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INTRODUCTION

This volume includes papers delivered at the International
Conference on Jewish Education held at the Hebrew University
of Jerusalem in June 1984. The first collection was published two
years ago, and focused upon the history and sociology of
education and the teaching process. The present volume, the
fourth in the series Studies in Jewish Education, is dedicated to
the subject of curriculum and the teaching of Hebrew.

One major challenge to Jewish education is the relationship of
Jewish and general subjects within a single curriculum. The
abiding temptation is to separate religious and secular sphetes,
thereby creating an artificial dichotomy within the schools which
conflicts with the actual experience of the students, The essays
of Bennett Solomon, Moshe Sokolow and Sol Schimmel confront
the question of integration non-defensively, seeking to break
through boundaries, widen interpretative perspectives, and, in
the view of the authors, enrich understanding.

Sokolow and Schimmel approach the problem of integration
from the sensitive field of biblical studies and relate non-
traditional sources and hermeneutic tools with the sacred text.
- Schimmel builds a curricular unit upon a daring comparative
analysis of the trials of Jeremiah (Book of Jeremiah, Chap. 7, 26)
and Socrates, as recorded in Plato’s 4pology. The analysis
suggests contrasts and similarities on both the moral and
intellectual levels, which cannot but deepen the students’ grasp
of each text.

9
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Sokolow presents another mode of integration by weaving
together traditional, historical, and literary interpretations of the
biblical tale of the tower of Babel. The compact, systematic and
rich analysis demonstrates the advantages precisely for religious
education, of what the author calls the “coordinative approach?”

Bennett Solomon’s paper focuses upon the inter-relationship
between curriculum and the organization of the school, and

-stands as a memorial to the author’s deep concerns as a
dedicated imaginative educator. Solomon describes an
experiment conducted in his own school in which faculty and
students were mobilized to create the integration of general and
Jewish content within various curricular units. His essay
demonstrates the necessity of linking curricular and structural
elements, within a climate of cross-fertilization and cooperation.

Solomon’s argument is reinforced by .Schremer’s contention
that schools must be prepared for curricular changes. In his
paper “Preparing Schools for Curricular Projects”, Oded
Schremer used the term “interference” to describe the major
school involvement he claims is necessary if curriculum
developments are to be appropriate and changes successful.
Steve Copeland’s essay, “From Quter Form to Inner Meaning and
Back Again”, returns us to questions raised in the papers on
integration. Copeland urges that Jewish educators “open up
approaches to religious tradition by suggesting its confluence

with valued experiences and ideas formally external to it” In
describing the functions of mtetaphoric interpretations Copeland
explores ways to free the inner meaning of Jewish sources for
contemporary young people. His claim, that through the
metaphoric imagination sacred values and meanings can be
conveyed and made relevant to the student today, deserves the
serious attention of all concerned with the transmission and
preservation of Jewish culture in the world of modernity.
Shimon Oren’s paper adds another dimension to the issue of
interpretation, claiming that the hermeneutical concept “here
and now” must be adapted to the teaching of prayer. Awareness
of the interaction of actual life-experience, reflections upon such
experience, and the act of praying must change the focus of
curriculum on prayer from the text to the individual who prays.
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The call to open the curriculum to a variety of interpretive
methods and perspectives, evident in many of the papers
included in this volume, is echoed by Dalia Ofer in her advocacy
of the introduction of the study of contemporary Jewry and
Judaism to the curriculum of Jewish Schools. The subject is
multi-disciplinary by definition.  Purther, the subject of
contemporary Jewry promotes theoretical thinking about the key
issues in modern Jewish existence and may develop a broad
understanding of historical processes. Ofer suggests that the
particular value questions which necessarily arise in any
discussion on modern Jewish life should be considered within
this overall historical, sociological and cultural study.

The teaching of Hebrew language and literature in the
Diaspora has been a problematic enterprise throughout modern
Jewish history. The second section of the current volume is
dedicated to an examination of several new ideas in this sphere,
which are of great concern both to researchers and practitioners
in the field of Jewish education. The four articles have no single
focus, but deal with different aspects of the central issue.

Shlomo Haramati indicates several key problems in the process
of teaching and learning Hebrew reading through an interesting
comparison of rabbinic comments upon the process and recent
research findings in the area of educational psychology. He
concludes that rabbinic literature offers helpful insights into
areas which must be explored further through systematic
research. Ruth Raphaeli examines one new curriculum project in
the teaching of Hebrew, initiated by the Melton Research Center
of the Jewish Theological Seminary. Raphaeli describes the
determination to teach biblical rather than modern
conversational Hebrew and the rationale for this choice given the
limitations of supplementary school education. Her paper
concludes with an outline of the methods and materials used in
the Melton program.

Rivka Maoz focuses upon another aspect of curriculum
planning, namely the teaching of Hebrew literature. She
examines the links between ideological concerns and the choice
of texts, indicating the special tension between Zionist and
Diaspora perspectives.
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The last article in this section touches upon a question
relevant in officially bilingual countries where Hebrew becomes
the third language children must learn. Ellen Adiv attempts to
assess achievement in the learning of Hebrew in Montreal’s
trilingual schools compared to bilingual Jewish Day School
achievement in other parts of Canada. Her analysis indicates
remarkably few differences in achievement between the two
situations. Adiv’s study demonstrates the strength of Canadian
Jewish Day Schools in teaching Hebrew. Beyond this specific
point, however, her work is a research model in the application
of general educational findings to Jewish education and in the
questions which must be asked if Jewish educational
effectiveness is to be gauged at all.

1 wish to thank Yael Oberman and Ben Mollov for their
assistance in the editing and publication process. I also thank
Avi Katzman for his editing of the Hebrew articles, and Noa
Barkan and Lisa Cohen for editing the English articles.
Gratitude is extended to Mr Alan Hoffmann, Director of the
Melton Centre for Jewish Bducation in the Diaspora at the
Hebrew University, whose concern for necessary financial
support enabled this manuscript to reach the press and then the
public.

Janet Aviad
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CURRICULAR THEORY AND CHANGE






THE TRIALS OF JEREMIAH AND SOCRATES:
BIBLICAL AND GENERAL STUDIES

Sol Schimmel

Curriculum Integration

Many Jewish educators have called for the integration of Judaic
and general studies. This paper begins with an examination of
several definitions of integration; followed by an analysis of the
arguments put forth in favor of currleular integration, and a
consideration of several different formats of currieular integra-
tion. The final section of the paper provides a detailed outline of
an integrated eurricular unit appropriate for use at the high
schoo! and adult education levels. Specifically, the unit compares
and contrasts selections from the Book of Jeremiah and related
biblical texts with Plato’s Apology and related texts about the life
and death of Socrates. It also examines five topics that emerge
from this integrated teaching of biblical and elassieal literature.

Definitions of Integration

Solomon has doeumented the ambiguous use of the term “in-
tegration” in the writings of Jewish educators. He writes that
some call upon the school to develop an integrated, harmonious
Jewish-Ameriecan personality; others want it to provide an in-
tegrated curriculum; some seek an integrated school day;, and
still others want it to produce a graduate with an integrated
world-view.! Although these different objectives — assuming that

1 PBennett Solomon, “A Critical Review of the Tarm ‘Integration’ in the Litera-
$ure on the Jewish Day School in America,” Jewish Education, 46, No. 4 (1078),
4-17.
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16 Sol Schimmel

they are defined with some precision, which they often are not —
might well be mutually inclusive, they surely refer to different
entities. Personality, curriculum, school day, and world-view are
not synonymous. Any serious attempt to improve upon the
predominant modes and goals of Jewish education by introducs
ing a greater degree of integration, requires that more serious
attention be given to clarifying the precise sense in which the
term is being used and to presenting sound arguments in favor of
whatever innovations are being recommended.

This paper focuses on that form of integration which refers to
the combination of elements from Judaic and general studies dise
ciplines into a self-contained curricular unit. At this point a
caveat is in order. There is no reason to suppose that by combin-
ing in one unit materials from Judaic and general studies that are
usually taught separately one has necessarily improved upon the
traditional method of teaching the material. Two teachers, each
oblivious to the other’s curriculum and aims, but each teaching
his subject well, are preferable to one or two teachers teaching
an integrated unit that combines material from the Judaic and
the general studies curriculum in a poorly conceived, pootly con-
structed, or trivially related way. It is important, therefore, to
provide guidelines for what constitutes worthwhile curricular in-
tegration. These guidelines will be offered in the course of this
paper.

The Jewish educator, stung by Solomon’s criticism of his ame
biguous use of the concept “integration)” may be consoled some-
what by the fact that a lack of conceptual clarity and education-~
al justification with regard to the notion of curricular integration
plagues the general educator as well. Pring has provided an
excellent analysis of five different meanings of the term “integra-
tion” as applied to curriculum, as well as of the assumptions
underlying these meanings.2 He has critically evaluated the valid-
ity of each meaning of the term and is quite sceptical about
claims for curricular reform through integration based upon
three of the definitions, which he considers to be as yet unproven,
if not unprovable. They are: (1) that an underlying unity of all

2 Richard Pring, “Curriculum Integration,” in The Philosophy of Education, ed. R.
S. Peters (Oxford: Oxford University Press, 1973), 123-149.
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knowledge exists; (2) that an underlying unity of certain broad
fields of experience, for example, the various disciplines that
comprise the humanities, such as history, religious studies, and
the arts, exists; and (3) that the problem-solving or inquiry
methods of acquiring knowledge are inherently integrative, Pring
considers a fourth assumption made by certain advocates of in-
tegration — that “different disciplines though incorporating dis-
tinct conceptual structures and modes of inquiry do interrelate,
and that this interrelation needs to be made explicit in the teach-
ing of the disciplines and in the curriculum as a whole” —
worthy of further philosophical analysis, which might validate it
as a reasonable basis for integration? The only meaning of in-
tegration which he considers to be demonstrably valid — a
meaning which need not necessarily be designated as “integra-
tion” — is the interdisciplinary approach to a problem or an area
of interest.

Thus one must distinguish between, on the one hand,
claims for an integration of knowledge insofar as this im-
plies that knowledge has some sort of unity such that the
meaning of any particular claim to knowledge can be
grasped only within some totality of propositions (insofar,
in other words, as this implies there to be a conceptual
unity to our thinking which cannot be analysed out into
particular conceptual structures without loss of meaning)
and, on the other hand, the proposals for interdisciplinary
treatment of some problem or topic which necessarily
transcends the different disciplines. The two descriptions
of the curriculum — integrated and interdisciplinary -
are on different logical levels. That is, “integration” raises
certain questions in epistemology to which “interdisci-
plinary” remains indifferent. The very notion of “integra-
tion” incorporates the idea of unity between forms of
knowledge and their respective disciplines.

“Interdisciplinary” on the other hand simply refers to the
use of more than one discipline in pursuing a particular
inquiry. It does not in fact raise questions about unity of

3 Ibid., 148
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knowledge, although further analysis of the logical form of
interdisciplinary thinking might very well show that such
questions cannot be avoided. '

An example of interdisciplinary inquiry is that of sex edu-
cation, which raises questions straddling many disciplines.
The biology teacher might give certain facts, but the En-
glish literature teacher too has much to contribute. He
might put forward a very good claim for educating the
emotions and provide literary gems from D.H. Lawrence
or, for that matter, from Jane Austen. And then, of course,
the social studies teacher might wish to open up the whole
subject from the perspective of different cultures or indeed
of different social classes. Here we have an example of
interdisciplinary approach to a series of practical ques-
tions. It is a further and distinct question to ask whether
the treatment of these questions in an interdisciplinary
way constitutes an integration of knowledge.*

In this paper I use “integration” when referring to the integra-
tion of the Judaic and general studies curriculum. I am aware
that my-usage differs from that adopted by Solomon for whom
the term signifies “commonalities which exist within knowledge
~-~ both general and religious” and “cognitive skill and affective
dispositions necessary for the appreciation of these similarities”’
According to Solomon, skills and dispositions such as rationality,
objectivity, the interweaving of cognition and emotion, creative
imagination, symbolism, and participation within a community of
investigators are seen ‘as characteristics of all knowledge — in-
cluding Judaic — and curricula that cultivate these skills and
dispositions across the general and Judaic content areas are con-
strued as integrative. Although I have certain reservations about
the classroom practicality of Solomon’s conception of integration,
and about its potential danger to neglect and even distort the
central dimensions of the various Judaic disciplines — their

Ibid,, 135138,

6 Bennett Solomon, “Curricular Integration in the Jewish All-Day School in the
United States,” in Studies in Jewsh Education, 2, ed. Michael Rozenak
(Jerusalem: Magnes Press, 1984).
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structuring of knowledge, their modes of inquiry, and the values
they reflect — his approach to integration deserves to be careful-
ly considered and appreciated for its novelty and creativity.

Reasons for Advocating Curriculum Integration

At least seven reason may be given for the practice of curriculum
integration in the Jewish school. The least intellectually compel=
ling, but probably the most important reason is a pragmatic one:
Since there is an insufficient amount of time available in the
schedule to cover all the Judaic material that we would like to
teach, we should try to incorporate as much Judaic content as
possible and educationally justifiable into class sessions devoted
to general studies. Furthermore, in many schools there is a scar-
city of Jewish studies teachers and we have to call upon general
studies teachers to teach Jewish studies as well. To the extent
that it relates intelligently to the general studies teacher’s own
fleld of expertise, teaching Jewish studies by integrating it with
general studies may make the teacher more amenable to and
appreciative of the Jewish studies he teaches.

At the psychological level, integrated curricula can provide the
student with a sense of harmony between his Judaic and his gen-
eral world outlook. He will learn, via the curriculum, that Jew-
ishness and Judaism are compatible with modernity and Western

civilization. Although this argument may be valid for certain
areas of knowledge and experience, it neglects the fact that there
are quite a large number of areas where Judaism and contem-
porary civilization are incompatible: in some cases because Ju-
daism hasn’t kept apace of modern science, technology, philo-
sophy, or law; in others, because Judaism explicitly negates cer-
tain values of modern society and civilization. In the latter in-
stance, there are times when it should not be the objective of an
integrated curriculum to generate in the student a sense of psy-
chological harmony as a Jew in the modern world. On the cone
trary, sometimes the objective of the joint consideration of Judaic
and general approaches to a value, a problem, or a social institu-
tion should be to make explicit where Judaism differs, and to
generate conflict and disharmony between one’s attitudes and
feelings as a Jew and attitudes and feelings that one acquires
from the secular humanistic or the Christian currents in Western
civilization.
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At the theological level, some Jewish thinkers have maintained
that Judaism must “formulate a world-view within which the sa-
cred and the secular become harmonized in a more fundamental
unity”® or that “whatever enhances and beautifies human life has
a place in the Jewish world outlook”’ This religious perspective
holds that the very dichotomization of Judaic-secular may be ar-
tificial and that a discipline devoted to the sincere pursuit of the
true, the good, and the beautiful is inherently “Jewish” Conse-
quently, an integrated curriculum, in which the general subjects
are shown to be compatible with these aims, should be incor-
porated within the concept of “Jewish study;” and should, where
educationally feasible, be studied in an integrated format with
traditional Jewish subjects.

