging the Gap

Educational responses to the breakdown in the link between the
secular, modern ethos and the Jewish world view and between the
echool and eociety have generally been of two main types: at-
tempts at integration, and compartmentalization.

First we'll take a brief look at examples of each of these stra-
tegies. Then we’ll examine the uniquenese of the Jewish Values
curriculum approach.

Integration

Although adapting Jewish life to secular, Western life-etyles hae
been the etrong but invisible undertow of modern Jewish life,
explicit models of integration are difficult to identify, Instead,
integration has been the implicit strategy of most contemporary
Jewish education, in the attempt to show how Jewish life and
American life are two sides of the same coin. “Values education”
has been a central aspect of these attempts, since it is a denom-
inator common to both cultural spheres. Yet, as the force of the
general cultural milieu waxed, the distinctiveness of the Jewish
values message waned. Thie process was demonstrated at the
social level in Woocher’s research, and educationally in Rosenak’s
two most common forms of curricular malaise, “Judaism as his-
torical resource” and “Let’s talk about something else.”

Perhaps the most explicit attempts at integration have been
the calls for curricular integration, particularly in Jewish day
schools.”” The bifurcation between Jewish and secular etudies is
viewed ae educationally and psychologically unsound, and at-
tempts are made to “integrate” the two domains of study. Bennett
Solomon® has documented the multiple uses of the term “cur-
riculum integration,” including the telling point that it some-

37 See Bennett Solomon, “Curricular Integration in the Jewish All Day School
in the U.8.” (Ph.D. diss., Harvard Univ., 1979).

38 BennettSolomon, “A Critical Review of the term ‘Integration’ in the Literature
on the Jewish Day School in America,” Jewish Education, vol. 46 (Winter
1978), pp. 4-17,
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times means not only the melding of curricular materials, but
indssd the fusing of American and Jewish ways of life. Solomon
points out that at least part of the impetus for curricular intsgra-
tion in the day school, is to allay parental fears that Jewish
parochial education will insulate their children from mainstream
American life. :

Ironically, on sociological grounds, the scales should have bee
tipped in the other direction. Liebman has argued that integra-
tion, both éducational and social, has resulted in assimilation.?®
While Jsws may wish to promote both group identity and social
integration, the cultural imbalance of power dictates that the
latter prsvails. Liebman calls for a return to compartmentaliza-
tion as a survival strategy for Jewish life, not because he sees that
as Judaism’s csntral message, but because integrative strategies
abst cultural erosion, rather than retarding it.

Compartmentalization

Acompartmentalized approach embraces the modern world, evsn
as it regards Jewish life as “holy other,” to be kept distinctive and
separate from ordinary life. Compartmentalization is both a world
view and a social stratsgy. Soms of ths great, evsn if partial,
successes of modern Jewish education are based on ths principls
of compartmentalization.

Sheldon Dorph’s 1984 critiqus of the partial success of ths
Ramah camps is in line with-our analysis.** While enrichsd
Jewish camp life did have some differential impact on teenagers,
. particularly as projecting an ideal Jswish life style, its implemen-
tation in Jewish life back in the city was minimal, Hopes for mors
substantial transfer were probably unrealistic, says Dorph, given
“the discontinuity in the living pattern of the education com-
munity.”! Ramah's success as a youth community neutralized, to
a great extent, its impact on the total Jewish community. Dorph’s
prescription for change is nothing less radical than the restruc-

39 Charles Liebman, "Orthedox Judaism Today,” Midsiream vol. 25 (August/September
1979), pp. 19-28.

40 Sheldon Dorph, “A Model for Jewish Education in America: Guidelines for the
Restructuring of Conservative Congregational Education,” Studies in Jewish
Bducation, vol. 2{1984).

41 Ibid,, p. 87.
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turing of the adult Jewish community, rather than focusing on
children’s schooling alone. His call for adult family education and
the creation of rich Jewish living contexts is not an abandonment
of compartmentalization, but a hope for expanding the dimen-
sions of the Jewish compartment.

Bernard Lipnick’s book, An Experiment that Works in Teenage
Religious Education, came in response to the acknowledged fail-
ure of the standard three-day-a-week supplementary school to
foster positive Jewish feelings, let alone cognitive attainments.
The plan wae to mold a group of sixth graders into what could be
called a havurah: what “Jewish life in Graceville no longer sup-
plied, they supplied for themselves.™? The experiment succeeded,
at least to the extent of creating “a small cohesive social enclave,
in which the student locates himself psychologically and emotion-

“ally...” Indeed, much of the success is attributable to its having
been an enclave, marked off from the rest of the community. In
addition (as in Rosenak’s two strains of curricular disease already
cited), Jewish content had largely, though not exclusively, been
replaced by Jewish socializing.**

The form of curricular disease which Rosenak calls “Business
as Ueual” is another example of compartmentalization:

The tradition — the texts, beliefs, and practices of Juda-
ism — are taught as though there had been no crisis in
Jewish life, as though the pupils and the community
accepted the authority of its norms, though they none-
theless, due to some ignorance or weakness, apparently
fail to live by them... the teacher is aligned with the
subject matter againet the pupils and their environment,
though the confrontation is not admitted.*

Rosenak contends that this is a form of curricular disease, and
indeed some strains may engender boredom and acting-out a-
mong the students. But, in more benign forms, this may be
compartmentalized Jewish education at its best. While it is true
that the environment does not support what is taught, some
schools may succeed in creating an attractive alternative environ-

42 Bernard Lipnick, An Experiment that Works in Teenage Religious Education
(New York: Bloch, 1976), p. 167.

43 1Ibid., p. 104,

44 Chazan, “Study and Moral Action.”

46 Rosenak, Teaching Jewish Values, p. 29.
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ment which presents an authentic form of tr aditional Jewish study.
Since the approach is compsrtmentalized, there is no direct
attempt to change the student’s (or family’s) lifestyle.

Finally, some researchers have advocated compartmentsliza-
tion ae the cure for what ails Jewish schools. In hie etudy of.
Jewish schools, Samuel Heilman revealed their discontinuities
with the larger Jewieh cultural context.*® He carries the Dorph/-
Lipnick reeponss one etep further, by positing year-round learn-
ing enclaves: “a controlled learning environment where there ie
cultural continuity between the world inside of clase and the one
outside of it, they must have their own campus.” Yet, eince the
number of parents willing to enroll their children in such residen-
tial learning environments is certainly small, this can hardly be
considered an adequate response to the large-scale problem.

While intsgrstive etrategies have not met the expectations of
their supporters, the partial successes of compartmentalization
aleo have their defects. The Jewish Values curriculum offere &
new etrategy, what might be termed “competitive disequilibrium.”

Jewish Values in Competitive Disequilibrium

Integrative strategies aim at overcoming the tension between
Jewishness and Judaism by striving to create a new, unified
culture. Strategies of compartmentalization abandon bridging
the gap; eome even deepen it. The Jewish Vslues curriculum
conceptualizes the educational dilemma differently, responding
with a benign form of Rosenak’s fourth, and last, form of cur-
ricular disease, “Holy, but not for Thou:”

The tradition is admitted to be normstive and to demand
commitment. However, the teacher presents this norma-
tive framework to his or her pupils on the assumption
that they are outsiders. Torah is normative but not for
them... the tradition should be known... its influence on
our present-day culture should be acknowledged, and...
we should coneider ourselves culturally bound fo — but
not by — it.*®

46 Samuel Heilman, Inside the Jewish School: A Study of the Cultural Setting
for Jewish Education (New York: American Jewish Committee, 1983).

47 Ibid., p. 43.

48 Rosenak, Teaching Jewish Values, p. 30.
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The Jewish Values curriculum approach is, so to speak, to
acknowledge the unbridgeability of the gap, while engendering
an appreciation of both its sides. More correctly, it is an attempt
to deepen the appreciation of the Jewish point of view, since the
surrounding Western cultural tradition needs no defense. The
curriculum is warily wise of its inability to change lifestyles and
outlooks directly, and aware of the allergic reactions such at-
tempts are likely to engender. Therefore, it presents Judaism
undiluted, but as an elixir not for current use. The curriculum
judges that the most it can hope to accomplish is to gain the
intellectual respect of students (and parents), leaving open-ended
whatever effect the curriculum is to have on the students’ Jewish-
ness. The curriculum does not offer a new integration of the two
world views. Rather, it hopes to create a healthy tension between
them, until such time as a more enriched adaptation becomes
possible.

Thus, the curriculum embodies the dilemma of modern Jewish
life, rather than trying to resolve it. Its writers are too modern to
opt for compartmentalization. Yet, they are also committed to the
compelling distinctiveness of Judaism, so they avoid attempts at
integration which invariably serve up an anemic, rather than
authentic, view of Judaism. To be successful in the long-term,
however, the Jewish Values project must be the prelude to struc-
tured experiences which will have impact on Jewishness (e.g.,
family education), rather than limiting itself to refining students’
understanding of the tradition, albeit a more sophisticated un-
derstanding than they are likely to encounter in other curricula.
While impacting on Jewishness may be beyond the bounds of the
Jewish Values project, the community should be sensitized to the
limits of school-based experiences in influencing long-term Jew-
ish identity and commitment, so that the opportunity for pro-
gramming for those goals will not be lost.

In this sense, the Jewish Values project is priming the pump to
change the deadlock between “is” (ethos) and “ought” (world
view), by enriching the students’ appreciation of the “ought.”
Perhaps there is little more that educators can do. The hope —
though not yet the plan — is that such an enriched appreciation
of Judaism will, under positive future conditions, carry over to
heightened Jewish life. Let us hope that concerned leadership,
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educational and communal alike, have the foresight to help make
that transition possible. '

Summary and Conclusion

Writing in 1901, a correspondent for the paper Ha-Dor described
the disjunction between the traditional Russian heder and the
surrounding society:

The heder as we know it today poees a real threat to
Judaiem. Whatever a child sees and hears and learns in
his heder is so far at variance with what he sees and
hears and learns outside it that as a matter of course he
‘will abandon tradition when he finally escapes from the
moldy atmosphere of the heder into the light of the real
world.*?

It is, perhaps, half-consolation that today’s Jewish schools are
no worse than those of the old country. Both schools faced the
dilemma of trying to communicate a classical religious tradition,
in the modern, post-religious era.

I have tried to show how American Jewieh schools have ad-
dressed the diejunction, at two different levels. First, they have
adopted the surrounding community’s commitment to Jewish
values as the central curricular message of Judaism, “Values,” as
an idea rasponds to the community’s ambivalence about its own
Jewishness, by balancing the demands of particularism and uni-
versalism, without distinctive behavioral requirements.

Second, while values are a key dimension of the content of the
curriculum of the Jewish school, educational enterprises have
opted for one of two overall strategies for relating to the disjunc-
tion between the secular culture in which students live most of
their lives (“ethos™), and a distinctive Jewish “world view.” The
dominant, though implicit, strategy hasbeen integration, in which
the two domains are portrayed as completely melded. A univer-
ealized form of Jewish values usually figures prominently in such
an approach. Strategies of compartmentalization emphaeize the
immiscibility of the two domains, refusing to dilute what they see
as an authentically distinctive Jewish approach.

49 Ehud Luz, Parallels Meet (Philadelphia: Jewish Publication Society, 1988),
p. 128,
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Neither strategy has been totally successful; both struggle with
the sobering wisdom that an educational house divided against
itself cannot long endure. The Jewish Values project has raised
compartmentalization to a new level of sophistication, by deliver-
ing both an authentic view of Judaism (the coercive, “ought”
dimension of a world view), while at the same time showing its
relevance to the students’ lives (“is”)., The approach remains
compartmentalized because it does not undertake a tranelation
of the “ought” into the “is.” Still, it goes as far as a school-based
curriculum can, by preparing the intellectual ground for sub-
sequent life-etyle changes. To realize its full educational and
philosophical potential, however, the curriculum should eeek an
expanded sphere of influence, such as family education sessions
where the eupport for life-etyle changee can be mobilized.



SHOULD WE TEACH JEWISH VALUES?

Barry Chazan

I. The Affirmation of Teaching Values in Schools

The teaching of values is popularly regarded as one of ths impor-
tant missions of schools. Politicians, pedagogues, and parents ars
accustomed to regarding schools ds important agents in the
transmission and promulgation of great social and personal
values. Ths role of schools in teaching values particularly comes
to the fore when there is some crisis in society — Sputnik in ths
1950s, ths civil rights struggle in the 1960s, drugs in ths 1970s.
At such moments, schools are expected to devote great time and
effort to the subject of teaching values so as to correct the ill or
evil in qusstion.

There is, of course, no agreement as to what is meant by
“tgaching values” or how one does it. The concern for teaching
values has spawned an extensive theoretical and practical litera-
ture around such questions as: What are values? Are they social
or individual? Are they principles or practices? How do we teach
them? Who should teach them? What materials should we uss?

A range of answers has been given to these questions by such
twsntieth century theorists as Emile Durkheim, John Dswey,
Lawrencs Kohlberg, Louis Rath, Merrill Harmin, Sidney Simon,
Carol Gilligan, and John Wilson' and the disagreements among
them are many and intense. However, they all share the belief
that the activity of teaching values is in itselfinherently valid and
legitimate for schools.

II. The Affirmation of Teaching Values in Jewish Education

Champions of Jewish education are quick to indicate that the

1 For an analysis and comparison of several of the major twentieth century
schools of moral education, see Barry Chazan, Contemporary Approaches to
Moral Education (New York: Teachers College Press, 1987).
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concern for teaching values has been a legacy and linchpin of
Jewish education throughout the ages.? They point to numerous
examples in Jewish tradition — from the education credo in the
Shema to Rabbi Israel Selenter’s comprehensive approach to
teaching morality — as verification of the preoccupation of Jewish
education with the subject.

The traditional Jewish concern for moral education also ex-
tends into contemporary Jewish education:

— The Reform movement in the United States has been pro-
ducmg texts and educatlonal meterials about teeching val-
ues gince the 1940s.2

— The establishment of the Melton Research Center in the
1960s by the Conservative movement’s Jewish Theologicel
Seminary was closely linked to the concern for values
education.?

— In the 1960s the Torah U’Mesorah movement developed a
project in teaching Jewish values called the Fryer Middos
Curriculum.®

— Inthe 1970s several Jewish educators and communal work-
ers began to experiment successfully with the application
of the values clarification epproach to Jewish education.®

— In the early 1980s the Hebrew University’s Melton for
Jewish Education in the Diaspora launched a major high
school program in teaching Jewish values.”

During the past decade we have witnessed several attempts to
epply Lawrence Kohlberg’s cognitive-developmental theory and

2 Michael Rosenak, Teaching Jewish Values (Jerusalem: The Hebrew
University of Jerusalem, Melton Centre for Jewish Education in the Diaspora,
1988).

3 One of the classic texts of this genre is Helen Fine, Af Camp Kee Tov (New
York: UAHC, 1961).

4 A Program for Jewish Education (New York: Melton Research Center, 1963).

68 The Fryer Middos Curriculum (New York: Torah U'Mesorah).

8 Dov Peretz Elkins, Clarifying Jewish Values: A Handbook of VC Strategies
(Rochester, New York: Growth Associates, 1977); Bernard Reisman, The
Jewish Experiential Book (New York: Ktav Publishing, 1979).

7 The conceptual framework of the prq]ect is apelled out in Rosenak, Teaching
Jewish Values,
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pedagogy of moral education to Jewish education.? Finally, over
the past three decades there have been a plethora of doctorates,
articles, and conferences focusing on the subject of teaching
values and Jewish education.’

Thus, both traditional and contemporary Jewish education join
the general education tradition in loudly and definitively affirm-
ing the central responsibility and role that schools should play in
teaching values.

Against Teaching Values in Schools

There is another voice on this subject. It is a rather quiet, albeit
persistent, voice which raises doubts about the entire enterprise
of teaching values in schools.'® Advocates of this approach sug-
gest, for various reasons, that the activity of teaching values is
neither a legitimate nor valid activity for schools, and therefore
should be avoided at all costs.

This approach is not the brainchild of malevolent or machiavel-
lian rogues; it is a thoughtful theory advocated over many cen-
turies by a small but impressive collection of well-meaning and
highly committed individuals. Members of this group include
such figures as the Russian writer Leo Tolstoy, the Spanish
anarchist Francisco Ferrer, the American utopian Robert Owen,
the Latin American reformist Paulo Friere and the Israeli writer
8. Yizhar.

These various skeptics share doubts as to the place of moral
education in schools; however they present widely divergent
reasons for their reservations. In fact, there is a rich continuum
of arguments that have been presented against the enterprise of -
teaching values in schools.

In this paper, I should like to turn to the “skeptics” to help us
wrestle with the question as to whether we should teach values
in Jewish schools. Specifically, I propose to do the following:

8 Jerome Friedman, “A Comparison of Moral Reasoning Stages among Jewish
Day School and Public School Students” (Bd.D. diss.,, Cambridge: Harvard
University Graduate School of Education, 1987); Earl Schwartz, Moral
Development: A Practical Guide for Jewish Teachers (Denver: ARE, 1883).

9 These efforts are summarized in the first chapter of Friedman, “Comparison
of Moral Reasoning.”

10 Icall this group of theories “the anti-moral educationalists.” Chazan, “Against
Moral Bducation” in Contemporary Approaches.
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1. To examine several of the prominent arguments against
teaching values in schools.

2. To utilize these arguments in attempting to determine
whether or not we should teach values in Jewish schools,

3. To present an alternative to teaching Jewish values in
Jewish schools.

An Ideological Caveat

The possibility that we should not teach Jewish values in Jewish
schools may sound like a heresy. In raising this question I am
motivated neither by malicicusness or nihilism. Rather, I am
inspired by many of the great “anti-moral educationalists” who
were people who fervently loved values and children. Some of the
skeptics were motivated to question the essence of the activity
because of their commitment to the philosophical principles of
doubt and questioning. Others were motivated to raise the (un-
thinkable) question because they loved children so much they
wanted to make sure that they would not be misused or manipu-
lated by adults.

I would like to believe that well-intentioned questioning is
inherent in the great tradition which underlies Jewish education
and that, if done “for the sake of Heaven,” to question the as-
sumed is often a virtue rather than a vice. Hence, to ask whether
we should teach values should be seen in the context of the love
of values and children rather than as their denial. It is part of the

philosophical, human, and Jewish quest for basic principles and
beliefs.

Three Categories of Reservations about Teaching Values

The many .argurnents against teaching values can be organized
according to the following categories:

— Philosophical
— Sociological
— Educational
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. Philosophical Reservations

Philosophical reservations about teaching values focus on the-
oretical and logical arguments against teaching values in schools.
There are two main philosophical reservations:

1. The Epistemological Reservation.
2. The Manipulative Reservation.

The Epistemological Reservation

The epistemological reservation about teaching values says that
we do not definitively know which values are true or not, and
education should only teach what we know to be true.'! According
to this position, while values are very important, they are not
truths of the same order as facts in chemistry, physics, or even,
history. Therefore, it is precarious and even immoral for a Jewish
school to teach that a child should keep kosher, observe Shabbat
or believe in God if we do not definitively know whether these
things are true or not. Schools and teachers caninfluence children
greatly — if Miss Cohen tells her preschool class that Jews believe
in the world to come, little Adam takes her words very seriously.
Whether there is a world to come or not is just not clear; thus to
teach values in Jewish schools is to tamper with children’s minds
and to transmit speculative things as conclusive. Such an activity
is out of bounds according to the epistemological argument, not
because it may not succeed, but precisely because it might. It is a
great immorality, says this argument, to impose half-, non-, or
unknown truths on children. .

The Manipulative Reservation

Throughout the history of education, there has been a voice which
has regarded any form of intentional manipulation of young
people as anti-educational. According to this approach, education
should be about helping people grow, choose, and decide, and any
attempt to manipulate or control their choices is indoctrination

11 John Wilson, “Education and Indoctrination”in Aims in Education, ed, T.H.M.
Hollins (Manchester: Manchester University Press, 1964).
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and not education.' Indoctrination is the attsmpt to control ths
beliefs of others in certain particularly ssnsitivs beliefarsas, s.g.
religion, morals, and politics, whereas sducation is ths concern
with helping young psople grow and preparing themto make their
own decisions. The manipulative reservation about teaching val-
uss suggests that ths teaching of values is not about ‘teaching’ in
the senss of transmitting knowledge or stimulating reflection, but
rather an attempt to control the minds and fix the behaviors of
our charges. Teaching Jewish values, according to this argument,
really means inculcating or imposing values. These critics ars not
opposed to values; on ths contrary, many of them believe that a
life of valueis the kind oflife we should live; however, they suggest
that the teaching of Jewish values is objectionable when it be-
comes the attempt by certain adults to determine children’s
values. _

Some critics claim that Jewish educationis particularly suscep-
tible to this corruption, and they suggest that many rabbis,
Hebrew school teachers and Israeli shlichim are really concerned
with manipulating their charges’ lifestyles rather than with help-
ing them to chart their own course.

The Sociological Reservation

Sociological reservations are rooted in the view that the realities
of contemporary Jewry and contemporary Jewish education mili-
tate against any serious investment in teaching values in Jewish
schools. These reservations encompass:

1. The Pluralistic Reservation.
2. The Ownership Reservation.
3. The Structural Reservation.

The Pluralistic Reservation

The pluralistic reservation says that the most striking charac-

12 This approach is most clearly represented by R.M. Hare, “Adoleacents into
Adults,” in Aims in Education; For a comprehensive discussion of the concept
‘indoctrination,” see 1. Snook, Indoctrination and Education (London:
Routledge and Kegan Paul, 1972).
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teristic of the Jewish people today is the fact that if there are two
Jews in a city they build three synagogues — one they go to, one
they don’t, and one for the split-off congregation that is sure to
develop. The Jewish people today is a collection of subgroups,
subideologies and different points of view. There are Orthodox,
Conservative, Reform, Israeli, Diaspora, Ashkenazic, Sephardic,
egalitarian, feminist, traditional, neo-Orthodox, left-wing Con-
servative, right-wing Conservative, haredi, haredi-Zionist,
haredi-anti-Zionist Jews — and I know I have insulted many
people by not including them in my list. Every book on Jewish
sociology begins and ends by telling us that the most prominent
characteristic of contemporary Jewry is its pluralism.

What values does one teach in a pluralistic Jewish world? Do
we teach that Jews keep kosher? Most don’t. Should we teach that
Jews are people who live in Israel? Most don’t and don’t intend
to. Should we teach that Jews believe in God? What do we do
about Ben-Gurion and Golda Meir and many more like them? The
pluralism of the Jewish people and of Judaism today almost
completely paralyzes us from making any cogent generalizations
about contemporary Jewish values, and it often leads to such
weird situations as that described several years ago by David
Schoem, where, in many Hebrew schools, we find non-religious
Israelis preaching in broken English to non-observant Conserva-
tive children in suburban American communities that Jews are
people who keep kosher and don’t ride on Shabbat!*® There seem
to be few or no values that we can call “Jewish values” in the
sense that they are held by most Jews or even by most views of
Judaism. Indeed, there may be no such thing today as “the Jew”
or “Judaism” or “Jewish values” with capital J's.

If this is so, we have three choices:

1, Don’t teach Jewish values.

2.  Continue to look for some hasic common values.

8. Teach the values of your specific denominational group
(Orthodox, Conservative, Zionist, ete.).

Option 1 upsets us because we are educators who care very
much about teaching values. Option 2 leads to a fairly pareve and
nondescript kind of Jewish education. Option 3 leads to the

13 David Schoem, Ethnic Survival in America (Atlanta: Scholars Press, 1989).
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rampant denominationalism which threatens torip us apart from
within.

The Qwnership Reservation

The issue of teaching values was, in many ways, clear in tradi-
tional Jewish and non-Jewish education. There were a set of
contents or values whose authorship was known and acespted,
and thsse values were regarded as true and binding (truer than
physics or chemistry). The explication of these values was in the
hands of learned or inspired people (rabbis, teachers, priests,
gurus) who by the dint of their knowledge had ths authority or
position to teach. In former times, the ownership of values educa-
tion was clearly centralized and ensconced in the hands, cloaks,
and mantles of specially endowed or trained religious teachers
who were the keepers of the faith.

Today Jewish education is in the hands of a “board” — of the
synagogue, the federation, the bureau of Jewish education or ths
day school. Indeed, the two most prominent characteristics of the
implementation of Jewish education today are:

1. Itislocal and non-centralized.

2. It is owned by either the clients or the non-professional

leaders of the community.

On the whole, Jewish education professionals ars the employ-
ees of boards who have the power to determine policy, content,
and even methods. This structure of voluntary lay ownership is
one of the hallmarks of contemporary Jewry and it is an impres-
sive achievement. It has produced remarkable examples of invol-
vement and commitment, and offers the possibility of a genuine
democratization in Jewish life.

The price paid for lay ownership is that the teaching of Jswish
values — like many other Jewish contents — is potentially in the
hands of the good-willed, but unfortunatsly often ignorant lay
Jewish world. If the board wants school to be two days a week, it
will be two days a week; if they say six, it will be six. If they want
to throw out Hebrew, out it goes (if the principal objects, out he
or she goes). The commercial for Hebrew National hot dogs which
says that Jews are responsible to a higher authority is not ths
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case with Jewish education today, because the higher authority
is the lay committee. _
Whereas the epistemological reservation about teaching Jew-
ish values says that we do not know what values are true, and the
pluralistic reservation says that there are too many J ewish val.
ues to choose from, the ownership reservation says that we have
los} all authentic authority to determine what values to teach.

The Structural Reservation

The structural reservation says that whether there are or are not
agreed-upon, true, or legitimate Jewish values doesn't matter;
there is no practical possibility of engaging in this activity within
the constraints of contemporary Jewish schools. This argument
says that the structure of Jewish schools today does not provide
the opportunity for any possibility of success in teaching Jewish
values. We do not have the right teachers, enough time, or enough
years to teach values in Jewish education, so it's better not to
start. According to this position, teaching values requires:

— time,

-— supportive parents,

__ a social environment that reinforces the values,
— teachers who believe in the values.

None of these conditions exist in Jewish education. Hence,
many critics of this camp echo Carl Bereiter’s belief that perhaps
the best we can do in schools is either teach some basic skills or
do some good babysitting.* This position draws much strength
from research in general education which points to the futility of
good-willed ventures in education that have no chance of succeed-
ing. Maybe we should set our goals lower and focus on creating
wonderful and warm Jewish settings which would teach some
basic Jewish skills and make children happy to be Jewish rather
than reaching for unattainable objectives.

14 Carl Bereiter, Must We Educate (Englewood Cliffs, New Jersey: Prentice-Hall,
1973).
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Educational Reservations

The third category of reservations says that the enterprise of
teaching values is precarious because of the realities of schools,
teachers and classrooms. There are three reservations in this
category:

1. The Developmental Reservation.
2. The Instructional Reservation.
3. The Evaluative Reservation.

The Developmental Reservation

This reservation is rooted in contemporary developmental ap-
proaches to personality which suggest that identity, character,
and self are formed by a gradual and lengthy process which takes
many years and which may never be fully completed. Kohlberg
talks about six stages of morality, Erikson talks about eight ages
of identity and values clarification describes seven dimensions of
the valuing person. Moral development, according the these ap-
proaches, does not follow the input-output model of business in
which a variable is introduced into some prior condition, and
observable change is then recorded. Personality development is a
much more gradual and non-determined process which evolves
over time and place.

One of the most striking characteristics of Jewish education is
the little time we have for it; for over 80% of Jewish children,
formal Jewish education is delimited by the years of eight to
thirteen at the most. During the critical period of adolescence, the
majority of young Jews do not receive any formal Jewish educa-
tion. What all this means is that there is essentially no possibility
of engaging in a developmental approach to Jewish values educa-
tion, whereas psychologically, the only kind of educational ap-
proach that matters in the sphere of teaching values is the
developmental. We simply do not have access to the developmen-
tal span needed to attain any significant achievement in Jewish
moral education, and if we have limited resources we had better
invest in attainable educational tasks.
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The Instructional Reservation

Most of the major contemporary theories of moral education
emphasize the centrality of the teacher to the process of moral
education. Values clarification sees the teacheér as a critical cat-
alyst; Kohlberg’s teacher should be a philosopher-king; Wilson's
teacher is a kingless philosopher; and for Noddings the teacher
models caring. In each of these cases, the teacher (rather than
curriculum or setting) is ultimately the central resource in the
process of moral education, and without appropriate teachers it
is extremely difficult to talk about doing moral education.

Much of the preoccupation of Jewish education in recent years
has been with the crisis of the profession of Jewish teacher.'® The
Jewish world has expressed increasing reservations about the
level of Jewish knowledge and commitment of the classroom
teachers who are teaching its young; while the level of pedagogic
skill of teachers in Jewish schools may be on the rise, research
and experience leave us with the uncomfortable feeling that the
number of teachers who have Jewish knowledge and embody
Jewish values is on the wane.

Teaching Jewish values requires sophisticated pedagogic skills
and deep Jewish commitments, say these friendly critics, and we
simply do not have the staff to do this job at the moment. Maybe
some day we might be able to develop such a staff, but at the
moment one should not have the hubris to believe that we can do
serious Jewish education with the staff that we have. Thus, once
again, perhaps we have to reorganize our thinking, and plan to
confront some of the many other tasks in Jewish education which
can be handled with the forces we have.

The Evaluative Reservation

Let us say there is agreement on what Jewish values are, on the
legitimacy of teaching them to children, and on how to do it; in .
such a case, are there any more possible reservations one might
have about doing it? A last group of straggling critics comes along
and says: Yes, we still think that the enterprise of teaching values

15 A TSme to Act, The Report of the Commission on Jewish Education in North
America (New York: University Press of America, 1990).
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in Jewish schools is futile, because ysars of experiencs-and re-
eearch in Jewieh and general sducation ehow that it just doeen’t
work, From Hartehorne and May to Coleman and Jencke, the
critics suggsst that we have seen that schools have littls effect on
etudents’ values. Schools have proven themselvss effectivs in
such areas as the tranemission of knowlsdgs, ekille, and eome
social behaviore, and sometimss they have also proven to be
effective conduits for socio-sconomic advancement. However, ac-
cording to these critics, we simply don’t have much proof that they
succsed in values development. The operative conclueion once
again is that echools should invest in what they do well and
refrain from things that they ecem to be less good at.

The Reservations Taken Together

We see that there are three main categories of reservations about
the enterpriee of teaching Jewish valuee: philoeophical, sociologi-
cal and pedagogical. The philosophic reservations are rooted in
epistemological questions about the nature of knowledge and
truth and axiological questions about imposition and manipula-
tion of the minds of others. The thrust of these reservationeis that
tsaching certain kinds of “subjects,” e.g. values, is precarious and
qusstionable because these sphsrss of human life ultimatsly
belong to the individual’s own choice and should not be dominated
from without.

The eociological reservations revolve around the pluralistic and
heterogeneous nature of the Jewieh people today. This divereity
is positive in that it presents many options for being Jewish and
also invites a great eense of participation and ownership by all
sorts of Jews in Jewish life; it ie a very accessible and anti-elitist
kind of Judaism. At the same time, the divereity of Judaism is
very problsmatic for teaching Jswish values because it sither
invites sectarianism and denominationalism (all you can teach
are the values that your specific group holds) or a paralysis from
effectively doing Jewish values education (because beyond horror
at the Holocauet and amazement at the creation of Ierael there
are very few things most Jews hold in common). Thue, the
sociological criticism implies that we really cannot teach Jewieh
valuss today; inetead what we can and should do is to create
sociological Jews.
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The third body of reservations is rooted in the educational
complexities of actually teaching values, and it suggests that
contemporary Jswish education simply does not have ths mini-
mal resources necessary to engage in this dctivity, The problsm
is neither philosophical or sociological; we know what to teach
and we can deal with diversity; we simply don’t havs the teachers,
the time, and the resources to do the job that needs to be done.

All of the reservations about the teaching of Jewish values that
havs been discussed are not a denial of the importance of Jewish
education. There are many othsr tasks of Jewish education which
can and should be engaged in, according to the reservationists,
such as: -

— Jswish skills training;

— ths developmsnt of Jewish literacy;

— the sxperiencing of pleasant Jewish feelings and events;

— the meeting of exciting Jewish role models;

— ths study of traditional Jewish approaches to value issues;

— the collectivs celebrating of Jewish moments and lifs-cycle
experiences. ' :

Thus, one can be critical about the possibility of teaching
Jewish values in schools without negating either the importance
of values in Jewish life or the value of Jewish education.

Should We Attempt to Teach Values?

In light of the many reservations we have just discussed, let us
rsturn to our original question. Should we teach Jewish values in
contemporary Jewish schools? There now seem to be three pos-
sible answers to this question: '

1, For all sorts of philosophical, sociological and educational
reasons, teaching Jewish values is not really a desirable or
viable part of Jewish gducation today, and all things being
considered, we would be better off not engaging in it.

2.  We should teach values in Jewish schools since all of the
arguments raised against the activity can bé answered and
rebutted.

3. Teaching Jewish values is a very complicated activity for
philosophical, sociological, and educational reasons, and if



SHOULD WE TEACH JEWISH VALUES? 79

you are interested in engaging in it, be aware of several
pitfalls and problems,
I believe the third answer is the correct one.

The first answer correctly argues that there are some hefty
arguments against teaching values, but arguments againet some-
thing need not imply iterejection. Indeed, the first answer seeme
to me too quickly to capitulate to the naturalietic fallacy, and in
doing so too facilely to reject the values teaching enterprise.

The second answer is too simplistic and casual about the phils

-0sophical, sociological and educational critiques which cannot be
easily or definitely answered. If the first answer is too quick to
reject, the second answer is too quick to accept.

The third answer affirms teaching values as a part of Jewish
education — but it says that it is a much more serious and
complicated activity than is often assumed. Consequently, if we
are going to attempt to engage in the teaching of values, we must
do eo with some basic conceptual and educational pre-conditions:
otherwiee, we might be better off not engaging in the activity.
Indeed, there is merit to the claim that if there are not enough
necessary conditions for engaging in’ teaching Jewish valuee,
which would offer some reasonable promise of succese, we might
better invest our efforts in other important areas of Jewish
education,

What are those basic necessary conditions? In the final section
of this paper, I shall describe six criteria which I would suggest
are minimal and necessary for doing values education in contem-
porary Jewish schools.

Toward a Theory of Teaching J ewish Values

1, The Text

While Judaism has meant many things throughout history, it hae
unequivocally been related to a lengthy, rich, and diverse oral and
written legacy; i.e., it is a culture or civilization which has created
a rich literary her1tage of texts, sources, books and primary
documents. Teaching Jewish values in Jewish education should
be very much related to the confrontation with and exegesis of
these primary documents. The very act of the study of the docu-
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ment is a moral act and an exercise in Jewish character educa-
tion,'® and therefore text study is one of the cornerstones of a
Jewish approach to teaching values.

This obviates the need for us to create hypothetical moral
dilemmas; the Tanach is a fascinating and adequately contem-
porary resource for such situations. We are not really in need of
more secondary and tertiary books which distill “the great values
of Judaism” from admittedly difficult primary sources into easy-
to-read, big-print coffee table volumes. We must, as Barry Holtz
has suggested, go back to the sources. This task is not easy, and
there is room for creative curricular work to facilitate the process.

While it is true that texts do not carry the same weight for all
Jews (for the very traditional community the texts are divine in
origin; for the liberal community they are great human religious
documents; for the secular community they are great national
texts), they do play a role in the experience of most Jews through-
out the ages. Even if all Jews have not known the texts, the many
diverse notions of Judaism (with some exceptions) have regarded
our great texts as a critical dimension of the Jewish experience.
Thus, in the approach that is herein being suggested, the texts

- become a unifying rather than divisive force in the contemporary
Jewish world. Text becomes a common legacy and common sub-
ject of study for all Jews.

2. “A Bag of Virtues”

Several of the mgjor twentieth century schools of moral education
have taken strong stands against the notion of imposing a fixed
set of moral behaviors (a “bag of virtues”) on children. These
critics raise some very important points about the nature of the
“bag of virtues” and the problems of imposition; however, I do not
think that we can deny the fact that the notion of “Judaism” as
an “ism” — a worldview or a life perspective — has over time and
place implied a corpus of virtues or values that have been re-
garded as indispensable to being Jewish. There has been disagree-
ment in past and present as to the content which is definitive: the
Zionists say it encompasses living in Israel and speaking Hebrew;

16 Elliot Dorff, “Because Study Leads to Action: The Use of Text Study to Teach
Morality,” Religious Education, vol. 75 (March/April 1980), pp. 171-192.
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the Reform say that it is spirituality and morality; the Orthodox
say it is halakhah. It seems to me that all of the various “Judaisms”
that exist (with the possible exception of sociological Judaism) say
that Judaism involves some “bag of virtues.” Part of the task of
teaching Jewish values is to identify the most basic and agreed
upon virtues — e.g. study; Klal Yisrael; Eretz Yisrael — and to
make them linchpins of our values education. In teaching Jewish
values we should be interested hoth in developing a reflective
valuing process in the young, as well as in confronting them with
some values that seem to be central to the Jewish experience.
Thus, a second minimal dimension of teaching Jewish valuesis a
value content or “bag of virtues.”

3. The Learner

The phrase “teaching Jewish values” is linguistically incomplete;
its full form is “teaching x to y” where “x” equals Jewish values
and “y” equals the name of some child (Shai, Tali, Danny). The
child is a central actor/actress in the drama of Jewish values, and
any approach to teaching values must treat the learner with
dignity and seriousness. Too much of teaching Jewish values has
been rooted in great love for Judaism and Jewish values, and
much less passion and affection for children. If you do not believe
that children are active and dynamic forces in their own values
education, then, however knowledgeable or pious you may bs, you
are not really equipped to teach Jewish values. Believing in
Jewish values is not an adequate condition for teaching them; you
must also believe in children.

4. The Dialectic

Perhaps the most prominent tool of the teacher of Jewish values
is the question and/or the dialectic. Ultimately, the teaching of
values i8 about raising the question, not giving the answer, and
as we have learned from generations of great pedagogues —
Hillel, Socrates, Akiba, Rashi, St. Augustine, Heschel — the skill
of questioning and of building dialogue is probably the critical
pedagogic skill that needs to be learned in this sphere. The
question has at least four functions in teaching values:
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— It introduces relevant issues;

— It stimulates styles of reflective valuing processes;

— It links one to a valuing tradition and community;

— It summarizes and gives a sense of order to the confused
world of values.

To learn how to question and how to facilitate good value
discussion is the fourth minimal condition for teaching Jewish
values,

5. The Teacher

Much of what we have said so far points to the need for a very
special kind of teacher for the enterprise of teaching Jewish
values. This is not an area that can be taught by anyone, and it
mightbe that many of today’s Jewish educators are well-equipped
for some tasks — but not for teaching Jewish values.

What are the necessary qualities of the teachers of Jewish
values? That is for another very lengthy paper, but briefly I would
cite four traits which I believe should characterize such a person:

1. He or she must have access to the Jewish sources,

2. He or she must believe in and live some form of a Jewish
value life (needless to say the number of mitzvot a person
performs is only one form of Jewish value life).

3. He or she should exemplify the process of being a valuing
person and should be concerned with developing this pro-
cess in the young.

4. He or she must both love and like children and not regard
them as animals tobe tamed, babies tobe sat for, or passive
clay to be formed. He or she must see them in Amichai’s
terms “as something else” — as unique beings upon whom
“God has had great mercy,”"’

6. The Value Community

Jewish values education cannot take place in a vacuum; it is not
something that happens only in the classroom. The school, the

17 Yehuda Amichai, “A Child is Something Else,” in Collected Poetry of Yehuda
Amichai (New York: Harper and Row, 1986).
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synagogue, the Jewish community center, the federation and the
entire community should be “kehilot kodesh” — holy communities
— which live by and reflect Jewish values. It is very clear from
much educational theory and many years of educational practice
that the attempt to teach Jewish values in the classroom will be
trite and worthless if the Jewish community of which we are part
is not prepared to be a living embodiment of the virtues that we
propose to teach.

Conclusion

- The subject of teaching values has had a renaissance in general
education in the second half of the twentieth century. Jewish
education has traditionally been greatly concerned with this area,
and there have been some reaffirmations of that emphasis in
contemporary Jewish education. With all the good will that may
exist towards the subject, there are some serious philosophical,
sociological and educational doubts about its viability. Jewish
education should only get involved with this area if it can guaran-
tee a set of critical minimal conditions; otherwise, all the good will
in the world will not help.

For much of the twentieth century the Jewish people has been
preoccupied with a horrendous and heroic struggle for survival;
this is a battle which has demanded great effort, resulted in great
loss, and bheen won at great expense. It is time to turn our
attention to another — and no less important — battle: the
struggle to be a “mamlechet kohanim and goy kadosh” — a people
that lives by values and proposes to teach them to its young.



THE CHILD’S UNDERSTANDING OF
THE AGGADIC LITERATURE

Howard Deitcher

Professor Nechama Leibovitz often tells an amusing anecdote
about her education work in the Israeli Army. She recalls asking
a group of lisutsnants to open their Bibles and locate the story in
which Abraham smashes his father’s idols. The soldiers feverighly
leafed through the Book of Genesis, eager to show their renowned
teacher their extensive knowledge of Scripture. They became
increasingly frustrated as they failed to find the story that they
remembered so vividly from their early education.

Finally, one soldier looked bewilderedly at Professor Leibovitz,
and asked her if the Bible they were currently using was thesame
edition as the one they had studied at school.

This intriguing account raises three fundamental questions
which strike at the very core of teaching Bible in the Jewish
elementary school.

— Why did the adult soldiers believe that the midrashic tale
of Abraham smashing his fathsr’s idols could actually be
found in the biblical text itself?

— What implications does this hold for teaching the Bible in
elementary schools?

— What other models are available for teaching these mid-
rashic stories which might alleviate some of the confusion
which surfaced in the above anecdote?