A fourth rationale for integration of Jewish and general studies
is based upon the view that a primary objective of education is
the cultivation of self-understanding. Historically, two of the
most formative influences in the development of Western culture
have been biblical and Greco-Roman values and concepts.
Throughout the ages — in the spheres of religion, law, philosophy,
literature, art, and science -— biblical and Greek thought have at
times clashed, and at times coalesced to produce contemporary
Western civilization. Given the educational goal of self-
understanding, it is incumbent upon the educator to help make
the student aware of the interplay of forces and factors that
forged the culture in which he is being socialized and from which
so much of his own personal identity derives. Wherever possible,
the curriculum should try to reconstruct for the student the
dynamic interplay of values and ideas that transpired in human
history. Thus, for example, although Jeremiah lived before Soc-
rates, and would have considered many Socratic ideas strange
and false, and although Socrates probably never heard of or read
the Book of Jeremiah, and would have considered many biblical
ideas strange and false, generations subsequent to Jeremiah and
Socrates have deeply valued the character and teachings of both
men, and have, more or less, consciously incorporated elements
of these teachings into their own conceptual and moral systems.

8 Eliezer Berkowitz, “An Integrated Jewish World View,” Tvadilion, 5, No. 1
(1962), 5-17.

7 David 8. Shapiro, “Secular Studies and Judaism,” Tradition, 8, No. 2 (1966),
15-39.
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That attempts to synthesize Hebraic and Greek thought at times
generated logical contradictions and psychological conflicts in no
way alters the fact that Western man and the American Jew
were, and still are, molded by the interplay of their biblical and
Greek heritages.

Several other reasons may be offered to justify an integrative
approach to the teaching of Judaic tradition and literature and
the general humanities. In many instances integration offers a
new or a different perspective on a topic. For example, by com-
paring and contrasting the Jewish religious law on coming to the
assistance of a person in distress, based upon the rabbinical in-
terpretation and elaboration of the biblical passage “Thou shalt
not stand idly by thy brother’s blood”® with “Good Samaritan”
laws in various Anglo-Saxon and continental legal codes, we see
different principles and values operating in the different legal
systems, all of which are addressing a universal human concern.
By broadening our students’ perception of the range — and, in
some instances, the contrast — of values, that have been
developed and called into play in addressing this concern, they
gain a deeper understanding of the moral concerns and assump-
tions of both the religious tradition itself and the secular ju-
risprudential tradition. This should help the student reflect in a
mote sophisticated fashion as he evolves his own standards of
morality and justice,

In many instances the religious tradition is, at best, incomplete-
ly understood, and may even be misinterpreted, unless it is stud-
ied in a broader, comparative context. As any perusal of stan-
dard works on biblical religion and theology will demonstrate,
the full religious impact and message of many biblical passages,
motifs, values, and concepts can only be grasped by awareness of
the ancient near Eastern pagan environment in which ancient
Israel lived; to which biblical prophets, poets and story-tellers
were responding; and which they were either rejecting or adapt-
ing to their religious outlook, _

Similarly, modern studies in the psychology of religious experi-
ence and in the sociology of religious institutions clarify our
understanding of our own religious heritage and of religion in
general. These insights should be brought to the attention of our
students if we want them to acquire a fuller appreciation of the

8 Lev. 19:18.
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role and meaning of Judaism as a religion, and of religiosity for
mankind. Furthermore, a correct understanding of many mid-
rashic and theological texts from the second century on is assist-
ed by an understanding of certain Christian texts and beliefs.
On these grounds, a course in Jewish thought would incorporate
selections from the literature of Christianity in order to arrive at
a more illuminated understanding of the Judaic teachings.
Numerous thoughtful educators repeatedly bemoan the fact
that many of the youngsters attending our religious schools are
often exposed to a limited, narrow, and childish view of Judaism
— as a result of the limited amount of time devoted to its study,
or of the lack of properly trained teachers. Often, the tragic
outcome of attendance at a Hebrew school is the development of
a negative rather than a positive, or even a neutral, attitude to-
wards Judaism. A curriculum in which the student is exposed to
those elements of Jewish religious literature and thought that
profoundly address issues that relate to the nature, meaning, and
purpose of human existence and striving will enhance the stu-
dent’s respect for Judaism. There is, for example, a very rich
Judaic literature on many aspects of human emotion and on the

relationship between man’s reason and his passions. This topic
has also beenn a subject of great interest to general literature,
philosophy, and psychology. By comparing and contrasting the
analyses of the emotions of anger or envy or love in Jewish devo-
tional literature with literary, philosophical, and modern psychol-
ogical treatments of these emotions, the student could develop a
more mature appreciation of the contribution of religion to self-
understanding and the cultivation of self-control and morality.

Not all materials for the Judaic studies curriculum lend them-
selves equally to integration with general studies. In order to
maximize the educational benefit that can be derived from an
Integrated curriculum, several general guidelines should be fol-
lowed. First, the materials should address a significant human
concern. Second, if possible, the approach to the topic in the
Judaic sources should address some dimension or provide a per-
spective that is unique or different from the treatment of the
topic in the general sources. Third, the common denominator
that links the Judaic and the general sources should, if possible,
be central to each of the two areas or disciplines, rather than
peripheral or artificial.
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Formats of Curriculum Integration

Curriculum integration can be achieved in various formats, both
in terms of the organization of the curricular materials and the
use of human resources. Certain topics or themes especially lend
themselves to interdisciplinary study. such a study can cultivate
an awareness and appreciation of the variety of ways in which
an aspect of experience has been responded to by man. A sub-
stantial Judaic-religious response to that aspect of human experi-
ence would be one among those considered in studying the
theme. Following the sex education example provided by Pring,
“Man and Woman’s Understanding of and Response to their Sex-
uality” could be a theme incorporating biology, literature, art,
moral philosophy, law, psychology, and the religious traditions of
Judaism and the Jewish people. Within Jewish tradition one
could draw upon biblical narrative and poetry, halacha, aggada,
and devotional literature — all of which deal extensively with
sexuality.

Another theme might be “Food in Human Life” A variety of
disciplines would be drawn upon to provide answers to questions
such as: How much time and energy do we spend on food-related
activities? In what way does food affect our health? How does
food affect our social relationships and how do our social rela-
tionships affect the way we behave with respect to food? How
does food interact with our religious emotions and sensitivities?
Judaic traditions and teachings about food are extensive: food-
related behavior plays a central role in our religion. Kashrut;
blessings; prayers; holidays;, eating certain foods because of their
symbolic value; not eating certain foods; not eating at all; eating
more than usual; eating in a certain manner; self control; and
providing food for those unable to provide for themselves are
some of the food-related aspects of Judaism. Another unit might
be structured around the theme of “Light” Light is an all-
pervasive feature of human existence and man has responded to
it in many different ways. He has tried to understand it; to
measure it, to use it instrumentally, aesthetically, and symbolical-
ly. The unit would deal with the physical nature of light, the
technological uses of light; the psychological effects of light; the
artistic use of and depiction of light (e.g. in Rembrandt’s paint-
ings or in Impressionism; the religious symbolism of light in
Jewish literature (e.g. truth, wisdom, soul, joy, goodness, divine
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revelation, redemption); the religious customs and ceremonies
related to light (e.g. Shabbat, yomtov, Hannukah, yahrzeit, and
nerot tamid), the midrashic legends about light;, and the blessings
and prayers related to light. Students would be asked to reflect
upon (another symbolic use of the idea of light) the ways in
which the centrality and multiple uses of light in religious sym-
bolism, ceremony, and imagery are related to its physical charac-
teristics and to its physiological and psychological effects.

A note of caution is in order here. The fact that an integrated
theme appears to be, or actually is, interesting, should be a
necessary but not a sufficient cause for introducing it into the
school curriculum, unless the school’s only objective is to main-
tain student interest. The educator must always ask himseif
whether certain educational objectives are only, or better,
achieved by studying an integrated theme than by having each
component of the theme taught separately within the context of
the specific discipline that encompasses it. In most school set-
tings, to teach about the physical properties of light in an in-
tegrated theme on “light” would be didactically ineffective. Its
proper place is in physics. Perhaps Elliott’s is the most reason-
able approach to teaching units based upon an interdisciplinary
method in the secondary school. He suggests that the early years
of secondary school should be devoted to teaching by disciplines,
and that only in the upper grades — after students have acquired
the various structures of knowledge and modes of inquiry of the
separate disciplines ~— should they study interdisciplinary
themes.’

A second and closely related format for curriculum integration
would structure a unit or units around a theme that is central to
the Judaic dimensions of the curriculumt and which would be
studied from an interdisciplinary perspective. For example, a
unit on the theme of “tzedakah and gemilut hasadim” would
study the meaning of these values in the Bible and in rabbinic
literature, halakhic and aggadic, and the social institutions
developed by the Jewish communities, past and present, to imple-
ment the religious imperatives of tzedakah and gemilut hasadim
(introducing the disciplines of history and sociology). It would

¢ John Ellictt, “The Integration of the Curricilum” and “The Role of Religious
Education in Integrated Studiee” in Religious Education in Integrated Studies, ed.
H. Birnie (London: S.C.M. Press, 1972), 8-25, 65-77,
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also address the developmental, personality, and situational influ-
ences on acts of tzedaka and hesed (introducing psychological
research on pro-social behaviors such as sharing and altruism).

A third format of integration occurs when a teacher in a gen-
eral studies course brings in Judaica material to illustrate or to
provide a paradigm for a concept that is being studied. For
example, in one religious girls’ high school in Israel, a social stud-
ies teacher developed a general studies course on “Forms of
Government and Political Theory” In the unit on monarchy she
incorporated extensive selections from the biblical books of
Samuel and Kings which address and illustrate basic issues
televant to monarchic forms of government in general

A fourth format is one in which two rather specific elements of
the curriculum, one from Judaic studies and one from general
studies, have numerous significant points of contact that natural-
ly lend themselves to comparison and contrast, and so can be
taught together. For example, students in the upper grades of
many day high schools frequently study the Book of Jeremiah in
their Torah curriculum and Plato’s 4pology in their literature or
social studies curriculum. As will be demonstrated later in this
paper, there are several similarities, overlapping concerns, and
illuminating contrasts in the lives, activities, and teachings of
Jeremiah and Socrates. Rarely, however, are attempts made in
the classroom to relate them in intellectually and morally mean-
ingful ways, though an integrated presentation of this material
could not be difficult. Many analogous lost opportunities for in-
tegration of existing elements of the Judaic and general curricu-
lum are available in day high schools.

The best pedagogic vehicle for integrated teaching is the
teacher who himself thinks in an integrative fashion, continuous-
ly relating his Judaic and his general knowledge to one another.
However, Jewish education does not abound with such teachers.
The development of written, integrated curricular units, that ine
clude good teacher’s guides and student workbooks, can he of
great assistance to all teachers, but especially to those who are
less facile at or insufficient]ly knowledgeable for interdisciplinary
thinking. Correlated or team-teaching approaches are less degir-
able and more difficult to implement but nevertheless possible. Tt
should be noted that the various formats described above are
neither exhaustive nor mutually exclusive,
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The optimal format from a pedagogical point of view is not
always the one thai is feasible in a particular school setting,
Thus, the particular format used below in the unit on Jeremiah
and Socrates, which is built upon comparing and contrasting two
specific texts and their discussions of five major topics, is not
necessarily the most desirable from the point of view of curricu~
lum construction. It was chosen because it is probably most ap-
propriate to the current organizational structure and teaching
methods of most day high schools which focus on the study of
classical Jewish and general texts, rather than on units built
around themes of theological, philosophical, or moral signifi-
cance,

The Trials Of Jeremiah And Socrates

Having considered definitions, rationales, and formats of integra-
tion, we now proceed with the outline of a model unit in which
Chapters 7 and 26 of the Book of Jeremiah and Plato’s Apology are
taught together, by one teacher. Related biblical and Platonic
texts, as well as material drawn from several other disciplines,
are referred to as necessary.®

Textual Analysis and Interpretation and the Imporiance of Contexi

To properly compare and contrast fwo texts, it is necessary to
thoroughly understand each one on its own terms. In order to
guarantee such an understanding and, at the same time, to pro-
vide a framework for the subsequent stage of comparison and
contrast, the students are provided with a list of twelve identical
questions that apply to the lives and trials of Jeremiah and Soc-
rates (see Appendix 1). To answer these questions accurately, the
siudent has to carefully analyze the texts, read assigned back-
ground material, and distinguish between facts and interpreta-
tion of facts.

10 For a digcussion of the life, personality and teachings of Jeremiah and of the

social, political, and religious context in which he lived and prophesized, ee
John Bright, “Introduction,” Jeremiah: Anchor Bible Series {Carden City, N.Y.:
Doubleday and Co., 1965},
For a discussion of the life, personality, and teachings of Socrates and of the
gocial, political, and religicus context of his trial and execution, see RW Liv-
ingstone, “Introduction,” Portrasi of Socrates (London: Oxford University Press,
-1938).
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Let us consider five of these questions;

What actions of Jeremiah (Socrates) precipitated his trial?

What are the charges brought against Jeremiah (Socrates)?

What views, beliefs and fears are implied in the charges

brought against Jeremiah (Socrates)?

4. What is Jeremiah’s (Socrates’) defense against the charges
and what counter-charges does he bring?

5. According to Jeremiah (Socrates), what motivated him to

behave the way he did?

In both cases the “actions” of the accused were strictly verbal.
They talked, preached, questioned, mocked, threatened, and the
like. Neither of them disputes the “facts” namely that they said
certain things. In both cases, then, the issue is not whether or
what they said but the interpretation that is to be imposed on
what they said. The accusers of Jeremiah and Socrates ascribe
certain intentions, meanings, and consequences to their speech
which they construe as criminal. On the other hand, Jeremiah
and Socrates and their defenders ascribe a different set of inten-
tions, meanings, and consequences to their verbal behavior, ac-
cording to which it was not only non-criminal but virtuous.