In this paper, we shall address these questions by focusing on
the issue of using aggadic literature as an educational tool, by -
outlining some of the goals inherent in teaching this material,
and finally, by presenting an approach that will maximize the
impact of this material within the elementary school curriculum.
In formulating our approach, we will examine social, develop-
mental and educational theories which help us bsttsr undsrstand
this subject.

84
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The Aggadic Literature

Originally, the aggadot were told to the people during the public
homily which was linked to the reading of the Scripturss in the
Synagogue. In that senss, the aggadot were intended to address
themselves to a wide audience, including simple folk and children,
who could not formulate exegetical questions in an abstract or
theoretical way.! In order to best meet the needs of this het-
erogeneous population, the Rabbis decided to present their ideas
in a narrative format, including many parablee which would be
most clearly appreciated by those assembled. This conscious
attempt to popularize ths aggadah among the masses was suc-
cessful and served to endear the Biblical message to the people.
The masters of aggadah attracted large audiences as “they drew
ths hearts of men like water.” The Talmud records that Rabbi
Abahu and Rabbi Chiya bar Abba once came to a place where R.

Abahu expounded aggadah and R. Chiya bar Abba expounded
legal lore.

All the people left R. Chiya bar Abba and went to hear
R. Abahu expound aggadah, eo that the former became
very upset. R. Abahu then said to him: I will give you a
parable, To what can it be compared? To two men, one of
whom was selling precious stones and the other various
kinds of small ware. To whom will the people hurry? Is
it not to the seller of varioue kinds of small ware?®

It is clear that R. Abahu attempted to console his colleague by
belittling the importance of aggadah; but the fact remains that
the master of the aggadah drew the larger audiences. Bialik
portrayed the contrast between the two worlds of halachak and
aggadah in the following way: “(To the average person) halachah
wears an angry frown; aggadah a broad smile. The former is
quick, tempered, stern, hard as iron — the attribute of justice; the
latter is generous, easy going, smoother than oil — the attribute

1 Joseph Heinemann, “The Nature of the Aggadah,” in Midrash and Literature,
eds. Geoffrey H, Hartman and Sanford Budick (New Haven: Yale University
Pregs, 1956), p. 49.

2 Chagiga 14a.

8 Soteh 40a,
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of mercy.” In formulating the aggadot, the Sages were attempt-
ing to “impart moral and religious instruction, to teach us how to
live, rather than to supply dry factual information of a geographi-
cal or genealogical nature, for example. Indeed they express
surpriee at versee which seem to supply merely historical infor-
mation.” :

A. A, Halevy suggests that the aggadot instruct through two
levels of meaning, one overt and the other covert.? The overt level
deals openly with the simple meaning of the biblical text and the
understanding of the larger issues in the biblical narrative, while
the covert explores in a more intricate way larger contemporary
questions which could be traced to the biblical text. The Aggadiste
took full advantage of the covert form of interpretation in order
to address problems that the members of their generation were
struggling with. Ae an example of this form, the rabbie discuss
Noah’s coming out of the ark, but the discussion implicitly pre-
sents differing attitudes toward the liberation of Israel from
foreign oppreesion: 7 “Noah said: Just as I entered the Ark only
with permission {from God] so I will not come out except with
permission. R. Judah bar Illai said: If I had been there I would
have broken it [the ark] and come out.” 1t is clear that the
homilists employed this covert form of understanding to extrapo-
late and preach to the masses on critical issues of the day.?

4 Julius Siegel, trans., To the Aggadah (Hebrew), (Noew York: Block Publishers,
1934).

6 Heinemann, “The Nature of the Aggadah,” p. 47,

6 A.A. Halevy, Sha'arei Ha'Aggadah (Tel Aviv: Dvir Publishers, 1982), p. 10; See
also Daniel Boyarin, Intertextuality and Reading of Midrash (Bloomington:
Indiana University Press, 1990), chapter 1, for a more detailed comparison of
these two approaches.

7 For a more exclusive discussion of this point, see Heinemann, “The Nature of
the Aggadah,” p. 49,

8 Genesis Rabbah 34:4.

9 'Two of the classical uses of this approach appear in E.E. Urbach, The Sages:
Their Concepts and Beliefs, trans, I. Abrahams (Jerusalem: Magnes Press,
1975) and J. Elbaum, “R. Eleazar Hamoda'i and R. Joshua on the Amalek
Pericope” (Hebrew), Studies in Aggadah and Jewish Folklore, Studies VII
(Jerusalem: Folklore Research Centre, 1983), pp. 99-116.
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The Aggadah as Story-Form

One of the unique features of the aggadic literature that we are
discussing is its storylike structure. The aggadot that we are
describing are framed in a story form that “can fix the affective
meaning of the events that compose it....The story blends the
disparate events that compose it into a unit of some kind; then
stories fix meaning in some way; and the kind of meaning they
fix, which is in turn to some degree definitional of stories, is
‘affective.’ "¢

The notion of storytelling and its potential educational impact
has been greatly researched and documented, with a special
emphasis on its benefit for the development of young children.!*
Egan has correctly argued: “We are a storying animal; we make
sense of things commonly in story form; ours is a largely story-
shaped world.”" Perkins has shown how story-forms allow stu-
dents to grow and mature in a most effective way. “Students are
able to identify themgelves with people, events, and ideas beyond
face-to-face contactsy and eventually to show concern for prob-
lems larger than those they can solve at first hand.”®

At this stage, we will investigate some of the unique features of
the story-form and proceed to show how the aggadic literature
can best be used to achieve certain key goals in Bible education.
In discussing the unique appeal of stories to young children,
Kieran Egan has outlined four key-components of a story-form
that are critical for a child’s understanding.' These include: story
rhythms, binary opposites, affective meaning, and metaphors
and analogs. The first component, story rhythms, refers to the
fact that a story is a linguistic unit that introduces boundaries

10 Kieran Egan, Primary Understanding (New York: Routledge and Chapman,
1988}, pp. 100-101.

11 Charlotte 8. Huck, Children’s Literature in the Elementary School (New York:
Holt, Rinehart, & Winston, 1987), pp. 6.82.

12 Egan, Primary Understanding, pp. 96-917,

13 HughV.Perkins, Human Development and Learning (Belmont, Ca. Wadworth
Co,, 1969), p. 10; See also Robert Coles, The Call of Stories (Boston:
Houghton-Mifflin, 1989); Bruno Bettelheim, The Uses of Enchantment (New
York: Vintage Books, 1877).

14 Kieran Egan, Teaching as Storytelling (Chicago: University of Chicago Press,
1986).
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into its format. Within ths story, as within a game, the world is
limited and the events can be mors easily grasped.

In this sense, the Midrash will oftentimes clarify the boun-
daries of the biblical story. The aggadah will clarify, embellish,
or slaborate on the biblical story, in a way that will make ths
story rhythm more clearly dsfined and comprehensible.'®

The second characteristic of the story form is the concept of
binary opposites. In Egan’s scheme, the romantic stage is ths
development of rationality and imagination, and takes root dur-
ing the ages of eight - fifteen.!® At the beginning of this stags, ths
child is aware of the notion of opposition, or lexical conflict. The
early romantic stags child is familiar with quite a few specific
oppositions, and learns more about the concept of binary op-
posites through exposure and struggle with mediating concepts.
Egan’s example refers to the child’s familiarity with the concepts
of hot and cold. The eight-year-old child is ready and curious to
explore the concepts of cool and warm. The story form will provide
this opportunity in a host of different ways. In the aggadic
material, one of the most common manifestations of this principle
is the examination of the biblical figures.

One of the unique qualities of the Midrash is that it brings the
plights and difficulties of the biblical heroes closer to the life of
the reader. It drastically cuts the distance between the reader
and the life of the Bible. It succeeds in helping the learner better
find his place in this world, and in showing the relevance of these
biblical experiences to the life of modern man. Ths Midrash adds
a new dimension to our understanding of the text because it fills
in some of the gaps which the text omits. It provides us with more
details; it more carefully analyzes the characters and their be-
havior; and it responds to some of the literary ambiguities in
acrgative and refreshing way.!’

The use of aggadah is one of ths means which enables the child
to gain a greater senss of how Jews throughout history found or
sought answers to the existential questions facing them. Ths

16 See Heinemann, “The Nature of the Aggadah,” p. 48,

16 See Kieran Egan, Romantic Understanding (New York: Routledge, Chapman
and Hull, Ine., 1990).

17 See Howard Deitcher, “The Child's Understanding of the Biblical Personality,”
in Studies in Jewish Education, vol. 5, eds. H. Deitcher and A. Tannenbaum
(Jerusalem: Magnes Press, 1880).
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Midrash sesks to enrich our understanding of the biblical figures
in the following ways:

— It adds to our knowledge of a particular personality.’®

— It sometimes correlates the identities of different biblical
figures.1®

— It cites certain common traits and describes events that
often happen to parents and children.?

Each of these items also servss to broaden our knowledge and
helps us draw parallels betwesn different periods of Jewish his-
tory that show the organic nature of its development. One of the
critical features characterizing the aggadic literature is the clear
focus on the human characters and their human traits. The
biblical characters becoms much fuller and richer, and mors
rounded through the aggadot that are recorded about them.® The
aggadah provides us with glimpses into the thoughts, feelings,
and desires of the biblical characters through the following tex-
tual descriptions: actions, speech, appearance, the comments of
others, and the author’s commsnts. The aggadah is replete with
examples which highlight both ths accomplishments and the
shortcomings of thess figures. In this sense, it highlights and
refines the concept of logical conflicts by enabling the student to
sse and appreciate the complex nature of human behavior.

It i1s clear that the aggadic literature oftentimes triggers a
discussion of this type. As Nechama Leibovitz has written:

It is commonly believed, and especially in those circles
that are not familiar with our classical biblical commen-
taries.. that these [commentators] attempt to justify the
actions of our forefathers and their deeds, that they

18 For instance, Potiphar's wife’s personality becomes fully embellished in the
Midrash. This deseription is totally absent in the Biblical text. See Tanhuma
on Genesis 39:7 and Midrash HaGadol on Genesis 39:14.

-19 For instance, Ketura as referring to Hagar (Genesis Rabbah 61:4) or the
children of Korach referred to in the Book of Psalms as the descendants of
Korach son of Yitshar (Midrash Tehilim 44:1). See Yitschak Heinemann,
Darkei HoAggadah (Jerusalem: Magnes Press, 1970), for a thorough discussion
of this peint.

20 For instance, the same attitude of quiet complacency which Rachel displayed,
according to the Midrash, when Laban gave her sister away, is also shown by
her descendants Benjamin, Shaul and Esther (Esther Rabbah 6:12).

21 Avraham Kariv, Misod Chachamim (Jerusalem: Mossad HaRav Kook, 19886),
pp. 381.385.
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attempt to rationalize the [forefathers’] actions at any
cost. And there is no greater mistake [that can be made].
Beginning with the rabbinic midrashim, and especially
in them, and until the end of the Middle Ages, we find
great liberty taken in criticizing [the actions of] the
biblical characters, and these [characters] include the
greatest and most revered leaders of our nation, All their
actions are scrupulously reviewed.?

In discussing the idea of etory characters, perhaps the
strongeet tools available to the young child for making sense of
thinge are in the affective and moral realme. “Children grasp the
world...by means of such concepts as good and bad, and all the
variants of these, with joy, sorrow and anger, with love and hate,
with fear and security, and so on.”? By portraying the characters
in their full and most developed sense, the aggadah shows how
the whole self is composed of a panoply of traits and how these
pieces reflect a true and realistic picture of human development.
This is part of the unique appeal that the aggadic literature
extends to the young reader. It provides him with an opportunity
to explore the complexities of human nature, and the contradic-
tions of human behavior that are an intricate part of life.

‘'We endorse Luken’s comments:

We often have the superior notion that children are too
immature to recognize what makes awhole human be-
ing, or to see how people can be one thing at one time,
and become something else with the passage of time or
events. Also, we faleely assume that children have
neither experience nor the training to relate to fictional
people and their differences....Children can catch many
of human nature’s subtleties. They care about human
beings, are sensitive to them, and can know them,*

The aggadic portrayal of the biblical figures compels the active
reader to engage in the process of understanding their actions
and behaviors. It adds flavor and detail to the binary opposites in
the biblical text. Thus, when the young student studies the story

22 Nechama Leibovitz, Limud Parshanei Ha'Torah U'Drahim Lhora’atam
(Jerusalem: World Zionist Organization, 1978), p. 33.

23 Egan, Primary Understanding, p. 101.

24 Rebecca J. Lukens, Handbook of Children’s Literature (Glenview, Ill.: Scott,
Foresman and Co., 1982}, p. 29,
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about Joseph and his brothers, he doesn’t get a full picture from
the biblical text of what triggered the great sense of hate and
resentment that the brothers felt towards Joseph. On the other
hand, the Midrash fills in the ‘gaps’ with the following account:

In spite of his scholarship there was something boyish
about Joseph. He painted his eyes, dressed his hair
carefully, and walked with a mincing step. These foibles
of youth were not so deplorable as his habit of bringing
evilreports of his brethren to his father. He accused them
of treating the beasts under their care with cruelty — he
said that they ate flesh torn from a living animal — and
he charged them with casting their eyes upon the daugh-
ters of the Canaanites, and giving contemptuous treat-
ment to the song of the handmaids Bilhah and Zilpah,
whom they called slaves. For these groundless accusa-
tions Joseph had to pay dearly. He was himself sold as a
slave, because he had charged his brethren with having
called the sons of the handmaids slaves, and Potiphar’s
wife cast her eyes upon Joseph, because he threw the
suspicion upon his brethren that they had cast their eyes
upon the Canaanite women. And how little it was true
that they were guilty of cruelty to animals, appears from
thefact that at the very time when they were contemplat-
ing their crime against Joseph, they yet observed all the
rules and prescriptions of the ritual in slaughtering the
kid of the goats with the blood of which they besmeared
his coat of many colors.?

From this portrayal, we gain a fuller and more rounded descrip-
tion of the relationship between Joseph and his brothers. We
invite the youngster to engage in a study about why the brothers
felt so bitter toward their younger sibling. The Midrash provides
us with a critical understanding of Joseph’s behavior and offers a
more complex picture of the biblical story. We have refined the
student’s ability to distinguish between the binary opposites of
good and bad. We have helped him acquire a more realistic and
colorful understanding of human behavior.

The third characteristic of the story form is entitled affective
meaning. Egan posits “that stories explore affect and feelings in
the character portrayals. They generally grant the reader ‘the

25 Genesis Rabbah 84:7.
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satisfaction of being sure how to feel about events and charac-
ters.’ This attraction and its satisfaction seem to be felt keenly by
children.””® This is accomplished through several avenues. By
putting events together in stories we generate particular causal
schemes. This in turn shows us certain types of patterns and
rules, which may prove helpful to the youngster in understanding
certain affective reactions.

Another means for reaching this end is through an examination
of motives: what allowed the particular character to act in a
certain way, to experience a certain feeling? Damon has docu-
mented how eight-year-old children understand intentionality.
The child is keenly interested in exploring “reasoning in action,”
what motivates certain story characters to behave in a certain
way. Damon shows how this is a crucial stage for the youngster’s
affective maturation, and can best be learned through stories.?’

The aggadic literature probes the motives and intentions of the
biblical characters in a host of different ways. The Rabbis an-
alyzed the actions, thoughts, dialogues and dreams of the charac-
ters in order to gain some insight about what prompted certain
types of behavior.?? The aggadah exposes the reader to the inner
feelings of the biblical characters. In so doing, we are offered a
deeper understanding of what prompted a certain human feeling
or reaction. The biblical account informs the reader that after
sending the messengers to his brother Esau, “Jacob was greatly
afraid and was distressed.”® The aggadah offers the reader a
possible explanation about the source of Jacob’s fear and distress.

Jacob bore in mind the promise of God, that He would
bring him back to his father’s house in peace, yet the
report about his brother’s purpose alarmed him greatly.
A pious man may never depend upon promises of earthly
good. God does not keep the promise if he is guilty of the
smallest conceivable trespass, and Jacob feared that he
might have forfeited happiness by reason of a sin com-
mitted by him. Moreover, he was anxious lest Esau be

26 Fgan, Primary Understanding, p. 102,

27 Ellen W. Cooney, “Social Cognition,” in New Directions for Child Development,
no. 1 (1978), p. 34; See also Robert L. Russell and Paul Van Dar Bruek,
“Storytelling in Child Psychotherapy,” in Cognitive Development and Child
Psychotherapy, ed. Steven Shirk (New York: Plenum Press, 1988).

28 See Halevy, Shaarei Ha'Aggadah, pp. 4-10.

29 Genesis 52:8.
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the onefavored by God, inasmuch ashe had thesetwenty
years been fulfilling two Divine commands that Jacob
had to disregard. Esau had been living in the Holy Land,
Jacob outside of it; the former had been in attendance
upon his parents, the latter dwelling at a distance from
them. And much as he feared defeat, Jacob also feared
the reverse, that he might be victorious over Esau, or
might even slay his brother, which would be as bad as to
be slain by him. And he was depressed by another ap-
prehension, that his father had died, for he reasoned that
Esau would not take such warlike steps against his own
brother, were his father still alive,?¢

Egan’s final characteristic of story forms focuses on metaphors
and analogs. C.8. Lewis describes “the sequence of events in
stories as only really a net whereby to catch something else.”
Lewis argues that a main delight of the best stories is their
creation of unique and new feelings, sensitivities, perceptions,
and ideas, by an intoxicated immersion in other worlds.®? The
world of metaphors and analogs broadens the learning ex-
perience for the young student, by exposing him to various sym-
bols and analogies that he may not otherwise encounter. It
stimulates his inherent fascination with the world of fantasy —
a topie so commonly ignored in primary education.®® And, finally,
it allows the young child to engage in the art of solving bonnes «
penser. This term was coined by Levi-Strauss, and refers to “good
things to think with.”™ Egan argues that “literacy is a set of
bonnes a penser as well as having the utilitarian values which are
so obvious.” Bonnes a penser accompany the developing
child throughout his learning experience. The educator must
assume the responsibility to identify the specific bonnes a penser
for his students, and provide them with the skills and knowledge
which will allow them to expand this mind set. Metaphors and
analogs are one ideal tool to accomplish this goal. They introduce
new forms and contexts, and attempt to forge associations with
known ones.

30 (enesis Rabbah 92:4.

31 G, Lewis, Of This and Other Worlds (London: Collins, 1982).

32 See Egan’s discussion of this point in Primary Understanding, pp. 121-122,
38 Ibid., pp. 11-46,

34 Claude Levi-Strauss, Totemism (London: Merlin, 1962).

35 Egan, Primary Understanding, p. 52.
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Sevsral research studies have been conducted to determine
how children understand metaphors and other forms of symbolic
languags. In an early study, Howard Gardner, who has published
some of the leading research in this field, showed the need to
distinguish between alternate forms of metaphors and their com-
prehension at varying stages of child development.®® These stud-
ies led Gardner to conclude that e must differentiate between
two major forms of metaphors: visual or sensory metaphors,
which focus on physical resemblance, and psychological-physical
metaphors, which liken psychological characteristics to physical
objects. Very similar results were obtained in a later study by
Johnson.

Children between the ages of six and fourteen were asked to
explain the following sentence: “After many years of working at
the jail, the prison guard had become a hard rock that could not
be moved.” The six-, seven- and eight- year olds favored two types
of interpretation. They usually said things like: “The prison
guard worked in a hard rock prison,” or “the guard had muscles
hard as a rock.” Thus, they either rephrased the sentence so that
the topic and vehicle were associated rather than equated, or they
noted an aspect in which & person and a rock could be physically
similar. Howsver, by age ten, most children were able to articu-
late ths psychological meaning of the sentence, explaining that
ths guard was cruel and unkind.

Finally, Alvan Kaunfer, who has conducted prsliminary re-
gearch on this topic in relation to teaching the Midrash, con-
cluded: “Not only do children group reasonably valid meanings (of
mstaphors used in midrashic literature) whsn presented in a
classroom learning context, but they are also able to grasp stories
and their meaning on a level other than cognitive analysis.”®

36 Howard Gardner and E. Winner, “The Development of Metaphoric
Understanding,” Developmental Psychology, vol. 12 (1976}, pp. 289-297,

37 J.Johnson, *The Development of Metaphor-Comprehension: Its Mental-Demand
Measurement and its Process Analytical Models” (Ph.D. diss., York
University, 1982); See also Ellen Winner, The Point of Words (Cambridge:
Harvard University Press, 1988).

38 Alvan Kaunfer, “Developmental Issues in the Teaching of Midrash,” Studies
in Jewish Education, p. 148.
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An Approach to Integrating Aggadic Literature into the
Curriculum

At this stage, we will offer an approach which attempts to in-
tegrate many of the points covered; we will also react to certain
methods used in the elementary school which, in our view, mini-
mize and even distort the impact of aggadic study. Three basic
points will illustrate the goals of our approach, with reference to
its educational impact on the learning process, and its advantage
over other approaches.

First, we maintain that the aggadic literature fulfills many of
the religious, educational and psychological needs of the child
and therefore must be taught at an early age. This is in contrast
to those who have claimed that Midrash should not be taught
until a student has reached the age of twelve.?® The advocates of
this theory believe that the younger child tends to confuse the
biblical text and the Midrash and therefore the price of teaching
the Midrash is too high. This point of view considers the teaching
of the aggadah to be reductionist and a potential obstacle to the
child’s religious growth. Furthermore, some of these people claim
that children under the age of twelve cannot fully comprehend
the symbolic language used in the Midrash and that the possible
misunderstanding of this material is more dangerous than not
teaching it at all. This approach encourages the teacher to teach
the child a “clean text” without any aggadic interpretation what-
soever,

In response to this view, we recall the survey of research which
appeared in the previous sections of this paper. We posit that the
aggadic literature can be a critical component in the religious
growth of the child and in his/her appreciation of the biblical text.
At the same time, though, and as we have pointed out, we are
aware of the child’s cognitive-developmental limitations and
would carefully weigh which aggadic pieces should be taught and
in what context.

The second basic notion of our approach is that the aggadic
texts should be regarded as a form of biblical commentary and
taught accordingly. This contrasts with an accepted way of “in-
troducing” Midrash into the curriculum with the teacher telling

39 Bhlomo Goldsmith and his disciples in Jerusalem have been among the most
outspoken advocates of such an approach.
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the children aggadic stories as part of a unit on Jewish heroes and
role models.i® While according to this approach, the child will
thereby identify with the acts of these great personalities and
attain a sense of cultural-historical pride which the Midrash
openly provides, we reject this method and believe that the
midrashic text is a direct response to some question raised con-
cerning the biblical text and narrative itself, and therefore ought
to be presented in that context. This is the precise process and
dynamic of how the Midrash was in fact compiled. As Heinemann
has argued, “The bulk of Talmudic-Midrashic aggadah does not
stand by itself but rather serves the Bible, explicating and elab-
orating it."!

The rabbis did not tell these stories in a vacuum, but rather
linked each one to a particular tsxt. It is true that thers ars no
uniform guidelines which establish the formal relationship be-
tween the text and the Midrash; however, this only serves to
broaden its scope and forces the reader to examine the texts
carefully and to forge a relationship between the two. Further-
more, as part of our attempt to develop “close readers” and “active
readers,” we should exposs the students to aggadah in this
manner, and help them view this medium as a form of biblical
exegssis. We maintain that the aggadic literature will aid the
student in probing the text to a deeper level of understanding.

Finally, we will address the issue of the child’s faith develop-
ment and his/her qusstioning of the veracity of the biblical text.
When the Midrash is presented as a form of biblical commentary,
it appears to us that questions relating to faith development will
receive much more accurate and convincing responses. In explor-
ing the symbolic message of an aggadah, we are able more
effectively to address many of the religious and thsological ques-
tions that ars generally posed in Bible study. In this sense, the
aggadot are presented as a form of commentary and interpreta-
tion rather than a canonized biblical text.4?

The third element of our recommended approach will be the
proposal of conceptual categories which can help us determine

40 See 3.D. Goitein, Horaat Ha'Tanach (Tel Aviv: Dvir Publishers, 1965), p. 13;
Yaakov Halperin, “He'arot Metodiot L'Limud Ha'Aggadah B'Beit Ha'Sefer,”
Hed Haohinukh 1-8 (1941), p. 63.

41 Heinemann, “The Nature of the Aggadah,” p. 47.

42 AA, Halevy, Shaarei Ho'Aggadah;, Y. Heinemann, Darkei Ha'Aggadah,
chapter 1, Avraham Kariv, Misod Chachamim, pp. 13-94.
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which aggadic texts should be taught to children. This model will
help us evaluate the various aggadic anthologies for children
which are currently being used in various schools and their
philosophical underpinnings.*® Oftentimes, the criteria used for
selection are vague and lack any form or consistency.

Our model consists of three categories, but each text selected
must also be examined from an educational, psychological, and
religious vantage point as discussed in the earlier sections of this
paper, The first category of Midrashim has been labeled: Mid-
rashic Enrichment (ME). The goal of ME is to complement the
description provided in the biblical text. This fills certain factual
gaps in information and enriches our understanding of the bibli-
cal story or personality. On the whole, it appears as though the
main characters in the Bible ars adults, and we have scant
references to their childhood experiences.* Research on chil-
dren’s literature has shown that children prefer literature which
focuses on child or childlike characters and their typical feelings
and preoccupations. They also seem to exhibit a much clearer
identification with these figures and display more empathy and
understanding of their actions.*® Moreover, because children use
the Bible as a vehicls for learning more above themselves, it
assumes a dynamic role in their moral and religious develop-
ment, *¢

Here, the ME category of aggadot can servs as a bridge between
the world of the Bible and the world of the child. The aggadic
literature speaks to the child in a more direct way which can
nurture his or her personal development and sense of Jewish
identity.

The ME literature provides us with a glimpse into Abraham’s
upbringing'? or Isaac’s reactions during the trek to Mount Mor-

43 See Rivka Elitzur, Al Avot Viyeladim (Tel Aviv, 1963).

44 Pinchas Shifman, "Ha'yeled b’Aggadah,” Shvilei Ha’Chinuckh, vol, 8 (1929), p.
635,

46 Seedacquelin Saunders, “Psychological Significance of Children’s Literature,”
in A Critical Approaciito Children’s Literature, ed. Sarah I. Fenwick (Chicago:
University of Chicago Press, 1867), p. 19; Nicholas Tucker, The Child and the
Book: A Psychological and Literary Exploration (Cambridge: Cambridge
University Press, 1981), p. 85,

48 Dvorah Kubovi, “The Application of Mental Health Considerations in the
Teaching of Bible,” in Studies in Jewish Education, vol, 5.

47 Genesis Rabbah 38,
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iah.®® It is this form of aggadah that informs us of the different
childhood lifestyles of Jacob and Esau *° or how Moses grew up in
ths house of Pharoah in Egypt.®® These are but several examples
of how the ME literature describes the childhood experiences of
our Biblical heroes and enriches our understanding of them.

A second category of Midrash has been called: Midrashic Re-
sponse to Textual Challenges. The MRTC helps the reader under-
stand certain biblical ambiguities or apparent inconsistencies.
The challenges which the Midrash comes to address can be
linguistic, historical, or logical. An example of the MRTC is the
verse from Genesis 4:8, in which where we are told “And Cain
said to Abel his brother.,.and it came to pass, when they were in
the field, that Cain rose up against Abel his brother, and slew
him.” There is a clear linguistic question here which children of
“ags eight and above are abls to spot on their own. Ths Midrash
attempts to describe the contents of the conversation between the
two brothers and its implications for our understanding of the
first case of murder in human history.®

We have called the third category of midrashic commentary:
Midrashic Response to Value Dilemmas. MRVD heightens our
sensitivity to various moral, ethical, and value dilemmas which
ws sncounter in the Bible and provides us with different rabbinic
responses to these challenges. These commentaries are similar in
form and intent to those stories that Gareth Matthews has called
“examples of philosophical whims.” According to Matthews, these
types of storiss “invite us to consider situations differsnt from our
everyday experience...to participate in what philosophers call
‘thought experiments’ (gedanken experiment). Thought experi-
ments are often a good way to trace conceptual connections and
ruminate on philosophical puzzles.” Each of these three cate-
gories highlights the unique role of aggadic literature in the
child’s study of Bible and hsightens his or her sensitivity to the
complex nature of the biblical text.

In conclusion, this paper opened with .certain philosophical,

48 Yalkut Shimoni, Vayera 22,

49 Genesis Rabbah 1.

50 Exodus Rabbah 1.

81 Genesis Rabbah 22.

52 Gareth Matthews, Philosophy and the Young Child (Cambridge: Harvard
University Press, 1980), p. 74.
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religious, theological, and psychological questions about aggadic
literature and how it is — and ought to be — taught to children.
We continued to trace some of the unique traits of this literature
and how they influence our children. Finally, we have presented
an educational model which claims to address these concerns and
emphasizes the potential impact of aggadic literature in the
teaching of Bible. In so doing we have attempted to confront some
of the practical challenges of teaching from a theoretical base.
This was in the hope and conviction that each one of these
approaches can enrich the other.



THE ACTUALIZATION OF JEWISH IDENTITY:
RESEARCH FINDINGS AND
EDUCATIONAL IMPLICATIONS

Gaby Horenczyk

In Arrival and Departure, Arthur Koestler describes Peter’s con-
flict, as he is forced to choose between following his loved-one to
America or joining the Royal British Air Force in the war against
the Germans. At the last minute, Peter abandons the ship which
- was to have brought him to America, determined to act according
to his principles. At that moment he felt, “...[an] experience of
supreme peace which seemed to emanate...from the very core of
his self.”! This supreme experience of tranquility seems to stem
from the congruence between Peter’s behavioral decision and his
deep internal need to actualize his ideological identity, which is
central to his self-perception.

The concept of actualization of identity has been addressed by
philosophers and psychologists. The Humanistic school of psych-
ology adopted the concept of “self-actualization” as a basic tenet
of its theory. Rogers maintained that human beings are mo-
tivated by an internal drive to develop their capabilities and
talents to their fullest.? He believed that the tendency toward
self-actualization, that is, to fulfill, strengthen, and expand the
basic self, is a primary human motivation. Maslow also thought
of self-actualization as the pinnacle of development and satisfac-
tion of the needs embedded in the very essence of humanity.? The
need for self-actualization is a “growth” need, perceived by hu-
man beings as enjoyable and challenging, and its fulfillment,

* T wigh to thank Professor Mordecai Nisan for his incisive guidance on the
research presented in this paper and for his constructive comments on the
ideas raised in the article.

1 Arthur Koestler, Arrival and Departicre (London: Jonathan Cape, 1943), p.
115.

2 Carl R. Rogers, On Becoming a Person: A Therapist's View of Psychotherapy
(Boston: Houghton Mifflin, 1961),

3 Abraham Maslow, Toward a Psychology of Being, 2nd ed, (New York: Van
Nostrand, 1968).
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according to Maslow, leads to a state of personal well-being and
positive self-evaluation.

We believe that in addition to the need of each individual to
actualize his* general identity, he is also inclined to actualize
those personal and social identities perceived by him as central
aspects of his personality. In other words, we submit that in
addition to — and as part of — the attempt to fulfill their general
identity, human beings also seek to grant expression to the
different components of their identity. As the actualization of the
general identity brings with it personal well-being, so the ac-
tualization of those social and personal identities which comprise
the individual’s self may, in our opinion, bring about positive
feelings and enhancement of self-evaluation. This idea is similar
to the motivational basis of the Social Identity theory postulated
by Tajfel.® This theory attempts to explain the numerous findings
which point to the tendency to prefer in-group members and to
discriminate against out-groups, even when the division into
groups is purely arbitrary, as by the toss of a coin. According to
Tajfel, the enhancement of the individual’s social identity is the
central motive for the discriminating behavior (even when this
identity is lacking meaning, such as belonging to the “heads
group” or the “tails group”). The theory further maintains that
since social identities are perceived as part of the general per-
sonal identity of the individual, the enhancement of a certain
social identity contributes to the enhancement and the strength-
ening of the general personal identity. If we look at the dis-
- criminating behavior as a form of actualization of social identity,
then we may expand Tajfel’s motivational hypothesis and con-
tend that the enhancement of a social identity of the individual
serves as an important motive for the actualization of that iden-
tity, leading to the strengthening of the personal identity, that is,
to the enhancement of self-evaluation.

The ethnic and national identity is one of the social identities
which an individual may feel a need to actualize. The “primor-

4 Inorder tofacilitate clarity and to minimize confusion, the masculine pronoun
hasbeen used in references to students, and the feminine pronounin references
to teachers. In all the other instances, the masculine pronoun was used. All
references relate equally to both genders.

5 Henri Tajfel, Human Groups and Social Categories (Cambridge: Cambridge
University Presg, 1981).
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dialist” approach in anthropology proposed that a human being
has a basic need to belong, and that primary ethnic and national
ties have “an ineffable, and at times overpowering coerciveness
in and of themselves.”® According to this view, the tendency to
actualize ethnic and national identity is deeply embedded in the
essence of the human social experience. Therefore, the primor-
dialist approach has no need to explain ethnic needs and behavior
in terms of psychological motivations (such as the enhancement
of social and personal identity).

On another level, we may posit a motivational explanation for
behavior which leads to the actualization of the ethnic and na-
tional identity in terms of the “sense of obligation.” In the context
of academic motivation, Nisan suggested that the individual’s
awareness that in certain circumstances a given behavior is
desirable and appropriate may serve as a motivational force upon
his behavior.

The contention regarding the existence of desirable be-
havior presents a reason for action and applies motiva-
tional pressure upon the individual to behave
accordingly.”

According to this view, the individual may at times perceive
social and cultural expectations as desirable and legitimate de-
mands. The behaviors which constitute actualization of national
identity may be perceived by the individual as desirable, and thus
the awareness of a national duty may provide a reason for ac-
tivities of actualization.

‘We will now deal with the tendency of the Jewish individual to
actualize his national (or ethnic) identity, and we will summarize
results obtained in three studies designed to examine various
aspects of the actualization of that identity. Following this, we
will discuss several possible implications for Jewish education in
the Diaspora raised by the view presented herein and by the
findings of our research.

The first issue addressed in these studies deals with the in-

6 Clifford Geertz, “The Integrative Revolution: Primordial Sentiments and Civil
Politics in the New States,” in Old Societies and New States, ed. C. Geertz (New
York: The Free Press, 1963), pp. 105-157.

7 Mordecai Nisan, “Duty Feelings as a Motivational Factor in School,” in
Psychological Work in School, ed. U. Last (Jerusalem: Magnes Press, 1987),
pp. 321-361.
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fluence of the actualization of Jewish identity on the self-evalua-
tion of the individual. Many researchers have shown an interest
in the relationship between self-esteem and the level of Jewish
identification of American Jews (that is, the extent of Jewish
involvement of a religious, social, cultural, or philanthropic char-
acter). A large proportion of these studies were based on Kurt
Lewin’s ideas regarding the importance of belonging to an ethnic
group for the proper development of the individual. Lewin con-
tended that a clear and stable social ground is necessary for an
individual’s security and identity.® The results of various studies
do in fact point to a positive relationship between the extent of
the individual's Jewish identification and his level of self-esteem:
to the extent that the Jewish individual evidences more Jewish
involvement, he tends to maintain a higher self-evaluation.’
From their findings, most researchers conclude that a high level
of Jewish identity contributes to the psychological adjustment
and self-image of the individual; stated in terms of the actualiza-
tion of identity, it would appear that continued actualization of
- Jewish identity (reflected in a high level of Jewish identification
or involvement) influences the Jewish individual's enhancement
of his self-evaluation. However, one should exercise caution when
positing causal conclusions on the basis of correlational results
regarding the relationship between Jewish identification and
self-evaluation, since we cannot dismiss alternative explanations,
such as the possibility that it is positive self-image and a high
level of self-assurance which facilitate Jewish involvement, and
not the other way around.

From an existentialist viewpoint, which emphasizes the impor-
tance of the actualization of social identities, Sartre also dis-
cussed the negative psychological consequences of non-
acceptance of Jewish identity. According to Sartre, authenticity

8 RKurt Lewin, Resolving Social Conflicts (New York: Harper, 1948).

9 J. L. Fuchs, “Relationship of Jewish Day School Education to Student
Self-concept and Jewish Identity” (Ph.D. diss,, University of California, Los
Angeles, 1978); J. Klein, Jewish Identity and Self-esteem: Healing Wounds
Through FEthnotherapy (New York: Institute of Pluralism and Group

- Tdentity, 1980); A. Rutchik, “Self-Esteem and Jewish Identification,” Jewish
Education, vol. 88 (1968), pp. 40-46; J. M. Saul, “Jewish Ethnic Identity and
Psychological Adjustment in-Old Age” (Ph.D. diss., Boston University, 1986);
8. Tabachnik, “Jewish Identity Development in Young Adulthood” (Ph.D.
diss., Wright Institute, 1985).
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in the Jewish individual requires that he “.. live to the full his
condition as a Jew,” while the lack of authenticity is his intent
“...to deny it or attempt to escape from it.”'® Sartre believed that
the lack of authenticity in a Jewish individual would bring him
to adopt negative behaviors as “routes of escape.” One such route
would entail the acceptance of the negative opinions of the out-
groups regarding his group, thus creating an “inferiority com-
plex.” The Jew who does not actualize his “Jewish condition,” or
his Jewish identity, may, according to Sartre, find himself alien-
ated from himself, acting as a different person.

In light of these contentions and findings regarding the positive
link between Jewish identity or involvement (as a stable and
consistent pattern of behavior) and an individual’s self-image and
psychological adjustment, we have chosen in our research to
focus on « single activity of actualization of Jewish identity and
to examine its effect upon the individual’s self-evaluation. Our
primary hypothesis stated that an act of actualization of Jewish
identity would be perceived by the individual as enhancing his
sense of self-satisfaction, while non-actualization behaviors
would be seen as lowering that sense.

The contention regarding the existence of a need for the ac-
tualization of Jewish identity raises the following question: what
are the limits of this need? In this study, we examined a partial
answer to this question. According to our hypothesis, an in-
dividual with a Jewish identity would tend to compute a sort of
“balance of Jewish duty” based upon his recent behavioral com-
missions and omissions relating to this duty. Activities of ac-
tualization of the identity raise this index, while
non-actualization lowers it. The level of the balance of Jewish
duty at a given moment will influence the individual's decision
whether to behave according to his Jewish duty in a situation of
conflict between demands stemming from this duty and from an
important opposing motive. An individual whose balance of Jew-
ish duty is relatively positive will tend to allow himself to forego
an additional behavior connected with that duty, in contrast to
theindividual whose balance is negative. This model assumes the
existence of the perception of a “limited Jewish duty” among most
people who maintain a Jewish identity: the contention is that

10 Jean Paul Sartre, Antisemite and Jew, trans. G.J. Becker (New York:
Schocken Books, 1946/1970), p. 91.
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most people do not demand of themselves that they behave
according to their “ideal” Jewish identity in each situation, but
rather allow themselves certain deviations from this duty, as long
as these do not endanger their positive self-perception (personal
and Jewish). The level of the balance at a certain moment is, in
our opinion, one of the primary principles for the computation of
the extent of the deviation from the ideal Jewish duty which will
be allowed at that moment.

We contend that actualization of national and Jewish identity
is one of the areas of behavior to which the principle of “limited
duty” is applicable. This principle stems, in our opinion, from the
individual’s recognition of the legitimacy of various duties and
needs (such as moral duty, national duty, needs of self-actualiza-
tion, and so forth), and from the fact that these needs and duties
may at times conflict with one another. Wishing to achieve equi-
librium between these needs and expectations and to arrive at a
“balanced identity,” in which the inclinations toward the ac-
tualization of the differing identities will be in harmony with one
another, the individual adopts the principle of “limited duty” or
“limited actualization” of the central duties and identities of his
personality.

This approach, developed by Nisan'! in relation to moral he-

Jhavior, includes the concept of “moral balance,”’® In fact, the
findings of Nisan and Horenczyk showed that moral behavioral
decisions and moral judgment of behavior were influenced by
perceptions regarding the moral balance of the individual per-
forming the behavior.!® In their studies, subjects tended to allow
an individual who had previously behaved in a moral manner to
behave in an immoral manner. They tended to be less severe in
their assessment of the moral actions of this individual, and to
think that he should feel less guilt as a result of his behavior. In
the studies which will be described below, the principle of the

11 Mordecai Nisan, “Limited Morality: A Concept and its Educational
Implications,”  in Moral Education: Theory and Application, eds. M.W.
Berkowitz and F. Oser (Hilladale, New Jersey: Lawrence Erlbaum, 1985).

12 Mordecai Nisan, “Moral Balance: A Model for Moral Decisions,” in Zur
Bestimmung der Moral, eds. W. Edelstein and G. Nunner-Winkler (Frankfurt
am Main: Surkamp, 1986}, pp. 347-3786.

13 Mordecai Nisan and Gaby Horenczyk, “Moral Balance: The Effect of Prior
Behavior on Decision in Moral Conflict,” British Journal of Social Psychology
29 (1990), pp. 29-42.
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“balance” was examined with regard to the actualization of Jew-
ish identity, and the etudy further tested the influence of a
previous actualization of that identity upon behavioral decisions
regarding further actualization of Jewish identity and upon the
value judgments of behaviors not in accordance with Jewish duty.

Description of the Research and the Main Findings

In the first two studies, the effect of the actualization of Jewieh
identity on self-evaluation and on behavior in subsequent situa-
tions was examined through the use of questionnaires, compris-
ing eight stories. Each story had two parts. In the first part,
protagonists who behaved (or declined to behave) so as to actual-
ize their Jewish identity (such as participationin ademonetration
for Ethiopian Jewry) were presented. The actualizing or non-ac-
tualizing behavior was either voluntary, that is, of the protag-
onist’s free choice and decision, or forced (e.g., “all of the children
were required to participate in the demonstration”). Thus, each
story had four protagonists:

— a protagonist who voluntarily actualized his Jewish iden-
tity;

— a protagonist who was forced to actualize Jewish identity;

— aprotagonist who choee not to actualize his Jewieh identity;

— aprotagoniet who wae prevented from actualizing his Jew-
ish identity.

In the second part of each story, the same figures appeared in
situations occurring several days later, in which the protagonists
deliberated whether to act for the sake of a Jewish cause (e.g.,
helping to distribute a new Jewish newspaper) or to respond to a
personal preference (such as going to a party).

In order to present the various questions which served to
examine the research iesues, we will describe the first study and
then note the differences between the first study and the second.
In the first study, two of the four protagonists were presented in
the two parte of each story (for example, the one who voluntarily
actualized his Jewish identity together with the one who volun-
tarily chose not to actualize his Jewish identity). The influence of
the actualization of Jewish identity on self-evaluation was ex-
amined in some of the stories through two questions which
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appeared after the first part. In these questions, the subject was
asked to choose which of the two protagonists felt more comfort-
able and which felt more self-satisfaction as a result of his
hehavior (of actualization or non-actualization of his Jewish iden-
tity). The questions presented after the second part of each story
were designed to examine the effect of previous actualization of
Jewish identity (as described in the first part) on a number of
aspects of thé protagonists’ behavior in the subsequent situation
which also entailed actualization of Jewish identity. In some of
the stories, we examined the influence of previous actualization
of Jewish identity on the respondent’s willingness to allow the
protagonist not to actualize his Jewish identity in the new situa-
tion. In terms of “limited actualization” or “limited duty,” the
influence of the protagonist’s balance of actualization of Jewish
identity on the subject’s willingness to allow him to deviate from
the “ideal actualization” was examined. The subject was requested
- to choose between the two protagonists (who differed in their
actualization, or non-actualization, of their Jewish identity in the
first part of the story) and to indicate to which of the two
protagonists would he be more inclined to allow non-actualization
of his Jewish identity in the new situation. In other stories, it was
noted that in the end, both protagonists decided not to act in
accordance with their Jewish duty (for example, both of them
decided not to help with the distribution of the new Jewish
newspaper and decided to go to the party), and the subjects were
presented with two questions of evaluation of the behavior: “In
your opinion, whose behavior was less acceptable?” and “In your
opinion, which one of them ought to feel more guilty?” In the
study, six versions of the questionnaire were included, so that for
each story, all six possible combinations (of two of the four
protagonists) appeared.

The questionnaires used in the second study were similar in
their structure and content to those which were presented in the
first study. However, while in the first study two of the four
protagonists were presented and the subject had to choose among
the two according to what was requested of him by the various
questions, in the second study only one protagonist (out of the
four) was presented, and the subject was asked to relate to that
protagonist in his answers, without comparing him to any other
figures. Thus, for example, after the protagonist had been forced
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in the first part of the story to participate in a demonstration for
Ethiopian Jewry (forced actualization), the subject was asked to
express his opinion, to what extent the protagonist would feel
self-satisfaction as a result of his behavior; the respondent was
asked to record his answers on a five-point scale (ranging from
“he was very dissatisfied with himself” to “he was very satisfied
with himself”). This study also included a number of versions, so
that for each story the four protagonists appeared in different
versions. '

The subjects in the two studies were 340 American Jewish day
school students, almost equally divided between the sexes, and
ranging in age from 15 to 18. The sample included students from
the different religious movements, although primarily from the
Orthodox and Conservative denominations. In general, the re-
sults of both studies consistently supported our two primary
hypotheses:

a. Therespondents tended to ascribe greater self-satisfaction
and a greater sense of comfort to the protagonist who had
actualized his Jewish identity, in contrast to the protag-
onist who had not actualized that identity. This finding,
therefore, points to a connection between actualization of
Jewish identity and self-evaluation.

b. We discovered a greater willingness to permit omission of
behavior in accordance with Jewish dufty to the protagonist
who had previously actualized his Jewish identity, than to
the protagonist who had not actualized that identity. If we
assume that the willingness of a person to allow non-ac-
tualization of Jewish identity to another individual serves
as a certain indication of the willingness to allow himself
to deviate from the “ideal actualization,” then the results
obtained provide support for our contention regarding the
influence of the “balance of Jewish duty” upon the in-
dividual’s decisions regarding the actualization of Jewish
identity.

In both studies, however, we found a very weak effect of pre-
vious actualization of Jewish identity by the protagonists in the
stories on the subjects’ value judgments regarding subsequent
behavior not in accordance with Jewish duty. For example, the
subjects revealed almost no tendency to evaluate the behavior of
non-actualization of Jewish identity performed by the



THE ACTUALIZATION OF JEWISH IDENTITY 108

protagonist who had previously not actualized that identity, mors
severely than that of the protagonist who had previously actual-
ized his Jewish identity. It would appear that the balance of
Jewish duty exerts a greater influence upon behavioral decisions
(as expressed in the willingness to allow non-actualization in the
future) than upon value judgments regarding actions connected
with that duty.

Furthermore, we found almost no significant relationship be-
tween the volitional component of the behavior and the various
aspects of the actualization of Jewish identity which we explored.
For example, we expected that self-satisfaction attributed to the
protagonist following voluntary actualization of Jewish identity
would be higher than that attributed to the protagonist who was
forced to commit that actualization. In regard to the connection
between extent of “choice” and the balance of Jewish duty, we
anticipated that the willingness to allow behavior not in accord-
ance with the Jewish duty would be greater when the previous
actualization was voluntary, in contrast with a previous forced
actualization. We based our prediction on the assumption that
the element of decision within the voluntary choice would be
perceived as contributing to the positive evaluation of the ac-
tualization on the one hand, and as adding to the negative
svaluation of the non-actualizing behavior on the other hand. Our
findings suggest that when evaluating the effects of the activitiss
of actualization on the self-perception and on the balance of
Jewish duty of the protagonist, individuals do not make such a
distinction between voluntary and forced actualization (or non-
actualization). Possible educational implications of this result
will bs discussed later. '

The third study involved 120 adolescents, equally divided be-
tween the sexes, at a summer camp sponsored by the Conserva-
tive movement in the United States. Their ages ranged from 15
to 17. The subjects wers randomly divided into three groups:

1. The“actualization of Jewish identity” group — ths subjscts
were told that thsy were being approached as part of the
prsparation of an sducational unit on Jewish identity, and
that some of the answers which they provided would bs
included as sxamples in that unit. They were requested to
write brief essays about positive aspects of their Jewish
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idsntity (such as, “What makes me proud about my Juda-
ism?”);

2. The “non-actualization of Jewish identity” group — in this
group, the subjects were also. told about the curricular
project on Jewish identity; they were presented with the

same questions as the previous group, but with regard to
their American identity;

3. The control group — the project on Jewish identity was not
- presented to them, and they were not requested to write
any essays.

In the second stage of the study, some of the subjects received
a questionnaire for the evaluation of Jewish and personal iden-
tity, composed of four scales: two scales for the evaluation of
personal identity and two scales for the evaluation of Jewish
identity. In the third stage, all of the subjects of the study
received an additional page, on which they were requested to note
their willingness to give of their free time for a personal interview
regarding other aspects of their Jewish identity. Each subject
was requested to indicate whether he was willing to volunteer for
this activity, and, if so, how much time he would be willing to
devote to the interview (from 15 to 45 minutes).

While the previous two studies dealt with the subjects’ percep-
tions regarding the effect of the actualization of Jewish identity
on self-evaluation and on behavior in subsequent situations which
also involve actualization of that identity in another person (the
protagonist in a story), this study examined these effects of the
actualization of Jewish identity in the subject himself. The effect
of the actualization of Jewish identity on self-perception was
examined by comparing the level of self-evaluation between the
groups (as measured during the second stage of the study), While
the differences which we found were relatively small, we did
detect a consistent pattern across the four scales: the self- and
Jewish evaluation was somewhat higher among the subjects who
had actualized their Jewish identity than among the subjects who
had not been able to actualize that identity. This additional
finding lends some support to our contention regarding the rela-
tionship between the actualization of Jewish identity and self-
evaluation.

The differences between the groups in willingness to volunteer
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for an additional activity connected with their Jewish duty — and
in the amount of time they were willing to devote to this activity
— enable us to examine our hypothesis regarding the effect of the
“pbalance of Jewish duty” on behaviors of actualization of Jewish
identity. The findings obtained support our contention: subjects
who had written essays about their Jewish identity (that is, had
actualized that identity) were less inclined to volunteer for an
additional activity of actualization of Jewish identity, than were
other subjects. It would appear that the previous actualization
raised their balance of Jewish duty and allowed them to deviate
from their Jewish duty in the new situation. Among those sub-
jects who did agree to be interviewed, the subjects who had
previously been unable to actualize their Jewish identity (*non-
actualization” group) evidenced a greater willingness for volun-
teer activity, in contrast with the control group. (Willingness was
measured by the number of minutes which they were willing to
allocate to the interview.) It would appear that for the subjects
who were requested to write about their American identity, the
lack of opportunity to actualize their Jewish identity (which had
been “heightened” by the participation in the project dealing with
that identity) adversely affected the status of their balance of
Jewish duty, markedly increasing their motivation to actualize
their Jewish identity in the new situation.

In sum, the results of the three studies included in this research
support the two basic hypotheses regarding the effects of the
actualization of Jewish identity:

a. Actualization of Jewish identity tends to have a positive
influence on self-evaluation;

b. According to the prediction derived from the view of the
“limited Jewish duty” and from the model of an “balance of
Jewish duty,” prior actualization of Jewish identity tends
to lower the individual’s willingness to actualize that iden-
tity in a new situation.

Educational Implications

In a well-known Hasidic story, a village boy, who knows neither
how to read nor to write, begins to play his flute during the ne’ilah
prayers of Yom Kippur. For this boy, playing the flute was his
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only way to express his inner need to pray. Such internal needs,
of differing intensities and kinds, are present within each individ-
ual, and these tendencies seek expression or actualization. Socio-
biologist David Barash called these needs the “whisperings within”*
which guide an individual’s behavior, even if they do not present
themselves within his awareness consciously or clearly. However,
while Barash refers to the genetic component which influences
the individual’s behavior, we wish to relate to those “whisperings
within” whose source can be found in the personal and social
identities of the individual,

In our research, we dealt with the whispering which stems from
the national or ethnic Jewish identity of the individual. In his
address to the members of the B'nai Brith Organization, Freud
expressed this whispering well. He told his audience that he had
always been a non-believer who had endeavored to suppress any
national fervor, believing this to be negative and unjustified. Yet,

...there remained enough other things to make the at-
traction of Judaism and Jews irresistible — many dark
emotional forces all the more potent for being so hard to
grasp in words, as well as the clear consciousness of an
inner identity, the intimacy that comes from the same
psychic structure,,.’

We believe that the person who is aware of his Jewish identity
is inclined to actualize that identity. In the studies summarized
above, the effects of the actualization of Jewish identity on self-
evaluation and on subsequent behavior of the individual were
examined. Below, we will attempt to raise briefly a number of
points regarding the implications of our contentions and our
research findings for the field of Jewish education. To this end,
we will relate primarily to Rosenak’s enlightening Teaching Jewish
Values: A Conceptual Guide, in which he discusses the difficulties
faced by the various attempts to inculcate Jewish education to
Diaspora youth and presents the principles of an educational
perspective intended to cope with these difficulties.!®

14 David Barash, The Whisperings Within (New York: Penguin Books, 1979),

16 Sigmund Freud, “On Being of the B'nai Brith: An address to the Society in
Vienna,” Commentary (March 1926/19486), pp. 23-24.

18 Michael Rosenak, Teaching Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 19886),
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Rosenak’s point of departure for his analysis of the educational
situation is that the large majority of Jewish students in the
Diaspora lack motivation to learn a “Jewish language.” Without
an g priori Jewish commitment, he contends, Jewish education
essentially becomes the marketing of a commodity. According to
our perspective, which states that the Jewish person who is
aware of his Jewish identity will be inclined to actualize that
identity, we could qualify Rosenak’s assumptions to a certain
extent and suggest that even without strong Jewish commitment
on the part of the students, the marketing of the Jewish com-
modity is done on a csrtain “psychological ground” which may
predispose the student toward its adoption. In other words, we
believe that the tendency to the actualization of Jewish identity
in a student may generate in him an inclination to take an
interest in Jewish themes, to the extent that he perceives these
as providing an opportunity for the actualization of his identity.
Jewish students, therefore, may have a weak motivation to learn
a certain “Jewish language,” but we believe that a considerable
proportion of them maintain a basic motive to express their
Jewish identity, and this motive may be channeled toward an
interest in specific Jewish content. _

If, in fact, there is such a psychological tendency among Jewish
youth to seek avenues of expression of their Jewish identity
which will lead to its actualization, then how do we explain the
difficult situation of Jewish education in the Diaspora. Rosenak
summarizes the essence of the picture of Jewish education when
he states that “...most teaching of Judaism, by almost any stand-
ard and for most pupils, does not succeed.”’ _

A partial answer to this question may bethat the “whisperings
within” are not enough, and that there is a need to turn those
whisperings into a clear and conscious voice so that the individual
will guide his efforts toward searching for appropriate avenues of
actualization. In other words, in order for the individual to act in
accordance with his need for actualization of Jewish identity, he
must recognize or become aware of that need. Stryker, for ex-
ample, contends that the more prominent the social identity in
the structure of the individual’s self (thus occupying a more

17 Ihid, p. 21.
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central position in his awareness for greater periods of time) the
stronger the tendency to seek out ways to confirm this identity.'®

Transforming the pre-conscious whisperings into a clear and
discernible voice may be one of the important tasks of the Jewish
educator in the Diaspora, The goal of this educational task is to
guide the student to an in-depth examination of his Jewish
identity and his need to find an expression for this identity. Based
on information regarding the connection between the actualiza-
tion of Jewish identity and self-evaluation, the educator may
direct the student’s attention to positive aspects of the actualiza-
tion of his Jewish identity to which he had not granted sufficient
attention. We are dealing with the student’s coping with his
Jewish identity, with its existence (at times repressed) and its
complexity. A discussion of Jewish identity must deal with the
attitudes which Jewish youth hold regarding their Judaism;
these relate to the significance which the student attaches to the
fact of his Judaism, to the psychological needs which this fact
may engender in him, to the extent of the “necessity” of this
identity within the structure of his self, and so forth. Most of the
educational programs which deal with students’ views regarding
their Judaism deal primarily with an examination of Jewish
identification, that is, with an analysis of the manner of expres-
sion (values and behavior) and the various avenues of Jewish
involvement available in today’s Jewish reality. We believe that
these two tasks complement one another, such that the “psych-
ological” clarification of the various aspects related to Jewish
identity will serve as a preliminary stage, preparatory to the
more “sociological” examination of the possible avenues of Jewish
identification. Fein suggested a number of questions which are
worthy of examination by comprehensive research, but it would
appear to us that these questions could be included in the per-
sonal inquiry which the student will perform regarding his own
Jewish identity:

We need to know, fundamentally, what being Jewish
means to those who call themselves Jews, what it means
in terms of intellect, in terms of belief, in terms of

18 Sheldon Strvker, Symbolic Interactionism (Menlo Park, Ca.: Benjamin/Cummins,
1980); also “Identity Theory: Developments and Extensions,” in Self and Identity:
Psychosocial Perspectives, eds. K. Yardley and T. Honess (Chichester: Wiley,
1987), pp. 89-103.
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emotion, and in terms of behavior. And, in this same
context, there is a whole series of questions we should
like to ask: Is being a Jew important? Is it costly? It is
pleasant? When is it relevant? And then, how do you go
about doing it?*°

Among Fein's questions, there are those that deal with Jewish
identity, and there are those that are concerned with Jewish
identification. Some of them appear as issues for personal clar-
ification within existing educational programs which deal with
Jewish identity (for example, Rosenak and Shkedi's Teaching
Jewish Values®™) while others may contribute additional aspects
to the student’s coping with his Jewish identity. For the Jewish
educator, the desired outcomes of such a discussion would include
increased consciousness and prominence of the need for the
actualization of the Jewish identity and the activation of this
motivational force toward an interest and involvement in Jewish
themes,

The issue of the actualization of Jewish identity may serve not
only as an explicit topic for discussion in an educational situation
(formal or informal) but may also be an additional component in
the discussion of other Jewish educational themes. Thus, for
example, when discussing the question, “Why Hebrew?,” one
could discuss the function which the Hebrew language has ful-
filled and may fulfill in the future as an actualization of the
individual’s Jewish identity. Such a perspective on the “actualiz-
ing function” of Jewish behavior and content may contribute, if
only to a small extent, to the attractiveness and relevance of
educational messages for students. In relating to the attitude of
American Jews to religious events and rituals, Silberman con-
tends, “for many American Jews, attending a Seder or lighting
Chanukkah candles is an ethnic far more than a religious act; it
is a way of asserting cultural and national identity rather of
obeying God’s law.”®

19 L.J. Fein, Studying Jewish Identity: Observations (Cambridge: Mas-
sachusetts Institute of Technology, 19686), p. 4.
20 Michael Rosenak and Asher Shkedi, Jewish Identity: Models and Choices,
- experimental edition (Jerusalem: The Hebrew University of Jerusalem, Mel-
ton Centre for Jewish Education in the Diaspora, 1985).
21 Charles E. Silberman, A Certain People (New York: Summit Books, 1985), p.
235,
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Recognition of this fact may lead to a new answer to Rosenak’s
question: “How could Judaism be shown to be important, educa-
tive?”?? Jewish themes, the suggested answer would reply, could
be important and educative because they may provide the Jewish
individual with the tools for actualization of his Jewish identity,
with avenues for the expression of his personal uniqueness-and
his national or ethnic belonging. This message does not relate to
the “eminent truth” of Jewish content, or to its sacredness, but
neither does it negate them. This perspective emphasizes the use
which the individual may make of these themes for the purpose
of the actualization of his personal inclinations, the source of
which is his inherent Jewish identity. Yet, it would appear to us
that in order for the student to be able to receive and understand
this message, if is necessary to first clarify his Jewish identity
and those motivational forces which it entails.

This attempt to “market” Jewish themes by presenting them as
avenues of actualization of social and personal identity is in an
opposite, although not opposed, direction to Rosenak’s perspec-
tive on the wording of the Jewish educational language, Rosenak
believes that the educator must present Judaism as a language
of “value-ideals,” which are, “...principles which demand transla-
tion into action in concrete and mundane circumstances.”?® This
language presents Judaism as a world view which encompasses
all of the areas and dimensions of the life of the individual. The
“value-ideals” approach appeals to the students’ values of ration-
ality and morality and shows how these may find appropriate
expression in Jewish tradition. This educational strategy invol-
ves a transition from the “universal” to the Jewish, thus offering
specific Jewish answers to perennial universal questions: “Juda-
ism...is both universal — thus readily communicated — and
particular. Therefore, the former can lead to the latter.,”*

Our suggested educational strategy emphasizes the relevance
of Jewish content for the purpose of the satisfaction of the tenden-
cy of the student to actualize his Jewish identity; it begins at the
opposite “side,” attempting to lead from the personal to the
particular, the Jewish, While according to Rosenak the student’s
membership in a universal ethical and rational community is

22 Rosenak, Teaching Jewish Values, p. 23.
238 Ibid., p. 74.
24 Ibid., p. 77.
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taken as a given, and it ie that membership which may inetill in
him the motivation to learn about his Judaism, we see ths
individual as belonging to hie Jewieh community, and hieinclina-
tion to actualize the identity which etems from that membership
ag a poseible motivating force for Jewish education in the Di-
aspora. Moreover, the movement from the personal to the par-
ticular is made while the univereal perepectives are in the
background. According to the cognitive-developmental view in
psychology, the student already graepe the universal; the child,
in the course of hie coping with the reality which eurrounds him,
constructs for himself universal perepectives and adopts them.
According to this perspective, the structuring of these univereal
values represente the advanced stage of the cognitive develop-
ment of the student, and thus, the theory will find it difficult to
understand the possible movement from the universal to the
particular, The suggested movement from the personal (the in-
clination toward actualization of Jewish identity which is part of
the individual) to the particular (his interest in specific Jewish
content) is better rooted in psychological theory, which in our
opinion may provide a complementary etrategy for the inculca-
tion of Jewieh content to youth in the Diaspora.

In concluding, we wish briefly to relate to the educational
implications of two additional issues addressed in thie research.
The first issue relatee to the role of volition in the actualization
of the Jewish identity. In two of the studies we tested our hypoth-
eeis, according to which the subjects’ perspectivee regarding the
effect of the actualization upon self-perception and upon behavior
in a later situation would be different according to whether the
actualization wae forced or voluntary. It would appear that the
finding that the subjecte did not draw a dietinction between
voluntary and forced actualization (or non-actualization) of Jew-
ish identity bears far-reaching implications for the field of Jewish
education. However, it is necessary to distinguish here between
the eociological and psychological explanatione of this finding.
According to the first, the resulte reflect a given situation among
the population represented in the sample of subjects in thie
study: these adolescents do not differentiate between voluntary
and forced actualization (or non-actualization), and it would ap-
pear that the very performance of the actualizing behaviore
serves as the primary factor (and quite nearly the sole factor) in
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the evaluation of the act and ite results. In other words, these
adolescents relate to the actualization of Jewish identity in a
manner which to a great extent ignores the intention of the actor
and is based almost entirely on the outcome of the behavior. If we
regard euch a phenomenon as negative, the sociological explana-
tion may focus on the specific Jewish educational experiences of
these youths, viewing thoee experiences as largely responsible for
the inception and continuation of such a perepective toward
Jewish education among the students.

However, it may be that we are dealing here with a deeper
psychological phenomenon, according to which the tendency
toward the actualization of national and Jewish identity is satis-
fied by the very actualizing behavior, so that the queetion of
volition and intent is of little or no value. Such a perspective
- would be largely congruent with the primordial view of the

actualization of Jewish identity, according to which the inclina-
tion toward actualization is essentially a pre-conecious force
which seeks satisfaction, while conscious components (such as
intent) are not essential to the process of the actualization. The
poseible implications of euch a psychological interpretation are
complex and not unambiguous. We are not contending here that
the educational goals must be “chained” to the psychological
inclinations of the etudents, completely in accordance with them.
However, it does appear to us that it is deeirable for the educator
“to be aware of the students’ tendencies to relate to the actualiza-
tion of Jewish identity more from the perspective of the outcome
of the behavior rather than in terms of volition and intent.
Finally, from the perspective of limited Jewish duty and bal-
ance of Jewish duty, we wish to bring an encouraging meseage to
the Jewish educator. According to the perspective of limited duty,
the individual does not constantly demand of himself, in every
situation, behavior which is in accordance with the ideal duty, but
rather allows himself to deviate from this duty as long as such
deviations do not threaten his positive self-perception. In his
attempts to give expression to the various identities (personal
and eocial) which comprise his self, and to arrive at a generally
“halanced” identity, he tende to limit the actualization of certain
identities for the sake of the actualization of others. In other
words, rather than allowing certain whisperings to turn into
shouts, while other whisperings remain unheard, the individual
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strives for “vocal harmony” among the forces for actualization
which exist within him. Behavior according to Jewish duty is one
such voice, an expression of the actualization of internal whisper-
ings, rooted in the individual’s Jewish identity.

However, we do not believe that limited duty can exist without
the perception of the ideal duty. The individual must recognize
the existence of the standards which bind him, so that he will be
able to allow himself to deviate from these standards without
endangering his positive self-perception. There are areas, such as
the area of morality, in which it is the child who, with the support
and guidance of society, reaches a sense of the ideal duty (accord-
ing to the cognitive-developmental model). On the other hand,
there are areas in which society is almost solely responsible for
the presentation of the ideal standards connected with a certain
duty. We believe that the position of Jewish duty on this con-
tinuum is different for different children, as well as for different
aspects of that duty. (For example, it may be that the perception
of Jewish ethnic duty is more “natural” to the child than Jewish
cultural duty). In any case, it would appear to us that the repre-
sentatives of socialization must present the child with the ideal
duty, and they must not grant legitimacy (or normative validity)
to the child’s or adolescent’s perception of limited duty.

With regard to Jewish education, the educator is one of the
primary agents of the ideal Jewish duty, and she must present
the ideal standards of actualization of Jewish duty to her stu-
dents. On the other hand, the results of our research support the
existence of an “balance of Jewish duty,” which is one of the
principles according to which the individual allows himself to
deviate from the actualization of the ideal. This may explain, at
least in part, the common situation in the Diaspora in which
students’ actual Jewish behavior is substantially lower than the
standards inculcated by their Jewish educators. However, the
educator’'s perception of her role as agent of the ideal duty,
together with the awareness of the student’s tendency toward
limited actualization of that duty, may ease the sense of frustra-
tion which the educator feels when confronted with this disparity.
Our perspective claims that some of the students’ behavior which
is not in accord with their Jewish duty may not result from a lack
of adequate familiarity with this duty or from the fact that the
students do not perceive this duty to be incumbent upon them; we
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suggest that the reason for the deviation from the ideal actualiza-
tion, is such cases, can be found in the motivational principle of
“limited duty” activated by students with regard to the actualiza-
tion of their Jewish identity., In addition, the perspective of
limited duty, with its assumption regarding the necessity of the
perception of the ideal Jewish identity even for the purposes of
limited actualization of that identity, may point to the positive
value importance of the educator’s persistence in her endeavors
to transmit Jewish messages at high standards, even when the
students do not necessarily reflect these standards in their be-
havior,



RECENT TRENDS IN THE PHILOSOPHY OF
JEWISH EDUCATION:
CHAZAN, ROSENAK, AND BEYOND

H. A. Alexander

It has been the litany of articles since the first decades of the
century that Jewish education is troubled. Many of these discus-
sions involve technical matters such as how to fill vacant profes-
sional posts, how to attract youngsters to Jewish schools, and how
to improve instruction in the schools to which we hope to attract
them. These are undoubtedly important questions, but answering
them requires that we address even more basic questions about
the very purposes of Jewish education. Unfortunately, questions
such as this are not only left unanswered, they are too often left
unasked. Many who do think about Jewish education, spend their
time thinking about how to put out fires. Few are asking why the
fires continue to rage despite repeated attempts to douse them. I
want to argue that one main reason is not technical, it is concep-
tual. Jewish education is troubled not only because we do not
always do it well, but more importantly because we do not have
an adequate conception of what it means to do it well. One
question in need of attention, therefore, is not ~ow we can hetter
-educate Jews today, but rather what it means to do so.

Barry Chazan' and Michael Rosenak?® have devoted consider-
able attention to this sort of query by pioneering the application
of techniques from contemporary educational philosophy to Jew-
ish education. Their efforts are to be applauded as insightful
- attempts to professionalize Jewish educational thought. Yet, they
both inherit problems from the respective philosophical methods
they employ, which are indicative of an educational malaise
reaching beyond the confines of Jewish life. I will argue that this
malaise calls for what Robert Nozick has dubbed a “philosophical

1 Barry Chazan, The Language of Jewish Education {(New York: Hartmore
House, 1978).

2 Michael Roszenak, Commandments and Concerns (Philadelphia: Jewish
Publication Society of America, 1987},
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explanation.”® The search for such explanations can lead to the
application of new philosophical methods and aesumptions to our
current Jewish educational dilemmas, and in turn, to the more
generic pedagogic and cultural problems of which they are but a
epecial case.

Let us begin by examining the scholarly context in which
Chazan and Rosenak have worked.

I. Philosophy and Jewish Education

By formulating our query about being educated as a Jew today in
terms of meaning, I have intended to imply that this is a phil-
osophical and not an empirical question. An understanding of
what it means to be an educated Jew is not to be found by
administering a statistical survey to determine who thinke what
“about Jewish education. Such a method might produce an inter-
esting answer, buf fo another question. To inquire about the
meaning of something is to pose a query of a different sort.
Unfortunately, philosophers disagree over precisely what sort of
query this ie.

The Debate over Analytic Philosophy in Education

According to the analytic school, questions of meaning are ques-
tions about the way in which language is used. On this view, my
puzzle about the meaning of being educated as a Jew today is to
be solved by determining those circumstances in which we would
say that a Jew today was better educated, and those situations in
which we would say that he or she was not. We are to discover, in
other worde, the criteria that govern our use of the expression
“better educated Jew today.” The philosopher of the analytic
school will offer no official pronouncement as to what ought to
happen as a result of this analyeie. From this vantage point,
“philosophy leaves everything as if is,” or so writes Ludwig

3 Robert Nozick, Philosophical Explanations (Cambridge: Harvard University
Press, 1981).
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Wittgsnstein,' a father to the methods of ordinary languags
analysis.

According to philosophers on the European continent who ars
concerned with questions of human existence, queries concerning
meaning are about the structure of experience rather than ordi-
nary language. On this visw, my puzzle is to bs solvsd by describ-
ing how bsing an educated Jsw has bsen sxperisnced, both
historically and within contemporary consciousness. Philosophers
of this bent tend to be more willing to make normative judgments
about what educators ought to do. As a result, this sort of discus-
sion is often associated with normative traditions in philosophy.

This debate is but a skirmish in a long-standing battle between
two ways of thinking about the nature of philosophy that have
dominated the field since mid-century, the analytic versus ths
normative, Philosophers of education have been no innocent
bystanders in this debate. In 1947, Donald O’Conner published a
scathing critique of the normative school of educational phil-
osophy in his Introduction to the Philosophy of Education.® As the
field smsrgsd in ths fiftiss and sixtiss, two figures took leading
positions, R.S. Peters® of the University of London and Israel
Schefflsr’ of Harvard. Both emphasized the analysis of educa-
tional concepts as a key to understanding ths psdagogic process.

In the opposite camp were those led by Harry Broudy® who
claimed that educational philosophy ought to address the actual
nssds of teachers in classrooms. This could best be accomplished
through a review of traditional philosophical positions such as
idealism, realism, and scholasticism concerning such issues as
the naturs of knowledgs and ths meaning of lifs, with an eye
toward how they would translate into ths curriculum., Alscin this
camp were a growing number of educational existentialists such

4 Ludwig Wittgenstein, Philosophical Investigations (New York: Macmillan,
1953), section 124,

& Donald O'Conner, Introduction to the Philosophy of Education (London;
Routledge and Kegan Paul, 1947).

6 Richard 8. Peters, “Education aa Initiation,” in Philosophical Analysis and
Education, ed. R, Archambault (London: Routledge and Kegan Paul, 1965).

7 Israel Scheffler, The Language of Education (Springfield, Ill.: Charles C.
Thomas, 1960); See also Conditions of Knowledge (Chicago: University of
Chicago Press, 1965},

8 Harry Broudy, “Between the Yearbooks,” in Philosophy of Education,
Eightieth Yearbook of the National Society for the Study of Education, ed.
Jamea Soltis (Chicago: University of Chicago Press, 1981).
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as Van Cleve Morris? who sought to apply the doctrines of their
own school to pedagogy. Among the most significant contribu-
tions of the educational philosopher, according to this camp, is
the determination of curricular goals.

Analytic and Normative Philosophies of Jewish Education

With the publication of Rosenak’s Commandments and Concerns,
the field of Jewish education is in possession of attempts to apply
the approaches of both schools to its concerns. In the mid-seven-
ties, Barry Chazan brought forth his Language of Jewish Educa-
tion, which was the first (and for the time being, only) book-length
attempt to apply the methods of the analytic school to Jewish
educational thought. In that volume, Chazan addressed some of
the issues that had become the hallmark of analytic philosophy
of education including an analysis of the concept of Jewish educa-
tion, the moral dimensions of Jewish education, and the relation
between Jewish education and indoctrination.

In his more recent effort, Rosenak offers a work of which the
normative camp would be proud. He begins by carefully placing
the current state of Jewish education into an historical context as
a way of highlighting the real problems that Jewish educators
face in the practice of their craft. He then offers interpretations
of several central philosophers of Judaism and translates their
insights into responses to the problems which his historical anal-
ysis has brought to the fore. He concludes with an extensive
discussion of how his interpretation of the current moment in the
- history of Jewish educational thought can help educators better
understand the problems they face every day. Although this is no
practical compendium for the Jewish educator, there is little
doubt that Rosenak’s stance is normative, if tempered by an
awareness of the need for what he calls deliberation.

Unfortunateiy, each of these discussions can be charged with
the sing of the traditions of educational philosophy that they
embrace. To see why, it will be useful to examine what both
Chazan and Rosenak have to say about the state of Jewish
educational thought, the goals of Jewish education, and the
content of the curriculum.

9 Van Cleve Morris, Existentialism in Education (New York: Harper and Row,
1966).
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I1. Chazan’s Analytic Philosophy of Jewish Education
The State of Jewish Educational Thought

Chazan begins his analysis of the language of Jewish education
with a survey of contemporary approaches to Jewish educational
thought.'® This hietorical-descriptive perspective involves exposi-
tion of histerically important Jewish thinkers, schools, and i-
deologies.!! Normative-synthetic philosophy is a second approach.
It is concerned with the development of a comprehensive phil-
oeophy of Jewish education based upon systematic Jewish theol-
ogy. The task of the educational philosopher, according to this
school, is the application of the Jewish thought of such luminaries
as Buber, Kaplan, and Heschel to the problems of educational
practice, Both the historical and normative approaches to Jewish
educational philosophy, according to Chazan, tend to offer shal-
low philosophical discussions focusing too heavily on practical
concerns and not enough on rigorous argument. _

Another sort of educational thought found in the literature is
called meta-philosophy. This involves second order, self-reflexive
activity focusing on the task of the educational philosopher.
There is too little of this sort of work within Jewish education,
according to Chazan, in part because there is little genuine
philosophical diecourse in the field.!?

In addition to these more philosophically oriented doctrines,
Chazan points out that much of contemporary Jewish education-

al thought is expressed in terms of educational theory. Within the
Jewish sphere this is characterized by a rootedness in theoretical
conceptions of Judaism; dependence on sociological, historical,
psychological, and philosophical sources; and a focus on the prac-

10 Chazan, Language of Jewish Education, pp. 19-37.

11 For example, see Immanuel Etkes, Rabbi Israel Salanter and the Beginning
of the Musar’ Movement (Hebrew) (Jerusalem: Magnes Press, 1984); Also,
Judah Pilch and Meir Ben-Horin, Judatsm and the Jewish School (New York:
The American Association for Jewish Education, 1966).

12 For example, see Seymour Fox, “A Prolegomenon to a Philosophy of Jewish
Education,” in Kivvunim Rabim: Kavvanah Echat (Hebrew), (Jerusalem:
School of Education of the Hebrew University and the Ministry of Education,
1968); See also, “Toward a General Theory of Jewish Education,”in The Future
of American Jewry, ed. David Sidorsky (New York: Basic Books).
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tical operation of schools.!® This way of thinking about Jewish
education is not philosophical in character, however, nor are
more loosely connected ideas about Jewish education such as
discussions of dropout rates and teacher shortages. What is
missing in all of this, according to Chazan, is a “developed
philosophy of Jewish education whose subject is Jewish educa-
tional concepts, whose method ie analytic, and whose ohjective is
clarification.”™ What is missing, in short, is an analytic
philosophy of Jewish education,

The Goals of Education

To develop such an approach, Chazan hegins with an analysis of
the concept of goals in Jewish education.’® First, he distinguishes
between four different functions that educational goals can serve.

— Descriptive goals involve historical statements about what
Jewish education has traditionally attempted to accomplish
or sociological statements about what significant portions
of the Jewish community currently think ahout it.

— Prescriptive goals articulate what Jewish education should
accomplish irrespective of what empirical studies tell us
that it has aimed to do.

— Explanations offer understandings of the causes that lead
to specific educational ends.

— Stipulations identify the ways in which particular individ-
uals intend to use the concept of goals in Jewish education
when they write or speak about them.

Next, Chazan discusses the range of educational goals.

— Principles are those systematic philosophical principles which
underlie educational goals.

— Ideals are the ultimate ends toward which children should
be educated. These are based on philosophical principles.

— Proximateends operationalize ideals in concrete situations,

18 For example, see Jack J. Cohen, Jewish Education in a Democratic Society
(New York: Reconstructionist Press, 1964); Also, Joseph Schwab, “Memorandum
on Policy for Jewish Oriented Schools,” Conservative Judaism, vol, 18, no. 3
(Spring 1964),

14 Chazan, Language of Jewish Education, p. 30.

15 Ibid., pp. 43-56.
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— Means are the materials and programs we use to ac-
complish these proximate ends. According to Chazan’s own
goal, “Jewish education should deal with the confrontation
of the Jewish child with Judaism to enable him ultimately
to make a rational, autonomous decision whether to accept
or reject that tradition,”®

Chazan’s argument for this goal is found in his analysis of the
concept of indoctrination.'” Indoctrination is considered by many
educational philosophers to be the antithesis of the concept of .
education because it undermines the autonomy and rationality of
the student.!® It has not always been clear, however, precisely
why this is so. Chazan outlines three standard accounts of the
pejorative connotations of indoctrination:

— The method argument holds that indoctrination refers to
how students are taught, in particular to the manipulation
of instruction so as to ensure the acceptance of a particular
belief.

“— According to the content argument, the problem with in-
doctrination is that it involves instruction concerning doc-
trines whose validity is uncertain because they are not
supported by sufficient evidence. On this view, religious,
moral, and political instruction are paradigm cases of in-
doctrination because they involve disagreements that can-
not be resolved by reference to evidence.

— Theintention argument objects to the idea that all religious,
moral, and political instruction is indoctrinary, and at-
tempts to account for the problems with the method argu-
ment by reference to the intentions of the educator. If the
intention of manipulating the evidence by the educator in
a particular lesson is to undermine the autonomous, ration-
al choice of the student, then it is to be counted as in-
doctrination.

Chazan argues that no one of these arguments alone adequate-
ly accounts for the pejorative connotations of indoctrination.
Sometimes, the use of one-sided instructional methods can foster
autonomy. Even scientific and mathematical contents involve

16 Ibid., p. 55.

17 Ibid., pp. 68-786.

18 1. Snook, Indoctrination and Education (London: Routledge and Kegan Paul,
1972),
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assumptions that are undetermined by evidence. And sometimes,
it is appropriate for educators to have intentions that sidestep the
rationality of the child. Learning language, for example, involves
acceptingrules and definitions that are arbitrary. A more promis-
ing account of indoctrination, therefore, would suggest that it
“encompasses certain types of intentions, contents, and meth-
ods.”® In particular, it may be defined “as the attempt to au-
thoritatively impose on others beliefs and belief systems whose
acceptance really should be dependent on the agent’s own free
and rational acceptance.” However, according to this view, relig-
jious (as well as moral and political) education is not a paradigm
case of indoctrination provided that methods and contents are
employed with the intention of fostering rational discussion of
religious propositions, This, Chazan claims, is the sort of Jewish
educational goal he is proposing.

Curriculum Content

Chazan suggests that thisgoal can be accomplished by addressing
moral, religious, and national aspects of curriculum content in
Jewish education. Moral education involves instruction in socially
acceptable behaviors, moral rules that can be used in deciding
which behaviors are acceptable, moral dispositions which foster
the consideration of such rules, methods of effective moral think-
ing, or techniques of clarifying values to which the student already
adheres.?’ No one of these approaches is sufficient to account for the
enterprise of moral education. “Ultimately, moral education is the
~constellation of all five approaches, since each emphasizes an
important dimension of the moral sphere.”

Religious education involves confronting institutional, fune-
tional, and experiential aspects of religion. It becomes dysfunc-
tional when “one constituent element is dealt with at the expense
of the religious experience as a whole.””* Religious and moral
education overlap, therefore, because they share concerns about
social control and standards of behavior. They are not identical,

19 Chazan, Language of Jewish Education, p. 70.
20 Ibid., pp. 78-85.

21 Ibid., p. 86.

22 Ihid., p. 23.
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however, and Jewish schools ought not restrict their curricula to
either the moral or the religious sphere. When they do, they are
in peril of ignoring essential dimensions of the Jewish heritage.

Nationally, Chazan reviews six approaches to teaching Israel
in Jewish schools.?

— The affective approach is concerned with stimulating posi-
tive attitudes toward Israel.

— The cognitive approach focuses on factual knowledge.

— The peoplehood approach emphasizes the development of a
sense of kinship with the Jewish people.

— The philanthropic approach prepares youngsters to help
Israel when they get older.

— The Israel-American approach uses the teaching of Israel
as a way to verify the common values that Israel and
America share,

— The religious approach views Israel as a dimension of
Jewish religion.

— PFinally, the aliyah approach attempts to motivate students
to emigrate to Israel.

There are three perspectives about the meaning of Israel in
contemporary Jewish life in which these approaches might be
grounded 2

— The geo-political ideology views Israel from the vantage
point of world politics.

— The religious ideology understands Israel as an expression
of rabbinic tradition.

— The ethnic ideology argues that Israel is an expression of
Jewish peoplehood.

Ultimately, Chazan suggests that each of these approaches and
ideologies ought to have a place in our thinking about how to
teach Israel, though we need to be quite self-conscious about the
degree to Wthh we emphasme one over another and the reasons
why we do s0.?

In sum, Chazan argues for the development of an analytic
philosophy of Jewish education. The consequence of such an
analysis is a non-indoctrinary conception of the goal of Jewish

23 Ibid, pp. 96-108.
24 Ibid., pp. 108-118.
25 Ihid,, pp. 116-121.
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education that entails confrontation with the Jewish heritage as
preparation for making rational choices concerning adherence to
it. This view is justified on the basis of an analysis of the concep-
tion of indoctrination and involves including moral, religious, and
national dimensions in the curriculum of the Jewish school.

ITI. Rosenak’s Normative Philosophy of Jewish Education
The State of Jewish Educational Thought

Rosenak also begins his discussion with an assessment of the
current moment in Jewish educational thought. He distinguishes
bhetween normative-ideational and deliberative-inductive ap-
proaches toeducational philosophy. The former begins with ideals
about which actions are good and which knowledge valuable. The.
latter does not view the educated person as one who stands “under
a roof of imposed values,” but rather as “one who is equipped to
solve problems.”®® According to John Dewey, the father of this
doctrine, education begins not with ideals but with problematic
situations. Traditional beliefs, values, and knowledge are brought
to bear in resolving such difficulties. Thus, education does not
merely transmit culture across generations for its own sake;
culture is transmitted so that it can be transformed to meet the
felt needs of those who take possession of it.