In order to answer Question 3, the student must go beyond the
given texts, since they are far from explicit with respect to the
issues raised by the question. The student must acquire insight
into the mentality and perspective of the accusers if he is to truly
understand the dynamics of the trials. Thus, in the case of Jere-
miah, the ptiests and the Temple prophets — in addition to
charging that he is prophesying falsely - construe as blasphemy
his declaration that the Temple will he destroyed by the Bab-
ylonians. For the priests, the desiruction of the Temple would
imply that God was weaker than the Babylonian deities, and
such an assertion is blasphemous. Furthermore, for the priests,
the Temple prophets and the king, blasphemy is tantamount to
treason, since according to the “official religion” the Davidic line
was chosen by God to be His eternal representative in Israel. To
assert that God will be defeated is to question the legitimacy of
the sovereign; and to assert that the king will be removed from
his throne is to deny the power and faithfulness of God. In order
to understand the text adequately the student must be guided to
an understanding of the phases of the biblical theology of David-
ic kingship. Arriving at the answer to Question 3, the student
will learn that to understand a text, particularly one from a dif-

W=
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ferent milieu than his own, he must know the context it reflects.
A similar intellectual exercise is necessary for answering the
same questions with respect to Socrates. Only with knowledge of
the context of the military, political, and intellectual upheavals
experienced by Athens in the fifth century BCE, of Socrates’
belief that a divine spirit spoke to him; and of his friendship
with three of the leading enemies of Athenian democracy, is it
possible to comprehend why his influence was feared, and why
he is accused of impiety and of corrupting the youth.

The cognitive skills of separating fact from interpretation and
of appreciating the significance of context in studying a text are
important but too often neglected in the study of traditional
literature in high school.

After the students have constructed their answers to the
twelve questions, for each of the two trials separately, and these
have been reviewed and discussed in class, the students are
called upon to prepare a Chart of Comparisons and Contrasis
(see Appendix 2), containing two sections. The first is to list
similarities between the lives, teachings, and trials of Jeremiah
and Socrates, and the second to list differences. It is in the
students’ preparation of this chart that the initial stage of in-
tegration transpires. Each text now has to be considered in rela-
tion to the other. The requirement to compare and contrast gen-
erates interesting, multi-dimensional portraits of the personali»
ties, beliefs, and values of both men. The comparative approach
accentuates features of each that might not be recognized if each
character and text were studied in isolation. Furthermore, the
realization of similarities between Jeremiah and Socrates, such as
the feeling of compulsion about obeying the divine directives,
even to the point of endangering one’s own life, should en-
courage the student to advance from a consideration of the con-
crete case of Jeremiah or Socrates experiencing an irresistible
divine call to a consideration of the general phenomena of reli-
gious experience: the sense of having a “divine mission” or “cal-
ling” before which the individual feels bound to subjugate his
personal will and act as an instrument of higher power. The
contrasts, {oo, direct the student from the specific to the general.
Is there a relationship between compassion for the sinner, which
Jeremiah often expresses, and contempt for him, as in Socrates’
mockery of his accusers and jurors? What factors influence the
development of one attitude rather than the other? Contempt for
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sinners is also found in the Bible, and Greek philosophy and
literature is quite capable of expressing compassion for the man
who has strayed from the path of virtue. Yet, the emphases are
different, not only in Jeremiah and Socrates, but in biblical and
Greek literature in general. Do the differences in emphases of
these emotions reflect some underlying differences between the
biblical ethos and the Hellenic ethos? '

The next level of integrative study of the two texts is the in-
depth development of five topics that originate in the compari-
sons and contrasts that are made between Jeremiah and So-
crates.

Social Justice and the Pursuit of Truth

The first topic derives from a comparison of the values for which
Jeremiah and Socrates are prepared to die. Jeremiah is primarily
concerned with social justice and with integrity in one’s relation-
ship with God. Jeremiah’s concerns are also central to the lives
and teachings of other biblical prophets — such as Amos, Micah,
and Isaiah. Socrates is primarily concerned with the pursuit of
truth, intellectual integrity, and living virtuously. Socrates’ quest
ior truth by the exercise of critical reasoning and his pursuit of
virtue became the focus of the Greek philosophic tradition via
Plato and Aristotle. Jeremiah and Socrates, in their emphases on
different concerns and values, might be reflecting fundamental

differences between biblical and classical Greek culture. The
student could be called upon to defend or deny the validity of
the above generalizations about Hebraic versus Hellenic values
by examining and comparing selections from other biblical and
Greek writers. To the extent that the generalization is validated
by the student, the factors that might account for the develop-
ment of different hierarchies of values in the two different cul-
tures would be an intriguing topic of discussion. Intelligent and
fruitful discussion of this question will require semi-independent,
teacher-guided research on the part of the student into the histo-
ry of biblical religion and ethics and the history of Greek philo-
sophy. The student can then be asked to reflect upon the ways in
which Jeremiah’s and Socrates’ values are integral to our contems-
porary value system. How have the values of social justice and
pursuit of intellectual truth become institutionalized in Ameri-
can culture and society? The answer points to such things as
government policies directed at eliminating poverty, social wel-
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fare agencies and a sophisticated judicial system, as attempts to
guarantee at least a basic level of social and economic justice;
and freedom of expression, academic freedom, and the methodo-
logy and ethos of scientific research as guarantors of free inquiry
and the maximization of the usc of reason in the pursuit of truth.

Self-Sacrifice for an Idedal

After consideration of the historical development and contem-
porary role of the values of social justice, religious and iniellectu~
al integrity, and pursuit of truth in society, the teacher can shift
to a more personal level of reflection. Do the students agree with
Jeremiah and Socrates that one is religiously and morally obligat-
ed to sacrifice one’s life, if necessary, in order to uphold these
values? Do the students feel that they themselves would actually
be willing to do so? Naturally, any discussion of these guestions
will necessitate more precise specification and qualification of
the conditions under which the choice of whether or not to die
for an ideal would have to be made. Some students may simply
feel that neither of these values is worth dying for, especially
when the individual having to choose is not being directly vic-
timized by the injustice or the stifling of free inquiry. Those
students who maintain that they agree with Jeremiah and/or
Socrates, in certain circumstances, could be asked to elaborate
upon what these circumstances would be. Such a discussion
should generate questions such as: What alternative courses of
action are available to me other than death? Who will be aflect-
ed hy my decision to die and how? What effects, if any, will my
dying for the cause have on the furtherance of that cause? Na-
turally, the teacher and students will bring to bear on the
analysis more recent examples of individuals who chose and
choose to endanger their lives for these values, such as non-Jews
who courageously spoke out against Nazi persecution of Jews or
who otherwise jeopardized their lives in order to save Jews; civil
rights marchers in the 1960°s, and political, religious, and ideolog-
ical dissidents in the Soviet Union today. In this way the students
can be made aware of the ongoing and contemporary moral chal-
lenges that Jeremiah and Socrates, by their behavior more than
two thousand years ago, pose for us today.
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Freedom of Speech and Iis Limits

As we have already indicated, the only act engaged in by Jeremi-
ah and Socrates, for which they were being brought to trial, was
speech. Their accusers felt that society has a right to impose
limits on freedom of expression. In Jeremiah’s case, his accusers
maintain that blasphemous, treasonous speech and speech which
falsely represents itself as being divinely inspired, may not be
uttered in public, and when uttered are capital offenses.
Although in this specific instance, Jeremiah and his defenders
deny that his speech is blasphemous and false, they do not deny
the basic premise of the priests and Temple prophets that these
kinds of speech can be justifiably restricted. In fact, biblical law
explicitly considers false prophecy and blasphemy to be capital
offenses. In the case of Socrates, he is accused of impiety and
corruption of the young., Socrates denies that these accusations
are correct characterizations of his speech. Much of Socrates’
defense bypasses and goes beyond the specific charges brought
against him and constitutes an argument for intellectual honesty
and intellectual humility. However, it is not clear that Socrates
denies the premises of his accusers that society has the right to
restrict impious speech and speech that corrupts the young.

What naturally emerges, then, from the study of the trials of
Jeremiah and Socrates, is a consideration of the issues of free-
dom of speech and its limits. Why does the Bible deal so harshly
with blasphemy and false prophecy? Why might Socrates agree
that to profess atheism merits punishment? What is tlhe rationale
behind the First Amendment to our Constitution guaranteeing
freedom of speech? What limits of freedom of speech are con-
sidered appropriate by our judicial system and why? Here, for
example, students can be provided with excerpts from Justice
Holmes’ classic decision upholding the right of the state to limit
freedom of speech when such speech poses a “clear and present
danger” to the safety of the public, as in the case of an individual
who shouts “Fire!” in a crowded theater. Excerpts from court
decisions defining the parameters of libel and slander and res-
trictions on the freedom of teachers to make statements in the
classroom that may be considered “corruption” of the young
could also be introduced. In addition, other famous trials that
centered on the issue of freedom of speech versus hetesy or
blasphemy can be compared with those of Jeremiah and Soc-
rates, such as the trials of Galileo, Spinoza, and Scopes.
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Death and Immortality

Although both Jeremiah and Socrates are prepared to die if that
is a consequence of their carrying out what they perceive to be
their divine mission, their attitudes towards death are not identi-
cal,

Jeremiah has a strong desire to live and fears death. At one
point in his career he escapes from captivity in order to avoid
death. Although he experiences a period of depression and
despair at which time he requests death, his overall attitude to-
wards death is negative, Socrates, on the other hand, has no fear
of death and is indeed eager to die. When he is offered an
opportunity to escape from captivity, and thereby from certain
death, he refuses to do so. This refusal is grounded in several
reasons, one of which is that death is not only not to be feared
but is rather to be appreciated, at least by the virtuous individu-
um and lover of wisdom,

What accounts for these contrasting attitudes towards death?
Are we dealing exclusively with different characteristics of two
individual personalities? Although, undoubtedly, temperamental
and situational factors affect an individual’s emotional response
to the threat of death, it is most probable that different beliefs
about the nature and meaning of death and the status of the
individual after death are important determinants of the different
reactions of Jeremiah and Socrates. On this assumption the stue
dent is called upon to research and compare beliefs about the
nature of life and death in-the Bible and in Plato. What differen-
tiates a living from a dead organism? What is the source of life?
What happens to the individual when biological life terminates?
Is there consciousness after death? Is there immortality for- the
individual after physical death? In investigating these questions
the student will come to contrast the biblical view of the person
as an organic whole in which spirit and body are harmonious,
integrated, and inseparable elements of the person, with the Pla-
tonic view that the person is composed of a body and a soul
which exist in a state of tension and conflict with each other,
with the soul yearning to be released from its imprisonment in
the body. In the biblical view, physical death is either a punish-
ment or the unavoidable and tragic fate of man. It removes him
from the only meaningful arena of human existence, the here
and now, and deprives him of the joy and ecstasy he can know
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in experiencing and worshipping God. Although some form
of individual existence survives after death, it is pale,
impotent, and generally speaking, undesirable, For Plato, howev-
er, death releases the soul from its bodily captivity, allowing it
thereby to reside with the gods and acquire truth. It is only the
soul which is the instrument of man’s immortality, and hence the
wise and virtuous man, rather than trying to avoid death, yearns
for it and for the joy it will bring to his soul.

Given the difference between biblical and Platonic concep-
tions of life and death, the specific attitudes of Jeremiah and
Socrates to their own deaths can be better understood. Thus, as
a consequence of being called upon to contrast and explain
Jeremiah’s and Socrates’ attitudes towards death, the student is
led to consider and contrast the broader questions of life, death,
and immortality in biblical theology and Greek philosophy, and
to relate them back to the two specific texts he is analyzing.

Since concern about the nature and meaning of death is usual-
ly of deep personal interest to the high school student, it is ap-
propriate and easy to use the Jeremiah-Socrates contrast as a
point of departure for discussion of attitudes to and understand-
ings of death and their implications, maintained by the students
themselves and by various biological, theological, and philosophi-
cal schools of contemporary thought. Two derivative topics for
class discussion might be: How do beliefs about life, death, the
body-soul relationship, and immortality affect our emotional life
and our behavior? What kinds of arguments and forms of evie
dence can be used to support views about these issues and what
are their limitations?

The Nature of Divinity, Prophesy and Revelation

As noted earlier, both Jeremiah and Socrates claim that they
are inspired and guided in their actions by the divine. Yet, their
conceptions and consciousness of divinity are very different, as is
their perception of the mission that is assigned to them by the
divine. In this section of the unit the comparison and contrast of
Jeremiah and Socrates lead to an exploration of biblical and
Greek concepts of divinity, revelation, and prophecy. The follow-
ing questions should be asked: What is the nature of the God
whom Jeremiah experiences? What is Socrates’ conception of
the deity or indeed of deities? Is God one or are there many
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gods? Is God or are the gods concerned about man or is He or
are they indifferent to human behavior and history? Does God or
do the gods make demands of men, and if so, in what spheres of
life? Is God or are the gods moral? Is God or are the gods
omnipoteni? Does God or do the gods reveal His/their will to
man? How and via what medium is divine revelation experi-
enced by man? What emotional and psychological impact does
the experience of a divine revelation have upon the individual?
Why and how does God or do the gods single out particular
individuals to convey the divine will to others?

The answer to these questions, which the student is to arrive at
by teacher-guided self-study and class discussion, will reveal fun-
damental and profoundly significant differences between Jeremi-
ah’s and Socrates’ beliefs about, and cxperience of, the divine,
and between biblical and Greek beliefs and conceptions about
divinity in general. Abraham Heschel discussed these differences
in his The Prophets:

Prophecy consists in the inspired communication of divine
attitudes to the prophetic consciousness.... To the pro-
phet, we have notcd, God does not reveal himself in an
abstract absoluteness, but in a personal and intimate rela-
tion to the world. He does not simply command and expect
obedience; he is also moved and affectcd by what happens
in the world, and reacts accordingly. Bvents and human
actions arouse in Him joy or sorrow, pleasure or wrath. He
is not conceived as judging the world in detachment. He
reacts in an intimate and subjective manner, and thus
determincs the value of events. Quite obviously, in the
hiblical vicw, man’s deeds may move Him, affect Him,
grieve Him or, on the other hand, gladden and please Him.
This notion that God can be intimately affected, that He
possesses not merely intelligence and will, but also pathos,
basically defines the prophetic consciousness of God M

In confrast to this, he writes, are the notions of the Greek
philosophers, for whom

God is most commonly thought of as a First Cause that
started the world’s mecchanism working and which contin-

11 Abraham J. Heschel, The Prophets, Vol. 2 (New York: Harper and Row, 1969),
3-4.
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ues to function according to its own inherent laws and
processes. It seems inconceivable that the Supreme Being
should be involved in the affairs of human existence.

The idea of the Good was the God of Plato, and it was the
meaning of the term “good” that determined his under-
standing of the concept of God. “The Good; says Plato,
“differs in nature from everything else in that the being
‘who possesses it always and in all respects has the most
perfect sufficiency and is never in need of any other thing?
If God is a being of absolute self-sufficiency, the entire
world outside Him can in no way be relevant to Him. The
obvious implication of such a concept is the principle that
God has no need of a world, that there is nothing man can
do to add to his excellence . . ..

The Greeks have always regarded the gods as immortal
and happy beings par excellence. Since the first condition
for happiness is the absence of worry, which can be ob-
tained only by ataraxia, by living apart from the world,
politics and affairs, concern with which spoils tranquility
and peace, it therefore appeared absurd, according to Epi-
curus, to assume that the gods should concern themselves
with the affairs of men.... The slightest concern for the
government of the world or human affairs would upset
their serenity and happiness.}?

With respect to the differences between prophetic and Socratic
experiences of revelation Heschel writes that:

At sundry times and in diverse places he (Socrates) spoke
of an oracle or sign coming to him. It was a common
experience to him to hear a mysterious inner voice — “the
usual prophetic sign from the Daimonion on my behalf” -~
which he accepted as divine instruction.... The
Daimonion made him feel certain that he was the object of
divine care, a certainty which was intimately connected
with his uprightness and submission to the good . ...

Socrates considered this Daimonion to be a unigue
phenomenon.

Socrates, it may be maintained, had indeed an auditory

12 Ibid, 13-14.
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perception unknown to other people. The peculiar
phenomenon was a reality, not a way of speaking. Yet it
differed basically from what transpired in the life of the
prophet — in what it conveyed, in how it transpired, and
in whom it made present. It did not convey a way of living
or a vision of history, but rather a warning or a premoni-
tion. It concerned Socrates personally rather than the
people of Greece. The experience he claimed was the
perception of a voice; the prophet’s experience was the
encounter with God. To hear a voice of an anonymous
deity is not the same as being overcome by the presence of
the Creator of heaven and earth. The Daimonion was a
sign from an anonymous divinity, a guide, a friend who
warned him of danger, rather than the Creator, Judge,
King and Savior of all men.®

Conclusion

I have provided in this paper an outline for the development of a
curricular unit based upon the integrated study of selected
chapters from the Book of Jeremiah and from Plato’s Apology.
The unit expands into biblical and Greek literature and culture
and draws as well from other disciplines, among which are theol-
ogy, philosophy, psychology, law, and American history and civil-
ization. The unit also encourages independent research on the
part of the student and activates intellectual skills such as in-
quiry, critical reading of texts, differentiation between fact and
interpretation, comparison and contrast, generalization and dif-
ferentiation, the appreciation of and search for context, and an
integrative mode of thinking — seeking out relationships
between diverse areas of knowledge and experience. Naturally,
each teacher can tailor the unit to his or his students’ needs,
inclinations, and abilities by emphasizing one or ancther of the
five discussion themes. It is hoped that this outline can also serve
as a model for integrated teaching of other Judaic and general
texts and themes in the Jewish high school !4

13 Ibid,, 242-243.

14 For an interesting and sophisticated approach to the integration of religious
and general studies in the high school, written from a liberal Christian per-
spective which, however, has several valuable suggestions and insights that

could be adapted by certain Jewish achools, see Elliott's “The Role of Religious
Education in an Integrated Curriculum.”
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Questions

1. What actions of Jeremiah (Socrates) precipitated his trial?

2. Where and when does the trial of Jeremiah (Socrates) take place and what
was the political and social situation at the time?

3. Who are the accusers of Jeremiah (Socrates) and what is known about, them?

4. Who are the judges of Jeremiah (Socrates) and why are they in that role?

6. What is the judicial procedure that is followed in the trial of Jeremiah (Soc-
rabes)?

6. What are the charges brought against Jeremiah (Socrates)?

7.  What views, beliefs, and fears are implled in the charges brought against
Jeremiah (Socrates)? .

8. Who supports Jeremiah (Socrates) and whal is known about them?

9.  What is Jeremiah's (Socrates'} defense against the charges and what counter-
charges does he make?

10. According to Jeremiah (Socrates), what motivated him to behave the way he
did?

11, What attitude does Jeremiah (Socrates} have towards his accusers as reflected
by the things he says during his lifetime and at his t¢ial?

12. What is the flnal outcome of Jeremiah’s (Socrates’) trial and what happens to
him as a consequence of the trial? )

Answers

Jeremiah )

1.  Accusing the priests, the prophets, the leaders and the people of social injus-
tice, worship of false gods, desecration of the Temple, and religious hypocrisy;
predicting the destruction of the Temple, the desolation of the land, and the
exile of the people; these accusations and prophaecies were made on the Tem-
ple Mount itself.

2. The Temple Mount in Jerusalem, 609 or 608 B.C.E.

3.  Priests and Temple prophets and possibly the am (text is ambiguous).

4. ‘The am and/or the princes who were royal officials (the text is ambiguous
about the role of the am, and acholars differ as to who is meant by the am).

5. See Roland de Vaux, Ancient Iorael: Ity Life and Institutions (New York: McGraw
Hill, 1965}, 1: 150-157.

8. Blasphemy, treason, false prophecy.

7.  The three “alleged” crimes are punishable by death. One is not free to speak
against the “offlcial” religion as it is interpreted by the priests and Templs
prophets {see above).

8. Certain princes (royal officials} and Ahikam ben Shafan.

9. God Himself will destroy His Temple by His own might, and not the god(s} of

APPENDIX I
The Trials Of Jeremiah And Scerates

Babylon or Nebuchadnezzer, the King of Babylon. Nebuchadnezzer is the ser-
vant and instrument of the God of lsrael. Therefore it is not blasphemy to
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10.

11

12,

Sol Schimmel

prophesy that the Temple will be destroyed, because its destruction does not

imply God’s weakness but only that the covenant with Israel and with David

was conditional upon their following God's commandments. Loyalty to God
and loyalty to the State are not necessarily identical. The interests of the

state do nol supersede the divine imperatives. Purthermore, Israel’s right to a

state and to possession of the Land of Israel is conditional upon their obey-

ing God. Having disobeyed God they forfeited those rights. Therefore either

I, Jeremiah, did not commit treason, or if you feel that I did, it was justifiable,

I am only saying that which God commanded me to say. I am a true prophet

and the Temple prophets are the ones who are falsely prophesying when they

support the behavior of the priests and the corrupt leaders of the people.

He was commanded by God to do so - even against his will {Jeremiah

29:7-9). Jeremiah compares the word of God in him to a raging flre which he

cannot control.

It is difficult to determine from Chapters 7 and 26 in isolafion. Generally

speaking, Jeremiah is an angry, wrathful prophet, but he is a concerned one

who calls for repentance and also expresses empathic suffering, pity, and com-

passion for this people (see, for example, Chapter 31).

a. The am wavers.

b. ‘The priests want him killad.

e, 'The princes find him innocent of any capital crime because he believen
that what he has said is God's authentic word and this cannot be dispro-
ven.

d. An attempt is made to lynch him,

e, Jeremiah is saved by Ahikam ben Shafan.

Socrales

L

e oA WY

a. Calling into queation the wisdom of the citizens of Athens;

b. Trying to engender intellectual humility in the cifizens of Athens;

c. Trying to engage the citizens of Afhens in a critical appraisal of their
most cherished beliefs and assumptions;

d. Shaming the citizens of Athens, especially in public, in front of the
vouth.

Athens, Greece, 3909 B.CE.

Meletos, Anytos and Lycon. _

501 citizens of Athens, chiosen by lot from a pool of six thousand citizenas,

a. Charges are presented.

b. Socrates is given an opportunity to defend himself against the accusa-
tions.

c. ‘The court votes on guilt or innocence.

d. Since Socrates is found guilty, the court is to consider between the death
penalty proposed by the accusers and a penalty proposed by Socrates,
inasmuch as no penalty was prescribed by Athenian law for the offenses
of which Socrates is accused,

e. ‘The court votes a second time to decide which of the two proposed penal-
ties is to be assigned.
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Impiety (not believing in the existence of the gods or unorthodox beliefs

about the gods) and corrupting the young men of Athens,

One does not have fieedom of speech to advocate atheism or impiety or to

corrupt the young, and to do these is punishable by death,

Plato and several other disciples of Socrates.
9. a.

Bocrates’ defense against his “first accusers,” meaning the popular
Athenian view of him, begins with the story that the priestess at Delphi
said that no one was wiser than Socrates. Socrates wanted to understand
the meaning of the oracle by attempting to prove that it was wrong. He
did this by examining everyone in Athens who had a reputation for wls-
dom and discovered that they were not as wise as they considered them-
selves to be. Socrates, thus, was the only one who knew that he didn't
know, and in this sense was wiser than everyone else. In the process of
testing the oracle, Socrates generated hostility and antagonism on the
part of those whose claims to wisdom were shown to be false, The youths,
of their own accord, imitated Socrates {and he never received any fee for
teaching them), and he is therefore being falsely and unjustly accused of
corrupting them.

Socrates’ defense against Meletos:

1} Socrates shows that Meletos never gave thought to or showed con-
cern for the welfare of the young.

2) Socrates argues that it is illogical to think that he would corrupt the
young intentionally since he in turn would be corrupted by associat-
ing with them.

3) Meletos says that he does not believe in the gods but in other spiri-
tual beings. This, argues Socrates, is a contradiction in terms, If 1
believe in spiritual things, as I do, then I believe in spirits and spirits
are born of gods — hence I must believe in gods.

Additional comments made by Socrates:

Socrates says that tlie only consideration which should determine a per-

son’s behavior is whether what he does is morally right or wrong, and not

whether its outcome will be life or death. For him to have ignored the
oracle cut of a fear of death would have been wrong because it would
have been to go against the will of the gods who wanted him to be an
instrument to teach his fellow citizens that human wisdom is worth little
or nothing. Furthermore, why fear death, which may be a great blessing,
It is definitely bad and disgraceful to disobey a god whereas it is only
possible that death is bad. Socrates insists that he will continue to
question and to philosophize even if he is released on condition that he
ceage these activities, since “T will obey the gods rather than you.” “My
role,” says Socrates, “is to goad my fellow citizens to improve their under-
standing, seek fruth and perfect their souls. Y will shame everyone who
thinks he possesses virtue but does not. The gods want us to care for our
souls and not for our bodies or our wealtly, and it is my responsibility to
prod you to do this, in fulfillment of the will of the gods. Hither free me
or imprison me, but I will never do anything else, even if I am to die many
deaths. If you put me to death it will huré you more than it will hurt me.”
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After the court finds Socrates guilty, he first recommends as his penalty
free board in the town hall and then, more respectfully, a modest fine.
The court condemns Socrates to death and he refuses to plead for mercy.
10, The gods, whose will was expressed through the oracle at Delphi, and which he

cannot resist.

11. Contempt, sarcasm, mockery.
12. Guilby verdict, death sentence, execution one month later.
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APPENDIX 11

Similarltles And Differences
Between Jeremlah And Socrates

Simllarltles

Jeremsah

1

Accused of blasphemy or impiety;
espouses non-conventional views,
A feeling of compulsion about
prophesying.

A willingness to die, if

necessary, in order to convey

the message of God.

The experience of being shamed
and attacked for what he says
(Chaps. 20: 2, 8; 38: 4-6).

Calls upon those he condemns
and criticizes to repent and
return to God (Chap. 18:11).
Warns that those who would kill
him will suffer the consequences
for murdering an innocent person.

Differences

Jeremiah

L

Concerned about faithfulness
to the God of Israel and social
Jjustice.

Anger and compassion
(Chapter 23 — the people of
Israel have been led astray by
their shepherds).

Fear of death; desire to live;
actually escapes in order to
live; occasional perioda of
depreasion and despair at which
time he requests death (Chaps.
37:18--20; 26:24; 20:14-18).

4. Pleads for mercy (Chap. 37:20).

Proclaims his message publicly
and directly to the leaders of
the State, challenging the
legitimacy and religiosity of
their behavior.

Socrates

L

Accused of blasphemy or impiety;
espouses non-conventional views.
A feeling of compulsion about
teating the wisdom of Athenians.
A willingness to die, if
necessary, in order to carry out
the will of the gods.

The experience of being shamed
(in Aristophanes’ The Clouds),

Calls upon his accusers to change
their attitudes and to give him a
prize.

Warns that those who kill him
will suffer the consequences.

Socrates

1

Concerned about intellectual
modesty, pursuit of truth,
virtue,

Contempt and disdain for his
accusers and many Athenians.

No fear of death; almost eager
to die; believes in immortal soul
that joins the gods (Phaedo);
refuses to escape (Crito).

Refuses to plead for mercy.
Proclaims his message privately
to individuals and avoids direct
confrontations with the leaders
of the State (until forced to
defend himself publicly at
trial).



THE BIBLE AND RELIGIOUS EDUCATION;
A MULTI-DIMENSIONAL APPROACH*

Moshe Sokolow

The Case For Coordinative Inguiry

Introduction

Simon Rawidowicz has written that interpretation “bridges the
gap between past and present” Gershom Scholem has called it
“true growth and unfolding from within*? and Ralph Tyler, de~
lineating the role of Jewish education, has spoken of “drawing on

the illuminating resource of Jewish scholarship of classical

texts”? in helping students to develop a responsible attitude to-

wards Judaism’s life experiences.
The contemporary Jewish student of the Bible cannot but feel
some degree of alienation from a text which, whatever his profi-

ciency in Hebrew, often reads like what the prophet Isaiah called

“a tongue of mumblers* and which, whatever his commitment to

* 1 am indeb-ted to several colleagues and associates who read drafts of this

esgay and shared with me their comments, criticisms, and encouragement, in-
cluding: Professors Moshe Alrend, Gabi Cohen, Moshe Greenberg, Nechama
Leibovitz, and Daniel Sperber. '

1 Simon Rawidowicz, “On Interpretation,” PA.AJR, 26 (1857), 116.

2 Gershom Scholem, “Fradition and Commentary as Religious Categories in Ju-
daism,” Judaism, 15, no. 1 (1866), 28.

Ralph Tyler, in pergonal conversation with the author,

4 Isaiah 32:4

]
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Judaism, ostensibly addresses bygone times and concerns. The
task of interpretation is to prevent the merely arcane from
becoming virtually archaic. Interpretation makes the difference
between seeing the Bible as entertainingly antiquarian, or ac-
cepting it as a valid and vital factor in determining life-styles and
attitudes. Interpretation stands in the breach of alienation as the
reader’s reliable interlocutor. The task facing religious education,
therefore, is to arrange the encounters between the biblical text
and the reader through the benevolent medium of interpretation.