Jewish education, according to Rosenak, has historically fol-
lowed the normative doctrine. But the two are not mutually
exclusive, for the deliberative approach offers a process for re-
gponding to crisis in order to preserve the normative tradition.
“The normative tradition must always remain visible, even in
times of crisis,” he writes, “if Jewish religious education is to refer
to a historical and cultural entity; the deliberational approach
must be called upon if Judaism is to remain in the world.”®" The
difficulty is that since the Enlightenment and the Emancipation,
this heritage has not been operative for increasing numbers of
Jews. Rosenak sees this as a problematic situation to be resolved
through Deweyan deliberation. First, he considers philosophical,
cultural, and theological dimensions of so-called secular respon-
ses to the crisis of normative philosophy of Jewish education. This

26 Rosenak, Commandments and Concerns, p. 21,
27 Ibid., pp. 26-26.
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is followed by religious responses to the issues raised within each
of these dimensions.

Philosophically, the secularists insist that Jewish religious
education tends toward indoctrination in that it “leans to
authority rather than freedom” and “mitigates against
autonomy.”?® Culturally, they claim that religious Jewish educa-
tion is ineffective at strengthening Jewish loyalties because most
Jews are secular. Theologically, they hold that it is dysfunctional
because it teaches nothirig of personal use to children in life.
Indeed, it can even alienate children from the intellectual and
cultural worlds of their parents.

Rosenak articulates responses to each of these secularist claims
in behalf of religiously-minded Jewish educators. Religious ed-
ucation is not necessarily indoctrinary, he argues, because “what
is justly labeled indoctrination is largely dependent on convie-
tions about truth. knowledge, and ‘the good.” ¥ Nor is it neces-
sarily the case that religious education is ineffective at fostering
Jewish loyalties. On the contrary, theologians such as Soloveitchik
have argued that a religious perspective can offer important
correctives to secular culture, Finally, the dysfunctional charac-
ter of religious education may signal the need for a more plausible
conception of what it means to do it well. This, Rosenak claims,
ig the main purpose of his study.

The Goals of Jewish Education

Rosenak’s concept of religious education attempts to take account
of two perspectives on religion: the outsider’s view, developed
according to the assumptions of secular scholarship; and the
insider’s view, developed according to his understanding of tradi-
tional Jewish religious belief and practice. The former is encap-
sulated in what Rosenak calls implicit religious experience, the
importance of which even many secularists admit. The latter is
expressed by means of the concept of explicit religious experience,
which is necessary if an historical tradition is to continue in some
recognizable form. “Explicit religion deals with ‘existential en-

28 Ibid, p. 61.
29 Ihid., p. 80.
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counters, occasioned by looking within and up in an attitude of
faith; it connotes reverence, openness, and search for meaning.”*
This becomes Rosenak’s main theme, the integration of implicit
and explicit religious categories into contemporary Jewish educa-
tion as a response to the problems posed by Enlightenment and
Emancipation.

Rosenak illustrates these two dimensions of religious exper-
ience by an exposition of what he calls “theology of Jewish educa-
tion,” by which he appears to mean the discussion of the educational
implications of theological writings. The explicit dimension of
Jewish religion is found in the writings of Liebowitz, Breuer, and
Soloveitchik, He writes,

In this theology, scientific inquiry is not denounced or
rejected, but it is normatively neutralized and placed in
subservience to revealed religious truth.... Explicit relig-
ious thought does not...fetter the mind, yet it demands
the service of God as institutionally presented to the
individual as a measure of...belonging.”

Ornstein’s and Frankel’s text Torah as Our Guide is used as an
educational illustration of this doctrine.?

A perusal of the text yields the conclusion that the
authors view the religious tradition as a normative one
that is to be imposed on the learners. To them, such an
imposition constitutes authentic education, allowing Jews
to achieve the heights of significant life.%®

The implicit dimension of religious experience is illustrated
through examinations of the thoughts of Buber, Bergman, Kook,
_and Heschel. These thinkers see religion as a response to the
human condition. They emphasize the importance of feelings and
experiences over (though not necessarily at the expense of) norms
and dogmas, and tend to be highly critical of the impersonal and
often inhumane character of modern technological society. “Para-
doxically, the implicit religious thinker, open to the secular world,
may be more of a severe critic of it than an explicit colleague, The

30 Ibid., pp. 112-113,

31 Ibid, p. 141.

32 Walter Ornstein and Hertz Frankel, Torah as Qur Guide (New York: Hebrew
Publishing Co., 1960),

33 Rosenak, Commandments and Concerns, p, 142.
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latter, having ‘put the world in its place’ is often content to meet
it on a technological, seemingly non-valuative plane.”* A ped-
agogic example of this approach is found in the Bible curriculum
of The Jewish Theological Seminary’s Melton Center.?® In these
materials, “the general world is seen and appreciated as one in
which reasoning is fostered in learning and intrinsic to it.” Jewish
tradition is to be discovered, according to this view, not only as
“the culture of a historical community but also a cogent system of
responses to human questions about the ultimate, For the Jewish
child, it is hoped, this historical deliberation will be perceived as
a worthy focus of profound study and of reasoned identification.”®

Rosenak argues that both of these dimensions are essential to
Jewish religious experience. The goal of Jewish religious educa-
tion on Rosenak’s view, therefore, must involve initiating stu-
dents both to “a theological model that ‘is defended at all costs™
and to theories that ensure that this model’s truth “will be
maintained in light of the human experience of truth and good-
ness in all contexts....The model is from heaven’...But the prin-
ciple of implicit religion is intrinsic to the model itself, for the
model is doomed without it.”*” And “just as explicit religious
teaching is attuned to the normative-ideational orientation in
education, so is implicit religious teaching congenial to the delib-
erative-inductive one,

Thus, Rosenak’s dilemma can be restated as follows: Explicit
Jewish religious education has a normative philosophy of educa-
tion,

but it is not convincing to most Jews in the modern age.
- Implicit religious education can be shown to be...rel-
evant to the modern person...But it has no normative
philosophy of education beyond what amounts to a com-
mitment to existential virtues...Jewishly speaking, this
commitment lacks specificity and religious depth.®

34 Ibid., p. 159.

36 Leonard Gardner, Genesis: The Teacher’s Guide, ed. Loujs Newman (New
York: United SBynagogue Book Service, 1986); Also Ruth Zielenziger, Genesis:
A New Teacher’s Guide, ed, Barry Holtz (New York: The Melton Center of the
Jewish Theological Seminary of America, 1979).

38 Rosenak, Commandments and Concerns, pp. 169.160.

a1 Ibid, p. 183,

38 Ibid., p. 166.

39 Ibid, p. 168, -
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The task of a theory of Jewish religioue education in our age,
therefore, ie to overcome this dilemma.

Curriculum Content

Thie is to be accomplished through the very eubstance of the
educative process, the curriculum. The content of Rosenak’s cur-
riculum ie neatly summarized by the titles of the two central
chapters dealing with his “theory of teaching.” One ie called
“Educating the Loyal Jew: Theory of Explicit Teaching,” and the
other, “Cultivating the Authentic Jewish Individual: Theory of
Implicit Teaching.” In the first of these chapters, Rosenak at-
tempts to “tranelate” the perspective of explicit Jewish theology
into what he calls the sociological characteristics of the com-
munity into which the student ie to be initiated. Explicit educa-
tional theory, he writes, “is concerned with eocialization into
‘tradition and community. It stresees, in religioue life, the impor-
tance of reverence for and loyalty to forme of shared eignif-
icance,™®

The cognitive framework for the assumptions and norms
of the community is constituted by the texts of tradition,
by Torah. The child is taught Chumash, Talmud, Mid-
rash, and fixed prayer because they are eacred literature;
that is, the authorized literature for learning the ‘lang-
uage’ of “objective” reality, the“world” tranemitted through
tradition.®!

If the theory of explicit teaching is conceived in terms of com-
munal sociology, implicit teaching takes a psychological form.
And if the major eociological contribution to education has to do
with initiation, the main contribution of psychology involves
communication. “In the former case, the theory ie designed to get
young people ‘on the inside’ of a cultural language; in the latter
case, it is to make the educator appreciate and consider to what
extent children, because they are children, live in a different

40 Ibid,, p. 217.
41 Ibid., p. 216.



RECENT TRENDS 138

cognitive and affective world.” He follows Schwab* in arguing
that alternative psychological theories®® need to be used eclecti-
cally. No one theory offers a complete view of the child, Taken
together, however, they can help to guide us in molding the
materials of explicit culture to respond to the life circumstances
of the child. In so doing, we help to foster a sense of “authenticity”
within him or her.

In sum, Rosenak sees the central problem of modern Jewish
education as a confrontation between Jewish religious culture on
the one hand and modern secular culture on the other. Most Jews
prefer the latter; the Jewish religious educator is anxious to
introduce the former. This is to be accomplished, Rosenak argues,
by recognizing that traditional Judaism speaks to universal hu-
man needs. The public tradition of the Jews he calls explicit
religion. The need to which that tradition responds is called
implicit religion. Instruction in explicit religion breeds loyalty.
Exposure to implicit religion leads to personal openness and
openness to the gentile world. The challenge for today’s Jewish
educator, then, is to seek “the elusive norm.” That is, to dem-
onstrate in thought and practice how traditional Jewish norms
can respond to a human condition that transcends the confines of
modern culture and touches the depths of our souls.

IV. Philosophy in Jewish Education Reconsidered

Analytic and normative philosophers have both complained about
one another in ways that are played out in the writings of Chazan
and Rosenak. The analysts claimed, for example, that the lan-
guage of existentialists and others influenced by the philosophy
of the continent was incomprehensible, Second, they claimed that
normative philosophers of education merely watered down phil-

42 Joseph Schwab, “The Practical: A Language for Curriculum,” The National
Bducation Associates, reprinted in School Review, vol. 78 (November 1970).

43 For example, Lawrence Kohlberg, Moral Education: Five Lectures
(Cambridge: Harvard University Press, 1970); and “The Child as Moral
Philosopher" in Moral Education, eds. Barry Chazan and J. Soltis (New York:
Teachers College Press, 1973); James Fowler, Stages of Faith: The Psychology
of Human Development and the Quest for Meaning (San Francisco: Harper
and Row, 1976); See also, Eric Erikson, Childhood and Society (Middlesex:
Penguin Books, 1950} and Identity: Youth and Crisis (New York: Norton,
1968).
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osophical theories for educators rather than engaging in original
philosophical diecouree. This led to nonrigorous and unoriginal
academic work. Third, they claimed that the study of philoeophy
had failed historically to anewer the eo-called big questione of life.
Profeseional philoeophers: would do well, therefore, to reetrict
their efforts to the examination of queriee about which they have
a genuine contribution to make. Finally, the analyete claimed that
philosophers ought not to be made reeponsible for the goale of the
echool. To be sure, philosophers have a contribution to make to
deliberatione concerning educational aims, eepecially when it
comes to clarifying the language and logic of euch deliberations.
However, philosophers have no special expertiee with which to
reeclve genuine political debates about the character of the cul-
ture parents wish to tranemit to their children. In a democratic
eociety, it is the political process and not the philosopher that
should be called upon to resolve euch differences.

Opponents to the analysts had their own parallel set of com-
plaints. Linguistically, they argued that, if the style of continen-
tal philosophy wae obscure, the style of the analysts wae dry,
emotionlese, overly technical, and accessible only to the profes-
sional philosopher. To the practicing educator, it wae a mystery.
Methodologically, they claimed that the efforts of the analysts
produced results that were all too often superficial, ahistorical,
and atheoretical. Analyets, they claimed, were unable to pen-
etrate the deeper meaning of educational experience. Finally,
normative philosophers complained that the analysts avoided the
important questione to which educators need responses such ae
the nature of the good life into which children are to be initiated
-and the aspirations toward which educational institutions ought
to strive in order to do so.!

Chazan’s Analysis Reconeidered

From the analytic perspective, Chazan produced a readable vol-
ume. On the whole, the language is precise and distinctione and
arguments clear. There are, however, a few notable exceptions

44 Richard 8. Peters, Ethics and Education (London: George Allen and Unwin,
1966), pp. 15-18.
46 Broudy, “Between the Yearbooks.”
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where Chazan’s linguistic analysis is less clear or his argument
less cogent than could have been the case. For example, the
distinction that hs malkes between historical-descriptive and nor-
mative-synthetic philosophy of education is not altogether suc-
cessful.®® Indeed, he even refers to the task of each category as
involving educational translation of some of the same authors.
Ostsnsibly, thé difference between the two groups has to do with
when the philosopher under consideration lived and wrote. From
the educational point of view, however, thisdoes not seem to make
much of a difference. In both instances, the task of the educational
philosopher is the same, reworking the philosophical ideas of
others so that they can be used by educators. These two groups,
therefore, would bs better discussed under a single rubric. This
is the more common designation within the literature of educa-
tional philosophy.

In another connection, Chazan’s analysis of Jewish educational
goals could bs tightened up.*” He suggests, for example, that
people sometimes use the term goal to refer to the cause of
something. He does not make sufficiently clear, however, precise-
ly how a goal can be understood to be a cause. Nor does he offer
convineing evidence that this is a meaning attributed to the
concept in everyday use. More importantly, were this in fact a
common uss of the term, it would be appropriate to offer a
correction to such a usage because it confuses two logically dis-
tinct concepts. A goal, for example, is an intentional concept. It
involves an end which an actor intends to accomplish. Causes, on

‘the other hand, need not involve intentions. In fact, at least
according to one standard account,®® causes involve statistical
covering laws dealing strictly with observable behaviors rather
than mental states such as intentions. Having a goal, therefore,
is not the same as having a cause. Goals involve intentions that
can help us to understand a willful dimension of human activity
that cannot be accounted for by reference to causal laws. This sort
of caveat is absent from his discussion.

Chazan also includes the concept of an educational means

48 Chazan, Language of Jewish Education, pp. 20-21.

47 Ibid., pp. 42-5686. _

48 Carl Hempel, Philosophy of Natural Science (Englewood Cliffs, New Jersey:
Prentice-Hall), pp. 47-69.
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under the rubric of the range of goals.*® Although he doee not
confuee the concept of & meane to accomplish something with the
end to be accomplished, the heading under which this diecussion
falls might lead to such a confusion. More importantly, the rela-
tion between meane and ends in education is not altogether
simple. The likee of Dewey®™® and Peters,” for example, have
viewed education as intrinsically valuable. The processes by
which truly educational aime are accomplished, according to
these views, are themselves ends. Thus, the difference bhetween
means and ends in education can become blurred. Indeed, Peters
even questions whether educators need to have aims at all.®
Traditional Jewish sources also suggest a sense to which the
study of Torah is intrinsically rather than instrumentally valu-
able.®® According to some approaches to Jewish education, there-
fore, it is also likely that this distinction could be problematic.
Any diecussion of the range of Jewish educational goals needs to
take account of these complexities in waye that Chazan hae not,

Moreover, after this careful analysis of the functions and ran-
gee of goals, Chazan does not tell what sort of goal it ie that he is
advancing. Is his non-indoctrinary approach descriptive or stip-
ulative? Is he advancing a philosophical principle, an ideal, a
proximate end? Even more dieappointing is the fact that, aside
from his analysis of indoctrination, Chazan advances no argu-
ment supporting his view about the goals of Jewish education. As
an analytic philosopher, Chazan was not obliged to advance a
position about the educational goals. It would have been quite
sufficient to have cleared up some confusions about whether
religious education is necessarily indoctrinary or whether it al-
ways involves moral education. In fact, given the analytic pred-

49 Chazan, Language of Jewish Education, pp. 46-47.

50 John Dewey, Democracy and Education (New York: Macmillan, 1916), pp.
49-53.

51 Richard Peters, "The Justification of Education,” in Philosophy of Education,
ed, R.S. Peters (London: Oxford University Press, 1973).

82 Peters, "Aims of Education” in Philosophy of Education.

53 See, for example, Pesakhim 50s, “A person should always occupy himself with
study of Torah and mitzvot, even when not for their own sakes, for from doing
so for extrinsic reasons, one will come to value them intrinsically.” See also,
Maimonides, Mishneh Torah, “Laws Concerning the Study of the Torah,”
chapter 3, sections 10-13, in A Maimonides Reader, ed. Isadore Twersky (New
York: Behrman House), pp. 66-69; Max Kadushin, Organic Thinking: A Study
in Rabbinic Thought (New York: Bloch, 1938), pp. 42-68.
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ilection for description over prescription, it is eomewhat surprising
that Chazan advances a normative view at all. In this reepect, he
seems to have ignored the complaints of hie analytic colleaguee
against normative philosophy.

Nevertheleee, having made the claim that Jewish eduction
should be a form of non-indoctrinary eduction which has relig-
ious, moral, and political commitants, he is obliged to tell us why
it ehould be s0.% Yet, the most that Chazan’s analysis will yield
is that, if we agree that indoctrination is bad, Jewish educators
ehouldn’t do it. He does not offer an adequate argument asto why
Jewish educatore ehould not indoctrinate, why what he calls
confrontation does not involve indoctrination, or why there must
be religious, moral, and political aspects to Jewish education. I
agree with Chazan, for example, that Jewish educators should
not indoctrinate. There are important philosophical reasons why
this is so.

One account might run as follows. The point of indoctrination
ie to undermine the. will of the student, that is, to move the
student to accept certain beliefs or values, or to perform certain
actions, without freely choosing to do so. But, if we hamper
students’ free will, we weaken the extent to which they can be
held morally responsible for their own behavior, eince they have
not in fact freely chosen to behave as they do. Indoctrination
undermines the very possibility of moral discourse, therefore,
because it challenges the concept of free will without which moral
responsibility is meaningless. This argument has important con-
nections to rabbinic conceptions of morality as well, If Maimonidee
is correct that rabbinic Judaism accepts a radical view about the
freedom of human will;*® and if it is also correct that indoctrina-
tion undermines the will of the student, then an indoctrinary
form of Jewish education would be incomprehensible. One could
not, on this view, at once indoctrinate and advance the cause of
rabbinic Judaism. To do the former would undermine the latter.
Unfortunately, this sort of argument is sorely lacking in Chazan’s
analysis,

Finally, Chazan discusses both the approaches to teaching
Israel in diaspora classrooms and the ideologies that might in-

§4 See ospecially, Chazan, Language of Jewish Education, pp. 55-56.
85 Maimonides, Mishneh Torah, “Laws Concerning Repentance,” chapter 8,
sections 1-5 in A Maimonides Reader, pp. 77-78.
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fluence such approaches.®® Yet, he never fully develops the con-
nections betwsen these approachss and ideologiss. What, for
instance, is the differsncs betwesn an approach to teaching Israel
and an ideology about the meaning of Israel in Jewish life?
According to one way of thinking about sducational philosophy,
the approach to teaching should flow directly from the ideology.
Although Chazan rejects this view, he never tells his reader
prscisely how the approaches he describes are in fact related to
the ideologies he discusses.

These difficulties could all be addressed within the analytic

.framework. From the normative philosopher’s vantage point,
however, the flaws in Chazan’s analysis are more difficult to
overcome. Although the language is not overly technical or inac-
cessible to the non-philosopher, the analysis never seems to be
abls to get beyond the surface of the issues addressed. The
techniques of ordinary language analysis seem especially well
suited for surveying the terrain of a field. Thus, Chazan offers
excellent surveys of various approaches to such fields as Jewish
sducational thought, the goals of Jewish education, and the teach-
ing of Israel. However, he rarely delves beyond the survey to
confront substantive educational issues. What would it mean for
a school to follow Chazan’s confrontational, non-indoctrinary
approach to the goals of Jewish education? How would this
approach differ from some of the alternatives? Other than it being
non-indoctrinary, what are some of the advantages of this
doctrine? What are some of its disadvantages and how would he
respond to them? For example, why are we to suppose that after
confronting the Jewish heritage and rationally considering the
appropriate issuee and alternatives, the majority of students will
not decide to abandon Judaism. Were this to be a regular occur-
rence, Chazan would be hard pressed to claim his approach
fostered Jewish education. Chazan neither raises nor responds to
such questions.

In addition, the normative philosopher might also complain
that Chazan’s discussion is ahistorical and atheoretical. Consider
his analysis of the approaches to teaching Israel.’” Each of thess
approaches grows out of a certain historical or theoretical back-
ground that is important to its understanding. The cognitive and

68 Chazan, Language of Jewish Education, pp. 95-122,
57 Ibid,
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affective approaches, for example, are influenced by traditions of
American educational thought rooted in Bloom's well-known tax-
onomy of educational objectives that makes a rigid distinction
between fact and feeling in the practice of pedagogy.® This dis-
tinction has been challenged by educational scholars as diverse
as Israel Scheffler® and Elliot Eisner® Without some back-
ground, it is difficult to evaluate whether these are actually as
different as Chazan represents them to be. The peoplehood ap-
proach is rooted in the ideological assumptions of cultural Zion-
ism, the philanthropic and American-Israeli approaches in
conceptions of Israel-Diaspora relations dominated by what
Jonathan Woocher has called the civil religion of American
Jews® Without more background, this analysis becomes too
facile and simplistic. Deeper historical and theoretical perspec-
tive, on the other hand, allows for a richer understanding of the
ways in which different approaches complement and conflict with
one another. Such a discussion would have better prepared us to
evaluate Chazan's assertion that all of these approaches must be
taken into account in teaching Israel; for it is not altogether clear
that each of these is compatible with every other.

Finally, the normative philosopher might challenge Chazan to
come clean as to the vision of the good life he is defending, With
all of his discussion of indoctrination, confrontation, choice, and
reason, it is clear that Chazan has embraced a version of the very
open secular society that Rosenak sees as problematic for Jews.

‘Here Chazan’s position as an analytic philosopher stands in the
way of his using the very tools of analysis that he finds so useful
in advancing the most central cause of his educational creed, the
role of Jews and Jewish education in modern liberal society. If
reason is such a powerful tool, why not put it at the disposal of a
conception of the good life and the good society into which young

68 Benjamin S, Bloom, ed., Taxoromy of Educational Objectives: Cognitive
Domain (New York: Longman, 1956}); Also David R. Krathwohl, Benjamin 8.
Bloom and Bertram 8. Masia, Taxonomy of Educational Objectives: Affective
Domain (New York: David McKay Co., 1964).

59 Israel Scheffler, “In Praige of the Cognitive Emotions,” in In Praise of the
Cognitive Emotions and Other Essays (London: Routledge and Kegan Paul,
1991).

60 Elliot Eisner, Cognitive and Curriculum {(New York: Longman, 1982).

61 Jonathan Woocher, Sacred Survival: The Civil Religion of American Jews
(Bloomington: Indiana University Press, 1986).
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people are to be initiated. This too, unfortunately, is absent from
Chazan’s analysis.

In sum, from an analytic perspective, Chazan offers a clear and
competent, if occasionally flawed and thinly argued, account of
the language of Jewish education. From a normative point of
view, however, the volume is superficial, atheoretical, and un-
reflective concerning the most vital issues that educational phil-
osophers ought to address such as the nature of the good life.

Rosenak’s Normative Philosophy Reconsidered

Rosenak’s discussion, on the other hand, almost appears tosuffer
from the opposite maladies. From the normative point of view, the
document is anything but superficial. Rosenak’s is the work of a
widely read scholar who displays an impressive facility with a
host of educational topics. The book is full of interesting flashes
of insight such as the affinity between Deweyan deliberation and
what Rosenak calls implicit religion.®2 Dewey’s interest in rooting
education in personal experience offers a natural starting point
for fostering the religiosity of the child. It also contains rich
discussion of numerous theological writings the educational im-
plications of which had not previously been systematically con-
sidered in print.® In addition, by illustrating these examinations
with discussions of concrete curricular examples, Rosenak pro-
vides an important forum for the scholarly discussion of cur-
riculum materials in Jewish education which is new and important.%
Finally, he addresses an undoubtedly central issue of contem-
porary Jewish education, the impact of secularism on attempts to
transmit Jewish religious culture across the generations.®

This having been said, from the analytic perspective, this book
is no easy read. The language is too often vague or imprecise.

62 Rosenak, Commandments and Concerns, pp. 21-28; and chapter 8, “Encounter
and Deliberation: Implicit Educational Theology,” pp. 151-1689.

63 See especially Rosenak’s discussion of the “explicit” theologians, Liebowitz,
Breuer and Soloveitchik in Commandments and Concerns, pp. 183-141, and
his discussion of the “implicit” theologians, Heschel, Buber, Bergman and
Kook, pp. 161-159.

84 Ibid., pp. 141-150 for discussion of “explicit” educational materials and pp.
169-166 for "“implicit” materials.

86 Ibid., summary on pp. 260-269, although they appear throughout the volume.
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Sometimes it is downright difficult even for the professional
philosophsr. Consider but two crucial examples, the distinctions
between normative and deliberative educational philosophy®®
and between explicit and implicit religious experience.®” By the
first distinction, it is not clear whether Rosenak intends to dif-
ferentiate between: (1) ways of doing philosophy of education, (2)
doctrines about what education means or ought to accomplish, or
(8) approaches to educational practice.

- L

If it is to philosophical methods that Rosenak is referring,

then his discussion of the normative approach conforms to
a commonly accepted practice among educational phil-
osophers. It is not clear, however, what it would mean to
use deliberation or induction as a method to advance a
philosophical argument. Philosophy is usually characterizsd
by deductivs logic. Induction is more characteristic of em-
pirical science. Dswey and Schwab were both advocates of
the deliberative process in educational planning and prac-
tice, but it is not clear that either used deliberation as a
philosophical tool to advance the case for using it educa-
tionally. On the contrary, Dewey’s philosophical msthod
was a pragmatic one; it focused on the consequences of
ideas for practice. Schwab’s method of analysis took on
mors of a rationalist (deductive) bent.

Ifit is to a specific doctrine that Rosenak is referring in this
distinction, then it is clearer to me what he means by
deliberation, but his understanding of the normative ap-
proach becomes confusing. Usually, the notion of norma-
tive educational philosophy refers to the discussion of a
host of incompatible positions such as perennialism, essen-
tialism, and reconstructionism. Indeed, Dewey’s experimen-
talism which forms the basis of deliberational methods, is
one doctrine usually discussed by normative philosophsrs
of education. As Chazan’s analysis illustrates nicely, more-
over, thers are also many normative approaches to Jswish
education. It is difficult to understand what Rosenak
means, therefore, when he writes that “explicit Jswish
religious education has a normative philosophy of educa-

66 Ibid., pp. 15-25.
67 Ibid, pp. 112-114,
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tion.”® Of which normative philosophy is he speaking,
Heschel’s, Buber’s, Soloveitchik’s?

3. Finally, Rosenak often talks as if he has instructional
methods in mind when he uses this distinction.® For ex-
ample, he speaks of the affinity between implicit religion
and Deweyan deliberation. But if he is speaking of an
instructional distinction here, it is not at all clear why we
should call this a difference in educational philosophies.
Perhaps the difference to which Rosenak is pointing invol-
ves a differentiation between didactic and discovery ped-
agogies. These methods undoubtedly involve divergent
philosophical assumptions, However, the differences be-
tween them are not only, or even primarily, philosophical.
They also involve such empirical issues as how children
develop and how subject matter is best taught.

A second distinction used by Rosenak that is sometimes am-
biguous is that between explicit and implicit religion. Does ex-
plicit religion refer only to publicly observable behavior such as
ritual prayer? Or does it include matters that are not observable
in the public eye such as beliefs, feelings, and attitudes? And
which behaviors or beliefs are to be included. On one hand, it
would seem that any explicit practice of a religious community
might be included under this rubric. On the other hand, he often
speaks of explicit Jewish religion as the traditional practice of
certain Orthodox groups. But Reform Judaism also involves spe-
cific explicit tenets. Moreover, Rosenak also talks ag if explicit
Jewish religion conflicts with modernity. Can there be no explicit
modernist Jewish religion according to Rosenak?

Similarly, when he writes of the openness of implicit religion,
it ig not clear to what Rosenak is claiming the religious person is
to be open.” Sometimes, this concept is used as the mechanism
according to which traditional (read Orthodox) explicit religion is
to be made accessible to secular Jews. So openness in this connec-
tion means being open to secular culture. Other times, it refers to
universal inner experience to which religion responds. And this,

68 Ibid., p. 168,

69 Ibid. He even refers to the deliberational alternative as an approach to
“educational discourse and practice,” p. 21.

70 Ibid. See, for example, the subtitle to a summary section in the chapter entitled
“Being both Loyal and Open: Seeking the Elusive Norm,” p. 256.
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as he rightly points out, is often an experience that is an anath-
ema to secular culture.”! Here openness means being open to
certain internal religious experiences to which secular culture is
not always hospitable, This confusion is complicated further when
we take into account that some forms of explicit Jewish religion
have already incorporated within themselves aspects of both
universal rsligiosity and secular culture. For example, Conserva-
tive Judaism prides itself on being able to synthesize traditional
Judaism and modernity. One expression of this has been the
_incorporation of women into the liturgical leadership of the syn-
‘agogue. Thus, ths explicit religion of many Conservative syn-
agogues combines certain elements of feminism drawn from
gecular (or at least non-Jewish, general) culture with traditional
ritual behaviors. According to Rosenak, is this explicit or implicit
religion?

Methodologically, the analytic philosopher would also bs disap-
pointed with Rosenak’s arguments. Sometimes important claims
remain without defense. For example, Rosenak hases his discus-
sion of explicit and implicit religion on the theological positions
of the likes of Liebowitz, Breuer, and Soloveitchik on.the one
hand and Buber, Bergman, Kook, and Heschel on the other. But
why are we to accept the positions of these theologians. Indeed,
how are we to accept positions from such a conflicting array of
thinkers, Rosenak might respond by claiming that these were
only intended as illustrations. Even so, a good deal of his norma-
tivs position rests on these illustrations. The reader has a right
to ask why thess and not others?

Whsn Rosenak does engage the reader in logical analysis, the
results can be disappointing. Consider his response to the charge
ostensibly made by the secularists that religious education is
indoctrinary. Hs writes that:

Ths claim that all religious education is indoctrination
deserves a respectful hearing. Yet, it must be borne in
mind that ths boundary line between education and
indoctrination is determined by philosophical judgments
with regard to the nature of learning, the child, au-
thority, and value. And educators in democratic so-
cieties, despite their different viewpoints, do attempt to

71 Ibid,, pp. 198-208.
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arrive at some consensus to ward off totalitarianism that
is abhorrent to all of them,™

This is a surprisingly relativistic response for so normative and
Jewishly traditional anh educational thinker as Rosenak, He
clearly preserves the pejorative connotation of indoctrination ae
morally problematic. Indeed, in an earlier essay on the subject he
does so quite explicitly. Yet, he argues that the morally repug-
nant character of indoctrination is relative to philosophical as-
sumptions about knowledge, truth, and the good. As he pute the
- point, “every educational system has unverifiable principles,
standarde of loyalty and cultural continuity, and modele of ideal
personality.”™ The unstated implication of this claim is that we
should not criticize one sef of assumptions on the basis of another.

In fairness, Rosenak does advance a set of criteria in that
earlier eeeay fto which he doee not allude in this connection,
according to which we are permitted to criticize educational
theories.” Yet, he offers no reasons as to why these criteria are
preferable to Chazan’s method, content, and intention arguments.
Indeed, according to Rosenak’s own critique of those arguments,
even his theory of indoctrination ie based upon certain assump-
tions. Why are Rosenak’e aesumptions better than any others? If
it ie true that every educational eyetem has assumptions that are
immune from criticism according to the aseumptions of other
educational systems, then what is tfrue for the secularists is right
for them, and what is true for the religionists is right for them. In
short, Rosenak’s position is faced with a paradox. If his critique
of the seculariet claim that religious education is indoctrination
is right, then it is wrong, because the secularists must also be
right.”™ :

Although Rosenak does not hesitate to put before us his vision
of the good life for Jews and the role of education within that life,

72 Ibid., pp. 79-80,

73 Rosenak, "Jewish Religious Education and Indoctrination,” in Studies in
Jewish Education, vol. 1, ed. Barry Chazan (Jerusalem: Magnes Press, 1988),
p. 126,

74 Ibid., pp. 185-186. _

76 H.A. Alexander, "Liberal Education and Open Society: Absolutism and
Relativism in Curriculum Theory,” Curriculum Inquiry: A Journal of the
Ontario Institute for Studies in Education, vol, 13 (Spring 1989); Also, Harvey
Siegel, "Relativism, Truth and Incoherence” Syntheses, vol. 18 (1984), pp.
225-259.
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in ths absence of a clear understanding of the basic concepts of
his position, and without a rigorous defense of the theologians
upon which hs rsliss, or a cohsrent differentiation betwsen rslig-
ious education and indoctrination, it is difficult to assess the
genuine contribution of this important volume. Ironically, with
all of Rosenak’s commitment to what he calls the normative
philosophy of Jewish education, there is a sense in which his final
position is very much like Dewey’s, who held that sociefies have
the right to impose their visions of the world on children, provided
that the snd in view is to empower them to transform that vision
once recsived to suit their own felt needs.” Yet, one wonders
whether Rosenak is prepared to accept the consequence of this
stance that once culture has been transmitted to a new genera-
tion, it may become so radically transformed that its connections
to the traditions of the past are more genetic than substantive.

V. Beyond Analytic and Normative Philosophy of Jewish
Education

Although each of these positions suffers from failures to live up
to the sxpectations of its philosophical camp, the more troubling
problem is that even when Chazan and Rosenak perform their
tasks as analytic and normative philosophers well, the results are
disappointing, Even when Chazan's analysis of the ordinary
language of Jewish education is clear and convincing, it seems
unable to do more than offer a superficial, if also valuable, survey
of the accepted use of educational language; and even when
Rosenak is at his best in the application of Solovsitchik or Buber
to education, we are left with the question, why Soloveitchik or
Buber and not Spinoza or Jacob Frank? Neither method, it seems,
is able to adequately answer the question with which I began,
namely, what does it mean to be educated as a Jew today?
Chazan's analytic method sees this primarily as a linguistic issue.
Howevsr, our everyday language does not seem to give expression
to the deeper problems involved in that issue. Rosenak’s norma-
tive method sees this as anissue of the modern Jewish experience.
Yet, Rosenak’s analysis based on modern Jewish thought ends up,

76 See John Dewey (1902), “The Child and the Curriculum,” in The Child and
the Curriculum and the School and the Society (Chicago: University of Chicago
Press, 1966).
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like much other modern thought, in the quagmire of relativism.
Why have these methods failed?

One reason may be that the normative-analytic debate in ed-
ucational philosophy has run its course. At least some of the
objections of each camp to the opposition were correct. Degpite
their best efforte to remain descriptive, for example, the analyets
could not help but work on the baeis of assumptions about the
nature of the good life that education is to serve. Yet, as Chazan’s
writings so clearly illustrate, these assumptions are all too often
made uncritically, without the sort of rigorous argument we
would have expected from the analysts.” Even when their con:
ceptual analysis is clear and significant, moreover, we are left
with a lingering question about how this analysie should impact
the practice of educators. This may account, in part, for the sense
of euperficiality that remains; for pressing iesues are not only left
unresolved, they are too often left unidentified. Normative phil-
osophers such as Rosenak, on the other hand, have not shied
away from commenting on what educators ought to do, but they
have too often done so without adequate argument and without
eufficient refersnce to recent developments in the field of phil-
osophy.” We are in need, therefore, of a rigorous form of phil-
osophical analysis in education which recognizes that the question
of what it means to be educated is, in the final analysis, a
normative question about the vision of eociety we are prepared to
pass on to our children. -

Another reason for this failure may be that Chazan and Rosenak
are both so enmeshed in the problematic conditione of modern
educational thought, that their methods themselves become
eymptoms of the very concerns to which we are attempting to give
expression. Both Chazan and Rosenak assume that the central
question of Jewish educational thought involves how to be Jewish
in a modern world defined by the Enlightenment and the Eman-
cipation. Chazan accepts thie assumption implicitly by adopting
a philosophical methodology that explores communal assump-
tions about the meaning of language; for it is no doubt the case

77 Jonas Soltis, “Analysis and Anomalies in Philosophy of Education,” in Studies
in Philosophy and Education, ed. Robert D. Heslep (Edwardsville, Iil.:
Southern Ilinois University, 1971), pp. 28-46.

78 Denis C. Phillips, “Philosophy of Education in Extremis? FEducational
Studies: A Journal in the Foundations of Education, vel. 14 (Spring 1983).
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that for most Western Jews during the past century, modernity
has been central to their conceptions of being educated. Rosenak
makes this assumption explicitly and structures his argument as
a response to the problems that modernity has posed to Jews and
Judaism. Yet, what neither seems to have noticed is that moder-
nism itself is now in a period of crisis.

To quote Richard Bernstein, “we are witnessing...the playing
out of an intellectual tradition.”™ Richard Rorty calls it the
Cartesian-Lockean-Kantian tradition.®® This tradition has both
epistemic and political aspects. Epistemically it held that humans
can have direct access to knowledge about the world within the
confines of space and time by means of that combination of sense
experience and the principles of logic we call science. Bernstein
calls this the thesis of objectivism. We might call it the principle
of enlightenment. Politically, it assumed that it would be possible
to create a society that was neutral with respedt to religion,
ethnicity, and race. This we might call the thesis of universalism
or the principle of emancipation. These are among the most
crucial assumptions of the modern age, and they have been under
increasing attack among intellectuals for more than half a cen-
tury. Since Einstein, philosophers of science have been challeng-
ing the idea that scientific knowledge is as objective as was
previously thought; and since the rise and fall of fascism in
Europe, political theorists have been gquestioning whether it ie
possible for social institutione to remain as religiously and ethni-
cally neutral as we once hoped they could be. The end result is a
period in the history of the West that accepts a radical plurality
of personal lifestyles and beliefs and that seems unable to grasp
onto any ideas of common value to be passed on to children.

The question for many young Jews in this radically pluralistic
society is no longer how to be Jewish. It is rather, why be Jewish,
indeed, why be anything at all? And this is a very different sort
of query indeed. Nor is this merely a parochial or Jewish ques-
tion. It is rather symptomatic of much larger cultural issues
having to do with the very nature of the evidence we will permit

70 -Richard J. Bernstein, Beyond Objectivism and Relativism: Science,
Hermeneutics and Praxis (Philadelphia: University of Pennsylvania Press,
1883), p. 7.

80 Richard Rorty, Philosophy and the Mirror of Nature (Princeton: Princeton
University Press, 1979), pp. 5-8.
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into civilized discourse and the very heritage we are prepared to
transmit across generations.

We need only consult the recent best seller by Allan Bloom, The
Closing of the American Mind, to realize that educational leaders
are in a quandary over what schools ought to teach.** Bloom
places the blame for this quandary at the doorstep of relativism
— the idea that truth is a function of framework and that no
framework is better than any other — and responds by reassert-
ing a conception of cultural knowledge that tends toward ab-
solutism — the idea that there is only one truth and one framework
within which it is confirmed. We are trapped, it seems, between
rampant relativism on the one hand, which legitimates so much
that its stamp of approval becomes meaningless, and reactions
against relativism in the form of absolutism on the other, which
is intolerant of diversity.

Plato put the problem this way long ago in Theaetetus,

if what every man believes as a result of perception is
indeed true for him; if, just as no one is to be a better
judge of what another experiences, 8o no one is better
entitled to consider whether what another thinks is true
or false...where is the wisdom of...setting up to teach
others.®

Bloom takes this dilemma as the basis to dictate a very narrow
curriculum. Religious fundamentalists, gentile and Jew alike,
take it as their cue to reassert their own absolutist doctrines. I
would hope that a deeper understanding of the nature of knowledge
to be transmitted across generations would generate a more
balanced perspective.

What is called for, it seems, is another way to look at the
problem of what it means to be educated, a different approach to
educational philosophy. One such approach is concerned with
philosophical explanations. Robert Nozick describes how phil-
‘osophers have often been concerned with questions of the general
form: How is one thing possible, given (or supposing) certain
other things? How is it possible that there is a God, given evil in

81 Allan Bloom, The Closing of the American Mind (New York: Simon and
Schuster, 1987); See also E.D. Hirsch, Cultural Literacy: What Every American
Needs to Know (New York: Vintage, 1987).

82 F.M. Cornford, Plato’s Theory of Knowledge (London: Routledge and Kegan
Paul, 1968), pp. 161-162.
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the world (Voltaire’'s question)? Or the reverse, how is evil pos-
sible, given an omnipotent, omnificent God (Job’s question)? How
- is synthetic, necessary knowledge possible, given Hume's skepti-
cal arguments (Kant’s question)? And, how can there be stable
meaning, given constant change in the world (Plato’s question)?®®

Our Jewish educational query can be conceived in this way.
How can being educated as a Jew have meaning in today's
Western society, given the influence of various versions of cul-
tural absolutism such as religious fundamentalism on the one
hand, which admit no cultural diversity whatsoever, and cultural
relativism on the other, which admits so much diversity that the
concept of a cultural or religious heritage tends to lose all mean-
ing? This, of course, is a special case of the more general question
of what it means to be educated at all, given the influence of
relativism and absolutism. Yet, if I am correct about the demise
of objectivism and universalism (a claim that I have only asserted
but not supported in this essay),* then the general question can
only be answered by reference to specific cases such as this.

In such cases, explains Nozick, what we want to know is not so
much why the first clause is true, but rather how it can be given
a second clause that appears to exclude such a possibility. We
want to know, for example, not whether God exists, but rather
how to make sense of God's existence given evil in the world.
Similarly, putting the question in this way assumes that there is
some sense to being educated as a Jew today; we want to know
not whether being educated as a Jew is meaningful, but rather
how it can be given the tendency toward absolutism on the one
hand and relativism on the other. Nozick's method begins, in
other words, with an explicit normative assumption about the
value of Jewish education. Its objective is to provide a theory that
can help to make sense of that assumption given certain condi-
tions. To show how one thing is possible given another is to show
how things fit together, to provide deeper explanatory principles.
Nozick calls these deeper principles “philosophical explanations.”
One could characterize this new approach to educational phil-
osophy, therefore, as a search for philosophical explanations.