The Bible Requires Interpretation

The first difficulty the interpretation of the Bible must confront
and overcome is its own justification. In other words: Why inter-
pret? Why not presume that the Bible, as the literary embodi-
ment of God’s design to communicate with man, says its piece
bluntly and literally?

- The “nature of exegetical authority” is a prelude to the equally
complex and challenging issue of: “validity in interpretation”
That is, if we accept the premise that exegesis is indeed in order,
then what are the criteria according to which we can distinguish
between valid and invalid interpretations, let alone recommend
one particular interpretation over another?

There are two approaches to the questions of authority and
validity in interpretation. The first is based on the principles
which underlie medieval Jewish biblical excgesis — for which
there are also striking correspondences in the thinking of some
contemporary hermeneuticists — and we have categorized these
views as “traditional” They stand in sharp contrast to the criti-
cal, philologically centered approach we have labelled “histori-
cal?

Why Interpret? The Traditional Response

Interpretation is a fact of linguistic and literary life; in the words
of Paul Ricoeur: “There is interpretation whenever there is mul-
tiple meaning” Saadiah Gaon has said: “It is the nature of

& Paul Ricoeur, “Bxistence and Hermeneutics,” in The Conflict of Interpretations
{Evanston: Northwestern University Prass, 1974), 13.
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language to have multiple meanings. Likewise the Torah which
was given in a human language”®

The. alternative to interpretation, that is, taking everything
literally, is expressly rejected in the Talmud. A Tanna of the
School of Rabbi Yishmael says: “Tust as the rock is splintered by
the hammet, so every divine utterance is divisible into seventy
interpretations?’ Similarly the Ammora Abaye says: ““God speaks
but once yet I hear two messages’ Every biblical verse allows
several meanings, and no two (different) verses will ever have the
identical meaning”® Rabbi Yehudah goes further still, declaring
that “Whosoever translates only according to the literal meaning
of a verse is a charlatan”®

Medieval biblical exegesis took its cue from the Talmud. As we
have already noted, Saadiah was an early advocate of the recog-
nition of the Torah’s inherent multiplicity of meaning. So was his
successor, Shemuel ben Hofni, who cautioned would-be exegetes
against confusing univocal and equivocal passages.!® Rashi, too,
in his Introduction to Song of Songs, addresses the question of
single and multiple meanings. Writing about the seeming con-
tradiction between the Talmudic principle “that Scripture cannot
be purged of its literal sense on the one hand, and the self-
evident witness of prophetic allegory, on the other, he declares
that the exegete “must interpret the allegory in consonance with
the established meaning of the verse in context?!? In other
words, even the allegorical component of Scripture — according
to this view — is dependent upon a passage’s literal meaning,

8 M. Zucker, ed, Saadish Gaon: The Commentary on Geneeis (Hebrew and Arabic)
(Jerusalem: Jewish Theologlcal Seminary, 1984), translated from the Arabic
Prolegomenon by the author..

7 BT Babbath 88b. n”api *Bn RYW M2 Ma™ by AR, Msist) nnsb P'?ﬂl m @b an”
mneY pyaw® pong

8 BT Sanhedrin 34a: FMRTpR NH3H R INR avE PR DRy nns¥ ’R3Y MR Repo~

8 BT Kiddushin 49a (see n. 16 below): The translation of “\NN3* as “the literal

meaning” 18 based on Tosafot (ad. loc.) which renders it as: “.mynwns®
10 Zucker, Saadiah Gaon, 28.

11 "wws *TB RIY RIpH PR ‘
12 #nr AR D DYII0 MRPATY W3 A0 Y 1ok By ’eavtn 32°% 9% On the term

*]PA17* in Rashi’s commentary on The Song of Songs see Sarah Kamin, Terbis
b2 (1983), 41-58.
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Multiple meanings clearly coexist. Traditional exegesis is
aware of this polyvalence and labors to determine which mean-
ing, in which circumstance, has greater validity. It does not con-
sider the literal sense of a verse an adequate guide to interpreta-
tion in all circumstances.

What Confers Valldity?

Ricoeur writes that “Every reading of a text always takes place
within a community, a tradition, or a living current of thought”®
Tradition, as an arbiter of validity in interpretation, is another
hallmark of medieval Jewish exegesis. Saadiah Gaon cautions
the exegete that “It is ever incumbent upon the rationalist to
grasp the Torah according to the meaning most widespread and
prevalent amongst the speakers of its language — for the purpose
of every book is to deliver its message clearly to its reader —
except for those places where sensory perception or rational in«

quiry contradict that prevalent meaning, or in the case that it
contradicts another verse of unambiguous intent, or one of the
prophetically inspired traditions”!* :

Rashi, similarly cognizant of the equivocal nature of Scripture,
also uses tradition as the yardstick of interpretation. The com-
plete text of the aforementioned Talmudic dictum on literal
translation follows: “Rabbi Yehuda said: Whosoever translates
only according to the literal meaning of a verse is a charlatan,
and whosoever would add to it reviles and blasphemes™® Rashi
comments on the seeming contradiction: ““Whosoever would add
to it’ — saying: since permission has been granted to add, I too
shall add wherever I choose...; ‘reviles and blasphemes’ —
disgracing God, altering His words?1¢

In other words, someone who takes Scripture’s multiplicity of
meaning as an opportunity to invent new interpretations at will
is not merely a charlatan but a blasphemer, a religious reprobate,

13 Paul Ricoeur, “Existence and Hermeneutics,” 3.

14 M. Zucker, On Saadiahy Translation of the Torah (New York: Feldheim, 1054), 231
transtated from the Arabic by the author.

16 See note 9 above: YA RN e MR ‘I“PF O SRTI B Y I pies ganan”

16 WY TSR BIPB YOI IR DY POR POWE ME tn PR b Raw — woy momny
Y127 AR RIPH PR PR Aran — fhn Nt

1
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because his sin is not committed against the language, per se, but
against the way tradition has treated the language. And lest one
protest: “But the ‘authorized’ Targum of Onkelos has precisely
such proscribed ‘additions]” Rashi hastens to add: “Onkelos,
however, did not add of his own accord, rather {the substance of
his additions] was revealed at Sinai and subsequently forgotten
until he reestablished it”!” That is to say, tradition granted per-
mission to Omnkelos to effect other-than-literal translations, and
without such authority his Targum would be invalid,

In citing the Talmudic adage “it was forgotten and
re-established?!® Rashi was appealing for the recognition of the
unity within tradition of the text and its interpretation. Scholem
describes this doctrine as follows: “Revelation comprises within
it everything that will ever be legitimately offered to interpret its
meaning’!” and Rawidowicz observes that “equality of origin and
time for the Perush with the text means absolute equality of
value ... [which] is bound to lend the Perush an autonomy, a
self-sufficiency sui generis?® |

According to the traditional method, then, exegesis is author-
ized by the inherent polyvalence of the biblical text, and validity
is conferred through consonance with tradition which is seen
as coeval with revelation iiself. As Sandra Schneiders writes:
“What constitutes the critcrion of validity in exegesis?.... The
exegete remains always under the judgment of the text and of
the faith tradition ... It is possible for anyone of normal intelli-
gence who operates within the structures of understanding of
the faith community, and his or her own life experience, to grasp
at least the basic meaning of the biblical text?

Authority and Validity: The Historical Method

The historical method has been epitomized by Moshe Green-
berg, albeit with serious rcservations, as follows: “To date, Bible

17 % .02 190% N AR ROR SHAE 01 MAR A0 YR N'? "N D\B‘PJ'IR'I"

13 *oviom 1m wnowe®

19 Bcholem, “Tradition and Commentary,” 18.

20 Simon Rawidowics, “On Interpretation,” 92.

21 Sandra Schneiders, “Faith, Hermeneutics, and the Literal Sense of Scripture,”
Theological Studies, 39 (1978), 732.
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scholars see their principal task as penetrating beyond the text
to its first form. Tbe historical philological question is: How did
the text evolve?, and the desired objective is to describe the pro-
cess of its evolution ... in the wake of tbe conclusions of the

method, exegesis follows. The exegete (sometimes the textual
scholar himself) interprets primarily the sified original text,
while what he has judged as an addition tends to be shunted off
into a marginal note or, at best, dealt with in a section entitled:
‘Additions by students and copyists’ In any event, these ‘addi-
tions’ are not required for the interpretation of the message of
the work, and by this means the character of the interpreted unit
changes more or less”%?

Historical philology, then, believes that if one (1) reconstructs
an original Biblical text, (2) identifies its author(s), and (3) cir-
cumscribes the linguistic, literary, and cultural contexts, then one
has determined the text’s “original intent” and that is its in-
terpretation. Anything else, according to this method, is not the
recovery of original intent, but “superimposed interpretation™,
that is, not exegesis but eisegesis. As E.A. Speiser put it “Far
nore problematic than the integrity of the text is the accuracy of
the transmitted meaning . . . in course of time the content of the
Bible became enveloped in layer after layer of superimposed ine
terpretation; interpretations bequeathed by scribes and rabbis,
ancient versions, the vocalizers of the standard (Masoretic) text,
and — not the least formidable of all -~ the first standard version
in the given Western tongue. Each of these accretions has served
as a safeguard in some ways, but as a barrier in others, a barrier
to the recovery of the original context”?

Notice, particularly, how the treatment of Scripture by the faith
community, that very factor which validates interpretation ac-
cording to the traditional method, is here denigrated as a “bar-
rier” Nowhere, indeed, is the contrast between these two
methods greater than in the issue of the so-called “original” in-
tent, as opposed to that called “superimposed?

22 Moshe Greenberg, “Biblical Scholarship and Israeli Reality” in (Hebrew), Kapui
Ry (Tel Aviv: Am Oved, 1979), 71.
23 E.A. Speiser, Genesis (New York: Anchor Bible, 1964), LXIV.
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The Conirast

Two questions present themselves given this contrast: (1) Which
method can lay claim to greater validity? and, (2) Which method
offers greater promise for religious education?

The first question can be rephrased, focusing on the aforemen-
tioned contrast, as: Does the biblical text have one original and
recoverable intent, or is it necessarily multisintentioned and
dependent upon what has been called: “the subsequent tradition
of the believing community which created the book as Bible?"*4
Tradition would argue that even were we to presume that the
author of any work of literature had one precise intention, the
text, by itself, does not suffice for its retrieval. As L.A. Richards
cautioned: “We have to remember ... that what the writer
meant is not to be simply equated with what he wrote”?’ With
‘respect to biblical literature, moreover, the nature of its prophetic
revelation orders us to contend with intentions other than those
of the author.

Rabbi Abraham Isaiah Karelitz, the Hazon Ish, believed that
“the prophet often received the intent alone, and often the words
as well. However, his understanding of both the words and the
intent was often only of the kind available to any scholar of the
Torah, and was not uniquely prophetic. Thus it is conceivable
that in the transmitted words there were additional intentions
unrecognized even by the prophet himself??® This is similar to
the doctrine of the sensus plenior, or fuller sense of Scripture,
which R.E. Brown defines as “that additional deeper meaning
intended by God, but not clearly intended by the human
author”?? William Braude, too, has taken note of this distinction,
remarking that “Traditional interpreters {of Midrash] deny the
mathematico-mechanical outlook, because they believe in revela-
tion, and hence in the polyphony of a text’?8

24 R.AF McKenzie, cited by Schnsiders, “Faith, Hermeneutics,” 728,

26 LA. Richards, Interprefation in Teaching (London: Routledge and Kegan Paul,
n.d.), 29.

26 Cited by Yizhaq Klein: maR %033 (Bnei Brag, 1069), 168.

27 R. B. Brown, The Sensus Plenior of Sacred Scripture (Baltimore: St. Mary’s
University Press, 19565), 92.

28 William Brauds, “Midrash as Deep Peshat,” Studies in Judaiea, Karaitica & Ielam-
fca, in honor of Leon Nemoy (Ramat Gan: Bar Ilan University, 1082), 32 ff.
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Braude, in fact, calls the result of the historical method “uni-
linear peshat? and attributes it to three false premises: “False
premise No. I We moderns really know Hebrew — in any event
we know it better than »”in [the Sages]. False premise No. 2: We
have the means to recover the intent of the writer of Scripture.
False premise No, 3; A great text such as Scripture, which even
those who do not believe in revelation will admit that it indeed
is, has one meaning, and one meaning only”%*

The historical-philological rebuttal is easily anticipated and ap-
proximated. Once the safety of objectively defined meaning is
abandoned, what controls remain to be exercised over the ensu-
ing subjectivity which passes for interpretation? The ancients
and medievals, to their credit, did the best which could be ex~
pected of anyone lacking the tools of historical~philological inves-
tigation. For instance, in the absence of comparative Semitics
they imagined that they could exchange Rabbinic Hebrew with
its biblical predecessor and, bereft of a tangible basis for cross-
cultural contrast, they employed the literary fiction of Midrash.
“Later Hebrew;” chides Spiser, “is by no means identical with
early biblical usage. Yet successive interpreters would tend to
make the secondary usage retroactive. And because the Bible
had become sacred Scripture, such anachronistic interpretations
acquired a normative bearing of their own”®

On the other hand, with the expansion of our contemporary
knowledge of biblical Hebrew — through the recovery of He-
brew texts and inscriptions of the biblical period, and through
comparisons with related Semitic languages — and with the in-
tensification of our current acquaintance with the cultural con-
texts of biblical civilization via comparative literature and ar-
chaeology, we are uniquely situated to perform the labor of his»
torical interpretation denied to our predecessors.

Historical inquiry, then, posits the existence, for each biblical
text, of a single original intention which can be retrieved via the
proper implementation of archaeology and linguistics. Tradition-
al inquiry, however, rejects the notion of a single original inten-
tion as inapplicable to the literature of prophetic revelation, due

29 Ibid,
30 Speiser, Genesis.
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to the combined factors of its inherent multiplicity of meaning
and its “fuller sense”® Historical inquiry, in a word, seeks the
“objective” meaning of scripture via a method decried by its de-
tractors as “mathematico-mechanical?”*? while traditional inquiry
sceks the “subjective” meaning ascribed to the biblical text by its
faith community in a manner disparaged by its deprecators as
“anachronistic?3?

The Religous-Educational Interest

We have seen that neither the historical nor traditional inquiry
alone, as they are now constituted, can serve the best interests of
religious education because each, in its own way, alienates the
reader from the biblical text: historical inquiry by overly em-
phasizing the text’s remote historical and linguistic origins, and
traditional inquiry by overly emphasizing its classical and
medieval exegesis.

A brief sampling of some recent thought on this subject
highlights the respective problematics. Yehuda Elitzur, in an
essay entitled “Faith and Science in Biblical Exegesis] offers
the following critique: “A. contemporary exegete is required, of

31 R. I&. Brown, The Sensus Plenior. “Ihus the continuity of the ‘fuller ssnse’ with
the meaning of the human author and with the whole of tradition, conatitutes
a kind of crlterion for validity in interpretation.”

32 So Braude, “Midrash.” The term is used by Rawidowics, “On Interpretation,”
109, as well: “Spinosa whoss preference of peshat in atimulated not only by his
reaction against the Jewish tradition of interpretation, but alsgo — and de-
cisively — by the new mathematico-mechanical outlook which was ths basis
for his philosophy at large.”

33 The clash of “objective” and “subjective” meanings brings to mind the follow-
Ing comment by Stanley Fish: “William Wimesatt and Monros Beardoley’s es-
‘says on ths affective and intentional fallacles (8o called). .. plead a succesaful
case for [the centrality of] ths text by arguing, on the one hand, that tho
intentions of the author were unavailable and, on the othsr, that the responses
of the readsr were too variable. Only the text was both indisputably there and
stable .. ... The outcome of eithsr fallacy ... is that [the text] itself, as an
object of specifleally crltical judgment, tenda to disappear.” Stanley Fish, Is
there a Tezt in this Close? (Cambridge: Harvard Univeraity Press, 1980}, 1. The
centrality of the text (sec infra. “The Unmediated Expsrience”} is likswise
championed by Meir Weiss who asks, auccinctly: — "WRf >3 WIpin "av”
Sy 8 ™91 Le, the words of the scholars [versus) those of the psalm; to
whomn shall we listen? In: 9943 Ropun (Jerusalsm, 1967), 46,
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course, to examine things in the light of contemporary
knowledge .... If he does so, then he is following in the
footsteps of the ancients even if he disagrees with them in a
thousand details. However, one who only copies the ancients,
shutting his eyes to newly discovered facts and knowledge, is
abandoning the ways of the ancients and is rebelling against
them?3*

Similarly, several scholars have been sharply critical of contem-
porary hlstorical Inquiry, of what Marvin Fox has called “a kind
of secularist fundamentalism that is equally insensitive to the
fact that we are always dependent on and involved in processes
of interpretation?”®® Brevard Childs, for instance, has written that:
“An almost insurmountable gap has arisen between the historical
sense of the text, now fully anchored in the historical past, and
the search for its present relevance for the modern age?® “I am
now convinced,” he writes most recently, “that the relation
between the historical-critical study of the Bible, and its theolog-
ical use as a religious literature within a community of faith and
practice, needs to be completely rethought?¥’

Coordinative Inquiry

Having ourselves re-thought that relation, we have concluded
that without an established text we interpret a will-othe-wisp.
Without studying its linguistic and cultural background we are
wont to commit either gross anachronisms, or the kind of allegor-
ical mayhem against which Rashi warned in his Introduction to
The Song of Songs. To limit interpretation to that which the
original author intended to convey to his original audience, how-
ever, is to ignore two fundamental characteristics of the Bible as
Scripture: (1) that it exceeds the sum of its avowed prophetic
intentions, and (2) that this “fuller sense” can be reconstituted

34 Y. Elitzur, 101 0% R (Jerusalem: Ministry of BEducation and Culture,
1966), 132--133.

3b Marvin Fox, “Tudaism, Secularisin, and Textual Interpretation,” in Modern Jew-
vsh Ethics (Ohio: Ohio State University, 1976), b.

36 Brevard Childs, “The Sensus Literalis of Scripture,” in Fesfscheift Walther Zim-
merlf (Goettingen: 1977), 9192,

37 Brevard Childs, Introduction fo ¢he Old Testament as Scripture (Philadelphia:
1982), 16.
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only through the medium of tradition in its function as the faith
community’s indigenous and authentic “development in the
understanding of revelation”®®

To use the Bible as an effective vehicle for religious education
we need both inquiries — the historical and the traditional. As
Moshe Greenberg has written: “We must aspire that just as it is
unimaginable to have a Bible scholar bereft of a fundamental
knowledge of the ancient Near East, so it should be unimaginable
to have a Bible scholar fundamentally ignorant of the ‘Oral Law’
The knowledge of the ancient Near East is requisite to evaluate
the place of the Bible in its cultural framework ... while a
knowledge of the Oral Law and of exegesis — apart from their
value in deciphering the meanings of Scripture — is necessary
for the evaluation of Biblical values?®

Must every Bible teacher be a believer? There are both
minimalist and maximalist positions. According to Greenberg,
“the basic requirement of a Bible teacher is not faith, but under-
- standing, not assent, but recognition of the profound issues
which the Bible treats”*® Sandra Schneiders, however, analogizes
that “Faith plays a role in biblical hermeneutics not unlike that
of talent and training in the listening to or performing of music.
A fundamentally positive attitude is necessary if one is to enjoy
the music at all; but the more musical one is, the greater the
possibility of enjoyment?#

Must the Bible teacher be an accomplished exegete or literary
critic? Not necessarily: Schneiders writes that “anyone of normal
intelligence can interpret Scripture, by combining his own life
experience with tradition”*? J. P. Fokkelman has said similarly,
that if the Bible indeed speaks in human terms, it can speak to
any good close reader who trusts the conjunction of his empathy
with the text and his own experience.*

38 R.E. Brown, The Sensus Plenfor, 92,

39 Moshe Greenberg, “Biblical Scholarship and Israeli Reality,” 84.

40 Moshe Greenberg, “On Teaching the Bible in Religious Schools,” in Modern
Jewish Educational Thought, ed. D. Weinstein and M. Yizhar (Chicago: College
of Jewish Studies, 1964), 79.

41 Schneiders, “Faith, Hermeneutics,” 732.

42 Ibid

43 I P. Fokkelman, in personal conversation with the author, referring to the
Talmudic adage: “O7X *33 Wwba Amn 7739
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The Bible educator, however, must count among his experi-
ences the unmediated encounter with the text. Edward Green-
stein, an accomplished historical philologist, argues for “familiar-
ity with the aesthetics of the Bible?” which he describes as “train-
ing in experiencing of the text, so that the reader will become
sensitive enough, on his or her own, to directly encounter it
Echoing the sentiments of Brevard Childs,*® he adds: “The Bible
has been cherished by religionists as an inspired source of truth,
and by students of the past as a primary historical source. Both
positions are valid, but there is something more to the Bible than
this . ... Far be it from me to say not to analyze the Bible. But in
the long run, more is required of the religious person and the
religious scholar»46

The key to the “direct encounter” is involvement. “When you
are waiting for something to happen, when you have this expec-
tation,” writes Greenstein, “you are involved in what is going on.
You’re constantly being enlisted in the creative process, because
you, yourself are, in a sense, subconsciously creating together
with the artist .. .. This participation is a source of pleasure??’

“Participative interpretation” is the basis for Schwab’s rhetori-
cal analysis, too: “If a reader could have access to the alterna-
tives from which an author thus chooses his key words, the struc-
ture of his key sentences, and his organization, he would have at
hand a remarkable aid to interpretation . ... By bringing to bear
on symbols and meanings the process of comparison .... the
reader could participate in a part of the act of authorship?*®

Samuel Heilman, in his recent study of Talmud “legrnen”
(study groups) makes the same observation: “The excitement in

44 Edward Greenstein, “Against Interpreting the Bible,” Tkka D/Amrei (A Student
Journal of JTSA), I'V (1982), 30.

45 See notes 41 and 42 above,

46 Edward Greenstein, “Against Interpreting the Bible,” 27, 31.

47 Ibid., 36. In conclusion Greensiein writes: “What I've iried to show you, or
argue, 18 that the reading experience, or the hearing experience, cannot be
reduced to a message or a particular set of data. The experience Is the total
and cumulative effect of what happens to you, what goes through your head,
during the entire course of reading or listening.” (Ibid., 38).

48 Joseph J. Schwab, “Enquiry and Reading Process,” in Scfence Curriculum and
Liberal Education (Chicago: University of Chicago Press, 1078), 154,
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such study is to uncover for oneself the old truths . .. to feel as if
one is oneself the pioneer. The traditional learnet is by no
means simply mlmicking or mouthing the words of the past...
he is dramatically possessed by the text and its world; yet to him
its words and reasoning seem to be his own”%

Epilogue

With these last few remarks we have completed the hermeneutic
cirele begun in the Prologue in praise of interpretation. It
remains but to elose this section with Leon Roth’s particularly
felicitous desctiption of the interpretative process: “It is ultimate-
ly the determining of an ideal of life, the establishing of a prefer-
ence among possible ends. 1t is the ordering of types of action in
an ascending and descending scale of better and worse, an or-
dering which shapes the kind of life we choose to live.... In-
terpretation thus becomes the gateway to life, and in this wide
sense is synonymous with education?’>

The Tower Of Babel (Gen. 11:1-9):
A Model For Coordinative Inquiry>

The coordinative approach we have advocated uses traditional,
historical, and literaty inquiry. Traditional inquiry ascertains the
valid meaning which has to be placed into a framework of per-
spective; historical inquiry establishes the perimeters of the
framework within which valid meaning can be sought (e.g., by
preventing anachronisms), and literary inquiry deals with the
structural and symbolic representations of that meaning, as well
as providing the most direct pedagogic access to the text under
discussion.

49 Samuel Heilman, The People of the Book (Chicago: University of Chicago Press,
1984), 65.

60 Leon Roth, “Some Reflections on the Interpretation of Scripture,” The Mon-
tefiore Lectures (London: 19568}, 20-21,

B1 I am especially grateful to my associate, Alastair Falk, who, as editor of The
Limmud Journal, A Forum for Jewish Education in the United Kingdom, wag
the catalyst for this model lesson,
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A coordinative analysis of Genesis 11:1-9, the story of the
Tower of Babel, will illustrate both tbe methodological value of
the synthesis, as well as the disadvantages which the neglect of
any single focus may incur.

1. Traditional Inquiry

Sources: Talmud and Midrash,
Rashi, Ibn Ezra, Ramban, and Rashbam.

Rashi and Ramban differ on the question of who the builders of
Babel were. Rashi, who names Cush, Mizraim, Put, and Canaan
as participants, implies the involvement of all mankind, while
Ramban explicitly limits participation to the descendants of
Shem,

The sources also differ in their assessment of the purpose of
building the Tower. According to both Rashi and Ramban they
intended to overthrow God, while Rashbam and Ibn Ezra
(representing tbe rodefei hapeshat cited by Ramban, v. 2) argue
that they were in violation of God’s post-diluvian imperative to
“(be fertile, increase, and) fill the earth”?

Those who saw a rebellion being hatched, view God as dis-
rupting the plotters’ communications and dispersing them as a
deterrent to future subversion, Rashbam and Ybn Ezra, on the
other hand, regard the dispersion as the albeit unwilling fulill-
ment of the violated command to fill the earth.

What emerges from the traditional inquiry is a clear picture of
a society or a civilization so self-centered and self<impressed that
its members were actively preparing at least to contravene a
divine directive, and possibly even contemplating armed in-
surrection against God Himself,

What this inquiry leaves unanswered, however, are the cause
of this fatal egotism, how it was a specific function of the build-
ing of a tower in Babylon, and why the Torah includes all the
seemingly irrelevant details of the construction process, A clue
fo resolving these questions is provided by the consideration of a
passage in Mesopotamian literature: hence our historical inquiry.

b2 Genesis 9:1.
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2. Historical Inquiry

Sources: B.A. Speiser: Genesis
The Anchor Bible Commentary (N.Y.: 1964)
Nahum Sarna: Understanding Genesis (N.Y.: Schoken
Books, 1966)

The WMesopotamian epic of creation, called Enuma Elish,
describes the battle between the gods Marduk and Tihamat
which led to the creation of the wotld, and, thereafter, to the
construction — first in heaven and then on earth - of the city
of Babylon (originally Bab ilim, meaning “gate of the gods”), and
of Esagila, the city’s sacred precinct.®® Describing this construc-
tion the Akkadian text says: “For one whole year they molded
bricks; when the second year arrived, they raised high the head
of Esagila equalling Apsu?

Since “Apsu” is a poetic reference to the endless heaven, and
since “Bsagila”, in Sumerian, means “the structure with the
upraised head? it is obviously this construction to which the
Torah is alluding in the phrase “with its head in the sky;’ partic-
ulatly in light of the previous verse: “let us make bricks?5*

The historical inquiry supplements the traditional inquiry by
explaining the motive. The self-centeredness of the builders of
the tower of Babylon was indeed a specific function of both their
location and their occupation. The equation of earthly Babylon
and its Esagila to the heavenly city of the gods would appeat to
have given rise in the citizens of Babylon to delusions of gran-
deur and illusions of parity with the divine which found expres-
sion in any or all of the activities ascribed to them in the tradi-
tional inquiry.

Howevet, while providing the pertinence of the building ep-
isode, the historical inquiry leaves still unanswered the question
of the detail in which the construction is described, as well as
the crucial role of language in the story. For these answers we
turn to the third inquiry.

53 See E. A. Speiser, Genesle (New York: Anchor Bible, 1864} and Nahum Sarna,
Understanding Genesis (New York: Schocken Books, 1966).
- b4 Genesis 11:3-4.
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3. Literary Inquiry

Sources: U, Cassuto: Commentary on Genesis (Jerusalem: 1964)
J. P. Fokkelman: Narrative Art in Genesis (Amsterdam:
1975)

The combined traditional and historical inquiries provide us
with the story of the builders of Babylon and Esagila who dis-
dained God’s directive “to fill the Earth” and even contemplated
His overthrow. Alluding to Babylon’s own sacred literature, the
Torah provides a satirical account of the event in a manner
which can be labelled: “Man proposes, God disposes” or as the
Book of Proverbs puts it: “Many designs are in a man’s mind, but
it is the Lord’s plan that is accomplished”’® They seek to build a
tower, establish “a name” for themselves, and prevent their
dispersion. As a direct result of God’s intervention, however, the
construction is halted. The name they finally achieve is “Babel?”
which in English refers to meaningless speech, and is a far cry
from the pretentious “Bab-ilim”

A closer reading of the text, however, reveals that the syme
metric structure of the story embodies the moral of the proverb.