According to this view, the meaning of Jewish education today

83 Nozick, Philosophical Explanations, pp. 8-24.
84 For a more detailed discussion of the problem of absolutism and relativism in
curriculum theory, see Alexander, “Liberal Education and Open Society.”



162 H. A. Alexander

is dependent upon a deeper explanation of how there can be any
meaning to transmit at all — Jewish or gentile, linguistic or
existential — given the relativistic and absolutist turns that seem
now to have been the inevitable outcomes of modern thought. What
is called for, in other words, is a theory of education that looks
beyond the dichotomies of modernity, beyond the principles of
enlightenment and emancipation, a theory that can explain why
Judaic (and other} commitments merit transmission according to
a different set of assumptions. This may be the challenge of
Jewish educational thought in a postmodern age. It is a challenge
that lies beyond the scope of this essay.® Taking up this chal-
lenge, it is hoped, will enable us to address such vital questions as
why Jewish education might be valued, what its purposes might
be, and how thinking clearly about it can influence not only the
transmission of Jewish culture, but transmission of culture in
general. Philosophy, according to William James, is actually noth-
ing more than a stubborn attempt to think clearly about things
that matter;®® and to paraphrase that famous rabbinic dictum,
nothing matters more than Jewish education.®’

85 I have begun to work this out in “Science and Spirituality: Tradition and
Interpretation in Liberal Education,” Curricrlum Inguiry: A Journdl of the
Onfario Institute for Studies in Education (forthcoming). '

86 Philosophy, wrote James “is at once the most sublime and the most trivial of
pursuits, It works in the minutest of crannies and it opens out the widest vistas,
It bakes no bread,’ as has been said, but it can inspire our souls with courags;
and ag repugnent as its manners, its doubting and challenging, its quibbling and
dialectics, often are to common people, no one of us could get along without the
far flashing beams of light it sends over the world’s perspectives,.,But the one
thing that has counted so far in philosophy is that 2 man should see thinge, see
them straight in his own peculiar way, and be dissatisfied with any opposite way
of seeing them.” In “The Present Dilemma in Philosophy,” Pragmatism and the
Meaning of Truth (Cambridge:; Harvard University Press, 1978), pp. 10-12,

87 Mishna, Peah 1:1, “These things have no measure.,.and the fruits of these are
enjoyed in this world while the principle remains for the world to come....But
the study of Torah outweighs them all.”
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THE TEACHER’S ROLE
IN CURRICULUM REFORM

Isa Aron

What is ths appropriate role of ths teachsr in the process of
curriculumreform? Should curricular materialsbe “teacher-proof,”
as many argued in the 1970s? Or, alternatively, should teachers
be seen as shapers of the curriculum? These questions are peren-
nial; they arise with each wave of curricular innovation, and sach
new curriculum tends to answer them a little diffsrently. For
example, the UAHC curriculum, To See the World Through
Jewish Eyes, provides teachers with objectives and an outline of
suggested activities, but assumes that teachers will writs their
own lesson plans. In contrast, the Melton Holiday and Mitzvot
curriculum provides teachers with fairly detailed “scripts” to
follow. The Jewish Values curriculum seems to take a position
somewhere between the two, though individual units vary as to
their explicitness.

Behind each approach lies a series of assumptions, both idso-
logical and practical, about who teachers are and how much
guidance they require. The curriculum writers are likely to have
certain opinions of teachers’ abilities, based on past experience;
in addition, they are likely to have certain beliefs about ths idsal
teacher and the role of such a teacher in curricular reform.
Rarely, however, are the curriculum writer’s assumptions articu-
lated in a rigorous and systematic way; nor are they typically
grounded in empirical research. This is not surprising, since ths
field of research on tsachers is relatively new and is perhaps the
most fsrtile and exciting area of research in education today.

Research on Jswish teachers is even newer. Our knowledge of
who teaches in Jewish schools is still largely anecdotal. Discus-
sions of the qualities of the ideal Jewish teacher have just begun
to gather momentum, This paper focuses on the philosophical and
empirical underpinnings of two competing conceptions of teach-
ing — profession and vocation. Drawing on the rapidly growing
body of rssearch on teaching in secular education, I examine the
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implications of each of these conceptions for curriculum develop-
ment and the organization of schools.

Teaching a& a Profession

If one unifying theme could be found for the vast and ever-expand-
ing literature on public school teachers, that theme would be
professionalization. Study after study has analyzsd the profes-
sional shortcomings of teachers. Proposals abound for upgrading
the professional training of teachers, and, more radically, for the
restructuring of the profession itself.

In the field of Jewish education as well, discussions of the
Jewish teaching profession have begun to gather momentum. For
example, ths proceedings of a national conference on the status
of Jewish teachers, held at Brandeis University in 1986, were
published under the title To Build a Profession.! In 1987 a special
issue of Jewish Education featured a symposium on Jewish teach-
ers. Federations throughout North Amsrica havs begun to deal
with the issue of personnel in Jewish education; a dominant
theme in their deliberations has been the need to upgrade ths
professional status of tsachers.?

The notion of the teacher as a well-trained and well-respected
professional hasg long been one of the cherished ideals of all those
concsrnsd with Jewish education.® In this section I examine this
ideal more closely: what are the hallmarks of a professional? Ars
tsachers professionals? Should they in fact bs professionals?
What ars some of the barriers to upgrading the teaching profes-
sion?

1 Joseph Reimer, ed., To Build a Profession: Careers in Jewish Education
(Waltham, Ma.: Brandeis University Press, 1987),

2 Jonathan Rosenbaum, “The Community Teacher Concept: A Different
Approach to Professionalizing Jewish Pedagogues,” Jewish Eduecation, vol.
51 (1983), pp. 27-31; “Report of the Task Force on Bupplementary Jewish
Education” (Monograph, Combined Jewish Philanthropiesof Boston, November
1986).

3 Menachem Edelstein, History of the Development of the Jewish Teaching
Profession in America (New York: Jewish Education Committee, 1958);
Alexander Dushkin, Comparative Study of the Jewish Teacher in the Diaspora
Jerusalem: Hebrew University of Jerusalem Institute for Contemporary Jewry,
1970); Oscar Janowsky, ed., The Education of American Jewish Teachers
{Boston: Beacon Press, 1967).
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What is a Profession?

Most educational commentators agree that teaching is, or at least
ought to be, a profession. Few, however, attempt to define this
term; those who do, find that the concept is, to quote Morris
Cogan, “shrouded in confusion.™ The most common way around
a definition is to contrast a profession with other, presumably
inferior, endeavors. Thus, “professional” is held to be the opposite
of “amateur” — that is to say one who is either untrained or
unsalaried. Alternately, “professional” is taken to be the opposite
of “crafts-person,” i.e., one whose practice is not grounded in
theory or science.® Finally, the term “professional,” used as an
adjective, sometimes connotes altruism or a higher calling, in
contrast to “commercial ”

Cogan suggests that the ambiguity and imprecision surround-
ing the term is not accidental, and may be quite functional, for
the title “professional” often serves an exhortative, laudatory
function. One reason for the undifferentiated use of “profession”
may be found in the efforts of many persons and groups to secure
to themselves the values clustering around it by simply preempt-
ing the title.®

Since Cogan's article was written, the literature on profes-
sionalism has grown exponentially, and the “sociology of the
professions” has become a subfield of its own. Surveying this
“scholarly tsunami,” Bruce Kimball” identifies two criteria which
sociologists have taken to be the hallmarks of professionalism —
legitimacy and autonomy.® Legitimacy refers to the special knowl-
-edge and expertise to which professionals lay claim; autonomy
refers to the control which professionals exert over the ways in
which their services are rendered. To be considered a profession,
Kimball argues, members of an occupation group must meet both
of the following criteria:

4 Morris . Cogan, "Toward a Definition of a Profession,” Harvard Educational
Review, vol. 23 (1953), pp. 33-50.

6 H.8. Broudy, “Teaching — Craft o1 Profession?’ Educational Forum, vol. 20
(19663, pp. 83-50.

6 Ibid, p. 47.

7 Bruce Kimball, “The Problem of Teacher’s Authority in Light of the Structural
Analysis of the Professions,” Educational Theory, vol. 38 (1988), pp. 1-9.

8 Kimball uses the term“authority,” but “autonomy”is the term more firequently
used by other writers on this subject.
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— they must possess a specialized body of knowledge that
distinguishes them from the non-professionals in the field;
and,

— they must, as a group or a guild, have the power to shape
the conditions under which their work is done.

Some examples may help clarify these criteria. At one extreme,
medical doctors are clearly professionals, having specialized aca-
demic training and (collectively through their professional or-
ganizations) a good deal of control over how medicine is practiced.
In contrast, workers on an assembly line may have a certain
expertise, but this expertise is not based on a theoretical body of
knowledge; furthermore, they have little control over the cir-
cumstances under which they work.

In between the two extremes lie a vast array of occupation
groups which meet one criterion better than the other, and whose
professional status is unclear. Those engaged in business, for
example, meet the criterion of autonomy very well, since they
contribute to the shaping of the conditions under which they
work, In their effort to meet the criterion of legitimacy leaders of
the business community have developed business schools and
MBA programs, which offer courses in the “sciences” of manage-
ment, marketing, and administration. A converse situation may
bs seen in the nursing profession. Like doctors, nurses derive
their expertise from medical science; and like doctors, their legit-
imacy is beyond question. Unlike doctors, however, nurses have
very little control over the way in which hospitals are organized;
their lower professional status is indicative of their weaker au-
thority.

The Legitimacy of Teachers

“Thoge who can't do, teach, and those who can’t teach, teach
education.” At the root of this old adage lies an assumption,
shared by many, that anyone can teach. After all, everyone has
spent hours and hours in classrooms of all sorts, and been ex-
posed to a variety of models of teaching. If one knows a certain
subject, surely one can teach it. And, if anyone can teach, why
should teachers be considered professionals?

The widespread perception that good teaching may require
experience and innate talent, but not any codifiable knowledge,
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is seen by many as the most serious challenge to the profeesional
standing of teachers.?

To counter this perception educational researchers and policy-
makers have sought to demonstrate that good teachers operate
from a firm knowledge base. Lee Shulman, perhaps the foremost
proponent of this view, summarizes this position in the following
manner:

The claim that teaching deserves professional status is
based on a fundamental premise: that the standards by
which the education and performance of teachers must
bejudged can be raised and more clearly articulated. The
advocates of professional reform base their arguments
on the belief that there exists a ‘knowledge base for
teaching’— a codified or codifiable aggregation of knowl-
edge, skill, understanding, and technology, of ethics and
disposition, of collective responsibility — as well as a
means for representing and communicating it.!

While few researchers or policymakers in secular education
would quarrel with the goal of upgrading the teaching profession,
either from within (in terms of better training) or from without
(in terms of eetting henchmarks for accomplishment), a number
have questioned the feaeibility of such an endeavor, on several
counts. After two decadee of research, the “scientific basis” of
research on teaching amounts to little more than a small number
of low-level, common-sense generalizations regarding effective
teaching techniques."’ While Shulman, who employs a different
research paradigm, hopes to overcome the narrow technological

9 Forareview of this literature, see Sharon Feiman-Nemser and Robert Floden,
“The Cultures of Teaching,” in Handbook of Research on Teaching, 3rd edition,
ed, M, Wittrock (New York: Macmillan, 1986), pp. 512-515.

10 Lee Bhulman, “Knowledge and Teaching: Foundations of the New Reform,”
Harvard Educational Review, vol, 57 (1987), pp. 8-4.

11 Phillip W. Jackson, “Facing Our Ignorance” Teachers College Record 88
(1987), pp. 884-89; Karen K. Zumwalt, “Research on Teaching: Policy
Imperatives for Teacher Education,” in Policy Making in Education, 81st
Yearhook of the National Society for the Study of Education, Part I (Chicago:
University of Chicago Press, 1982).
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bias of previous researchers, his work is too preliminary to serve
as the sole basis for professional legitimation.

Even were the components of “teacher knowledge” more clearly
delineated, developed, and corroborated, would good tsaching be
directly rslated to knowledge acquisition? Noting the special way
in which personality enters into teaching, some researchsrs cau-
tion against an undue emphasis on knowledge alone.

As Lightfoot states:

It is difficult...to disentangle teacher character from
teacher competencs. The teachsr is deeply engaged in his
work as a whole person because an effect is required on
the student as a whole person.’

And as Sykes furthsr elaborates:

Education...possesses neither a codified body of techni-
cal knowledge nor a clear technology nor a small set of
measurable outcomes. Rather, special and ordinary knowl-
edge are freely mixed, teaching styles and the solution
of core problsms are heavily dependent on personality
and consequently are idiosyncratic, and outcomes are
multipls, protean, and intangible.*

The Autonomy of Teachers

The second hallmark of a professional is autonomy, i.e., the ability
to control the circumstances and terms under which one’s service
is rendered. Once again a comparison with doctors, who have a
great deal of autonomy, may be helpful. Individual doctors may
establish thsir own offics procedurss and fes schedules, and
collectively they set policies for hospitals, medical schools and
various public health organizations. Of course, in a complex
industrial society such as our own, most professions are subject
to some regulation; a variety of laws and conventions set the
parameters within which medical practitioners must operate.
One might, at first glance, assums that tsachers, too, have a

12 Shulman, “Knowledge and Teaching,” pp. 3-4.

18 Sara Lawrence Lightfoot, “The Lives of Teachers,” Handbook of Teaching and
Policy, eds. Lee Shulman and Gary Sykea (New York: Longman, 1983), p. 250.

14 Gary Sykes, “Caring about Teachers,” Teachers College Record, vol. 84 (1983),
p. 581,
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good dsal of autonomy. Teachers teach behind closed doors, and
within certain limits they can establish their own set of classroom
procedures and rules. Though they may be given a curriculum
and/or a textbook, they can decide themselves just how the sub-
jsct at hand ought to be taught.

A closer look, however, reveals that the situation is more
complicated, and that most teachers operats under constraints
mors onerous than those of other professions: unlike the clients
of the doctor or lawyer, students do not come to school voluntari-
ly; conversely, teachers have relatively little choice as to who
their students will be. In other fields professionals themselves
defins and promote the services they offer, but in teaching it is
the socisty at large which dictates its expectations to teachers.
Major policy issues in education are usually decided through a
political process involving school boards and commissioners (or,
in the case of Jewish education, lay people and rabbis), very few
of whom have extensive professional training. At the school level,
policies are usually set by ths principal or administrators, few of
whom act in consultation with teachers.!®

What can be done to promote teachers’ autonomy? How, despite
ths inherent constraints in the work situation of teachers, can
this aspect of professionalism be enhanced? Researchers attempt-
ing to answer this question'® have focused on that intangibls but
altogether critical factor, the “culture” of a school. Why do some
schools foster teacher autonomy while othsrs, with equally com-
petent teachers, render teachers powsrless? After years of trying
to account for the differences by enumerating discrete factors
which serve as “independent variables,” researchers have begun
to take a more holistic, anthropological look at schools.” They
argue that many elements combine to create that unique con-
figuration of shared beliefs and practices which is a school’s

16 John Goodlad, A Place Called School (New York: McGraw Hill, 1984), pp.
188-191.

16 Milbrey Wallan McLaughlin and Sylvia Mei-ling Yee, “School as a Place to
Have a Career,” in Building a Professional Culture in Schools, ed. Ann
Lieberman (New York: Teachers College Press, 1988); Douglas Mitchell, Flora
Ida Ortiz, and Tedi K. Mitchell, Work Orientation and Job Performance: The
Cultural Basis of Teaching Rewards and Incentives (Albany, New York: SUNY
Press, 1987).

17 Frederick Erickson, “Qualitative Methods in Research in Teaching” in
Handbook of Research on Teaching, (19886).
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culture. This culture serves as a filter for all attempts at changing
the status of the teacher’s,’®

Ths challenge facing the advocates of professionalization
through greatsr autonomy is that this cultural “screen” makes it
difficult to isolate the set of ingredients which are the key to
transforming a hierarchical and bureaucratic staff structure into
what Roland Barth calls “a community of leaders.”? Throughout
ths United States a number of experiments have been under-
taken whose purpose is to grant public school teachers more
autonomy, either individually or collectively. Concurrently, ths
expsriments are being studied, in an effort to identify the com-
mon characteristics of those programs which are most success-
ful.?® As these experiments progress we will obtain a better
picture of both the conditions and benefits of expanded autonomy
for the teacher.

Legitimacy and Autonomy Reinforce One Another

Though the two hallmarks of professionalism — legitimacy and
autonomy — have been discussed independently, it is clear that
in actuality they are closely related. Legitimacy serves as the
justification for autonomy: the members of a profession are grant-
ed control over their practice on the assumption that they, having
sole possession of the special knowledge in their field, know best
how their practice should be conducted. Autonomy, in turn, allows
professionals to establish the standards of legitimacy. Most bona
fide professions are self-regulating; criteria for membership and
methods of evaluation are set by the members themselves.

This is, in essence, the bargain that all professionals
make with society: for occupations that require discre-
tion and judgment in meeting the unique needs of clients,
the profession guarantees the competence of membersin

18 Myrna Cooper, “Whose Culture is it Anyway?” in Building a Professional
Culture,

19 Roland S.Barth, “School: A Community of Leaders,” in Building a Professional
Culture.

20 Ibid., chapters 8-10.
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exchange for the privilege of professional control and
standards of practice.?

Teaching as a Vocatioh

Istheterm “profeseional” rich enough to embody all that we mean
when we think of excellence in teaching? If all teachers were to
be fully professional, according to the criteria of legitimacy and
autonomy, would we be satisfied with the result? The current
debate on teachere has focused eo narrowly on their professional
standingthat these questionehaverarelybeen asked. If, however,
one were to think of one’s most memorable teachers, “profes-
eional” would probably not be the only (or even the firet) adjective
one would uee to describe them.

Good teachers, as Jane Roland Martin has etated, “are shapere
not only of their students’ knowledge, but also of their students’
lives.””? While knowledge is certainly a necessary ingredient of
good teaching, it ie not the only one. Following Dwayne Huebner,
I have used “vocation” as a metaphor for this aspect of teaching.

The Latin root of vocation refere to a call or summons....To
have the vocation of teacher is to permit oneself to be
called by children and young people....[It] is to par-
ticipate intentionally in the unfolding, or perhaps col-
lapse, of this social world,?

To view teaching as a vocation is to focus on that aspect of
teaching that goes beyond training and expertise to the core of the
teacher’s being. For vocational, as opposed to professional, teach-
ers, knowledge and autonomy may be important, but only in the
context of their ultimate purpose, their reasone for teaching.

Different teachers are “called” to teaching for different reasons.
For some it is a desire to work with children, to nurture and care
for developing minds and hearts. For others the continuation of a
community or a tradition is the ultimate goal; they teach in order

21 Linda Darling-Hammond, “Valuing Teachers: The Making of a Profession,”
 Teachers College Kecord, vol, 87 (1985), p. 59.
22 Jane Roland Martin, “Reforming Teaching Education, Rethinking Liberal
Education,” Teachers College Record, vol. 88 (1987), p. 408,
28 Dwayne Huebner, “The Vocation of Teaching,” in Teacher Renewal: Professional
Issues, Personal Choices, eds. Francis Bolin and Judith McConnel Falk (New
York; Teachers College Press, 1987), p. 17.
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to bring a new generation “into the fold.” In religious education,
one finds a third group of teachers, “called” to teach in the sense
implied by the original meaning of the term vocation — by strong
religioue feelinge.

Each of theee motivations suggests a different characteristic of
the ideal téacher: First, the teacher ehould be a caring person,
Second, the teacher should be an integral member of the com-
munity into which the student is being brought. Third, the teach-
er should be a epiritual role model.

The Teacher as a Caring Person

Research on teachers hae consistently shown that they tend to
value the intrinsicrewards of teaching over the extrinsic rewards,
which is not surprising, since the extrinsic rewards of teaching
are rather limited.® High on the list of intrinsic rewards is the
teacher’s perception of having “reached” students, of having made
a difference in their lives. The following excerpt from the letter of
an experienced teacher to her former etudent exemplifies this
feeling:

Ultimately, teaching is nurturing. The teacher enters a
giving relationship with strangers, and then the teach-
er’s needs must give way to the students’ needs.... My
days are spent encouraging young people’s growth.?

By reflecting on one’e own experience as a student, one can
probably remember vividly certain teachers who seemed to care
about students'in a special way. These are teachers who took an
interest in their students as people, not just as takere of teete or
writers of essays. In her book, Caring: A Feminine Approach to
Ethics and Moral Education, Nell Noddings describes thie qual-
ity:

When a teacher aske a question in class and a student
responds, she receives not just the ‘response’ but the
student. What he says matters, whether it ie right or
wrong, and she probes gently for clarification, inter-
pretation, contribution. She is not seeking the anewer

24 Feiman-Nemser and Floden, “The Cultures of Teaching,” p. 510,
25 Margaret Metzer and Clare Fox, “Two Teachers of Letters,” Harvard Educational
Review, vol. 66 (1986), p. 362.
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but the involvement of the cared-for. For the brief inter-
val of dialogue that grows around the question, the
cared-for indeed “fills the firmament.” The student is
infinitely more important than the subject matter,?

The phrase “fills the firmament” is borrowed from Martin Buber,
and echoee Buber’s concern with relationships in which there ie
genuine encounter and dialogue, relationships in which people
meet one another as “Thou”s, rather than “It"s.
. Noddings argues that the overriding purpose of all schools

ought to be the development in young people of the ability to care
for each other and for the world around them. “Teaching is a
constitutively ethical activity. It is a moral type of friendship in
which teachers and students work together to achieve common
ends.” This is not to say that the learning of subject matter ie
not important, but that subject matter must be taught in a way
that enhancee, rather than diminishes, care.

Ie poseible for a teacher to care for an entire claes of students?
How can a teacher meet all these studente ae “Thou’s, rather
than “It"s? Noddings’ reply is that it is, of couree, impossible to
care for every etudent every minute, but that thie type of caring
is neither necessary nor appropriate. A large part of the student’s
day ie rightfully taken up by his or her interaction with materials
or with other students. When, however, the student does interact
with the teacher, that encounter must be characterized by caring:

[The teacher must] be totally and nonselectively present
to the student — to each student - as he addresses me.
The time interval may be brief but the encounter is
total,?®

If we value caring as a quality, and if it is important to us that
teachere be caring individuals, then at least three things must
happen. First, we must begin talking about caring a great deal
more than we have. We must state quite explicitly that caring for
children is one of the most important qualifications for a teacher
to have. We must validate the superior social commitment of

268 Nell Noddings, Caring: A Feminine Approach to Ethics and Moral Education
(Berkeley: University of California Press, 1874), p. 176,

27 Nell Noddings, “Fidelity in Teaching, Teacher Education and Research for
Teaching,” Harvard Educational Review, vol. 56 (1986), p. 505.

28 Noddings, Caring, p. 180.
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teachers in general, as well as individual instances of caring in
teaching. Second, we must take a close look at how schools are
structured, and the ways in which these structures promote or
inhibit caring. Is there time in the schedule for teachers to
interact with students more informally? Is it feasible for a teacher
to stay with a group of students for more than one year? Third,
and most important, we must care for and about teachers. School
boards, principale, parents and members of the community at
large must extend themselves to teachers, and encounter them in
the way we would like them to encounter students. '

The Teacher as an Integral Member of a Community

The ideal environment for the education of children would be a
homogeneous and well-integrated society, a society in which
family, school and a web of civic and religious organizations were
interwoven, each reinforcing the values and norms of the other.
Historians and anthropologists have spent a great deal of time
debating whether or not such harmonious societies have ever
existed, in any time or place. Clearly, however, few communities
of this sort have survived industrialization, modernization, and
the other forces that have shaped contemporary American life.

In our own time the institutions most naturally suited to en-
hancing the process of education are embattled. Social mobility
has all but eliminated the extended family., The rising rate of
divorce, along with the entry of an unprecedented number of
women into the work force, have sapped the strength of the
nuclear family. Social and religious organizations of all kinds face
stiff competition from both work and leisure activities. As aresult
of the mass-media and mass-marketing, America as a whole has
become more homogeneous than ever before; but this surface
homogeneity has come at the expense of the integrity and vitality
of local communities.

Against this background, many of the innovations in public
schools over the past three or four decades can be seen as at-
tempts to have the school assume functions which were tradition-
ally fulfilled by the family, church, or other local organizations.
Head Start, moral education and sex education are but some of
the programs introduced into schools in an effort to compensate
for the waning influence of the family.
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Thus, the school, whose original mandate was limited to form al
instruction, has increasingly been asked to take on a larger and
more elusive educational function, which, following Westerhoff's
analysis, might be called “enculturation.” However, the typical
school, which is organized according to age-graded and self-con-
tained classrooms and adheres to a subject-oriented curriculum,
may not be the appropriate vehicle for teaching students values
and attitudss inmorethan a superficial way.*° With the exception
of a small number of exemplary programs, schools havs not been
particularly successful at “enculturating” students.®

The expsctation that the school will somehow cure social ills

‘has filtered into the Jewish community as well, where education

is seen as “the key to Jewish survival.” Indesd, the need to have
Jewish schools perform functions which rslate more closely to
“anculturation” than to instruction is even more urgent in the
Jewish community. From the outset, Jews in America were deep-
ly ambivalent about the extent to which they wished to identify
as Jews, and practice the rituals and traditions of “the old coun-
try"® The immigrant generation had the luxury of choosing if
and when to activate rituals and customs which lay dormant
within thsm. Sucessding generations, not having been steeped in
these traditions from childhood, have had fewer resources to
draw upon. To make matters worse, social mobility has largely
eliminated the ancillary agents of Jewish enculturation, the ex-
tended family and the Jewish neighborhood.

The children currently snrolled in Jewish schools, who are
predominantly fourth and fifth generation Americans, receive
little Jewish education at home. In a recent study of supplemen-
tary school students conducted by the Board of Jewish Education

20 John Westerhoff, Will Qur Children Have Faith? (New York: Seabury Press,
1978).

30 Isa Aron, “Instruction and Enculturation in Jewish Education” (Paper
presented at the Conference on Research in Jewish Education, Los Angeles,
June, 1987).

31 Jerry Debenham and Michael Parsons, “The Future of Schools and Families:
Three Scenarios and a Recommendation,” Phi Delta Kappan, vol. 59 (1978),
pp. 442-48.

32 Charles Liebman, The Ambivalent American Jew (Philadelphia: Jewish
Publication Sociaty, 1973).
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of Greater New York,® only 19% of the respondents indicated
that either they or their parents attend synagogue services on
Shabbat or on holidays other than the High Holidays. According
to the report, in only 61% of the studente’ homes does eomeone
light Shabbat candles, even occasionally,® While one might ex-
pect studente enrolled in day schools to come from homes with a
richer Jewish environment, the impressionistic data collected by
many educators suggests that this is not always the caes, espe-
cially in non-Orthodox day schools.?®

If Jewish education has any chance for euccess, we must con-
sider very seriously the differences between instruction and “en-
culturation.” We must acknowledge that instruction in a eubject
matter (be it mathematics and literature or Hebrew and Bible) is
predicated on some prior enculturation, which provides both the
motivation for learning, and opportunities for its consolidation.
Students in public schools, for example, have daily opportunitice
to see adults using language and computation ekills; in addition,
even the youngest have some conception that success in school is
connected to success in adult life. In contrast, Jewish students
rarely see adults praying, speaking Hebrew, or reading the Bible;
nor is competence in these areas linked to future suCCass in the
secular world.

If Jewish education is to be taken seriously, if the survival for
which it is the eupposed key is to be cultural and spiritual, rather
than merely demographic, Jewish schools must be restructured
and reconfigured to become agents of “enculturation.” They must
become places which model, for young people, what it means to
be Jewish. In short, they must become communitiee.

What would it take to turn the Jewish school into a community,
to change its orientation from instruction to “enculturation?”
Elsewhere,* I have outlined five steps which such a transforma-
tion would require, including the involvement of parents at all
levele of the echool’s operation and the creation of many more

88 Board of Jewish Education of Greater New York, Jewish Supplementary
Schooling: An Educational System in Need of Change (New York: Board of
Jewish Education, 1988).

34 Ibhid,, p. 93.

85 Burton Cohen, “New Educational Responsibilities for the Conservative
Synagogue,” The Melton Journal, no. 14 (Spring 1982) p- 24.

36 Aron, “Instruction and Enculturation.”
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opportunities for informal learning. Of the five steps, the moset
relevant to this paper is the one that requires a school which
wante to be the core of a community to have teachers who are
deeply involved in that community.

The Teacher as a Religious Role Model

It would be difficult to find anyone who would argue that teachers
in Jewish schoole ought not to be religioue role models. But what
do we mean by religious? And what is a role model? These are
questions which must be answered before we can diecuss how
important it is that our teachere have this quality, and how thie
quality can best be encouraged by the school.

Contemporary writers on religion, such as William Alston and
Clive Beck, have pointed out that the phenomena which most
people call “religious” are so varied as to elude straightforward,
stipulative definition.*” They offer, in place of a definition, a view
of religion as the confluence of a number of religion-making
characteristics; any particular religion would have some, but not
neceesarily all, of these characteristics. Clive Beck offers this
type of definition, but focuses on the religious person, rather than
the religious tradition.®® A religious person, according to Beck, ie
one who typically:

— hae a system of supernatural beliefs;
— engages in rituals and other practices related to those
beliefs;
— is aesociated with a tradition of euch belief and practice;
— participates in a community committed to this tradition;
- — derives from the tradition a worldview, and
— arelatively complete way of life.

The virtue of this definition is that it accommodates the variety
of waye in which people can be said to be religious. One person,
for example, may not believe in God, but may still practice the
rituals associated with a certain religious tradition; according to
this definition, that person would still be coneidered religious. A
eecond person might believe in God, but might practice the rituals

37 Michael Rosenak, Commandments and Concerns: Jewish Religious Education
in Secular Society (Philadelphia: Jewish Publication Society, 1987),
38 Clive Beck, “What Then is Religion?” (Manuscript, 0.1.8.1LE., 1986).
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of several religious traditions, and might not be involved in a
community committed to any of these traditions; that person too,
would be considered religious. Of course, not all of these ways of
being religious will be acceptable to all Jews, a point to which I
will return, after a discussion of religious role models,

“Role model” is a sociological term, which has rapidly become
part of everyday vocabulary, because it points to a factor in
contemporary life which had no parallel in more traditional .
gocieties. In the hypothetical homogeneous society discussed in
the previous section, children would form their notions of what
makes a successful adult from observing their relatives and
neighbors. In such a society the number of potential “roles” to
which one could aspire would be quite limited; the roles assumed
by one generation would probably be attractive to the next.
Changes in contemporary society, however, have eroded the vi-
ability of certain traditional roles, such as housewife and shop-
keeper, and contributed to the creation of new roles, such as
working mother and office worker. A young person growing up
today faces a confusing array of possible futures — some tradi-
tional, some current, and some of which are as yet unknown. In
this context the child’s potential role models go far beyond family
and neighbors to embrace public figures of all sorts, including
even virtual strangers.

In contemporary Jewish life, the role of the teacher is critical,
because teachers, along with rabbis, youth group leaders and
counselors, are often the only Jewish role models available. As
the evidence of the demographic studies and ethnographies dis-
cussed above indicates, the number of Jewish activities that
marginally affiliated families actually perform is quite small.®
While roughly 75% of American Jews celebrate Hanukkah, Pas-
sover, and the High Holidays in some fashion®® and while as many
as 85% affiliate with some Jewish organization at some point in

39 Steven M. Cohen, “Outreach to the Marginally Affiliated,” Journal of Jewish
Communal Service, vol. 62 (1985), pp. 147-67,
40 Ibid.
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their lives,*! a much smaller percentage live a life that might be
considered rsligious, by any of Bsck’s criteria.*? _
If Jewish sducation for the children of the marginally affiliated
is to be anything other than an exercise in futility and hypocrisy,
Jewish teachsrs must serve as models for how one can lead an
involvad and attractive Jewish life.
In the words of Jonathan Omer-Man,

A religious person today is a person who has made
certain choices; and a teacher of religion is a person who
has made certain choices and whose task is to educate
young people who face an even wider range of choi-
ces....The student has to be taught to make certain
profound existential choices as an individual, and to live
with these decisions in circumstances that are not al-
ways easy. In order to do this, the tsacher has to pressnt
himself as a rols model, as a person who has made such
choices, and with whom the student can identify.*

It is important to note that not all of the role modsls for living
a full and committed Jewigh life need be religious. Some may be
more oriented towards the cultural, ethnic, or sscular-Zionist
aspects of Jewish life, However, to the extent that a predom-
inance of Jewish schools are synagogue-based, and that many of
those that ars independent still include religious subjects in their
curriculum, one would expect a large number of teachers to serve
- as rsligious role models.

What kind of religious role models do we expect Jewish teach-
ers to bs? Do we expect them to believe in God? To observe a
minimum set of rituals? To have a particular world view? Thess
questions cannot be answered without reference to the particular
school. Soms schools, especially those affiliated with the Or-
thodox movsmsnt, may expect their teachers to adhere closely to
a set of beliefs and a code of practices. Others of a more liberal
psrsuasion may allow, and even value, a plurality of belief and
practice, hoping to offer their students a variety of ways of being

41 Donald Feldstein and Barry Shrage, “Myths and Facts for Campaigners and
Planners,” Journal of Jewish Communal Service, vol. 63 {1987), p. 98.

42 Steven M. Cohen, American Assimilation or Jewish Revival? (Bloomington:
Indiana University Press, 1988). )

43 Jonathan Omer-Man, “The Teacher as Role Model,” The Melton Journal, no.
14 (Spring 1982), p. 22.
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a committed religious Jew. All schools ought to consider these
questions seriously, and to attempt to articulate the types of
religious commitment they will expect from their teachers, All of
them ought to think seriously about the way in which the struc-
ture and policies of the school promote or inhibit the teacher's
religiosity.

How Professional and/or Vocational are Jewish Teachers?

Truly exemplary teachers, the teachers imprinted in our memory
or featured in movies, see their work as both a profession and a
vocation, Like Jaime Escalante, the hero of the movie Stand and
Deliver, they cook for their students while coaching them on the
fine points of calculus. Like Eliot Wigginton, the originator of the
Foxfire project, they have strong roots in the community, but are
ready to travel far and wide to promote and refine a new method
of teaching. Like my son’s Hebrew teacher, Amy Wallk, they are
both relentless in their search for the best methods and deeply
involved in the lives of their students.

To what extent are Jewish teachers professional? To what
extent are they vocational? To what extent can we enhance the
sense of vocation among the professionals, and improve the pro-
fessional skills of those who are “called” — but untrained? And
what of the teachers who fall into neither category? These ques-
tions, which are critical to both school improvement and cur-
riculum reform, can only be answered by an extensive research
effort,.

I would like at this point to explore briefly the implications of
the foregoing analysis for the process of curricular innovation.
The professionalism of the teacher is, of necessity, a critical factor
in determining both the format in which a curriculum is pre-
sented and the nature of the training which is offered. A teacher
who has both legitimacy and autonomy, for example, can and
should be an active partner in curriculum design. A teacher who
meets neither criterion requires both more training and more
explicit guidance. '

The problem is, of course, that teachers in different schools, and
even different teachers in the same school, are likely to vary
greatly in terms of both legitimacy and autonomy. How can these
variations be taken into account in the process of curriculum
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design? I would imagine that the authors of the Jewish Values
curriculum had many interesting debates on this issue; it would
be valuable to have arecord of those debates. Even more valuable
might be some carefully monitored experiments based on dif-
ferent formats and different modes of training.

The extent to which teachers vary in their sense of vocation is
also relevant to the process of curricular reform, and this is an
area in which we know very little, Would a teacher for whom
caring, membership in the community, or religiosity is para-
mount, be more or less likely to adhere to the curriculum writer’s
intent? One could imagine a sense of vocation serving as a power-
ful positive force in enhancing the curriculum. Alternatively, a
sense of vocation might serve as a screen or filter, resulting in
significant distortion. Here, again, some record of changes in the
curriculum as it is taught by various types of teachers might
prove enormously helpful,

Clearly, a great deal of research is called for to help us under-
stand the degree of professionalism and “vocationalism” of teach-
ers in Jewish schools. As a quantitative beginning, the Los Angeles
Teachers Census has provided valuable data.** However, quan-
titative research is most powerful in combination with qualitative
research modalities such as interviews and actual classroom chser-
vations. A pilot study of this kind has already begun, and my
intention is to engage in much more qualitative research in the
coming years. Following Lee Shulman’s notion of a “union of
insufficiencies,™® we expect that a research program of this type
could yield a wealth of information for curriculum planners.

44 Isa Aron and Bruce Phillips, "Findings of the Los Angeles BJE Teacher
Census” (Paper presented at the Conference on Research in Jewish Education,
New York, June, 1990).

45 Lee Shulman, “A Union of Insufficiencies: Strategies for Teacher Assessment
in a Period of Educational Reform,” Educational Leadership (November 1988),
pp. 36-41,




SCHOOL-BASED ADAPTATION OF
CURRICULUM: CONSIDERATION OF
JEWISH VALUES CURRICULUM
IMPLEMENTATION*

Asher Shkedi

In 1979 The Melton Centre for Jewish Education in the Diaspora
of The Hebrew University of Jerusalem started a new educational
program called Teaching Jewish Values. As Michael Rosenak
stated, this program was intended to educate the non-religious
student through the reading and discussion of Jewish sources.!
This paper presents the reasoning which underlined questions of
curriculum development and implementation and which guided
the people involved in this program.
It consists of two parts:

a. Considerationsin determiningtherole of the teacher in the
curriculum development process; and

b. Considerations — and theframework for deliberation — in
the process of involving the teacher in curriculum develop-
ment.

A. The Teacher’s Role in Curriculum Development

To understand the relevant curriculum issues, it is necessary to
study the literature in the area of general curriculum develop-
ment, Our attention should be focused mainly on the place of the
external developer and the school teacher in the curriculum
development process.

*  This péper presents part of the research done for the author’s Ph.D. disserta-
tion at the Jewish Theological Seminary of America. The author wishes to
thank Professor Joseph Lukinsky for his guidance and support.

1 M. Rosenak, The Teaching of Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 1988).
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The 1960s and 19703

The role of the teacher has been an issue ever since curricula
began to be written outside the school rather than by teachers
themselves. When curricula were written in each school, the place
of the teachers in the process was, by and large, guaranteed.
When the task of curriculum writing (part or all of it) was
transferred to external institutions, the possibilities of cur-
riculum development by teachers became limited. The teacher’s
role in curriculum development became a serious problem, whose
roots can be traced to the curriculum reform in the United States
of the 1960s. This was a time of renewal and development in the
field of curriculum studies. _

Following the shock of the Soviet Union’s Sputnik launch at the
end of the 1950s, a number of curriculum development projects
were initiated. They were organized around charismatic people
who were, in most cases, subject matter experts. Interested main-
ly in issues of subject matter, they intuitively developed
materials with an eye to improving the competence of classroom
teachers through their use and implementation of the cur-
riculum.? According to their approach, the teacher was to execute
a curriculum written by someone from the outside. The objec-
tives, the learning activities, and the elements of evaluation were
designated by the expert curriculum developers. Their major aim
was to raise the level of subject mastery among the students, the
developers’ immediate target population. The teachers were
asked to carry out the curriculum with maximum fidelity. Many
of the curriculum developers of the 1960s considered their task
~ completed the moment the teachers’ and students’ guides were
published.

Many curriculum developers regarded curriculum as planned
learning experiences — based on the naive assumption that it is
indeed possible to plan in advance a learning experience for the
student. The first comprehensive evaluation of the curricula of
the 1960s came as a shock to the curriculum developers. The data
collected raised some very crucial questions, as illustrated in the
following two examples:

2 E.R.Houge, “Technology Veraus Craft: A Ten Year Perspective on Innovation,”
in New Direction in Curriculum Studies, ed. P.H. Taylor (Guildford: The
Falmer Preass, 1979), p. 188.
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Goodlad and Klein examined 158 classes in 67 different schools
and found few teachers using the learning materials ae the
curriculum writers had intended. For example, while the cur-
riculum developer proposed the “experiment and discover” meth-
od, most of the teachere ueed the materials for factual
memorization, Thie distortion of the new curricula turned them
into traditional means of learning and teaching. The authore thus
concluded their etudy with the following statement:

One conclueion etands out clearly: Many of the changes
we have believed to be taking place in schooling have not
been getting into classrooms; changes widely recom-
mended for the school over the past 15 years were blunt-
ed on the school and classroom door.?

Another book that has stimulated educators was written by
Sarason. In his book, The Culture of the School and the Problem
of Change, Sarason reflects on the failure of the curriculum wave
of the 1960s and deals with the question of why school innovation
failed. He describes the frustrations entailed with teaching a new
math curriculum in the following earcastic remark: “...the cur-
riculum reformers have been quite successful in achieving their
goal of substituting one set of books for another.”

Disappointment at the failure of the curriculum reform wave
led educators to reconeider the teacher’s role in curriculum devel-
opment. The curriculum developer now understood that while
adoption of a curriculum is decided upon by educational ad-
ministrators, teachere are key in the process, as they actually uee
the new materidls in the classroom eetting.

Thus, the focus of attention in the curriculum field changed in
the 1970e to curriculum implementation, which then became a
major concern of educational systems.® The main questions ad-
dressed were: What happens to a curriculum when it is actually
implemented in the classroom? What is the teacher’s function in
thie procees? Two main approaches to curriculum development

3 J.1.Goodlad and M.F. Klein, Behind the Classroom Door (Worthington, Ohio:
Ohio Jones, 1970), p. 97.

4 8.B. Sarason, The Culture of the School and the Problem of Change (Boston:
Allyn and Bacon, 1971), p. 48.