Verse Phrase Verse Phrase

IR “the same language 6. “one people with
and the same words” one language”

3. “Come let us 7. “Come let us
(make bricks)” ' (then descend)”

4, “let us build 8. “and they stopped
a city” building the city”
“to make a name 9.  “and its name
for ourselves” was called Babel”
“else we be “and the LORD
scattered” scattered them”

Verse § effects the transition from man’s design to the Lord’s
plan, and sarcastically swipes at what is reflected in the Mesopo-
tamian tradition. Vayyered (and God descended), repeated in
neredah (let us descend) of verse 7 symbolizes, at once, both His

56 Proverbs 19:21.
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absolute transcendence and the necessary futility of the attempt
to construct a tangible link between heaven and earth, A similar
transition is apparent in the phrase asher banu benei ha-adam
(which was built by the sons of man). This verse refers not to
gods, but to men; not to an earthly replica of a divine city, but to
a totally mortal fabrication

As J. P. Fokkelman writes: “These actions by man cannot fail
to provoke these counteractions by God. Precisely because they
will have nothing to do with God, they will have to deal with
Him. The sin of the people who are self-centered in their com-
munication and concentration of power asks for the punishment
of confusion and dispersion dealt out to them by God. This
hubris of man calls forth this nemesis of God?*¢

Several striking word plays also decorate the story:
paranomasia, as in nilbenah lebenim (2°33% n1a%3), nisrefah liserefah
(e now3) and hahemar lehomer (1N “mni); alliteration, as in
halebenah leaben (JaR% n1a%m); and sound chiasm, as in the sound
I-b-n of the sons of man (nilbenah nN32%1) which is transposed into
the sound n-b-l of God (nabelah n%22).

4. Conclusion and Didactic Suggestions

Additional Sources: Ruth Zielenziger,
Genesis, A New Teachers’ Guide (NX.. 1979},
Nehama Leibovitz, hryunim beSefer Bereshit
(Jerusalem: Torah Education Dept of the W.Z.0O,, 1968).

- Our objective, then, is to teach Genesis 11:1-9 such that our stu-
dents will understand and appreciate the story of the Tower and
Dispersion on three levels, corresponding to the three inquiries.>’

As a polemic against the sin of self-centeredness. The builders
of Babylon are the archetypes of selfish and egotistical man who
puts himself even above God and places his own concerns at the

86 J. P. Fokkelman, Norratfve Art in Genesis (Amsterdam: Van Goram, 1975). See
also Umberto Cassuto, Commentary on Genesis (Jerusalem: Magnes Press, 1964).

57 Ruth Zielenziger, Genesis: A New Teacherk Guide (New York: Melton Research
Center, 1979) and Nechama Leibowits, Jyunim beSefer Bereshst (Jerusalem: The
Torah Department, 1968) are two additional sources that may be helpful to
teachere.
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center of his existence while relegating God’s dictates and im-
peratives to the periphery. God has commanded mankind to “fill
the earth)” and in the face of this decree the otherwise under-
standable, even admirable desire for unity — of both language
and purpose — becomes idolatrous. Man is surely entitled to his
“many designs? but only as long as they do not impede “the
Lord’s plan;” which will, in any event, be accomplished.

As the Toral’s polemical response to Mesopotamian tradition
regarding the city of Babylon. In setting the record straight, so
to speak, the Torah emphasizes Babylon’s mortal, as opposed to
alleged divine construction, finding its very origins to be in con-
tempt of the truly divine. Its builders sought, in “Bab-ilim® “a
name;” perhaps the name of association with the gods; instead
they inherited the name of the “muddle” called “Babel”

As a paradigm of the Toral’s narrative literary art. Condensed
into these nine verses are superlative examples of word plays
leading up to the devastating pun in verse 9. Moreover, the s$ym-
metrical structure of the story (1-4, 5, 6—9) embodies its princi-
pal moral lesson as well. These verses provide us with an oppor-
tunity to illustrate and emphasize that the beauty of the Torah
resides not only in its content but also in its form.

3. Suggestions for follow-up discussions

The following sections, excerpted from several of the sources
cited above, offer convenient entry to some of the salient educa-
tional issues raised by the Coordinative Inquiry, and could serve
as springboards for class discussions. '

A. Finally, the writer has used the Tower of Babel story
to give voice to a major theme in biblical teaching The
emergence of idolatry is. .. made coeval with the genera-
tion of the city and tower builders. The urbanization of
society, the growth of material civilization and the rise of
monumental architecture, may all, from the Bible’s point of
view, involve a retrograde step in man’s spiritual progress,’

58 Barna, Understanding Genesis, 77,
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Does the Bible (Judaism) have a position on urban vs. rural/
agrarian civilization? On materialism?

B. Benno Jacob, in his commentary on Genesis, observes that
inv. 2 the Torah shows us how, by the power of technolog-
ical invention, man becomes free of his natural environ-
ment, how he overcomes natural difficulties, and, by virtue
of his technological wisdom, he invents in the plain, where
the natural construction element of stone is absent, the
artificial element of brick.*

What is the Torah’s view of technological advances? Of the
relationship between man and his environment?

C. Do tall buildings make a lasting name for their builders?
Of course they do. We remember names of Bgyptian kings
(like Ramses II) because they left temples and pyramids
behind. King Herod is remembered by us Jews more for his
buildings . ... than for anything else he did. Making a
name for oneself by building a huge monument does work.
However, God does not seem to view this project of ‘mak-
ing 2 name’ with favor. We shall see that in (Genesis)
Chapter 12, God promises to make Abraham’s name great,
and of course He does. We all know about Abraham ...
yet Abraham did not build any tall edifices.5

How, according to the Bible, does one achieve “immortality?”
What about the construction of philanthropic institutions (hospi-
tals, schools, synagogues)?

D. There were seven steps (ie., stages) on the eastern side of
the tower, and seven on the west. On one side they would
raise the bricks, and on the other they would (themselves)
descend. If a human being fell and died, they paid no
attention; but if a brick fell, they would sit and cry, saying:
“Woe is us, when will we get a replacement?®!

59 Leibowite, Jyunim, 7.
60 Zielensziger, Genesis, 149150,
61 Midrash, Pirgei d’'Rabdbi Eliezer, ch. 24.
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The image portrayed here is one of a totalitarian-type society
in which man is a tool in the hands of a central authority whose
control is strengthened by its manipulation of uniformity (in
language, etc.). What have we to say on the value of individuali-
ty? When is the revolt against conformity to be either condoned
or condemned?

Afterword: The Tanakh And Its Ancient Near Eastern Context

Readers steeped in the ways of the traditional inquiry may have
raised their metaphysical eyebrows at the introduction of ancient
Near Bastern literature (in the historical inquiry) as a source of
information unavailable either in the Bible itself or in its
medieval exegesis. How should such a reader consider the argu-
ment, illustrated herein, that the Torah’s story of the Tower of
Babel is somehow incomplete without suitable reference to “Enu-
ma Elish?” '

The resolution to this dilemma lies, first of all, in the recogni-
tion that some part of the Bible’s purpose was deliberately
polemical; that is to say, designed and intended to counter or
thwart some particularly ominous and insidious Canaanite cultic
practices, and to supersede them with Torah and Mitzvot5?
Rambam, in fact, gave just such recognition to the fact that the
Torah was given in a distinct historical and cultural context, ar-
guing that “The knowledge of those (pagan) attitudes and activi-
ties is a prime source for providing the rationale of Mitzvot, be-
cause the basis of our entire Torah, and the axis on which it
rotates, is to eliminate those attitudes from our thinking and
those activities from reality”3

In our treatment of the Tower of Babel we have similarly con-
tended that the purpose of the Torah in Gen. 11:1-9 was to sup-
plant the Mesopotamian version of the origins of Babylon —-
with its concomitant moral and theological ramifications — and
supersede it with its own.

The second factor to consider is linguistic; namely, that the
Bible addresses man in his own idiom ("% *32 1053 5 avT7),

82 See, for example, Deuteronomy 12:29-13:1.
63 Rambam, Moreh Nevukhim, 3:20.
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and the idiom of biblical Hebrew had quite a bit in common with
its cultural environment, just as modern Hebrew and English
have with theirs. The relationship of biblical figures of speech to
ancient Near Bastern literature and mythology is identical to
that of English figures of speech to classical literature and
mythology. Just as Greek and Latin literature enable us to under-
stand why a weak spot is called “an Achilles heel}> and why a
drunken orgy is “a bacchanalia) so do the northern-Canaanite
(Ugaritic) epics, for instance, teach us why overcoming an enemy
is described as “washing your feet in his blood”®* why mourning
after a dead son is compared to “following him down into the
netherworld;”®® why death enters our palaces “through the
windows;”% and why a leprosarium is designated “a house of
freedom?”®’

Saadiah Gaon and Hai Gaon recognized the value of consult-
ing other Semitic literature in clarifying obscure biblical figures
of speech, as we are told by Moshe Ibn Bzra: “I have seen that
the greatest halakhists and theologians have relied upon (the
Qur’an) when trying to clarify enigmatic peints in the Prophets.
Likewise upon Christian commentaries, with all their
shortcomings?%8

Saadiah, who undertook his Arabic translation (Zafsir) of the
Torah partially in defense of Judaism against Muslim polemical
attacks, did not regard his allusions to the Qur’an as bestowing
credibility upon its contents, nor did Hai think that he was
compromising his halakhic integrity when he inquired of the
Christian Catholics regarding a biblical interpretation. It is just
as clearly not our intention here to substantiate “Bnuma Elish;’
but to propose that its description of Babylon and Esagila is ger-
mane, even indispensable, to a thorough appreciation of Genesis
11:1-9.

64 Psalms 58:11,

85 Genesis 37:36.

66 Jeremiah 9:20.

87 2 Kings 15:5; 2 Chronicles 26:21.

88 Moshe Ibn Ezra, Sefer Halyunim wvehaDiyyunim, ed. Abraham Halkin (Jeru-
salem: Mekizei Nirdamim, 1978), 226.



Jewish educators suffer from a lack of independent research
resources appropriate to the situation and problems of Jewish
education. Numerous recent research studies of general school-
ing in America have detailed the failures of curricular reform
efforts during the past two decades and many journals have de-

CURRICULUM INNOCVATION: WHAT JEWISH
EDUCATION MUST LEARN FROM
EDUCATIONAL RESEARCH

Benneit Solomon

voted entire issues to this topic.!

In this essay I will try to relate this material to a curriculum for
developing integrated individuals through integrated experiences
which has been developed at the community-sponsored Jewish

day school of which I am principal.2

1

Sea, for example, Association for Supervision and Curriculum Development,
Fundamental Curricular Decisions: ASDC Yearbook, ed. Fenwick W English,
(Alexandria, Vir: ASDC, 1983); National Society for the Study of Education,
ggnd Yearbook, Individual Differences and the Common Curriculum, ed. Gary D.
Fenstermacher and John I, Goodlad (Chicage: University of Ghicago Press,
1983); John I. Goodlad, A Place Called School (New York: McGraw-Hill, 1983);
“Transplanting Success: Good MNews from a Study of Scheeol Improvement,”
FEducational Leadership, 41, no. 3 (November, 1983); “Curriculum Change: Prom-
ise and Practice,” Theory and Practice, 22, no. 3 (Summer, 1983); “Why the

Unchanging Curriculum,” Educational Leadership, 40, no. 7 (April, 1983),

For a full ansalysis of the term *integrative individuale” see Bennett I. Solo-
mon, “A Critical Review of the Term ‘Integration’ in the Literature on the
Jewish Day School in America,” Jewish Education, 46, no. 4 (Winter, 1978), 4-17

and Curricular Integration in the Jewish All-Day Schools in the Uniled Stales
(Ph.D. diss, Harvard University, Cambridge, 1979). '
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Perspectives on Innovation

During the last ten years, numerous researchers have studied the
effects of curriculum reform efiorts in America. Millions of dol«
lars have been spent on the development of new material and
yet, as Ann Leiberman of Teachers College states, “relatively few
new ideas make it behind the classroom door”?® John Goodlad,
author of the comprehensive study 4 Place Called School, similar-
ly concluded that many potentially powerful reforms have failed
because “they required that teachers transcend many of the most
familiar established conventions and regularities of the
classroom”? David Tyack, Michael Kirst and Elizabeth Hansot
write in Teachers College Record, “despite the many changes in
educational rhetoric and the insistent claims of new squads of
reformers, each with solutions ready, actual practices in the class-
room may not have changed markedly. Behind the classtoom
door teachers can sabotage the best laid plans of system and
analysis, if they disagree with them, or can unwittingly derail a
reform if they are not helped to understand it”® So, too, con-
cludes the mammoth Rand Change Agent Study of Title Three and
Title Five, by Paul Berman and Milbrey McLaughlin, completed
in 19785

This research has focused upon the cultural perspective of
schools, the complexity of classroom life and the implications of
curriculum innovation for each classroom and the school. Loucks
and Leiberman characterize the culture of schools in the follow-
ing ways:

1. Goals for schools are vague and therefore lend themselves to
many interpretations.

3 Susan Loucks and Ann Leiberman, “Curriculum lmplementation” in Fundamen-
tal Curricular Decisions, 128.

4 John I. Goodlad, “Improving Schooling in the 1980s: Towards the Non-
Replication of Non-Events,” Educational Leadership (April, 1983), 4.

6 David B. Tyack, Michael W. Kirst and Elizabeth Hansot, “Educational Reform:
Retrospect and Prospect,” Teachers College Record, 81, no. 3 (Spring, 1083),
260-61.

8 Paul Berman and Milbrey McLaughlin, Federal Programs Supporiing Educational
Change, vol. 8 Implementing and Sustaining Innovations (Santa Monica: Rand
Corporation, 1978).
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2. Since teachers learn their craft essentially from experience,
many styles develop in the process of interpreting the vague
goals of schooling.