8 8.F. Loucks and A, Lieherman, “Curriculum Implementation,” in Fundamental
Curriculum Decision, ed. FW. English (Alexandria, Va.: ASCD Yearbook,
1983), p. 128.
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evolved, both of which related seriously to the role of the teacher
in the process. Both varied from the 1960s curriculum approach
in the different roles they suggested for the teacher,

A, Teacher’s fidelity to the curriculum: This approach sees the
teacher as the active operator and implementor of the curric-
ulum. His/her function is very crucial in the implementation
stage but not in the writing stage. The curriculum experts de-
velop guidelines and materials and do the in-service training, All
of their effort is focused on helping the teachers understand the
curriculum in order to carry it out with maximum fidelity.

B. School-based curriculum: The main element of this approach
is that the teachers write their own curriculum. In most cases,
curriculum writing occurs in one school or as a joint project of
several schools.” _

Fach approach makes certain assumptions about what teach-
ing is and how teachers can best improve their work. The first
approach sees the teacher as a technician who can understand
curriculum, master its content and exploit it fully. The second
approach sees the teacher as a creative person capable of com-
prehending teaching content, developing the curriculum inde-
pendently and carrying it out in a classroom,

The Approach of Teacher Fidelity to Curriculum

This approach sees the published curriculum materials and guide-
lines written by the experts as the final product. Teachers are
asked to use the curriculum with maximum fidelity, but in con-
trast to the approach in the 1960s the supporters of this method
give the teacher a crucial place in the curriculum process. They
now understand that curriculum implementation is more a func-
tion of people than of technology. In reassessing teacher training
needs they have learned that even the “best” educational practice
is unlikely to fulfill its promise in the hands of an inadequately
trained or unmotivated teacher.® Hence, the curriculum develop-

6. M, Fullan and A. Pomfret, “Research on Cumriculum and Instruction
" Implementation,” Review of Education Research, vol. 47 (1977), pp. 335-397.
7 J.G. Eggleston, School-Based Curriculum Development in Britain (London:
Routledge and Kegan Paul, 1880).
8 MW. McLaughlin and D.D. Marsh, “Staff Development and School Change,”
Teachers College Record, vol, 80 (1978), p: 69.
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ers are trying not to bypass teachers, but rather to train them
more carefully, Development of a large system of in-service train-
ing for the new curriculum has increased the amount of published
materials for the teacher. The stage of 1mplementat10n becomes
an important step in curriculum development.

The adoption of the fidelity approach brought about a chéange
in the method of curriculum evaluation. While the 19608 cur-
riculum was evaluated by comparing results fo objectives, the
fidelity approach adopted an evaluation system in several stages,
which examined the curriculum process from its inception
through the process of transmission from the teachers to the
students.’

We decided that there are at least five distinet curricula
with varying perceptions within each classification:
ideal, or what some planning group has proposed as an
alternative; formal, or what some controlling agency has
prescribed; perceived, or what teacher (and others) think
it is; operational, or what can be observed, at least in its
outward manifestation; and experienced, or what the
student relates to.'°

The main purpose for this kind of evaluation is to limit, as much
as possible, the gap between the curriculum developers’ intent
-and actual curricular matters, by making the developer aware of
such gaps in order to improve the final product.!? On this point,
there is a huge-difference between this development approach
and that of the 1960s. The developer will thus change the cur-
riculum as many times as is necessary until the curriculum is
effectively teachable, and the loss between the stages of the
process is reduced.

Paradoxically, the over-sensitivity of the developers to the
function of the teachers in the process and their efforts to help
them as much as possible, reveal the weakness of the fidelity
approach. Isits real purpose to achieve fidelity in carrying out the

g J.L Goodlad, “What Goes on in Our Schools? Educational Researcher, vol. 6
(1977); L. Adar and 8. Fox, An Analysis of the Content and Use of @ History
Curriculum (Hebrew) (Jerusalem: The Hebrew University, School of Education,
1978).

10 Goodlad, “What Goes on in Our Schools,” p. 5.

11 Adar and Fox, An Analysis of the Content and Use, pp. 1-2.
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curriculum without any losses due to individual interpretation?
It seems that the answer to this question is — absolutely not.
As stated by Fullan, “even teachers who had received special
training in summer institutes over several weeks showed varia-
tion in their use of curricula....”’® Furthermore, curriculum
studies of the 1970s clearly concluded that it is impossible to
expect a completely faithful implementation of the curriculum.!®
Teachers tend to interpret the curriculum, consciously or un-
consciously, in their own way and to connect it to their teaching
in ways different from those originally intended by the cur-
riculum writer. Educational realities and research findings both
point to the central place of teachers in the curriculum process.
They cannot be ignored, programmed or connected to a program
directed by others. '

The School-Based Curriculum Approach

Another reaction to the failure of the curriculum reform wave was
the decision to give teachers an almost exclusive role in cur-
riculum development. Educators adopting this view felt it impos-
sible to write curriculum from outside the school, as teachers are
not simply mechanical transmitters of educational ideas planned
and written by others. Even the attempts to correct the cur-
riculum several times did not totally close the gap between the
teachers (implementors) and the external experts (developers).
A comprehensive study conducted by the Rand corporation
focused on the issue of the teacher’s place, attitudes and behavior

in innovational projects. The study clearly concluded that out-
siders cannot change a school program without the strong invol-
vement of school staff. There is no substitute for the intelligent
participation of the teacher in curriculum improvement. Further-
more, outside experts, and not the school staff, have to undergo
significant changes if they are to be effective partners in school

12 M. Fullan, The Meaning of Educational Change (New York: Teachers College
Press, Columbia University, 1982}, p. 1186,

13 M.Ben Peretz and P. Tamir, “What Teachers Want to Know About Curriculum
Material," Journal of Curriculum Studies, vol. 13 (1981), pp. 45-53; Goodlad,
“What Goes On in Our Bchools?;” McLaughlin and Marsh, “Staff Development;”
Adar and Fox, An Analysis of the Content and Use; Fullan, The Meaning of
Educational Change.
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projects.’* The results of this study were confirmed in other
research. In conclusion, the teacher’s central place in the process
of curriculum development was affirmed.!®

Involvement in the process increases the teacher’s commitment

to the final product and develops a sense of intense involvement.
Teachers are motivated to take on the extra work and other
personal costs of attempting change in the belief that they will
improve as teachers and that their students will benefit. Further-
more, in this way they are more likely to use the product in their
classrooms,®

The clearest statement about the role of teachers in curriculum
development is given by Schwab:

Curriculum is what is successfully conveyed to differing
degrees to different students, by committed teachers
using appropriate materials and actions, I repeat: What
is successfully conveyed...by those involved in the teach-
ing of a specifiable and known group of students...who
will differ from time to time and place to place.”

The school-based curriculum arose as a contrast to the ap-
proach which suggested the development of a “teacher-proof”
curriculum and, accordingly, it would suggest the education of a
“curriculum-proof teacher” — an autonomous, independent and
creative teacher who plays a central role in curriculum develop-
ment,.'®

14 Mcliaughlin and Marsh, “Staff Development.” :

15 F.M. Connelly, “The Function of Curriculum Development,” Interchange, vol.
3, nos. 2-3 (1972), pp. 161-177, W.A, Reid, “The Changing Curriculum Theory
and Practice,” in Case Studies in Curriculum Change, eds. W. A, Reid and D.F.
Walker (London: Routledge and Kegan Paul); 8. Fox, “The Scholar, the
Educator and the Currieulum of the Jewish School,” in From the Scholar to
the Classroom, eds, 8. Fox and G. Rosenfeld (New York: Melton Research
Center for Jewish Education, The Jewish Theological Seminary of America,
1977).

16 K.J. Kennedy, N. Sabar and N. Shafriry, “Knowledge Utilizations and the
Proceas of Curriculum Development: A Report,” Journal of Curriculum Studiess,
vol, 17 (1985), p. 104,

17 J.J, Bchwab, “The Practical 4: Something for Curriculum Professors to Do,”
Curriculum Inquiry, vol. 13 (1983), p. 340,

18 U. Zoller, “Implementation of Curricula for the ‘Curricula Proof-Teacher’ Type
Curricula, The Realism of Constraints,” Science Education, vol, 61 (1977),
p. 129,
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The school-based curriculum movement aims to take the role of
curriculum development from the external curriculum csnter and
give it to the teacher in the school. The outside experts will
remain as consultants, since it has become very clear that teach-
ers nesd sxternal agencies able to provide them with the resour-
ces, skills and understanding they need, if they are to take
responsibility for developing the curriculum. The supporters of
this approach are quits sure there is no other way to rsfresh the
curriculum field. As Kelly explains, “...this is the only way of
ensuring that curriculum change is in fact curriculum develop-
ment. The only satisfactory curriculum development is likely to
be school-based curriculum development....””® The bottom line of
the “school-based curriculum” approach is the focal point of all
curriculum dsvelopment — the teachers; who must taks ths
responsibility of curriculum development into thsir own hands,

The question of the values inherent in the “school-based cur-
riculum” is not a subject for debate. Nevertheless, the idea of
taking the task of curriculum writing away from external experts
and giving it to teachers raises some difficulties. Eisner® points
out the difficulty of expecting teachers to produce curriculum
materials on a satisfactory academic level. On the other hand, he
is aware of the potential of teachers for writing their own cur-
riculum (as mentioned above) and therefore considers ths whole
question as one of valus judgement. Another criticism of “school-
based curriculum” is that the results become less accessible to
many teachers, This view, however, can be rejected for being too
limited in its grasp of the problem, and assumes a tendency to
“reinvent the wheel” rather than to learn from others.?

In order to solve these problems, there are those who suggest
that a subject-matter expert should be appointed to lead groups
- of teachers in their curriculum work. This option raises a problem
because as Schwab warns, it is very easy for the subject-matter

19 AV, Kelly, The Curriculum, Theory and Practice (London: Harper and Row,
1977), pp. 150-1561.

20 E.W. Eisner, “Curriculum Development in Stanford Kattering Project,
Recollection and Rumination,” in Strategies for Curriculum Development, eds.
G. Schaffarzick and D.H. Hampson (Berkeley: McCutcheon, 1978), p. 167,

21 W. Harlem, “Implementation Through Involvement in Development Processes,”
in Curriculum Implementation and its Relationship to Curriculum in Science
{Jerusalem: Isyael Science Teaching Center, 1979}, p. 190,
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spscialist to ovsraws ths group and imposs ths character and
structure of his or her own discipline as the correct modsl for ths
curriculum.? The subject-matter specialist may prevent teachers
from expressing themselves independently. For this reason and
others, Schwab suggests that the curriculum expert should lead
the team whose duty it is to conduct both the deliberation and the
total process.

Ths key point at issus hsrs is ths tsacher’s acceptance of the
nesd to assume sole responsibility, The research on this issue has
yislded ambivalent findings. Many studies clearly indicate that
increased participation in curriculum decision making holds lit-
tle or no attraction for classroom teachers, who reveal little
satisfaction when they take part in this effort,?® Silberstein reports
on a survey of science teachers in Israel showing about 80% of the
teachers preferred using prepared curriculum matsrials to creat-
ing curricula themselves.? They would then choose those mater-
ials appropriate to their needs.

There are other studies identifying positive outcomes, both
personal and organizational, of teacher participation in curric-
ulum development in the broader organizational setting. In this
case teachers were primarily interested in decisions closely re-
lated to their classroom work and a mgjority felt involvement
when they were able to offer their knowledge of what works and
what doesn’t work in the classroom. Many teachers specifically
mentioned that their presence on curriculum committees in-
ersased their knowledge of ths subject area. Above all, participa-
tion in curriculum-making groups raissd their sslf-esteem and
gainsd ths respect of their colleagues.

The contrast between the studies’ results leads us to believe
that most of the teachers prefer using a prepared curriculum
rather than' developing one themselves. As mentioned in the

22 J.J. Schwab, “The Practical 3: Translation into Curriculum,” School Review,
vol. 81 (1973), pp. 501-522,

23 JH. Young, "Teacher Participation in Cwrriculum Decision Making: An
Organizational Dilemma,” Curriculum Inquiry,vol. 9(1979), pp. 113-127, D.L.
Duke and B.K. Showers, “Teacher and Shared Decision Making: The Coats
and Benefits of Involvement,” Educational Quarterly, vol. 16 (1980), pp.
93-108.

24 M, Silberstein, "The Teacher’s Place in the Curriculum in Israel” (Hebrew),
Studies in Education, vol. 40 (1984), pp. 131-150.
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study by Leithwood,? teachers’ responses indicate that complete,
varied and well-organized curriculum guidelines save them time,
take the worry out of the sequencing of topics and provide reliable
and trustworthy tests. The positive values of school-based cur-
riculum decline in light of some of the basic obstacles mentioned
above. Even those who maintained a positive attitude to par-
ticipation in a curriculum writing team connected it to cur-
riculum activities closely related to their classroom work. Taking
into consideration that participation in curriculum development
demands a great deal of time, it is unrealistic to expect teachers
to develop curriculum by themselves,

AnAlternative Approach: School-Based Adaptation of Cur-
riculum

Seymour Fox suggests — in reaction to the critique of curriculum
development centers, on the one hand, and the obstacles to
school-based curriculum on the other hand — that every school
adapt a suggested curriculum for its specific requirements.”
Accordingto Fox this solution takes into consideration the knowledge,
authority and expertise of the central institution for curriculum
development as well as the needs of every school and teacher. In
a similar vein, Connelly and Ben Peretz argue that the term
“/mplementation” is inappropriate to what should exist in the
school and therefore it should be replaced by a term such as
“adaptation.”” This term shifts the teacher’s role from that of
implementor to that of decision-maker and independent developer.
The idea of adapted curriculum rather than implemented cur-
riculum assumes two equal partners taking part in the process:
teachers and other school staff, and the experts of central institu-

tions for curriculum development. '

25 KA. Leithwood, J.S. Clipsman, F. Maynes and R.P. Baxter, Planning Curriculum
Change—A Model and Case Study (Toronto: The Ontario Institute for Studies
in Edueation, 1976), pp. 112-113,

26 8. Fox, “The Vitality of Theory in Schwab’s Conception of the Practical,”
Curriculum Inquiry 16, no. 1 (1986), pp. 63-89.

27 F.M. Connelly and M. Ben Peretz, “Teacher's Roles in Using and Doing of
Research and Currieulum Development,” Journal of Curriculum Studies 12,
no. 2 (1980), pp. 96-107.
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The ideas of adaptation and partnership build upon the find-
ings of a Rand corporation study. The study suggests a strategy
for innovation entitled “collaborative planning” characterized by
equal input from teachers and external persons. According to the
study, only a collaborative strategy generated the necessary
broad based support from teachers and principals as well as from
external institutions. Even the strategy of “grass roots planning”
devised by teachers or by school-based project staff failed to
produce results.?®

Ths incorporation of teachers into the central professional
curriculum team is reported by Young and also by Connelly and
Ben Peretz.* There are, however, at least three weaknesses in
this approach:

— Even when half of the people on a curriculum team are
teachers and the other half experts, the partnership is not
areal one, even if the teacher feels some kind of advantage.

— The work of the central curriculum team takss a great deal
of time and focuses on long term goals, Most teachers suffer
from limited time and prefer to put their efforts into their
day-to-day classroom needs.

— Most teachers feel out of their element with such work. In
other words, participation in the central team is an option
for only a minority of the teachers. For most, the project
remains the same as any external curriculum. Further-
more, no evidence exists that teachers prefer such a cur-
riculum over others,

We therefore suggest a strategy of curriculum development
which has the potential to truly incorporate all the teachers in the
process of curriculum development, i.e., school-based adaptation
of curriculum. Connelly suggests dividing the curriculum process
into two distinct stages.’® The first stage belongs to the “external”
developers whose task is to develop curriculum and sducational
materials. Their products will provids a system of educational
alternatives to ths teacher. The external developers will demon-
strate the reasoning supporting their choice of materials in the

28 McLaughlin and Marsh, “Staff Development,” pp. 73-74.

29 Young, “Participation in Curriculum Development: An Inquiry into Responses
of Teachers,” Curriculum Inqguiry, vol, 15 (1985), pp. 387-414; Connelly and
Ben Peretz, “Teacher’s Roles.”

30 Connelly, “The Function of Curriculum Development.”
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process of the curriculum development, and list, based on empiri-
cal evaluation studies, possible uses of the program.

The point where the external developer concludes is the start-
ing point for the second stage: that of user development of cur-
riculum. According to Connelly, the teachers’ role is to make
important decisions such as choice of content, suggested method
of instruction, and adaptation of the curriculum for their practi-
cal needs. Connelly thus suggests optimal use of the differential
characteristics of each partner in the curriculum process: the
teachers and the external experts. Support for this approach is
found in the works of Fullan and Pomfret, Silberstein, and Fox.*
All of them maintain that the principal role of teachers in cur-
riculum development is to take curriculum materials and guide-
lines and to adapt, change and supplement them according toreal
pedagogic needs.

We now return to the question raised at the beginning of this
paper — what is the appropriate process for developing a cur-
riculum of “Jewish Values.” We have come to the conclusion that
the process which we call “school-based adaptation of curriculum”
is the best way to both initiate new curriculum and encourage
innovation in the school. This process is implemented through
collaboration between external developers on one side and teach-
ers and echool staff on the other, with each participant in the
process having his/her own role. The system works as follows:
External experts develop a basic curriculum unit composed of
educational ideas and curriculum suggestions. These curriculum
units are for the teacher and not for the student. The suggestions
are explained in detail so that the teacher does not deviate from
the intentions and objectives of the curriculum writers. The
teachers’ task is to continue to develop the curriculum by adapt-
ing it to the unique educational situation. They can select mater-
ials, change supplements and even decide not to use the proposed
curriculum altogether. Every decision is based on the schools’ and
teachers’ needs.

31 Fullan and Pomfret, “Research on Curriculum and Instruction;” Silberstein,
“The Teacher's Place in the Curriculum in Israel;” 8. Fox, “The Principal’s Role
in the Curriculum Staff” (Hebrew), in Between Education and Psychology, eds,
M. Nisan and U. Last (Jerusalem: Magnes Press, 1983}, pp. 179-189,
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B. Involving the Teacher in Curriculum Development

We suggest the teachers’ curriculum workshop as a means to
implement the teacher’s role in the process of “school-based
adaptation of curriculum.” This workshop will be conducted by a
professional curriculum leader. In the following pages of this
paper we suggest guidelines for deliberation in such teachers’
workshops. We will argue that the appropriate way to conduct
workshop deliberation is by relating to the teachers’ thinking in
the curriculum process.* |

The Dilemma as an Expression of Teacher Thinking on
Curriculum

Although the term “dilemma” comes from the field of logic, it has
become commonly used as a term for describing the problematic
situation of choosing among alternatives. Rosenak * differen-
tiated between “problem” and “dilemma.” In the former, one faces
alternatives but knows which to choose because in a problem
situation, one has the capacity to make a choice. In a dilemma the
problem is not clear enough, and there is no preferred solution
which can conclusively solve the dilemma. Any decision within a
dilemma is connected to benefit and cost, and has possible nega-
tive consequences. The differentiation between “problem” and
“dilemma” is very close to Reid’s distinction,* mentioned pre-
viously, between two kinds of practical problems: the procedural
and the uncertain. What is unique to the educational process is

32 For a more detailed analysis of the role of teachers’ thinking in the curriculum
process, see my paper, “Teachers’ Workshops in School-Based Adaptation of
Curriculum,” Curriculum and Teaching, vol. 6 (1891), pp. 39-50.

33 M. Rosenak, “Dilemmas in the Relationship of Israel and the Diaspora”
(Hebrew), Monthly Review, Journal of Chief Educational Officer, LD.F., vols,
3-4 (1984), pp. 62-87.

34 W.A. Reid, Thinking About Curriculum (London: Routledge and Kegan Paul,
1978).
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the second type of problem, which presents the teacher with
uncsrtain situations.

Based on the assumption that in the planning process teachers
simultaneously take into account several different kinds of fac-
tors, wg offer the term “dilemma” as being moet expressive of the
teacher’s state of thinking. The use of “dilemma” is also based on
studiss by ssveral ressarchers, even though none limit the focus
to ths planning process in teacherg’ thinking.®

It ie of coneiderable value to find out what thsse dilemmas are,
and to classify them in an effective array, so that they may be
ussd to lead and/or analyze teachers’ curriculum deliberations.

The Dimensions of Teachers’ Curriculum Thinking

Schwab? arguee that any educational thought process is a com-
posite, implicit or explicit, of four “commonplaces” subject matter
(or contsnt), learner, milieu, and teachsr. The concept “com-
monplaces” can be explained in the following way:

They are a set of extremely general terms used for
grouping relevant material and guiding our investiga-
tion. They point out the places to look for ideas; and if we
aim to cover the ground thoroughly we look in all of these
placss....What, then, are the commonplaces of educa-
tion?...Someone (a teacher) aims to teach something (a
eubject matter) to someone {(a learner) in a network of
social and cultural environments (milieux)...To ignore
any ons of them constitutes a failure in perception....Ths
commonplaces are empty. That ie why they ars com-
monplaces rather than eimply places. They achisve their

35 A. Berlak and H. Berlak, The Dilemma of Schooling: Teaching and Social
Change (London: Methuen and Co., 1981); K.B. Kepler, “BTES Implications
for Preservice Education of Teachers,” in Time to Learn, eds. C. Denham and
A, Lieberman (Washington: U.8. Department of Education, National Institute
of BEducation, Program on Teaching and Learning, 1980); Olson, “Changing
Our Idea Ahout Change,” Canadian Journal of Education, vol, 10 (1986), pp.
294-308; M, Lampert, “How Do Teachers Manage to Teach? Perspectives on
Problems in Practice,” Harvard Educational Review, vol, 55 (1985), pp. 178-194.

36 Schwab, “The Practical 3.”
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gsnerality by smptying thsmselves of content so thsy ars
available for use in all educational circumstances.... ¥

Assuming that teachers’ curriculum thinking is expressed in its
esssnce by dilemmas, we would want to develop a system of
dimensions based on Schwab’s commonplaces. Each dimension
rspresents a cluster of dilemmas which relate to the common-
- places. Any planning decision by the teacher ie an expression of
the relationship between the teacher’s point of visw and the other
commonplaces, content, etudents, and milieu. When a teacher
thinks about ths curriculum process hefehe does not considsr the
commonplaces separately, but always thinks in combinations of
two or more. Dilemmas ariee because the points of view which
play a part in the teacher's thinking are not always consistent
with each othsr. The dimensions of teacher curriculum thinking
can thue be dsfined aesete of dilemmas arising from ths confron-
tation between the teacher’s point of view and one or more of the
other commonplacss.

We euggest that in a framework of deliberation for a teachere
workshop in the context of “school-based adaptation of currie-
ulum” there always remain two commonplaces in any teachsr’s
curriculum decision. One ie the teacher him or herself and ths
other is the content. It is clear why the commonplace “teacher” is
present in any process, but it is necessary to explain why “con-
tsnt” is also permanent. _

The term “content” relates to any outside formal information
which the teacher faces in the planning process. There is the
content of the disciplines, and pedagogical and curricular con-
tent, Teachers encounter these types of content through reading
the teachers’ curriculum guide and other books, or through direct
contact with experts. A teacher who tries to adapt a suggssted
curriculum finds him/hersslf considering at least two common-
places: ths tsacher him/hsrself and the contsnt of the suggested
curriculum. In the process of adapting curriculum to a real class
situation any of the teachsr’e curriculum dscisions should keep in
mind the suggested content. Therefore, any of the dimensions of
a teacher’s curriculum thinking results in a dilemma bet ween the

37 P. Pererira, “Deliberation and Arts of Perception,” Journal of Curriculum
Studies, vol. 16 (1984), p. 355.
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teacher’s point of view on the one hand and the content on the
other, or between the content and another two commonplaces.

We suggest three dimensions of a teacher’s curriculum think-
ing:

— the teacher’s dilemmas vis-a-vis the content;

— theteacher’s dilemmas vis-a-vis the content and the milieu;

— the teacher’s dilemmas vis-a-vis the content and the stu-
dents.

The following examples enable us to explain the educational
situations in terms of tensions, conflicts and dilemmas. They
represent each dimension separately. We do not intend to portray
a complete picture, or even to suggest a taxonomy of each of the
dimensions, but to explain our idea through classical situations
taken from educational literature.

The Teacher’s Dilemmas vis-a-vis Content

Leithwood and McDonald® mention the contradictions in teach-
ers’ intentions during planning., According to their research, 80.2%
of the teachers indicated that they tried to meet their own needs
for independence, freedom and flexibility, On the otherhand, they
found that 46.9% of the respondents indicated some need for
curriculum guidelines, formal tests and grading policies.

This illustrates the dilemma situation arising from the tension
between the teacher as a person, with his/her own goals, and the
suggested teaching content. While on the one hand teachers want
to maintain and express their independence, freedom and flex-
ibility, on the other hand they seek to adhere to the external
content provided by the guidelines. How does a teacher face this
dilemma? Obviously, there is no one solution. When facing the
two poles of the dilemma, in some cases teachers prefer to be
supported mainly by the guidelines; in other cases teachers pre-
fer their independence. In most cases they will try, through a
process of consideration, to find a balance between the two poles.
The degree to which either pole is stressed depends on the specific
teacher, the content and the whole educational situation.

Ag another illustration, imagine the following situation:

38 KA. Leithwood and R.A. MacDonald, “Reasonsg Given by Teachers for Their
Curriculum Choices,” Canadian Journed of Education, vol. 6 (1981}, pp. 103-118.
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The summer workshop took place in an atmosphere of
teneion and pressure...The pressure and tension stem-
med not only from being in a group learning situation
with peere but also from the ecary knowledge that in
several weeks they would have to teach the new math to
their pupils...The more anxious they became the harder
they worked to try to master the material, all the time
asking themselves that if they were having difficulty
what would their pupils experience?®®

Teachers face two contradictory options. They may continue with
the “old” familiar content, or, may opt for trying the innovative
program, This dilemma is difficult since the teachers donot know
if the new program will be better than the old which supposedly
worked well. At the same time, they know that the new program
is recommended by authoritative experts. Most find their way
through some combination of the two options, sometimes prefer-
ring more elements from the new programs, in other cases taking
fewer. Depending upon the teacher, the content, and the educa-
tional situation, the degree of adoption of elements of the new
program will vary.

The Teacher’s Dilemmas vis-a-vis the Content and the
Milieu .

The following example relates to dilemmas connected to the
milieu outside of the school. Every educator faces the reality of
the difference between the general education received through
“simply living with others and the education offered by the school.
Families, community, the neighborhood, religious organizations,
television broadcasters, and so forth, constitute the elements of
“life education.” These various institutions mediate the culture in
a variety of pedagogical modes and through a range of tech-
nologies for the recording, sharing, and distribution of symbols.
In most of these institutions, education is incidental while in
school, education is intentional. There is often conflict between
what educators are trying to teach and what is learned from the
ordinary business of living, This situation raises dilemmas.*°

39 Sarason, The Culture of the School, p. 42.
40 L.A. Cremin, Public Education (New York: Basic Books, 1978).
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The teacher tries (or is even asked) to transfer culture and
values which often conflict with surrounding society. A teacher
who works seriously and consistently can find him/herself at
“war” against society, families and even the pupils themselves.
The extreme alternative is to surrender and deal with something
else. Between these two poles there are many options. Each
teacher faces the dilemma and always solves it, with regard to
his/her attitudes and the specific educational situation.

The following is an example taken from inside the school
milieu: '

Teachers act within a school system which has its own
culture and rules. They often find themselves in conflict
with the system, a situation which interferes with their
educational work and upsets their equilibrium. For in-

~ stance, teachers are commonly resentful of the amount
of material they are expected to cover, especially when
their worth as teachers is judged according to this cri-
terion, This is an unacceptable demand if teachers are
expected to bring children to a certain academic level,
Each teacher is aware of and disturbed by the fact that
he/she lacks the time to provide the quantity and quality
of help needed to the students who may otherwise fall by
the wayside. How do teachers face this dilemma?

This dilemma has two poles.

— Oneistoabsolutely ignore the school system’s demands and
to focus all attention on the pupils.

— The other side of this dilemma is to be consistent with the
school system, and let the pupils pay the price. The rea-
sonable teacher combines the two approaches regarding the
specific gsituation in each case.

Teacher’s Dilemmas vis-a-vis Content and the Students

It is the conventional wisdom that elementary teachers are child-
focused and secondary teachers are subject-matter focused. In
reality the dichotomy is not so simple. Indeed, unlike the elemen-
tary teacher, the secondary teacher is a specialist — specially
trained and licensed for the purpose of teaching a specific dis-
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cipline. The elementary teacher receives general pedagogic train-
ing. Although both live in at least two worlds, the world of subject
matter and the world of education, living in two simultaneous
worlds creates a dilemma, The dilemma is in deciding where fo
place emphasis in working with pupils. “The question becomes:
Am I primarily a teacher who is concerned with the mastery of
academic content or am I primarily a social worker concerned
~ with the pastoral care of my students?”*!

Some deal with the dilemma by deciding to strictly identify
themselves as carriers of knowledge. Others prefer to ignore the
formal discipline and ask only one question: What is best for the
child? Most teachers will find their educational course by follow-
ing (consciously or unconsciously) Dewey’s advice: “It is neces-
sary to get rid of the prejudicial notion that there is some gap in
kind between the child’s experience and the various forms of
subject matter that make up the course of study.”* Translating
Dewey’s ideas into practical experience causes the teacher to find
his place, every day and in almost every teaching decision, be-
tween the two poles of the dilemma.

As for other examples, even when teachers are satisfied with
the amount of content they have to teach and see the educational
potential of the subject matter, they are faced with other types of
dilemmas. Teachers usually have too many children in class and
it seems impossible to reach everybody. Having to deal with
groups of students and, at the same time with each child as an
individual causes teachers to face a serious dilemma: They can be
loyal to the subject matter and teach it to the class as one unit,
ignoring individual needs. On the other hand, they can decide to
meet the need of every child with a consequent loss of subject
matter and neglect of all the material necessary to achieve mas-
tery.

The Workshop Leader

It is unrealistic to expect teachers to take their appropriate place
in workshop deliberation without the direction of a professional

41 Lieberman and Miller, Teachers, Their World and Their Work: Implications
for School Improvement (Alexandria, Va.: Association for Supervision and
Curriculum Development, 1984), p. 46.

42 J. Dewey, Experience and Education (New York: Collier Books, 1902}, p. 96.
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leader. The leader of the workshop plays the central role in this
process. The progressive education movement casts tsachers as
professionals who would rebuild education almost singlehanded-
ly. The problem is that teachers receive little real help and cannot
carry out ths expected task.*® To conduct workshops for school-
based adaptation of curriculum requires a leader with a broad
understanding in the field of curriculum development, a knowl-
edge of group dynamics, the ability to build up the professional
confidence of teachers, and knowledge in the subject matter of the
curriculum.

Both Schwab* and Fox* envision a framework for deliberation
by professional teams engaged in curriculum development. The
leader, the chairperson of this team, is a curriculum specialist.

It is he who reminds all others of the importance of the
experience of each representative to the (curriculum-
making) enterprise as a whole. It is he, aschairman, who
monitors the proceedings, pointing out to the group what
has happened in the course of their deliberation, what is
currently taking place, what has not yet been considered,
what subordinations and superordinations may have
occurred which affect the process in which all are en-
gaged.®®

The role of the leader in school-based adaptation of curriculum
is similar in its importance to the role of the leader in a profes-
sional team, but quite different in function. The main role and
expertise of the leader is in the way he/she conducts the teachers’
deliberations in the workshop.

Teacher deliberation must be based on the dimensions of teach-
er curriculum thinking. The leader takes care that each of the
dimensions arises during the deliberation, encouraging teachers
to expose their thoughts and facilitating their input into the
process. He/she monitors the proceedings, peinting out to the
group what has happened in the course of their deliberation,
what is currently taking place, and what has not yet been con-

43 D, Tanner and L.M. Tanner, Curriculum Development, Theory and Practice,
(New York: Macmillan, 1880), p. 624.

44 Schwab, “The Practical 3,”

45 .8, Fox, "A Practical Image of the Practical,” Curriculum Theory Network, vol.
10 (1972), pp. 45-57. '

48 Schwab, “The Practical 3,” p. 506,
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sidered. As leader, he/she moves the deliberations toward the
purpose of adapting the curriculum and producing a product
which can be taught.

In dealing with two participants, (the external expert who
writes the basic curriculum and the teacher who adapts the
curriculum to his/her needs), the leader is, in some respects, an
intermediary. He/she should be able to manage the workshop
through correlating the teachers’ point of view and the curric-
ulum’s original intentions. Therefore, the leader should be a
curriculum expert, who understands the concepts of curriculum
development. He/she should keep in mind the original conception
of the curriculum, so that it isn’t lost in the course of the delibera-
tions,

The leader should also know the suhbject matter of the cur-
riculum quite well and be competent in pedagogical processes,
These two functions, subject knowledge and pedagogical exper-
tise, are very important as they are the content of the curriculum.
In spite of this, we argue that the first two functions of the leader,
(being an expert in teacher deliberation and curriculum develop-
ment), are much more crucial to the process. We come to this
conclusion because the subject matter and the pedagogic process
should be presented by the curriculum documents (teacher’s
guide and student materials), In contrast, there is no substitute
for the leader’s expertise in curriculum development processes
and in the capacity to lead teacher curriculum deliberation. In the
case of subject matter and pedagogic processes, it is even possible
for someone in the group of teachers to be more expert than the
leader. The leader, however, as the chairperson of the workshop
can involve each participant according to his/her subject matter
competence and pedagogical expertise,

One more function in a school-based adaptation of curriculum
is technical. Teacher workshops require many technical
elements, supplying materials and copies to the team, design,
and so on, as well as timetables organizing workshops. Everyone
who knows school culture well understands that without this
function the whole structure will fall, The leader need not be in
charge of the organizational functioning, as any responsible teach-
er is capable of doing this,

We have tried to describe some elements of the leader’s role.
Many questions have not been solved in this description, such as:
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Who is the workshop leader? What is his/her special expertise?
From where does he/she get his/her expertise as a teacher cur-
riculum leader? How does the leader manage the teacher delib-
eration? How does he/she assure the active involvement of each
teacher while remaining confident that the original curriculum’s
intention will be carried out? Some of these as well as other
important questions have been dealt with in another work.*
Others still lack clear answers and require more study and
experience,

Even though it is premature to arrive at a final detailed con-
clusion we are introducing and experimenting with teachers’
workshops in school-based adaptation of curriculum in many
Jewish schools throughout the world. We seem to be on the way
to finding an appropriate kind of partnership between an academic
curriculum center in Jerusalem, and schools, teachers and prin-
cipals throughout the Jewish Diaspora.

47 A.Shkedi, “Teacher Participation in Curriculum Development: A Case Study
of Workshops for Teachers of Jewish Values” (Hebrew) (Ph.D. diss., The
Jewish Theological Seminary of America, 1987).



MAKING ‘THE PRACTICAL’ REAL:
THE EXPERIENCE OF THE MELTON
RESEARCH CENTER IN CURRICULUM
DESIGN (English Abstract)

Barry W. Holtz

This article explores the relationship between curriculum theory
and reality of curriculum design as exemplified in the work of the
Melton Research Center at the Jewish Theological Seminary
(New York). The Center’s work in curriculum for Jewish educa-
tion has been based on theoretical explorations by Joseph Schwab
and Seymour Fox, and this article begins by examining Schwab’s
article “The Practical 3: Translation in Curriculum” and Fox’s “A
Practical Image of ‘The Practical’” to see the outlines of this
approach to developing curriculum, We focus in particular on the
two major aspects of the theory:

— the need for a curriculum “deliberation” among represen-
tatives of the “four commonplaces” of education, and

— the crucial importance of testing materials .in the field
before their final publication.

We then turn to the actual experience of the Melton Research
Center in attempting to implement “The Practical.” First we look
at the difficulties inherentin actualizing the deliberation process.
We describe the ways that the Center modified Schwab’s original
concept of the deliberation in order to make it more workable in
the field. We describe a model termed here “deliberation in
absentia” and the resulting importance of the role of the “cur-
riculum specialist” in adapting Schwab’s theory. The article at-
tempts to outline both the advantages and disadvantages of this
modification.

In addition we examine one point that appears to us overlooked
in Schwab’s and Fox’s writing: the important role of the cur-
riculum writers. We show the way that the writers had a major
impact on the direction of the curriculum and the reasons why
the writers became the ideal frainers during the implementation
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phase of the project. The writers also played a crucial role in
observing the curriculum while it was being tested.

This point leads us to the second major thrust of the article: the
experience of the Center in testing materials in the field.
Schwab’s emphasis on testing is well-founded, as demonstrated
by our own work in implementing curriculum into the field. In
this article we focus on one curriculum project of the many that
the Center has developed in order to exemplify some of the results
of the testing process. The attempt here has been not to include
every example of revision that was made between the “exper-
imental edition” and the final version, but rather to look at
certain key findings.

We outline four different types of changes that were imple-
mented after testing, areas that may have been overlocked or
misunderstood in the original writing of the materials, and that
the testing helped to clarify and influence: a) the problem of the
amount of time needed for teaching the individual lessons; b)
problems with the teachers in the field, including issues related
to general pedagogic competence and ways that teachers resisted
or rejected certain aspects of the curriculum; ¢) misunderstand-
ings about the nature of the students; and d) resistance some-
times displayed by administrators or parents.

The article concludes with comments about the issue of “scien-
tific testing” of materials and argues that such testing is often a
good deal cloger to reading and interpreting texts than it is to
experiments in a laboratory.
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TEACHING JEWISH VALUES AND TEACHING
JEWISH TEXTS IN A MELBOURNE JEWISH
DAY SCHOOL

Michael Gillis

This paper discusses the history, nature and impact of a par-
ticular curriculum innovation in a large community day school in
Melbourne, Australia. These observations areoffered asthe notes
of a curriculum practitioner on work which is far from complete.
Thus, this paper is itself a part of the process. One great ad-
vantage of school-based curriculum development ig that any idea,
viewpoint or suggestion can very quickly be turned into a small-
scale educational experiment; therefore, this paper is also the
record of many such experiments. What happened in our school,
however, began with a large-scale experiment in Jewish educa-
tion and involved adapting a program developed by a central
curriculum provider — the Melton Centre for Jewish Education
in the Diaspora of the Hebrew University. The changes that have
taken place over the past seven or eight years, however, cannot
be all be subsumed under the heading of the implementation of
the particular curriculum, Teaching Jewish Values. One suspects
that documentation of curriculum innovation always tends totidy
up the loose ends of reality, such as the idiosyncratic moves of
individuals and the decisions made due to administrative ex-
pedience. Descriptions tend to be very rational with everything
proceeding systematically from stage to stage — until the cur-
riculum is revealed to be not all that it was supposed to be, and
then the hindsight team moves in to demonstrate its theoretical
shortcomings and its failure to anticipate the vicissitudes of the
workaday world of real teaching in real schools.

In this case the loose ends simply cannot be tidied up. First,
Teaching Jewish Values, as Seymour Fox is fond of pointing out,
is not so much a curriculum as an experiment in curriculum.
Second, we are not describing a large educational system where
the particulars of individual settings are less significant when we
look at the whole system. In this instance the experiment was
conducted in one school in a very specific setting, Third, the
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rscord will show that the curriculum was only implemented in
part. The response to initial difficulties was to deviate not only
from the curriculum units as such, but often to deviate from the
whole approach of the curriculum. Furthermore, there was a
point at which the program was formally withdrawn, Some of
these difficulties stem from the attempt to direct ths program
from a curriculum centsr so far away from the teaching center.

What are described as loose ends might bs perceived simply as
the failure of the program. This paper argues that despite many
difficulties and shortcomings, Teaching Jewish Values as a whole
cannot be dismissed as a failure in this school. It has changed ths
way in which lay leaders, administrators, teachers, students and
parents think about Jewish learning in the school. It continues to
affect the curriculum of the school and indeed it will be suggested
that in some ways the school has itself developed new curriculum
in the spirit of Teaching Jewish Values while offering a useful
critique and an extension of it.

" The Setting

The school is very large with some 2,500 students from kinder-
garten through grade twelve. Ths school was created in 1948
against the historical background of the aftermath of the Holo-
caust on the one hand and the emergence of the State of Israel on
the other. The period immediately before and after the Second
World War saw a large influx of refugees from Europe, mainly
from Poland, who brought with them an intense Yiddishkeit
which had to confront the economic and cultural pressures of
Australian life. The prims agency for cultural preservation and
continuity chosen by this community was the Jewish day school.”
The day school movement proved phenomenally successful with
estimates of about 70% of school-age children attending Jewish
day schools, which range intheir ideologies from Haredi toreligious
Zionist, to secular Zionist to Yiddishist. Why the schools in Mel-
bourne have been so successful is yet to be fully researched. The
effectiveness ofthe schools as agencies for deepening and strengthen-

*  TFor a discussion of changes in the Melbourne Jewish community as the
background to the establishment of Jewish day schools see Peter Medding,
From Assimilation to Group Survival (New York: Hart, 1969), pp. 97-105.
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ing Jewish identity however, has been questioned.! Our school
was founded under the auspices of the Victorian Jewish Board of
Deputies and was seen from the outset as the general community
school. The religious orientation of the school is an official or-
thodoxy of a type prevalent in Britain and the Commonwealth
apart, perhaps, from Canada. This means that while there is no
real expectation of halakhic observance on the part of students
and their families, all school-based religious life is run on Or-
thodox lines, i.e., in terms of worship or the rabbis invited to
address students. The school works with the Torah Department
of the World Zionist Organization which recruits emissary teach-
ers and provides other educational services. To avoid any charge
of sectarianism the school describes its aim as providing an
education based upon “traditional Judaism taught in a modern
way;” compulsory religious practice is kept to a minimum. The
proportion of halakhically observant students is scarcely sig-
nificant, with the vast majority expressing their attachment to
tradition through such means as lighting candles on Friday
nights, occasional synagogue attendance, and not eating pork.
Attachment to Israel and memorialising the Holocaust are two
other expressions of identification which probably speak louder
to our students than elements of traditional Judaism.? Most
students do not see formal Jewish study as particularly important
and this is expressed in their lack of commitment and motivation
compared to their extremely strong motivation in general studies.

The curriculum consists of fodr disciplines: Hebrew, Bible,
Jewish History and, what principally concerns this paper, Torah
she-be-al Peh. Hebrew is perhaps the discipline most /readily

1 John Goldlust, The Impact of Jewish Education on Adolescents in Jews in
‘Australian Society, ed. Peter Medding (Melbourne: Macmillan, 1973); Barry
Chazan, “Jewish Schooling and Jewish Identification in Melbourne,” (Jerusalem:
The Hebrew University of Jerusalem, Institute of Contemporary Jewry,
Division of Jewish Education in the Diaspora, 1980). Chazan moderates
Goldlust’s negative view of the impact of Jewish achooling but is nevertheless
very conservative in his own estimate of its impact. The evidence is that since
this survey there hasbeen a further weakening of Jewish identification among
the student body. This is attributable to the following factors: 1, an increasing
proportion of third generation Australian students; 2. the removal of more
religiously committed pupils to other schools; 8. a decline in the popularity of
Jewish youth movements.

2 Thisisborneout by a survey of Jewish behaviours conducted by Barry Chazan
for the article referred to in the previous note.
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accepted by students. It offers no ideological problems and is
respected as a language discipline although its compulsory study
in the higher grades is resented by many students and their
parents. Bible has always been an important part of the cur-
riculum although different approaches have been employed in its
teaching. Currently the practice is to teach Bible using Hebrew
as the language of instruction, No formal evaluation of this policy
has yet been made; some teachers perceive an improvement in
the students’ Hebrew while some students complain that they get
very little out of it. To some extent because of the constraint of
using Hebrew as the language of instruction, the teaching of
Bible often does not go much beyond factual retelling of the
content and the restatement of some class discussion of ideas.
Jewish history is taught in a very ¢ondensed way which makes
for a concentration on facts. Many students see Jewish history as
more relevant’ than their other Jewish studies subjects. I will
delay a description of the fourth discipline as it is the focus of this
paper.
The teachers of these subjects are:

— emissaries of the Torah Department who have an institu.
tional and personal affiliation to religious Zionism;

— former Israelis who tend to have strong feelings for Israel
but a far weaker attachment toreligious or even traditional
Judaism, and;

— Australian-born teachers whose degree of religious affilia-
tion as well as their level of Hebrew and Jewish knowledge
vary.

The Jewish studies curriculum is divided between the Hebrew
subjects of Hebrew language and Bible on the one hand, and
Jewish History and Torah she-be-al Peh on the other. The emis-
sary teachers and most of the former Israelis are concentrated in
the former while the latter are taught principally by local teach-
ers or those who are perceived as such, even if they were in fact
born elsewhere. This division is to some extent a result of knowl-
edge, skills and training but it is also an expression of values. The
issue is which subjects are first of all, “serious,” and second,
which are the ones likely to have real impact on the students. The
debate is a valid one but when the claims of one side attempt
entirely to exclude those of the other there are negative results
which were clearly felt in the implementation of Teaching Jewish
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Values. The description above does not take into account varia-
tions and changes which developed after the seven year period
(1982-1989) with which this paper deals. It serves as a very
general portrayal of the setting in which certain educational
processes took place. Particular changes will be referred to in the
course of the paper.

Teaching Judaism: The Dilemma

While Hebrew and Bible were the hard cote of the currlculum
from the school’s foundation, periodically the question asto where
the rest of Judaism fitted in was raised. One solution was to
integrate the teaching of the festivals and other elements of
Jewish living into the Hebrew and Bible syllabus. At other times
an additional subject which dealt with Jewish religious knowl-
edge was introduced. At one time an Orthodox department head
decided that the straight teaching of texts such as Mishnah was
preferable. The solutions were manifold and for the most part
short-lived. Teaching “living Judaism” proved the most intrac-
table problem for Jewish studies. The problem of relevance was
expressed here in its severest form; for example, what is the
relevance of teaching how to search for Aametz to people who are
going to make no such search? Thus the response to the need to
teach the Oral Tradition of Judaism oscillated at different times
from the purely theoretical study of Seder Zeraim to the entirely
practical but irrelevant study of practical Jewish living.

Teaching Jewish Values

In 1981 the school’s lay and professional leadership first en-
countered the Teaching Jewish Values project. The then principal
of the school was looking for a means to overcome the standard
malaise of Jewish education: that students found their Jewish
studies boring and irrelevant and were therefore behaving badly
and achieving poor results., The Teaching Jewish Values cur-
riculum was presented by serious scholars and educational prac-
titioners as a means of feaching classical Jewish fexts and their
ideasin a way which wagboth authentic to the tradition and likely
to be relevant to students. I will argue that, without any sug-
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tion of deception, what took place was a mekah ta'ut — a trans-
action made in error.

Teaching Jewish Values and the Problem of Subject Matter

In the introduction to Teaching Jewish Values: A Conceptual
Guide, Michael Rosenak describes how the Tarbut School in
Mexico City approached Melton with a similar problem to that
presented by our school: “The problem was that the pupils at [the)
school saw no point in their Jewish studies; Jewish matters were
simply not meaningful or interesting to them.” The solution
requested by the school and provided by Melton was the develop-
ment of programs in Israel studies and contemporary Jewry. In
the course of the collaboration two problems emerged. The first
was that the Jewish people cannot be studied without studying
Judaism; the second was that Judaism as taught in Tarbut was
the nostalgic teaching of folklore with the students not sharing
the nostalgia. The primary motive for Teaching Jewish Values
was the notion that the teaching of the “relevant” subject areas
was shallow, inauthentic and inadequate unless complemented
by an understanding of “the assumptions and values of classic
Judaism.” The need for Teaching Jewish Values arose from the
needs of subject matter. The presenting problem then became how
to make those assumptions and values accessible to the students.

The problem at Tarbut School may well be compared to the
debate in Israel concerning the appropriate attitude towards
Jewish classical sources and Judaism in the non-religious sector
of education. Marc Rosenstein shows both the various points of
view on this question and the failure to find a satisfactory solu-
tion.* Teachers and political leaders considered what should be
the place of Talmud, how to find meaning for the concept of
halakhah and so on,

The major difference between those deliberations and our prob-
lem here is that in Israel it was conducted by men and women

3 Michael Rosenak, Teaching Jewish Values: A Conceptual Guide (Jerusalem:
The Hebrew University of Jerusalem, Melton Centre for Jewish Education in
the Diaspora, 1986).

4 Marc Rosenstein, “ The New Jew'—The Ideal of Zionist Education in Palestine”
(Hebrew), Studies in Jewish Education, vol. 8 (Jerusalem: Magnes Press,
1988).
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steeped in the texts of the tradition yet also engaged in the
revolutionary process of creating a “new Jew.” Qur discussion is
set against a background of ignorance and indifference. In our
school the problem was similar to the problem of student motiva-
tion which gave rise to the first phase of curriculum innovation
at Tarbut. The curriculum solution offered in Melbourne to solve
the problems of student attitudes was originally devised to solve
a problem in the presentation of subject matter which was the
focus of the second phase of innovation at Tarbut.

In the short term then it should have been predicted that
Teaching Jewish Values would create more problems than it
would solve. Teachers and students would have to acquire new
skills, to face new and difficult materials, and to overcome long-
held prejudices about the nature of classical Jewish learning. A
school already engaged in such learning might find the new
approach helpful immediately, but where the introduction of such
learning was itself an innovation it was bound to encounter
difficulties.

Thus the school in Melbourne was not acquiring a solution but
rather another problem, albeit a worthwhile one. Perhaps it is
part of the politics of curriculum innovation that it is bought and
sold as aspirin when sometimes it is in fact designed to cause a
headache. The criteria for success and failure become distorted
and in order to overcome the headache the original treatment is
abandoned or modified, despite the fact that the headache was
really a necessary side effect.

The Primacy of Texts

Teaching Jewish Values shows an overriding commitment to the
confrontation of value questions in a Jewish way through the
means of the text. With the exception of Jewish Identity, which
had its genesis outside the project, every unit makes studying the
text the means of encountering Jewish ideas. Quite possibly a
curriculum in Jewish values makes many lay leaders (and no
doubt some educators) think of the ideal program which avoids
the stringencies of traditional Jewish learning, norms and dogma
but succeeds in transferring by some osmotic process what we all
believe in, Jewish Values; like the rabbi who was warned not to
sermonise about Shabbat, kashrut and family purity but to talk
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rather about “Judaism.” In fact Teaching Jewish Values offers no
such thing. It says the only way to find out what Judaism has to
say is to read its primary texts. For one thing “Judaism,” per se
often says nothing, but Rabbi Akiva, Rabbi Eliezer and Rabbi
Joshua say a great deal. Further, the form in which ideas are
expressed is often more significant than any specific point of view.
The overview, paraphrase, or merely presenting the “bottom line”
would miss the point.

The reasons why interpretation of texts must be at the core of
the teaching of Judaism are beyond the scope of this paper. One
reference to Gershom Scholem’s article, “Revelation and Tradi-
tion as Religious Categories in Judaism” is sufficient to point out
a direction: “In any case, truth must be brought forth from the
text. Commentary thus became the characteristic expression of
Jewish thinking about truth, which is another way of describing
the rabbinic genius.” One suspects that this article, along with
Simon Rawidowicz’s “OnInterpretation™ were never far from the
minds of Teaching Jewish Values writers and planners.

The Language of Judaism

Michael Rosenak’s A Conceptual Guide devotes considerable at-
tention to the question of the study of texts as a means of learning
a language, an idiom for thinking and speaking of things which
are Jewish. His formulation, “as educators, we wish to present
Judaism as a ‘language’ which has particular cultural assump-
tions through which one can communicate and relate to ideas,
situations and other people,”” is worth noting. Rosenak then
discusses the question which every language teacher faces — how
do you teach idioms which have no obvious equivalent in the
learner’s own language? By conceiving of Judaism as a language
many of the religious and ideological difficulties inherent in the
teaching of these texts, because of their normative thrust, can be
overcome. The criterion for success becomes not the student’s
conforming to a particular norm, but rather making use of terms
such as, mitzvah, teshuvah, tzedakah or lashon ha-ra in his/her

6 Scholem in The Messianic Idea in Judaism (New York: Schocken, 1971).

6 Siudies in Jewish Thought, ed. Nahum N, Glatzer (Philadelphia: Jewish
Publication Society, 1974).

7  Rosenak, Teaching Jewish Values, p. 35.
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deliberation about value questions with an awareness that these
terms can only be used according to an interpretation which the
tsxts can bear. However, these two elements, the centrality of the
text and Judaism as a language (they are, of course, two sidss of
the same coin), make this a most difficult program. The cur-
riculum writers can ease the way by their selection of material
and its presentation but if taught in its true spirit it is bound to
be difficult for both teachers and students especially if they have
never done it before.

Implementation in Our School

In discussing implementation in our school it is important to
respect the pressures and problems we faced and not to judge
glibly with the benefit of hindsight. A second preliminary remark
here is that this does not pretend to be an exhaustive account of
along and complicated process. It is rather the impressions of one
who came afterwards to pick up where others left off. It reflects
my own general impression of the history of Teaching Jewish
Values in the school, and a review of written records and conver-
sations with some of the players. A third point that could beraised
concerns the issue of who should teach Teaching Jewish Values.
This paper is not intended to deal with those problemsbut focuses
rather on the curriculum and the learners.

From the outset it was perceived that the students were resis-
tant to text study. To make matters worse they seemed reluctant
and/or unable to engage in the discussion of ideas. As these two
activities comprise just about the entirs program, inability to do
them constituted a serious obstacls. Various explanations were
offered at different times, ranging from the Australian character
to the school’s predominantly frontal lecture style of teaching. All
these theories had a measure of truth. Not enough attention,
however, was given to the problems caused simply by doing this
very difficult and very new thing. The problem was contained to
a degree by a process of retreat from the original form of the units.
Often texts were pared down to a minimum. They were smoothed
out in order fo read in a way more comprehensible to students.
The weakness of curriculum by “remote control” became ap-
parent with the University struggling to maintain the spirit of
the curriculum while having to bow to what were perceived by the
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school as the inescapable forces of reality. The question of
relevance became the predominant concern and the solution to
the problem became more a matter of topics than of method. The
very heart of the program was threatened, The emphasis shifted
away from the values deliberation arising out of texts to the
development of new units concerned with contemporary Jewish
life and the symbols and rituals of the Jewish life-cycle, Of course
there were still texts, some of the elementary units remained
fairly close to the original and no doubt there was a desire to
progress and return to more of the original program, although the
demands of adapting materials for immediate needs precluded
much forward planning.

The concept of relevance is worth some discussion. Students
tend to make charges of irrelevance against their Jewish studies.
By irrelevance they usually mean that it is either unnecessary for
their progress to the next stage of their education or careers, or
that it is of no practical use. Of course, if they are actually
interested in the learning this complaint is not heard. The charge
is made, however, that our students tend not to be interested in
anything unless it either serves the purposes mentioned above or
is fun. “Relevant,” for the Teaching Jewish Values writers meant
talking about things that are evidently important: What is the
“good life?” Why is the world the way it is? Relevance for them
meant something more like Israel Scheffler’s description of the
true task of education: “Its primary task is not to be relevant but
to help form a society in which its ideals of free inquiry and
rationality shall themselves become chief touchstones of rele-
vance.” The solution to relevance offered by studying contem-
porary Jewry is insufficient because, although worthy in itself, it
fails to deal with the question of texts and the language of
Judaism. It is like solving the problem of teaching chemistry
which bores students by teaching them history which they enjoy.
The problem with the life-cycle is that the more it is practical the
less concerned it is with deliberation about texts.

A major source of discipline problems in Jewish studies (and
therefore a magjor barrier to learning) is the students’ demand for
immediate gratification. Highly motivated and able students in
other areas have become te'unei tipuah in the area of Jewish

8 Israel Scheffler, “Reflections on Educational Relevance,” Journal of Philosophy,
vol. 66 (1969),
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studies. The student is normally prepared to accept that he or she
will have to endure a period of confusion and uncertainty before
mastering a skill or body of knowledge. If the confusion persists
the student will first blame him or herself rather than the teacher
and the subject matter. In Jewish studies if all is not immediately
coherent and clearly understood the teacher is accused of inep-
titude and the subject of being not worth mastering. The hero of
the movie Stand and Deliver had it easier than many of our
-Jewish studies teachers.

The obvious solution is to make everything clear and simple; to
anticipate every possible difficulty and confusion and to smooth
it out before it happens. As the students are not in fact te'unei
tipuah they are likely to find the result obvious and banal. The
other solution, to make everything the subject of open-ended
discussion with the text being referred to but not serving as the
focus of the deliberation, leads students to devalue the subject as
mere chat and the exchange of opinions. The usefulness of these
solutions to the problem of deferred gratification is thus often
only short term.

After four years the program had nevertheless achieved a great
deal. First of all it still existed. Second, new approaches to the
problems of Jewish education in this setting had been adopted.
One substantial innovation was the institution of the teacher’s
workshop. Making time available for teachers to study and pre-
pare material helped develop a more professional approach to
Jewish studies teaching. The idea of the workshop may seem
obvious enough but its implementation in a large and busy school
with no history of such planning and collaboration, was an impor-
tant and lasting change. It would not now occur to anyone to
introduce any serious change without such workshops. The rela-
tionship with Hebrew University had extended and deepened the
vocabulary of Jewish education in the school. The achievements
of Teaching Jewish Values, however were not universally ac-
knowledged. Its fiercest opponents in the school had not been won
over and its success was not a matter of clearly established fact.

A Program in Torah she-be-al Peh

With the arrival of a new principal came a new solution. The
Teaching Jewish Values curriculum as it was practiced in the
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school was open to two charges. First, that it did not offer a
comprehensive study of Judaism; and second, that its approach
to text study was not rigourous or serious. In response, however,
we can assert that Teaching Jewish Values never attempted to
offer a comprehensive program. The second charge was more
plausible in the light of the way in which Teaching Jewish Values
had been developed in the school. A new program was introduced
which made use of an anthology of rabbinic material with a
sprinkling of more contemporary material in English. The classi-
cal material was presented in the original Aramaic or Hebrew.
The program shared with Teaching Jewish Values a desire to
have students deliberate upon value and philosophical or
theological issues arising from the text. Its tacit eritique of Teach-
ing Jewish Values was not in its basic philosophy but that Teach-
ing Jewish Values was too selective in the scope of its subject
matter, too meagre in the study of primary texts and too elaborate
in its didactic apparatus. The new program sought to impress
students by its very rigour and seriousness. Where Teaching
Jewish Values had selected texts and topics which dealt with
issues likely to be of interest to students, the new program
assumed that even less obviously appealing fopics such as the
structure of brachot or the details of kashrut can be studied
through primary sources and be shown to reflect a Jewish world
view.

The amount of text was also justified by the need to equip
students with the skills needed to become independent Jewish
learners. In reality neither Teaching Jewish Values nor the Torah
she-be-al Peh program were adequate for developing such mas-
tery. The sheer variety of texts studied along with their piecemeal
presentation and thematic arrangement put this aim of textual
mastery beyond reach. In the Torah she-be-al Peh program the
students were never presented with a complete Talmudic sugya
and so it cannot be argued that students learned to read the
Talmud. A more realistic aim in this respect is that students gain
some grasp of the function of different parts of Jewish literature,
e.g. to really know the difference between halakhah and ag-
gadah. Given the frequent difficulty of persuading students that
the Mishnah and the Mishneh Torah are quite different books,
with a thousand years of history between them, if we achieved a
general grasp of the genres of Jewish sources, Dayeinu!
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The issue of mastery is an important one in all the programs
discussed. Students are entitled to ask, and we ought to ask
ourselves, what are the skills and what is the specific body of
knowledge that we teach? The answer “to read and deliberate
about classical Jewish texts” is insufficiently recognisable as a
discipline, This can create problems of motivation for students
who depend upon some clearly defined criteria of achievement
and progress.

The new program had a strong negative impact upon students.
Increaeing the amount and difficulty of text study did not in-
crease the students’ readiness to engage in it. Many of ths teach-
ers were inadequately equipped to handle the material. The
lasting achievement of the Torah she-be-al Peh program was to
restore the issue of the text to its central place. A mgjor lesson of
this episode is that in curriculum one must accept the problems
of others but need not accept their solutions. Thus, in the original
implementation of Teaching Jewish Values it proved difficult to
teach texts and the solution was a reduction of the emphasis on
texts. This solution may be criticised and replaced by a different
strategy but the problem it aimed at solving remains a fact of life.

A New Program of Torah she-be-al Peh

After a year the material was withdrawn and this writer wae
given the task of devising a new program for Torah she-be-al Peh
to be taught in grades eight, nine and ten. The immediate need
was to find some teachable material for this purpose and we
initially turned to the material that was taught under the name
of Teaching Jewish Values. In the course of 1988, units were
adapted from this material, from what was taught in the Torah
she-be-al Peh program which followed it, and from completely new
material. This work is still in progress. The only printed material
is the student booklets with the teachers’ guide provided orally
through workshops. It is hoped that written teachers’ guides will
be produced in the near future.

This material is of interest here because it is written in the
spirit of Teaching Jewish Values; that is, it attempts to achieve
the aims set out in A Conceptual Guide. At the same time, the
new work is also quite different from most of the existing Teach-
ing Jewish Values units. Comparing Teaching Jewish Values
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units with the new work suggests a critique of them. This is not
to say a counter-critique is not possible. Some of the original
Teaching Jewish Values writers might charge us with spiritual
barrenness in that we have not dealt sufficiently with fundamen-
tal existential questions. Our claim would be that our approach
is both sufficiently true to Teaching Jewish Values and well-
adapted to use in our school that the price is worth paying.

The Language of Torah she-be-al Peh

The language of Torah she-be-al Peh is not readily accessible to
students, or for that matter to the modern reader. When we select
those choice sections which speak forcefully and with immediacy
they are not truly representative. We do well to remember Bialik’s
description of Tractate Shabbat in his great essay, “Halakha and
Aggada,”

There are one hundred and fifty double pages in Tractate
Shabbat and one hundred and five in Eruvin, andinboth
there is next to no Aggada; for the most part they consist
of discussions and decisions on the minutiae of the thir-
ty-nine kinds of work and their branches, and on the
limits within which it is permitted to carry on the Sab-
bath. What the Sabbath candles are to be made of; what
abeast may be loaded with; how the limits may be jointly
fixed — such are the questions discussed. What weari-
ness of the flesh! What waste of good wits on every
trifling point! But when I turn over those pages and see
the various groups of Tannaim and Amoraim at work, I
say to myself that these whom I see are in very truth
artists of life in the throes of creation. Such mighty
spiritual work as this, ant-like and giant-like at once,
work performed for its own sake and out of boundless
love and faith, could not be done without inspiration.
Every one of those men did his own part of the task
according to his ownbent and inclination, and allof them
bowed before an overmastering higher will...Every ques-
tion, every challenge, every limitation and definition is
but a new piece added to the mosaic, another bit of the
pattern, which had to be put in because without it the
whole could not have been what it must be. And the
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result of all this tiresome work of Halakha is — a day
which is wholly Aggada.®

The rabbis are not only to be characterised by the poetry,
grandeur and irony of Rabbi Eliezer and Rabbi Joshua disputing
the source of halakhic authority but also in the fact that they
thought the tanur shel akhnai worth arguing about in the first
place. Further, the great moments of theological or moral insight
in fact have their impact precisely because they are embedded in
a context which seems remote from such universal concerns; they
are thus brief but brilliant reminders that to those engaged in it
the halakhah is not mere lawmaking.

How do we bring students to this material without losing them
in a sea of Talmudic technicality, making the insights banal by
lifting them out of context, or distorting the material to make it
seem to say what we believe will impress students. Teaching
Jewish Values developed ways of selecting and presenting sour-
ces while avoiding these pitfalls, although not with an equal
degree of success in every case. Some of the problems will be
described below leading to a description of one example which
suggests a way round while preserving the basic objectives intact.

Implicit and Explicit Meanings

The text must be a focus of curiosity to the students either because
they wish to know what it says about something that concerns
them or because something about it is strange or incongruous. If
the text yields up all that it has to say immediately and explicitly
addresses the issue in a clear and unambiguous manner, then it
is of little value as a text for our pedagogical purposes. We do not
find any Teaching Jewish Values units which use the Kitzur
Shulhan Arukh as a text. On the other hand the meanings we
wish to extract from the text must be available without too much
elaborate or arbitrary interpretation; the meanings should not bhe
too implicit.

If too much work is required to extract the possible meaning the
student is less likely to feel that the text is the real source of

9 H.N. Bialik, “Halakha V’aggada,” English translation from An Anthology of
Hebrew Essays (Tel Aviv: Massadah, 1966).
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significance.!® At a seminar at Hebrew University on the Jewish
Valuesunit on the Book of Ruth, it emerged that Rashi’s commen-
tary on the first verse (Rashi says that Elimelech was punished
because, as a rich man and the leader of his generation, he left
for Moab to escape demands upon him at a time of famine) was
crucial to the unit and yet seemed arbitrary to the students. It
seems that students were not expected to accept Rashi as an
authority but were to see his words as areasonable interpretation
of the text. By notions of exegesis familiar to us from elsewhere
in Rashi and Midrashic sources his interpretation of the in-
dividual verse is reasonable and it certainly provides coherence
to the story as a whole. Our students, however, know nothing
about Rashi and if they had a grasp of the story as a whole we
probably would not need the unit altogether. This is one case of
the interpretation being insufficiently explicit. Teachers are like-
ly to inform the students that Rashi is right or else confuse the
students into accepting it.

Sometimes this problem manifests itself across an entlre unit
when the curriculum piece is structured by an argument which
links a number of texts. There is a danger that the links are not
seen by students as emerging from the texts and thus need to be
explained by the teacher. With curriculum, of course, such a
problem may strike before the curriculum reaches the students if
the teacher does not have a strong sense of how the argument is
borne out by the texts.

There is often a great gap between the plausibility structures
of the curriculum writer and teacher on the one hand, and the

10 The terms “implicit” and “explicit” are being used here in a different sense
than used by Michael Rosenak in his Commandments and Concerns where
the terms characterise two different modes of religiosity. On the other hand
the distinction drawn here does relate to the dichotomies described by Rosenak
between implicit and explicit religion and normative and deliberative approaches
to education. The fact is that Judaism comprises a predominantly normative
tradition with anunderlying deliberative strain which is not usually expreased
explicitly. The deliberation is thus a tentative approach to the explicitly given
norm. Jewish implicit religion is thus a personal commentary on an explicit and
normative text. Except to fellow seekers of the inner meaning of the given
norm, it tends to seem arbitrary. As Rosenak points out, the relationship
between the normative and deliberative in Jewish education should be dialectical.
This makes it difficult to find a starting point to explore the normative text
with students who have no ¢ priori commitment to the normative demands of
the text.
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student on the other. The writer is committed to the texts and
receives a strong sense of aesthetic and intellectual pleasure from
perceiving a possible connection between texts, or between texts
and the real world. The text is saved, as it must be, from ir-
relevance. The students (and sometimes teachers) are skeptical
towards the text. Their attitude is, “prove to me that the text has
something to say!” Merely possible readings mean nothing to
them because they have no motivation to find meaning. It is thus
essential for the curriculum writer to ask him or herself all
possible questions from the students’ point of view as if the most
gifted student were constantly nagging “is that necessarily so?”
One way . of describing this is in terms of the hermeneutical
categories of pshat and drash, which can be distinguished by
saying that pshat is that interpretation which aspires to the
objective or “true” meaning, while drash is concerned and satis-
fied with possible meanings. This kind of curriculum must deal
in pshat.™

This issue is related to one of the central themes of Jewish
thought, ta’amei hamitzvot, or the reasons for the command-
ments. Rabbi Joseph B. Soloveitchik, in his The Halakhic Mind
draws a distinction between Maimonides’ approach to mitzvot in
his Guide for the Perplexed and his treatment of the issue of
reasons for the mitzvot in the Mishneh Torah)* Whereas in the
Guide, Maimonides attempts definitive and exhaustive explana-
tions of the mitzvot, in the Mishneh Torah he treats the mitzvah
as an objective given, with the reason only a tentative suggestion
of the possible subjective correlative to the objective datum of the
mitzvah.'® The reason is an attempt to reconstruct the religious
or ethical moment behind the mitzvah but the subjective attempt
remains subordinate to the objective fact of the mitzvah itself.
Rabbi Soloveitchik regards the approach of the Mishneh Torah as
the more religiously meaningful. The explanation cannot help the

11 Thequestionof students' understanding, or willingnesstoattemptanunderstanding,
reflects problems in the field of hermeneutics. The controversy between such
figures as Hana Georg Gadamer, E. D, Hirsch, Jr. and Stanley Fish over how
understanding is achieved, what are the prerequisites for understanding and
what is the test of its validity, may prove illuminating in the disucssion of the
place of the text in modern Jewish education.

12 Rabbi Joseph B. Scloveitchik, The Halakhic Mind (New York: Seth Press,
1986}, pp. 91-99.

13 Rambam, Mishneh Torah, Hilkhot Teshuvah, ch. 4.
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outsider for whom the objective datum of the mitzvah is not an o
priori accepted norm. _

In A Conceptual Guide, Michael Rosenak turns this argument
on its head, arguing that Rabbi Soloveitchik’s approach can be
used to legitimize a less than complete translation of norms into
values since the tradition itself believes that such a translation
con only be incomplste.® While this argument is valid as a
defencs against the traditionalist argument that any selection or
partial trsatment of the norms is an unjustifiable distortion, it
does not help usin the classroom when the tsacher or student fesl
that ths translation into values is unsatisfactory or far-fetchsd.
One answer is to switch the text so that, for exampls, Rabbi
Soloveitchik’s On Repentance becomes the text rather than ths
text of Maimonides’ “Laws of Repentance.” There ars many argu-
ments against doing such a thing; ths Heschels, Kooks and
Soloveitchiks should inform our curriculum at this level, but not
" themselves take csnter stage. It may bs that Rabbi Soloveitchik,
despite the fact that he seems to offer such riches in the sphere
of translating norms into ideas, is of little help to us in this kind
of curriculum because of his insistence on the predominance of
the objectivs given of the halakhah. Our students are unwilling
to grant this degree of reality to the norms of the halakhah. When
these ideas are taken out of their original philosophical and
homiletical context they can seem overly elaborate and without
justification.

Sometimes thess problems arise because of the nature of ths
disciplines involved. That is to say, what is considered a good
argument in Talmud or in theoretical physics or philosophy or
theology may not fit the student’s (or teacher’s) uninitiated com-
mon sense notions of what a good argument is. In that case the
curriculum writer must judge how far the student can be led into
a new structure of thought and what steps need to be taken to
make him ready. Mors often, however, ths difficulty is not tech-
nical but springs from a different existential orientation to the
text.

The curriculum must be tested by relentless, and sometimes
- even mischievous, questioning. Take, for example the unit Intent
to Kill, which receives substantial discussion in A Conceptual
Guide. The unit argues that while pagan societies provided means

14 Rosenak, A Conceptual Guide, pp. 126-128,
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of compensation or replacement for the life of a murder victim,
the Torah provides only for the death penalty, which is a state-
ment of the Torah’s view of the sanctity of life. This high value set
on human life leads the rabbis to consider even the inviolability
of the murderer’s life which must be weighed against the account-
ability of the eriminal and the preservation of society. This led to
a tendency to limit the circumstances in which the death penalty
is applied. The gifted student who has sat silsntly for a whole year
with a fixed but cynical grin speaks up.

The whole thing can be read differently. It is true that
the approach of the Torah is an enormous moral advance
over the pagan societies of that time, and yet the Torah
is itself primitive in its application of the death penalty
to all kinds of erimes including minor infringements of
cultic regulations, leading on occasion to the massacre of
entire cities. The rabbis, informed by a more humanistic
spirit, used the exegetical means at their disposal to
reduce the emphasis on the death penalty even to the
extent of virtual abolition. This is a story of the moral
development of a religious tradition towards the human-
istic norms I take for granted. Because the rabbis had to
maintain the immutable legitimacy of the revealed word
of God they had to havs recourse to elaborate techniques
of interprstation to argus their case. This is now only of
antiquarian interest as we can now conduct the same
discussion on a higher level without this theological and
scriptural baggage.

We may wish we had more such students! To be fair to the unit
this aspect of it is unlikely to give rise to this kind of challengs
and the texts do deal with the issue in a way which is likely to be
helpful in focusing and informing student discussion. The argu-
ment is brought as an example of the kind of question the
curriculum writer address in order to avoid allowing his or her
own assumptions about texts to influence a curriculum aimed at
students who do not share those assumptions.

Another form of the problem is when the text reflects a basic
Jewish value but precisely because the value is so fundamental
it is only reflected and not stated. An exampls from Intent to Kill
is the relationship of the idea of free will and therefore respon-
sibility with the need to establish that the murderer’s action was
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in fact willed. This idea which lies at the core of ethical mono-
theism is not stated in the texts but they all rest upon this
assumption. If, as is suggested in A Conceptual Guide, this is a
central theme of the unit, can we rely on the student to see it as
directly related to the text? The bulk of what will he said is not
said in relation to the text. For adults it is often impressive when
a great deal is said about a short text as it conveys a sense of
depth, but younger students tend to feel that the text is being
overburdened with what we have to say. Again, this will be
exacerbated by the teacher who does not have a full grasp of the
relationship between the text and the idea. A further danger
which some Teaching Jewish Values units run is that when some
quite subtle insight into the text is arrived at it is drowned out by
extraneous material introduced to help make the text relevant.
The unit on Ruth began with a story of devastating horror which
showed up the lack of care people have for one another in a
modern city. It is difficult then to bring into high relief the gentle
acts of kindness of the Book of Ruth. Much care must be taken
that the extraneous material only supplements the text and does
not supplant it. Again there is a gap between the writer and the
student. The writer is impressed, for example, that the midrash
suggests theories which point towards Freud and Marx on the
source of conflict. (See the unit, The Midrash and the Modern
World.) This reaffirms the timeless value of the text. Young
students, however, are not so impressed and may well feel that if
Freud or Marx said it so much more completely why turn to the
midrash? Our revised curriculum tried to ensure a proper bal-
ance between the explicit and implicit meanings of texts. It took
care to use extraneous material to reinforce the value of the text.
As much as possible it sought to show the texts not merely as
being concerned with value questions but as positively useful in
dealing with these questions. This immediately leads to another
major consideration. What are the appropriate questions with
which the curriculum should be concerned?

What are the Right Questions?

Teaching Jewish Values is based on the premise that in order to
make the tradition and its texts relevant it must be shown to
relate to the students’ questions. As Michael Rosenak writes, “we
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believe that a curriculum about Judaism should address matters
that teachers and pupils see as important.”® Jonathan Cohen
writes in his chapter of A Conceptual Guide: “In order for Judaism
to become accessible, fresh and meaningful to pupils, we must aid
them in discovering the questions the tradition has already pro-
vided.! (This idea, derived from A. J. Heschel, seems to us more
relevant to Teaching Jewish Values than Rabbi Soloveitchik.)
Teaching Jewish Values is thus committed to showing the tradi-
tion as relevant and helpful in answering students’ pre-existing
questions. Thus the question of what are the students’ questions
is crucial to the whole exercise. It is of course the case that not all
the students’ real questions are posed by them in a direct way,
and they may need to be teased out. If the first problem of
Teaching Jewish Values in Australia concerned the actual study
of texts, then a close second was the problem of the material not
seeming to match the students’ real questions and concerns. In
fact some teachers doubted if the students had any questions at
all. Whatever the psychologists might have said, students did not
respond with spontaneous recognition when the ‘big’ questions
were raised:

— the relationship between knowing and doing;
— the just society and my part in it;

— personal responsibility;

— can a person change?

Students seemed comfortable with and committed to the values
of affluence and economic achievement that they were familiar
with. It is as if the curriculum required a prior curriculum aimed
at making students recognise these questions as their questions.
Teaching Jewish Values assumes that these questions are pre-
sent, or at least almost present, and the tradition is then pre-
sented as a response. This problem may well be one associated
with particular cultural milieux. It may also be associated with
changes through time in the adolescent culture of the West.

A solution to this problemis to focus on questions and dilemmas
which are immediately arresting and dramatic in the eyes of
students. There are dangers to this approach. One is that there
can be a tendency to choose dramatic topics only to find that

15 Rosenak, A Conceptual Guide, p. 78.
18 Ibid., p. 84.
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Jewish sources are not particularly useful in contributing to the
debate. For example, Judaism and the nuclear threat: obviously
" Judaism advocates peace and deprecates war. Destroying the
whole world is clearly in violation of the principle of yishuv
ha-aretz. The problem is, however that both the armers and the
disarmers share these values; their debate is about how to a-
chieve them. The sources can provide no more than a Jewish
rhetoric to discuss the issue. This may be valuable but there is
often a lack of authenticity when Jewish values and sources are
used to justify why one should adopt a particular political point
of view or social attitude. A second danger is that by avoiding the
big existential questions the opportunity to share Jewish phil-
osophical and religious insight is lost.

Of these two dangers we made a great effort to avoid the first.
The texts should not be used merely as triggers to stimulate
discussion. Such an approach is bound to distort the texts and to
lead away from them. Teaching Jewish Values is not about
discussing values in a Jewish context with a bit of Jewish flavour
provided by a few sources. We were prepared to run the second
danger because no matter how important the questions there is
no meaning to them unless they are perceived as questions; the
Haggada cannot begin without a question. We hoped that some
of these more profound existential questions would emerge as we
went along even if we did not address them directly.

The New Program

The new program contained elements of Teaching Jewish Values
units, and topics from the Torah she-be-al Peh program such as
ecology and lashon ha-ra, but with the kind of pedagogic frame-
work provided by Teaching Jewish Values. There were also new
units on medical ethics as well as a revision of the life-cycle
material to bring it more into line with the Teaching Jewish
Values conception. The following example serves to demonstrate
the approach we adopted. Under great pressure to pull together
material in a short time we decided to introduce a unit on Jewish
medical ethics. Issues such as euthanasia and abortion are public
issues constantly debated in the media. They present dramatic
dilemmas involving questions of life and death. They are issues
upon which there are well developed Jewish positions which offer
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clear alternatives to other viewpoints. We also anticipated that
the Jewish insights on these questions would surprise students.
In short, these were questions where an understanding of Jewish
gsources would help students define their own point of view. A
mitigating factor against dealing with these topics is the com-
plexity of halakhic deliberation upon them. We knew of a unit
produced by a commercial Jewish curriculum publisher on medi-
cal ethics and under the pressure of the moment assumed it would
do the job. On closer examination it proved wholly inadequate. It
provided short extracts of sources on the basis of which students
were to resolve dilemmas. The sources were not always even
relevant and there was no attempt to show the process by which
the Halakhah considers such questions. Thus, by chance, we
found ourselves creating an entirely new unit. The first problem
was to simplify the halakhic deliberation without distorting it
unduly. There is by now a wealth of secondary material on these
questions which was invaluable in directing us to the appropriate
sources with suggestions as to how to read them. There was much
distilling work to do as the student could not be given difficult
secondary material with many footnotes. Sometimes the result
was that the initial writing concentrated too much upon moving
the student efficiently through the topic, paying insufficient at-
tention to how best to get the student involved. This was often
improved by teachers in workshops. Among the teachers were
those who were dedicated, creative and also themselves involved
with the material as highly committed learners. Too often work-
shops subside into pedestrian preparation rather than a locus of
genuine reshaping and remaking. A real workshop can be an
exhilarating experience both for the writer and the teachers
involved.

Let us focus on one small section of the unit concerned with
abortion. First we engaged students in a discussion of the issue
from two extremes of the debate:

— Abortion is murder, and;

— Abortion is like any other operation to remove an unwanted
or diseased organ. (We used newspaper articles for this
purpose.)

Then came the always difficult and dangerous transition to the
Jewish sources. The key lesson sought to show that:
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— feticide is not considered homicide by Jewish law,

— Jewish law gives priority to the mother’s life over that of
the unborn child;

— the grounds for giving the mother’s life priority are various-
ly interpreted, and these interpretations can make for rath-
er different applications of Jewish law in cases of abortion.!’

The initial lesson plan dealt with these questions in a sys-
tematic way but ons of the teachers pointed out that this ap-
proach was likely to lose the pupils before reaching the
interesting part of the-argument. It was suggested that Mishnah
Ohalot 7:6, which was originally in the middle of the lesson,
should be placed at the beginning. The Mishnah reads:

If a woman is having difficulty in giving birth one should
cut up the foetus inside her and extract it limb by limb
because her life has priority over its life. If most of it has
emerged one may not touch it as we do not push away
one life for another.®

The Mishnah could not be more direct and dramatic in its
approach. It is immediately striking, even offputting, to students
who do not expect Jewish sources to be this “real.” Further, the
Mishnah makes two simple and concise value statements: “her
life has priority over its life” and “we do not push away one life
for another.” After this all the rest is commentary: Why does her
life have priority? Under what circumstances can this priority be
enforced? What is the definition of a life?, etc. This text is arrest-
ing to the students, it is a rich foundation for further discussion,
and as Mishnah it is the foundation text for the Jewish law on
abortion. The students are now ready for a more technical inves-
tigation of the issues. The first question we tackled was why her
life has priority. Two interpretations were studied; that of Rashi
and that of Rambam. These two views serve as the basis for the
lenient and the strict tendencies respectively in subsequent re-
sponses on abortion. Rambam’s is the more complicated inter-
pretation based upon the law of the “pursuer.” The law of the
“pursuer” (rodef) creates a duty for a third party to intervene to
save someone being pursued with homicidal intent even by kill-

17 For a full discussion of this issue see David M, Feldman, Birth Control in
Jewish Law (New York: New York UniversityPress, 1968).
18 Mishnah, Ohalot 7:8.
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ing the “pursuer” and even if the “pursuer” is helow the age of
criminal responsibility. Rambam regards this law as the ration-
ale for the Mishnah. This in turn allowed a discussion of the
principle of due process with the exception of the “pursuer” as
well as the application of the “pursuer” case to abortion.'® Rashi,
by contrast justifies the mother’s priority on the simple grounds
that the fetus is not a human being (lav nefesh k)2 Rambam’s
rationale can only be used in the case of serious threat to the
mother’s life whereas Rashi’s reasoning makes possible a broader
application of the principle of a mother’s priority over her unhorn
child.

The rest of the unit was based upon the observation that most
abortions are not sought hecause of obvious life-threatening sit-
uations. A number of scenarios were descrihed. Students were
invited to discuss their own views on each case. The textual
consideration of the cases was through the responsa literature.
This posed two problems; first, the students needed a grasp of the
history, scope and function of responsa and second, hecause we
would be using only short extracts students would not see how a
responsum is argued and how it uses earlier sources. Students
were therefore given a brief description of the responsa. litera-
ture. They were also given the full text of one fairly straightfor-
ward responsum with guided questions to enable students to
perceive its structure, style, mode of argument and use of sources.
They then considered extracts from responsa on abortion which
could be related to the practical cases. The outcome for students
was to see that:

~— through responsa the Oral Tradition has heen able to de-
velop and respond to new questions.

— even late responsa find the original sources relevant.

—- the Oral Tradition does not necessarily offer a single unified
response. Most of the teachers tested the students with an
open book test. The students read a press report of a speech
given by the Chief Rabbi of Britain to the House of Lords
on the subject of abortion.?! He presented a Jewish under-
standing of the issue but did not quote sources. Students

19 Rambam, Mishneh Torah, “Hilkhot Rozeah Ushmirat Hanefesh,” ch. 1,
Halakha 9.

20 Rashi, Sanhedrin 72b.

21 Jewish Chronicle, 1 April 1988, London
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were asked to find the justification in ths sources for the
Chisf Rabbi’s statement.

Conclusion

We have attempted to show the way in which involvement with
the Teaching Jewish Values program has affected curriculum
development in our school. With some reservations about the
approach of certain units we believe that Teaching Jewish Values
has succeeded in developing ways of making the classical sources
of the tradition relevant to “cognitive aliens” without distortion of
the sources to the extent that their translation can be regarded
as inauthentic. Ths issue of the “language” of Judaism is a central
concern and the usefulness of values deliberations as a means of
teaching the language to those who neither recognise its sanctity
nor acknowledge its norms, is reaffirmed by the Australian ex-
perience. What remains is to refine the techniques and to enlarge
the repsrtoire. As the Teaching Jewish Values project comes to
the end of its development phase it is important to consider how
subsequent experiments, developments and experiences may be
effectively shared in the future.



THE COMPUTER AS TUTEE: THE
IMPLEMENTATION OF COMPUTER
PROJECTS IN THE RABBINICS

CURRICULUM — AN EXPERIMENT THAT

FAILED

Mark Smiley

Introduction

- The dissertation upon which this paper is based provides method-
ological direction for the reflective introduction and implementa-
tion of new methods in Jewish education.! These deliberative
procedures, derived in part from Schwab’s writings, provide direc-
tion for evaluating new methods for the purposes of educational
implementation and as a safeguard against mindless adoption of
unsuitable innovations. _

The proposed methodological directions may be summarized as
follows:

—_—

The evaluation of new means in Jewish education should
be concurrent with the improvement of practice.

The analysis of educational means should be concurrent
with the analysis of ends.

This analysis or deliberation must treat both ends and
means as mutually determining one another.

The adoption of new means must include deliberation and
experimentation in its early stages.

Evaluation of new means should determine the possible
consequences and impact of the new means in terms of the
various commonplaces: the community, the subject matter,
the teachers, and the students.

Educators must analyze new means in terms of possible
outcomes and side effects, and in the context of their respec-
tive philosophies of education.

The description of experiments with new means should

1 Mark Steven Smiley, “Adopting New Means in Education; A Case Study of
Computer Applications in a Rabbinics Curriculum in a Jewish Day School”
(D.H.L. diss., The Jewish Theological Seminary of America, 1988),
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include the deliberation with respect to problems of im-
plementation as well as accounts of success.

— The evaluation should decide whether and how to proceed
with further experimentation with the new means.

To illustrate these evaluative directions, a case study was
presented examining various modes of computer applications in
the rabbinics curriculum of a Conservative day school. Taylor’s
“Tutor, Tool, Tutee” model® provides a useful framework for
understanding the various modes of educational computer ap-
plications, In the dissertation, pre-programmed educational soft-
ware applications (i.e., Tutor) were evaluated for their potential
impact on the rabbinics curriculum. This evaluation was under-
taken against the backdrop of a detailed analysis of the goals of
instruction for the teaching of rabbinics in the Conservative day
school. In this paper, I will describe and evaluate three student-
prepared computer projects of the “computer as tutee” type in an
attempt to illustrate some of the deliberative procedures needed
in adopting new means for Jewish education.

“The computer as tutee” requires the student to teach the
computer. Thus, the student must learn to program in order to
communicate with the computer. The student, by understanding
the area that heis trying to teach, will learn something about how
computers work and how his or her own thinking works. The
“tutee” mode emphasizes education as a process — the manipula-
tion of an understanding of facts rather than their acquisition.
Since such projects require prior competence, they help to develop
further mastery of subject areas. This mode of computer applica-
tion creates the possibility for new experiences of both the subject
area and the technology.® For example, children could develop
computer programs that tutor younger students in arithmetic
operations, that drill students on French verb endings, that
simulate the game of “Monopoly,” or that draw maps.

The educational claims of “tutee” mode supporters have found
justification from many different areas of educational discourse.

2 Robert Taylor, ed. The Computer in the School: Tutor, Tool, Tutee (New York:
Teachers College Press, 198(0),
3 Ibid, pp. 4-6.
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Advocates of independent learning projects,® problem solving,®
process versus product® education, and thinking skills’ have
found the “tutee” mode attractive.

Claims of the educational benefits of “the computer as tutee”
have been supported by reports of the positive experiences of
many educators and programmere with the new technology.
Many teachers and students have been captivated by the com-
puter and have invested large blocks of time exploring it. Indeed,
enthueiastic teachers, parents, community people and students
have reported their excitement with the new technology ®

Analysis of this literature provides littie conclusive evidence on
the potential of the “computer as tutee” for Jewish education. Yet
the work of Papert and his LOGO programming language coupled
with my interest in integration in Jewish education provided me
with the theoretical underpinnings to experiment with the “tutee”
mode.

Seymour Papert claims that the LOGO programming language,
a “tutee” environment, provides a vehicle for revolutionizing
education, There are two major aspects of the “problem-solving”

4 William H. Kilpatrick, “The Project Method,” Teachers College Record, vol, 19
(September 1918), p. 320; See also Seymour Papert, “Teaching Children to be
Mathematicians,” in Taylor, The Computer in the School, p. 180.

5 RoyD. Pea, D. Midian Kurland, Jan Hawkins, “LOGO and the Development
of Thinking Skills,” Children and Microcomputers, eds., Milton Chen and
William Paisley (Beverly Hills: Sage, 1985), p. 196; See also Seymour Papert,
“Computer-based Microworlds as Incubators for Powerful Ideas,” in Taylor,
The Computer in the School, pp. 203-210. This article appears as part of
Mindstorms: Children, Computers and Powerful Ideas (New York: Basic
Books, 1980),

6 Jerome S, Bruner, Toward A Theory of Instruction (Cambridge: Harvard
University Press, 1966}, p. 72; See also Arthur Luehrmann, “Should the
Computer Teach the Student or Vice-Versa?,” in Taylor, The Computer in the
School, p. 136.

7 Seymour Papert, “Teaching Children Thinking,” in Taylor, The Computer in
the School, pp. 160-161.

8 From the perspective of teachers, see Charles Thompson and Larry Vaughan,
eds., Computers in the Classroom: Experiences Teaching with Flexible
(Chelmsford, Ma.: Northeast Regional Exchange, 1986); From the perspective of
children, see Sherry Turkel, The Second Self: The Computer and the Human
Spirit (New York: Simon and Schuster, 1984) and from the perspective of the
computer and community see Brian Simpson, “Heading for the Ha-Ha,” Douglas
Noble, “Computer Literacy and the Press,” in the Teachers College Record, vol.
85, no. 4 (Summer 1984), republished as The Computer in Education: A Critical
Perspective, Douglas Soan, ed. (New York: Teachers College Press, 1986).
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tutee rationale: the first draws mainly on Dewey’s reflective
thinking and the second on Piaget's epistemology of learning.

Dewey’s teachings on “intellectual growth” have been cited by
major proponents of the computer as “tutee.” In Dewey's ex-
perimental school, he attempted to provide children with prob-
lems and projects that would encourage thinking. To Dewey,
thinking was the key to intelligent action (as opposed to impul-
sive or routine action). Dewey's reflective thought requires think-
ing as well as doing. Worthwhile activity would give children the
opportunity to formulate and test solutions to problems; that is,
to practice the thinking process. The results of such practice
would serve as guides for future experience.? Indeed, the process
of computer programming was understood as providing a frame-
work for reflective thinking,

Advocates of “tutee” projects also assert that Piaget's stages of
cognitive development can be manipulated. In fact, Papert claims
that the LOGO environment will allow children to “concretize”
formal operations well before Piaget's threshold of 11 to 12 years.
He writes:

The child will learn to manipulate, to extend, to apply
projects, thereby gaining a greater and more articulate
mastery of the world, a sense of power and a self-confi-
dently realistic image of himself as an intellectual agent.
Stated more simply, I believe with Dewey, Montessori,
and Piaget that children learn by doing and by thinking
about what they do."

The experience of LOGO programming is understood as a
means to inculcate thinking skills. The students learn about
problem-solving processes by the necessarily explicit nature of
programming as they articulate assumptions and precisely speci-
fy steps in their problem-solving approach. In addition to these
claims, advocates of teaching programming argue that this pro-
cess best educates for computer literacy i.e., the teaching of the
potential and the limits of computer use in our society.!! Thus,
advocates believe not only that the “tutee” mode allows children

9 John Dewey, How We Think, rev. ed. (Lexington, Ma.: Heath, 1933), p. 116.

16 Seymour Papert, “Teaching Children Thinking,” in Taylor, The Computer in
the School, p. 181,

11 Roger W. Haigh, “Planning for Computer Literacy,” Journal of Higher
Education, vol. 56 (March/April 1985), p. 161. -
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to learn traditional subjects in a deeper way and provides the
opportunity for the development of problem-solving skills, but
also that it encourages an exploration of the computer’s potential
and its societal implications.

Although many of the educational benefits of the “project”
method have been cited by advocates of the computer as “tutee,”
most “tutee” case-studies have failed to overcome the traditional
difficulties associated with the project mode. These include: an
instrumental relationship between knowledge (and skills) and
social concerns, children choosing activities at low cognitive lev-
els, projects which overemphasize individual concerns and ignore
common and social purpose, and the danger of neglecting to
extrapolate general ideas from project experiences.'?

For Jewish educational purposes, I was motivated by the pos-
sibility that “tutee” projects could bring the child into an integrat-
ing process. Building on Lukinsky’s suggested directions for the
implementation of "integrated” studies, this experiment consid-
ered whether the meta-learning implications of creating an en-
vironment which encourages inquiry and exploration could instill
important long term attitudes.™

Although there exist conflicting conceptions of integration, most
day school educators include integration as part of the raison
detre of the modern day school movement.'* Lukinsky encourages
Jewish educators to find means by which to encourage students
to engage in an integrating process, which would encourage “a
genuine dialogic tension” between the knowledge and method-
ologies of general and Jewish studies. For his part, Lukinsky
offers a means to integrate the competing and evolving truths of

12 Daniel Tanner and Laurel Tanner, Curriculum Development, 2nd ed. (New
York: MacMillian, 1982), p. 307.

13 Joseph Lukinsky, “Integrating Jewish and General Studies in the Day School:
Philosophy and Scope,” in Integrative Learning: The Search for Unity in
Jewish Day School Programs, ed. Max Nadel (Proceedings of an Invitational
Working Conference: American Association for Jewish Education, New York,
May 16-17, 1978), pp. 18-19. _ :

14 Morton Siegel, “What Kind of a Child Do We Want To Produce in the Solomon
Schechter School?,” The Synagogue School, vol. 25, no. 3 (1867), pp. 6-T; See
especially Bennett Ira Solomon, “Curricular Integrationin theJewish All-Day
School In the United States” (Ph.D. diss., Harvard University, 1979), ch. 2,
and “A Critical Review of the Term ‘Integration’ in the Literature on the
Jewish Day School in America,” Jewish Education, vel, 46, no. 4 (1978).
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integrative studies is to preeerve the integrity and authenticity
of both general and Jewish studies. He writes: “Each would
challenge the other at its best.”®

Clearly, the “computer ae tutee” represents an important re-
search focus. This conclusion resulted in the following experi-
ment which attempted to evaluate the curricular implicatione of
the innovation,

An Experiment in Jewish Day School Education

Criteria for Integrative Projects

Having considered the claims of the literature and the realitiss of
Jewish educational practice, the following criteria were developed
for the implementation of experimental “tutee” projects.

1. It was determined that tutee projects had to be designed
ae an alternative to other educational activities, This cri-
terion was based on an understanding that children pos-
sess different learning strategies and etyles. To facilitate
allowing children a degree of choics, “tutee” projects had to
be accompanied by some other form of project such ae a
creative writing assignment (e.g. poem, song), or aresearch
report. This approach also allowed for a degree of compara-
tive assessment of computer projects in terms of time
allotment, costs, and additional resources.

2. The sscond criterion required that the implementation add
a significant dimension to the subject matter and not be a
trivial application of the technology, This requirement was
considered in terms of both the Judaic studies content and
the level of programming difficulty. Although alternative

aesignments were provided, it was hoped that ths nsw
technology could illuminate some aspect of the process of
Jewish study.

3. Projects should require a suitable level of difficulty in the
problem solving activity, The rationale of thie criterion
stemmed from the belief that a good programming problem
stimulates interest and therefore additional effort.

16 Joseph Lukinsky, “Integrating Jewish and General Studies,” p. 17.
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4. Projects should be designed to make students aware of
being engaged in an experimental activity. Students are to
function as scientists, exploring the educational potential
of computers in the rabbinics curriculum. Indeed, a num-
ber of students conceived and implemented their own
“tutee” projects.

These four criteria are not meant as a prescriptive checklist,
but rather as principles for evaluating implementation in delib-
eration.'® Indeed, the extent to which various projects meet these
criteria will eerve as a framework for the assessment of the
suitability of the computer in the rabbinics curriculum.

The Setting

The experiment has four distinctive settings:

— ThedJudaic studies classroom which incorporated computer
“tutee” projects as part of the ongoing curriculum;

— The computer science class, where Judaic studies examples
were incorporated as part of the problem set involved in
learning new computing skills;

— Recess and lunchtime, when the computer room was open
for volunteer use, allowing for some additional enrichment
experimentation;

— The home, which served as a setting for the programming
activity, It was hoped that the availability of additional time
for student involvement plus parental interest might assist
the overall experiment.

I served as the teacher of both computer science and rabbinics
at the Solomon Schechter Day School. The 7th grade student
‘population was familiar with introductory BASIC and LOGO
programming languages. In addition, the school was situated in
a high socio-economic community near a number of major com-
puter firms. Indeed, a numberof parents worked in the computer
induetry. As a result, the percentage of students with home
computers was very high.

16 Smiley, “Adopting New Means,” chapter 2.



234 Mark Smiley
Project #1: Shofar Simulation

i, Educational context

This activity was an enrichment activity to the curriculum that
was carried out by three students during the recess period in the
computer room. The project was to write a program which would
simulate the blowing of the shofar on Rosh Ha-Shanah.

The project was a good programming problem, as it required
students to master the mathematical relationships involved in
the shofor blowing procedures and utilize that information to-
gether with the sound capabilities of the computer. In addition,
the programmer was required to use procedural constructs. These
constructs in programming allow for multiple use of a set of
instructions and save the programmer the need to continually
provide new codes for the same activity. In LOGO, the procedural
aspect of programming is emphasized. Good programming prac-
tice requires labeling each procedure with a clear title that allows
other users to identify the purpose of the procedure. For example,
a procedure which averages a set of numbers should be called
AVERAGE or AVG and not B. In this context, the Shofar program
provided an unusual overlap of the educational goal of clear
procedural program writing with an aspect of the subject matter.

This project coincided with classroom work on the Jewish New
Year and the study of the shofar. However, the curricular em-
phasis was on Sa’'adiah Gaon’s ten reasons for its blowing. Al-
though some attention was given to the types of shofur blasts and
their order, the focus was on the different reasons for and inter-
pretations of the Shofar practice.

ii. A description of finished products

The following reproduction of the main procedure will illustrate
the potential educational benefits of this enrichment project.
The main procedure is as follows:

TO SHOFAR

TEKIAH SHEVARIM TERUAH TEKIAH

TEKIAH SHEVARIM TERUAH TEKIAH

TEKIAH SHEVARIM TERUAH TEKIAH
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FREEZE 90
THAW
TEKIAH SHEVARIM TEKIAH
TEKIAH SHEVARIM TEKIAH
TEKIAH SHEVARIM TEKIAH
FREEZE S0
THAW
TEKIAH TERUAH TEKIAH
TEKIAH TERUAH TEKIAH
TEKIAH TERUAH TEKIAH-GEDOLAH
END SHOFAR

This main procedure is executed by the computer in a linear
manner. A glance at the main procedure SHOFAR reveals its
almost exact parallel to the English translation of the shofar
service found in the High Holyday Prayerbook.!” This similarity
suggested that the program could provide a means for reinforcing
student knowledge of the structure of the shofar service.

i, Log reactions to the individual products

The students who carried out this project were engaged in a
suitable learning activity. They were required to master the
mathematical relationships among the shofar sounds and manip-
ulate the BEEP, NOBEEP, and WAIT functions of the computer.
This required a great deal of problem-solving activity through
trial and error and concurrent debugging procedures.

v, Early evaluations and impressions

Although it was felt that the project was a good programming
problem, the mathematical aspect of the shofar blowing seemed
almost trivial. In addition, it remained unclear whether any
educational benefit was derived as a result of the need for the
programmer to reach an almost exact duplication of a Prayerbook
text in the main procedure of the program. In spite of these
observations, the program was enthusiastically received by the
entire class upon its presentation. However, this project helped

17 Philip Birnbaum, ed., High Holyday Prayer Book, 2nd ed. (New York: Hebrew
Publishing Company, 1879}, p. 318.



236 Mark Smiley

+

identify the potential overreliance of computer applications on the
mathematical relationships found in Jewish practice.

In addition, I noted that many other children preferred to play
with the real shofar. They were able to represent the various
notes in a suitable hands-on experience. Indeed, the choice of
educators to use the computer in similar educational situations
may have motivated Davy to describe the LOGO environment as
“autistic in quality, impoverished sensually, emotionally and
socially, "8

Project #2: The Hanuhhkah Project

i. The educational context

In its Judaic studies context, this project involved a sugya in
Tractate Shabbat concerning the lighting of the Hanukkah can-
dles.”® The braita, after outlining two alternative solutions, fo-
cuses on the dispute between the schools of Shammai and Hillel
who argue respectively that each day of the festival must be
represented by descending or ascending numbers of candles from
one to eight. The sugya offers two separate sets of reasons for the
dispute, each of which requires interpretation through inquiry.

It was anticipated that the computer program, would be a
means to better understand the dispute and the available inter-
pretations. In addition, it was hoped that the graphical nature of
the work might inspire new insights and interpretations.

From a programming point of view, the project was a rich one,
allowing for various applications of the graphics component of
LOGO and requiring the introduction of additional programming
constructs not yet used in any applications. For example, the
project involved the use of procedures that required passing
parameters. This construct could allow the programtobe written
in a brief but efficient manner. In addition, the project demanded
that the student be familiar with the Cartesian graph nature of
the screen and the skill of moving the electronic pen to certain
spots on the screen.

18 See also John Davy, “Mindstorms in the Lamplight,” Teachers College Record
85(4) (Summer 1984}, pp. 549-550.
19 Shabbat, 21b.
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.A major educational goal in teaching this sugya was to under-
stand the dispute between Bet Hillel and Bet Shammai. The
programming task was to create a procedure that would repre-
gent the final lit version of either Bet Shammai or Bet Hillel. For
example, entering “‘Bet Shammai 1” should result in a computer
drawing of a hanukkiyyah with eight 1it candles, while “Bet Hillel
4” should produce a graphic of a hanukkiyyah with four lit
candles. '

it. A description of finished products

Below is an illustration of one computer simulation.
The computer flaghed:
* WELCOME TO THE ELECTRONIC HANUKKIYYAH
*TYPE IN THE SCHOOL DESIRED (HILLEL OR SHAMMAI),
followed by,
*THE NUMBER (1-8) OF THE DAY OF HANUKKAH DESIRED
I typed in *SHAMMALI 1

The computer drew:

The computer asked:

*WOULD YOU LIKE TO TRY AGAIN? (Type Yes or No)
I typed:

*YES
The computer flashed:

* WELCOME TO THE COMPUTER HANUKKIYYAH
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* TYPE IN THE SCHOOL DESIRED (HILLEL OR SHAMMAI),
followed by, _
*THE NUMBER (1-8) OF THE DAY OF HANUKKAH DESIRED
I typed in: *HILLEL 7
The computer drew:

The computer asked:

*WOULD YOU LIKE TO TRY AGAIN? (Type Yes or No)
I typed:
*NO
The computer responded:
*THANK YOU FOR USING THE ELECTRONIC HANUKKI-
YYAH

tii. Log reactions to the individual products

Most of the students achieved some working program that simu-
lated the hanukkiyyah. However, after its implementation, the
project did not fulfill its integrative pedagogic goal. The time
needed to complete the computer projects exceeded the time
needed to complete the inquiry into the rabbinic text. Therefore,
the students could not use their computer art projects to help
them in their inquiry concerning the reasons for the difference of
opinion between the school of Shammai and Hillel.

This situation has been noted as a problem of other “tutes”
projects in Jewish education: the project turned out to be mainly
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a computer project rather than an attempt to illuminate or
explicate an aspect of the text. The assignment did not provide
opportunity for new insight, but rather was limited to the review
of the content of the text.

Project #3: The Kosher Machine

i. Educational context

The kosher machine project was an enrichment activity. The
students were studying texts from Tractate Hullin and suggested
that the computer could be an excellent tool for applying the rules
of kashrut and organizing a data-bank of kosher products. The
lead programmer suggested that the program simulation have
two alternative methods of identifying whether a product was
kosher. The first method would check the computer number on
the packaging against an already generated list of approved
products. If the product was not on the approved list, then the
computer would ask that all the listed ingredients be entered inte
the computer and checked for kashrut.

The desired results of the program would be to inform the user
that:

— the product is definitely kosher;
— the product is definitely not kosher;
— the computer is not sure — go ask a rabbi.

In the context of Judaic studies, the programming problem was
intended to introduce the student to modern problems involved
in kashrut, including the investigation of certain chemical com-
pounds and synthetic derivatives, In addition, it would enable the
student to review forbidden species of animals and current hekh-
sher labeling procedures.

The design of this “tutee” project was problematic, The then-
current state of regulations governing ingredient labeling did not
clearly distinguish whether ingredients were dairy or meat. This
limitation prevented the programmer from creating a simulation
that determined whether an uhidentified product was kosher,

The early recognition of this programming problem raised a
number of important educational computing issues, including the
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suitability of presenting children with computing problems that
did not solve themeelves perfectly. Computer projects usually are
aimed at teaching an aspect of logical structures and the poten-
tial of the technology. In this context, the kosher machine project
would have been a good problem-solving activity. However, the
best solution by the students would be to arrive at an under-
standing that the computer application is untenable, rather than
proceed to a computer application.

The educational message that students would learn in treating
the problem unsuccessfully was considered. Clearly, the limita-
tione of the computer would be illustrated to the programming
team, thus revealing certain limitations of machine intelligence
ae opposed to human reasoning. On the basis of this important
message the decision was made fo allow studente to go forward
with this project.

ii. Log reactions to the individual products

The project was tested in an alternative educational setting and
as a result was modified for implementation in the day school. In
the alternative setting, it was found that the project required a
great deal of preparation until the discovery of the programming
problem. The participants found this experience fruetrating and
somewhat deceiving, Although they had been confronted with the
desired educational experience, some remarked that program-
ming projects should alwaye lead to potentially successful ac-
tivities. Indeed, the experience lacked the positive results (i.e. a
running program) of computer projects.

A General Evaluation of the Curricular Experiment

Above, I suggested that the evaluation of new educational meth-
ods should determine possible consequences and impact in terms
of the various commonplaces: the community, the subject matter,
the teachers, and the students. Let us briefly report some of this
type of deliberation. '
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The Child

It is important to note that only a small percentage of the student
population participated in the experiments, Also, although many
girls participated in the optional and directed projects, the ma-
jority of participants were boys,*

Of the participants, some children developed elementary pro-
gramming skills, as reflected in their ability to apply program-
ming constructs to new problems. Others gained a familiarity
with programming constructs but could not carry out independ-
ent projects. Moreover, some students gained a sense of computer
literacy i.e. the ability to recognize both the possibilities and
limitations of computer use. Indeed, this may have been the most
significant educational outcome.

The impact of the experiment on the learner in terms of the
overall Judaic studies curriculum is more difficult to evaluate.
Since the computer experiments were used in approximately five
per cent (9/180 classes) of the Rabbinics classes in the school, it
is difficult to identify the specific effects of this educational means
on the goals of instruction,

Moreover, the question arises regarding the extent to which
any observed effects are generated by the introduction of an
innovation per se (i.e. the Hawthorne Effect), rather than by
changes in the effectiveness of classroom practices. In general,
distinguishing the effects of different variables on student at-
titudes and performance represents a difficult methodological
problem. For example, was the original excitement discussed in
the shofar project a result of the educational situation in which
students are encouraged to choose varying types of assignments
or simply the uniqueness of computing?

Finally, this evaluation cannot identify whether those involved
in the computer activity were able to appreciate the subject
matter in a new or richer way. In fact, academic achievement as
reflected in grades did not show any difference between computer
users and non-users. However, a small percentage of children

20 Milton Chen, “Gender and Computers: The Beneficial Effects of Experience
on Attitudes,” Journal of Educational Computing Research, vol. 2 (19886),
p. 266; See also Phyllis Dubois and Jane G. Shubert, “Do Your School Policies
Provide Equal Access to Computers? Are You Sure?,” Educational Leadership,
vol. 48, (1986), pp. 41-44.
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motivated by the availability of projects did show an improve-
ment in their overall performance.

Hawkins and Sheingold observed that in the LOGO environ-
ment programming tended to increase students’ collaborative
efforts.” This trend was also observed in the day school experi-
ment. Indeed, the sharing and consultation were particularly
impressive as they usually occurred outside the classroom set-
ting, during informal parts of the day such as lunch or recess.

The Teacher

The effect on teachers and teaching can be evaluated only on the
basis of the observations of one teacher involved in the experi-
ment. However, many of these observations have been corrob-
orated by others’ reports on the use of the computer in their
classrooms.?

The teacher using “tutee” projects received positive feedback
from students, administrators and fellow teachers. Students were
curious about how and why a Judaic studies teacher would be
utilizing a new technology that even the general studies teachers
had not yet implemented.

Fellow teachers and administrators were curious about the
implications of the new teaching approach. Many belittled their
own level of technological literacy and were appreciative of a
colleague who was familiar with the latest educational innova-
tions. Both general and Judaic studies teachers were anxious to
observe some of the innovations and offered important critical
insights into the projects.

For teachers, the computer projects seemed to encourage alter-

21 JanHawkins and Karen Sheingold, “The Beginningof a Story: Computers and
the Organization of Learning in the Classroom,” in Microcomputers in Education,
eds. J. Culbertson and L. Cunningham, Eighty-Fifth Yearbook of the National
Society for the Study of Education, Part One (Chicago: University of Chicago
Press, 1986), p. 44.

22 For example, John B. Peper, “Implementing Computer-Based Education in
Jefferson County,” in Microcomputers in Education, eds., J. Culbertson and
L. Cunningham, pp. 132-156; See also Roy D. Pea, D. Midian Kurland, Jan
Hawkins, "L.OGO and the Development of Thinking Skills,” pp. 193-212; See
also Robert K.Yin, “Microcomputer Implementation in Schools Findings from
Twelve Casge Studies,” pp. 109-128, bothin Childrenand Microcomputers, eds.,
Milton Chen and William Paisley.
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native lesson designs, in particular the use of group and in-
dividual projects that could be carried out both in school and at
home. However, it is difficult to determine whether these new
classroom approaches were motivated by the introduction of the
computer projects, or the educational philosophy of the teacher. I
suspect the latter. Indeed, since many other types of projects
were part of the classroom experience, it is possible to conclude
that computer projects “fit” comfortably with the teaching style
and approaches of the classroom educator.

However, it became clear that the expertise needed to supervise
the creation of “tutee” projects may be beyond the desirable
requirements in the training of even our most committed teach-
ers.

The Community

The parent body voiced their approval that the school had taken
the challenge of computer technology seriously. Computers dotted
the school, and teachers and students grappled with their sig-
nificance in various implementations.

The “tutee” projects received notice from parents, school offi-
cials and other members of the community at large. Although the
school already had a high profile in the community and had
implemented many innovative programs, the computer innova-
tion in particular received considerable attention in the parent
community.

Many parents were especially interested in the computer ap-
plications, including the “tutee” projects in the Judaic studies
curriculum, Some offered their computer expertise, while others
expected the computer educator to serve as a consultant for home
computing.

This community perceived itself as a leader in educational
 standards and innovation. At a time when the computer industry
was creating an impression of a dire need for computer literacy,
the school had already begun to explore the educational potential
of the new technology for Jewish education, The availability of
trained personnel provided the school with the means to imple-
ment and evaluate various aspects of computer applications.
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The Subject Matter

The critical examination of “tutee” projects suggests a number of
serious challenges in terms of the Judaic studies subject matter.
First, the “tutee” projects were not educationally vital to the main
themes and skills involved in the Judaic studies units. For ex-
ample, even the hanukkiyyah project that dealt with the content
of the sugya was itself only a small aspect of a unit that covered
many different sugiof. Although it was hoped that the project
would provide a new means for interpreting and understanding
the text, in reality it only dealt with a small technical aspect of
the text. While this new educational method has been identified
as an aid in explicating text, its implementation as a means
should not be overemphasized.

Second, there are significant limitations involved in computer
simulations in terms of the goals of rabbinics education. For
example, in the shofar project the computer could be used to
assist the student in learning a certain formula, in order to
promote an appreciation of the underlying structure and content
of the shofar service. However, the computer could not provide
the means to appreciate the values aspect of the lesson. The
power of the beautiful explanations of the importance of the
shofar could not be addressed in the computer simulations. Rath-
er, the computer could only identify specific information or quiz
the students on it. '

Such a limitation suggests that the computer in the “tutee”
mode deals with what Whitehead calls “inert facts.”®® This inert
fact or information is divorced from deeper meanings and con-
cepts. The computer thus moves the Jewish educator away from
the plane of values and meaning into the realm of information
and application. Indeed, this observation has been recently made
by Davy. He writes, “even the most goggled-eye computer en-
thusiasts scarcely argue for computers as tools for affective or
moral education.” It should be noted that there are some positive
implications of “tutee” applications in terms of the subject matter.
The computer applications also revealed that certain aspects of
the tradition have logical (and therefore programmable) struc-
tures which can be investigated and understood. In addition, the

23 Alfred North Whitehead, The Aims of Education (New York: Mentor Books,
1929, p.13.
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kosher machine project illustrated that the “tutee” mode provides
an educational experience for reflection on the limitations of
modern technologies.

An important by-product of this experiment was isolating the
need for ongoing curricular deliberation on the theme of the
significance of technological progress in a Jewish world view.2

Conclusions

Our experimentation with “tutee” applications arose from the
desire to use computers concurrently to teach about three distinct
elements — the technological world, the values of the tradition
(subject matter) and the problem solving process.

Currently, the studies evaluating “tutee” projects rarely incor-
porate all three elements. BASIC programming stresses prob-
lem-solving with little emphasis given to content areas of the
school curriculum. The LOGO environment merges the teaching
of mathematical and problem-solving elements, although accord-
ing to some critics, divorced from the world of value and
mystery.® Our analysis revealed that “tutee” applications can
possibly provide an educational experience where all three ele-
ments are involved.

Only one project involved all three elements with varying
degrees of significance. The kosher machine project was a serious
lesson on the meta-issue of technology and society stemming from
a problematic aspect of translating a less significant Judaic
studies problem into programming language.

In terms of the subject matter of rabbinics, the computer proj-
ects did not open up new levels of meaning. They did provide a
way of organizing information, which seemed to interest some of
the students. Furthermore, the “tutee” projects allowed us to
consider learner attitudes to the role of technology and its re-
lationship to the world. This is a means which can challenge the
students on conceptual, problem-solving and meta-issue levels.

This evaluation of computer projects in a 7th grade Oral Law
curriculum reveals that the new technological device offers limit-
ed practical opportunities for enhancing the curricular goals. As

24 Mark Steven Smiley, “Computer Technology in Jewish Educational Settings,”
The Jerusalem Fellows, no. 1 (March 1989), pp. E4-E10.
25 Sherry Turkel, The Second Self.
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the Conservative day school continues to adopt a Jewish values
approach to the teaching of rabbinics, the computer will be even
less suitable for experimentation in this curricular area.

In conclusion, assertions in general education regarding the
suitability of new means must be examined in terms of the needs
of Jewish education, through discussion of the importance and
ultimate meaning of new means, This form of educational delib-
eration may best serve as a safeguard against unreflective adop-
tion of unsuitable fads and innovations. Indeed, Jewish educators
muet view the evaluation of new means as an opportunity for
reflection on their ultimate goals.
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RECENT PROPOSALS FOR THE TEACHING
OF JEWISH THOUGHT: THE CONTRIBUTION
OF THE JEWISH VALUES PROJECT
(English Abstract)

Jonathan Cohen

This study first documents the importance attributed to the study
of Jewish thought among both religious and non-religious ed-
ucators in Israel and the Diaspora. Jewish thought is seen by
prominent educators to play a role in the cultivation of certain
traits of the ideal Jewish personality. Among those traits: “obser-
vance with a view to intention (kavvanah),” “search for truth by
way of reason,” “intellectual integration,” “Jewish identification
in relation to basic Jewish value-concepts,” and a “reasoned
commitment to an absolute morality.”

Despite many publicistic “statements of aims,” however, at-
tempts at curricular organization in Jewish thought have re-
mained at the level of syllabus, anthology or textbook. They have
also been largely sporadic and often short-lived. Almost no famil-
iarity with competing definitions of the discipline in the world of
scholarship is revealed in the educational publications surveyed.

Writers of educational materials are either university scholars
adapting their discipline to what they perceive as school reality,
or experienced teachers summarizing their experience in very
specific educational settings. None seem to be conversant with
literature on curriculum-building as such.

What follows is a selective survey of attempts made to stand-
ardize the study of Jewish thought in Israeli high schools. Each
attempt is shown to have:

1. A hidden conception of the discipline.

2. A hidden view as to the difference between the academic
study of Jewish thought at universities and the educational
presentation of Jewish thought at the high school level.

3. An implicit “diagnosis” of the ills of Jewish education, as
well as a conception of the “therapeutic” role of Jewish
thought in curing those ills.

249
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4. Unreported principles governing the selection of sources
from the wsalth of “Jswish Thought Literature,” and of
ordering them for purposes of instruction.

Among the efforts discussed brisfly in light of the above four
isguss:
For the rsligious school systsm:

1. Shaul Yisraeli’s texthook: Perakim Bemachshevet Yisrael,
smanating from his experience at Midrashiat Noam.

2. Proposals by Dov Rappsl of Kibbutz Yavneh and Bar-Ilan
University.

3. Proposals by Adin Steinsaltz.
4, Proposals made by Michael Rosenak for the teaching of
Jewish thought in religious schools.
For the non-religious school system:

5. Ths program suggested by Eliezer Schweid in response to
his experience at the Hebrew University high school.

6. AvrahamBar-Tanah’s anthology: Pirkei Bereshit Bemach-
shevet Yisrael.

7. 'The anthologies compilsd by the Center for the Tsaching
of the Humanities and Social Scisnces (directed by Joseph
Dan) under the rubric Parshiot Iyyuniot Be'toldot Yisrael.

8. The Jewish Thought Project of the curriculum division of
ths Ministry of Education (also chaired by Jossph Dan).
At the end of ths papsr, reference is made to the Jswish Values
Project of the Melton Centre, which, despite many shortcomings,
is shown to havs:

1. Aconscious conception of educational “illness,” “diagnosis,”
and “cure.”

2. A conscious conception of the gains and losses pursuant to
a “translation” of ths corpus of Jewish tradition from “sub-
jsct matter” to “subject matter for education.”

3. A conscious reconstruction of the “discipline” for purposes
of education—without the presumption of exhaustiveness.
Finally, the study opens two central issues for further research:

1. Whatis Jewish thought? A trans-historical perennial Jew-
ish theology? General philosophical effort with a Jewish
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“coloring”? A form of biblical commentary? Jewish intellec-
tual or ideological history? Is consensus among educators
about certain texts enough for the definition of a discipline?
It is proposed that the great scholars in the area of Jewish
thought be consulted for guidance in these matters.

2. How is the discipline — however defined in an academic
sense — to be “translated” for purposes of education? How
must the subject matter be modified in order to play a role
in the education of a defined species of “ideal Jewish
personality?”



JUDAISM AND CHRISTIANITY:
THE DEVELOPMENT OF A STUDY UNIT IN
TRADITION IN THE “TARBUT-JERUSALEM”
PROGRAM, 1974-1983 (English Abstract)

Rafi Sheniak

The “Tarbut-Jerusalem” educational project began in 1973, be-
tween the Tarbut Jewish Day School of Mexico and the Hebrew
University’s Melton Centre for Jewish Education in the Diaspora.

The main objective of the project was to develop a new cur-
riculum that would solve the school’s most pressing problems —
the pupils’lack of motivation in Jewish studies and consequently,
their lack of preparedness for life in a mostly non-Jewish society.

Two new subjects were created to address these issues: “Con-
temporary Jewish Life” which dealt with the pupil’s daily life;
and “Israel Studies,” learning about Israel as the center of a
relevant educational perception.

As time went on it gradually became clear that these courses
could not deal with the problem without teaching Judaism per se.
A new subject began to emerge which dealt in tradition. The
underlying assumption of the initiators was that Jewish values
have meaning, even to those not committed to Jewish religion.
This field developed gradually, in a number of stages, with many
units on several subjects (Oral Law, festivals and the Bible,
Jewish philosophy).

The unit on Judaism and Christianity began as a subject
within “Contemporary Jewish Life,” to address the daily problem
of life as a minority in the culture of a Christian majority. The
concept, however, was developed by the staff working on the
materials on Tradition. This was typical of our difficulties in
general in our search for a unique way of developing curricula.
Problems arose due to the physical distance, as well as the mental
and ideological gap between the school and the university, and
the problem of presenting the subject of “tradition” in a suitable,
relevant manner.

Development was accompanied by written proposals for ex-
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perimental classes, sending feedback to the university, rewriting
and re-experimenting, At the same time, teachers did refresher
courses in Jerusalem and in Mexico, a workshop on curriculum
was held at the university, and a teachers’ workshop was held at
the school at which teachers were chosen and trained as shlichim.
Eventually, five subunits were developed within the subject of
The Faith of Israel, as a solution to the Christian challenge: The
Oneness of God; Missionizing and Conversion; Messiah in Juda-
ism and Christianity; Jewish Values and Christian Values; Political
Independence and Jewish Nationality.

Changes were made throughout in approach, content and method.
A major change was that instead of being organized according to
disciplines, units were organized according to subject. Another
change was that instead of using an approach that tried to avoid
apologetics, an approach was utilized that viewed apologetics as
part of its educational perception.

Despite all the changes that took place and despite the ex-
perience gained in the field, the new curriculum created is still
difficult to use. It is necessary to continue to process the material
and make it available for teachers everywhere.



VALUE EDUCATION IN A PLURALISTIC |
SOCIETY: EDUCATIONAL THOUGHT AND
CURRICULAR CONTENT IN JEWISH
SCHOOL SYSTEMS IN INTERWAR POLAND
(English Abstract)

Shimon Frost

Polish Jewry during the interwar period, a community of three
and a half million, represented a unique case of a pluralistic
Jewish society in the ideological-social sense. Three main educa-
tional groups (the Orthodox, secular and bilingual school sys-
tems), in addition to a number of sub-networks, maintained school
systems on the elementary and secondary levels, teacher training
institutions and boarding schools.

This paper’s premise is that values education does not exist in
abstracto but rather reflects a particular world view. From this
vantage point, this study will examine curricular content and the
underlying values which informed the educational climate in the
different types of Jewish schools. These values have been grouped
in three clusters:

1. Educating towards an ideological-social and political
awareness.

2. Educating for civic responsibility, a sense of personal dig-
nity and productivity.

3. The dialectic between “here” and “there,” i.e. between an
educational thrust predicated on building a Jewish future
in Poland or a future outside of Poland, notably in Eretz
Yisrael.

Orthodox education, which was predominantly of the haredi-
Aguda variety, steadfastly insisted on the preservation of the
- past in form and content. This school system was characterized
by impermeability to (and from) modern society and the most
minimal exposure to general culture.

Consequently, this sector ignored “the new pedagogy” as this
term was understood in those days. Concepts like “educating for
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_productivity” for “eelf dignity through work” were not values of
great importance to thie network of schoole. Nor did aliyah to
Eretz Yisrael figure importantly as an issue.

In thie respect, the Aaredi-Aguda school syetem differed sharp-
ly from the much smaller Yavneh network of schools. Although
Orthodox in outlook, Yavneh reflected a Zionist view associated
with the Mizrachi movement. Yavneh schools upheld a degree of
openness to modern life which expressed iteelf in the curricular
domain as well. For this reason, the student’s future, occupation-
ally and socially, became the school’s concern and led the network
to establish trade schools on the secondary level. Yavneh echoole
educated for “Torah and Labor” and for aliyah to Eretz Yisrael.

The two secular networks of echools, Tarbut and Tzieho, re-
flected the views of secular Zionism and Bundism reepectively.
Their “secularism” expressed itself in different ways: in the Tar-
but schools there was a recognition of the inherent value of
Tradition; the curriculum included traditional texte, though it
eschewed religious instruction. Tzisho schools, on the other hand,
maintained an absolute and consistent negation of anything religious
or traditional, concentrating on Yiddish and its literature and
seaking to cultivate a Jewish folk awareness and clase conecious-
ness.

Both secular trends upheld the prevalent “new pedagogy,”
maintaining essentially pedotentric schoole, emphasizing social
and political commitments and civic reeponsibility. The “produc-
tivity” issue figured high among the educational priorities of both
systeme. For the Tarbut schools, this was part of the Zionist
educational thrust in preparation for aliyah; in the Tzisho schools,
the emphasie was on developing in the student a sense of self-
worth (from work) and pride in the working class.

The bilingual schools, which were mainly eecondary schools,
served a predominantly middle and upper claes constituency. In
these schools, the language of instruction was Polish with the
exception of the Judaic eubject matter areas which were taught
in Hebrew. The overriding social climate was Zionist. Neverthe-
less, the leading drive was Polish acculturation and socio-cultural
mobility by means of the state-recognized matriculation diploma
which could lead to univereity studies. _

Of all networks of schools this trend was ideologically the least
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engagé and consequently was the most cautious and hesitant in
educational matters.

Seen against Rosenak’s assertion that the criteria through
which values achieve acceptability are authenticity and relevance,
the Jewish school systems in interwar Poland would appear to be
an educational framework which was value oriented, committed
to and aware of its aspirations, and working hard towards im-
plementing them.
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