3. Teachers are both constrained by, and autonomous of, school
leaders,

4. The school is actually an organization of loosely tied class-
rooms. Therefore, there is little centralized control. This has
both advantages and disadvantages for curriculum change.
Mandating across-the-board changes is often ineffective, but
pockets of innovation are easy to encourage and may flourish
in spite of groups that are not open to improvement.

5. Each school is a unique culture, Generalizations or “how-to’s”
are often not specific enough because of these differences.’

Heckman, Oakes, and Sirotnik also emphasize that:

Change will more likely occur if schools are viewed as cul-
tures . ... Too often outsiders do not understand the inside
view of the school; and try to promote changes without
considering conditions as insiders see them .... Change -
efforts based only on an understanding of a general school
culture, and not on its particular form at the local school,
will ignore what is most crucial: the particular structures,
behaviors, meanings and belief systems that have evolved
in that school .... These local school regularities consti-
tute both what must be understood if change is to be
achieved and what must be altered if change is to be any-
thing but trivial.?

Even before these research findings appeared, predictions of
these failures had been advanced by a number of educational
philosophers, researchers, and practitioners. Seymour Sarason
emphasized the unique cultural/social aspects of schools by the
early 1970s in his The Culture of the School and the Problem of
Change. Sarason insisted that change within complicated settings
required a different way of thinking than that of change within
individuals. Given the cultural diversity of every school, even

7 Loucks and Leiberman, “Curriculum Implementation,” 128-29.
8 Paul Heckman, Jeannie Oakes and Kenneth Sirotnik, “Expanding the Concepts
of School Renewal and Change,” Educational Leadership {April, 1983), 27-29.
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within one school system, Sarason insisted that new projects
could not and should not be initiated in many schools at once,
but rather individually as indicated by the unique nature of each
school.

I make the assumption that with any complicated soeial
organization not all starting points are equally effective in
leading to a wide-spread change in that complicated set-
ting. I regard this statement as a glimpse of the obvious,
but equally obvious is the fact that it is not obvious to many
others who are in the business of changing schools . ... In
different settings one may very well answer the question of
where to start rather differently, a consequence that those
who need to follow a recipe will find unsatisfactory, be-
cause there is no one place to start .... The decision not
to proceed with a particular change, far from being an in-
vasion, forces one to consider what other kinds of changes
have to take place before the minimal conditions ean be
said to exist.’

According to Sarason, what is required are new eonceptualiza-
tions or ways of thinking that not only account for our failures
but give rise to new models of action. The problem is complex
and at such a level that when we are offered simple or single
solutions (like more money, community control, de-centralization,
Headstart, etc) we have to learn to distinguish between good
intentions and unfortunate ignorance.X

While researchers Sarason, Lortie!! and others have described
the unique culture of the school and its inherent complexity for
change, other educational thinkers have questioned the tradition-
al models of curriculum theory which served as the foundation
for the unsuccessful curricular efforts of the sixties. These theor-
ists, including Appel, Bisner, and Huebner, emphasized the
political/social/ humanistic aspects of education and have urged

9 Seymour B. Sarason, The Culture of the School and the Problems of Change (Bos-
ton: Allyn and Bacon Inc., 1871), 218-17.

10 Ibid., 225

11 Dan C. Lortie, Schoolteacher: A Sociological Study (Chicago: University of Chi-
cago Press, 1975),
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that new rubrics be created for curriculum development. “The
belief that one must always start with aims and objectives and
then deductively proceed to evaluation simply does not fit the
realityy insists Elliot Eisner, Rather, he writes:

I believe we need to be willing to recognize the interaction
between the character of the curriculum and the kind of
teaching that occurs, and the ways in which the school is
organized and how the reward structure of the school is
employed. For too long we have operated as though deci-
sions about school organization were one thing and deci-
sions about curriculum were something else. All of us who
work in schools, whether elementary schools or universi-
ties, work within a culture. This eulture functions as an
organic entity that seeks stability, that reacts to changes in
one part from changes made in others., We need to try to
understand these interactions, if we seek intelligently to
bring about significant change in schools. The study of
curriculum in isolation from the rest of schooling is not
likely to reveal the ecology of the school . ... The study of
education needs a variety of new assumptions and methods
that will help us appreciate the richness of educational
practice.!?

Professor Dwayne Huebner of Teachers College has written of
the need for a new way of looking at the experiences of educa-
tion, and for a new language to define these experiences.

The educator confronts the human being and no language
will ever do him in or do him justice. Yet the curricular
worker seems unwilling to deal with mystery or doubt or
unknowables, Mysteries are reduced to problems, doubts to
error, and unknowables to yet-to-be discoverables. The
curricular worker cannot deal with these because his
language is selected from the symbol system of the social
scientists and psychologists — whereas mysteries, doubts,
and unknowns are better handled by poetry, philosophy,

12 Elliot Eisner, The Educational Imagination: On the Design and Evaluation of
School Progress (New York: McMillan Publishing Co., 1979), 18.
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and religion. His language, his pedaguese, hides the mys-
teries, doubts and unknowns from him.... By framing
curricular tasks in this language, the curricular worker is
immediately locked into a language system which deter-
mines his questions as well as his answers. To break from
this framework, the language of learning and purpose must
be cast aside and new questions asked. To do this the
curricular worker must confront his reality directly. ...
He is then forced to ask “What language or language sys-
tem can be used to talk about these phenomena?” His real-
ity must be accepted, not his language — for many
language systems may be used for a given reality.

Growihg acceptance of this new language of education is in
evidence in the volume of Daedalus entitled Americas Schools:
Portraits and Perspectives. As stated in the preface:

There is substantially less scholarly interest in describing
or analyzing what goes on in the individual classroom.
Those who conduct research on these matters belong to a
distinct minority. Many of their fellow researchers, opting
for what they regard as the more precise methods of social
sciences, are critical of work that strikes them as impres-
sionistic and subjective .... One of the more distinctive
features of this Daedalus issue is the collection of “por-
traits” of individual schools. While these “representations”
are intended to reflect faithfully an objective reality that
exists in the United States today, no effort is made to con-
ceal or deny the particular intellectual, social and moral
preferences of those who have constructed these word pic-
tures . ... While they are necessarily subjective, they re-
flect experience and perspective that need to be taken into
account. To imagine that schools are discreet entities that
operate by uniform social laws, and that the discovery of
“laws” is the first purpose of educational inquiry is to make
a fundamental error. Many different kinds of data need to

13 Dwayne Huebner, “Curriculum Language and Classroom Meanings,” in Curricu-
tum Theorizing: The Reconceptualists, ed. William Pinar (Berkeley: McCutchen
Publishing Corp., 1975}, 220-21.
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be looked for by those concerned to describe and interpret
America’s schools.... The “perspectives” of those who
know schools well — having daily familiarity with them
and their student and teacher populations — have unique
_authority; they wait to be used.!4

The journal then presents personal reflections on a number of
America’s outstanding public and independent high schools writ-
ten by experts in the soclology and ethnography of schools. In-
terestingly, a number of ethnographic studies of Jewish schools
have recently appeared.!’ Wurtzel addresses the call of Sarason,
Eisner and Huebner for a new language of research by noting
that ethnographic studies present:

An easy mix of statistics and journalistic description, an
emphasis on a “participant-observer” mode of field
research, a concern with a holistic, interactive understand-
ing of the biological, psychological, social, and cultural di-
mensions of human activity — all these recommend an-
thropology to research in Jewish education.’

Implementation

Thus far, we have outlined the findings of research and the per-
spectives of some educators concerning the failures of recent
curriculum innovation practice-and theory to deal with the real-
ity of schools and schooling. Let us now review suggestions
emanating from this knowledge and understanding. Leiberman
and Loucks have identified three major concepts which charac-
terize successful implementation efforts: Developmentalism;
Particlpation and Support.”

14 Stephen R. Graubard, Preface to Daedalue 110:4 (Fall, 1981), vi, vii.

16 See Yehudah Wurteel, “Towards an Applied Anthropology of Education,” Brian
Bullivant, “Tranemission of Tradition in an Orthodox Day School” and David
Schoem, “Sesing is Disbelieving: Researching Curriculum Through Ethnogra-
phy,” in Studies in Jewieh Educaiion, ed. Michael Rosenak, vol. 1 (Jerusalem:
Magnes Press, 1984).

16 Wurtsel, “Towards an Applied Anthropology,” 24.

17 Loucks and Leiberman, “Curriculam Implementation,” 126-133.
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Developmentalism. This theory recognizes that teachers and
school staff who are involved in curriculum implementation
develop personally and professionally as they deal with new
ideas. First, they orient and prepare themselves while responding
mechanically. Later, as the curriculum becomes routine, a few
changes are made. Finally the curriculum is refined and/or ad-
justed to better meet the needs of the students and the teachers.
Understanding the various developmental aspecis of change can
help educators design an implementation process which antici-
pates teachers’ questions and needs throughout the process. This
can occur only in an open and trusting environment,

Participation. Research indicates that when teachers participate
in decisions made prior to and during the process of implemen-
tation, the likelihood of successful implementation is increased.
The significance of teacher participation in school improvement
has more to do with how the activities are handled than with the
content itself. Sensitivity to the faculty and their past experience
with improvement activities, proper assessment of the social con-
text of school, and an understanding of the interpersonal rela-
tionships among the staff will help determine how one organizes
an innovation project. Participation by the teachers will en-
courage them to invest in the project and help guarantee a suc-
cessful conclusion.

Support. Material support is usually given prime importance,
with human support too often overlooked. Both research and
common knowledge indicate that the principal is a key element
to the success of a change effort. The principal must consistently
remind the staff that the new curriculum is a high priority of the
school. Both formal and informal encouragement must continual=
ly be exerted by the principal. Awareness of the process of
change will help principals be more realistic in their expecta-
tions, especially in the first year. It will also help them be more
understanding of the personal issues involved in making changes
in one’s classroom. The principal must delay the introduction of
additional curricular programs until the original innovation is
firmly in place, usually within three years. The all too common
routine of overloading teachers with innovations has led to many
failures. It must also be recogmized that trying to create new
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materials or methods at the end of a school day is inefficient.
Released time, or special curriculum workshop time, is a more
productive way to use teachers’ time and expertise.

The support of peers is another form of support. While teach-
ing can often be a lonely activity, particularly in self-contained
classrooms, teachers who help one another by sharing ideas, solv-
ing problems, and creating new materials prove to be very effec-
tive. Curriculum personnel, who will serve as resources and fa-
cilitators for teachers, will help sustain the project.

In addition to these recommendations, the Crandall study lists
three additional factors which contribute to the successful insti-
tutionalization of new practices in schools: creating line items on
budgets to guarantee money for the project; orienting new per-
sonnel to the project and writing the new programs into existing
curriculum guidelines, scopes, and sequences.!®

The results of these findings have also led to a new emphasis in
discussions of staff development. Rather than focus upon the in-
dividual teacher and in-service courses for teacher training, the
emphasis is now focused upon staff/organization development.
As described in the 1981 yearbook of the Association for Supervi-
sion and Curriculum Development:

Seldom are individual development and institutional
development or change discrete entities, even though they
are often viewed that way. Rather, they are dependent
eorrelates. Without one or the other — or if they operate
in isolation -— the potential for significant, positive change
is materially decreased. Organizations are successful and
fulfilling their missions only to the degree that the indivi-
duals within them understand and contribute to the
achievement of mutually accepted goals.}®

18 David P. Crandall and Associates, People, Policies and Practices: Ezamining the
Chain of School Improvement {Andover, Mass.: The Network, Inc., 1982).

19 Betiy Dillon-Peterson, “Stafi Development/Organization Development — Per-
spective 1981,” in Staff Development/Qrganization Development, 1981 Yearbook of
the Association for Supervision and Curriculum Development (Alexandria,
Virginia: 1981), 3.
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Teacher development is seen, therefore, within the context of
the social, political, and educational environment of the entire
school. All personnel must be involved in the change process
within that dynamic environment. This is a crucial lesson
learned from the research which must be applied to curriculum
reform efforts in Jewish schools.

Effective Schools

The effective school is a major topic of recent research and dis-
cussion in general education. This literature has asserted that
differences among schools do affect students’ academic achieve-
ment, challenging the assumptions of the first Coleman Report
which bad concluded that unequal academic achievement was
primarily a function of family background and related variables.
Educators (including Jewish educators, as George Pollack notes
in a recent article in Jewish Education)®® are now becoming in-
creasingly convinced that the following characteristics of schools
are important determinants of academic achievement: (1) strong
instructional leadership on the part of the school principal; (2)
high expectations for student achievement; (3) well-defined
school goals and emphasis; (4) staff training on a schoolwide
basis; (5) control by staff over instructional and training deci-
sions; (6).a sense of order; (7) a system for monitoring student
progress; and (8) good discipline. These characteristics were
found within schools which had a bigh percentage of students
testing at an above average level. While this is certainly not the
only criterion of good education, programs of school improve-
ment have been implemented throughout the United States to
create these conditions and thereby attempt to improve school-
ing.

Most of the emphasis from this literature has focused upon the
role of the principal as the school’s instructional leader. The
effective principal is recognized as the key educator in the build-
ing, setting the agenda for instruction, and creating high expeeta-

20 George Pollack, “For a Jewish Coleman Report,” Jewish [Lducation, 51, no. 3
(Fall, 1983), 43 fI.

21 Stuart C. Purkey and Marshall 8. $mith, “Too Soon to Cheer? Synthesis of
Research on Effective Schools,” Educational Leadership, 40, no. 3 (Dec. 1982), 87.
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tions of student and teacher accomplishments. Instructional
leadership is broadly interpreted as those actions that a principal
takes or delegates to others to promote growth in student learn-
ing. But as Theodore Sizer has noted, while “it is hard for teach-
ers to carry a school with a weak principal, a strong principal
doesn’t make a good school”?? Wynn DeBevoise, in “Synthesis of
Research on the Principal as Instructional Leader” notes that
there is agreement about the functions of effective instructional
leadership. These include: communicating a vision of the
school’s purposes and standards; monitoring student and teacher
performance; recognizing and regarding good work; and provid-
ing effective staff development programs. However, he notes that
the principal alone need not perform all of these tasks.

The provision of instructional leadership can be viewed as
a responsibility that is shared by a community of people
both within and outside the school. Principals initiate, en-
courage, and facilitate the accomplishment of instructional
improvement according to their own abilities, styles and
contextual circumstances. They still need a lot of help
from others if improvement is to become the norm.23

~ This important caveat to the effective school literature is cru-
cial for successful school improvement, for it is rare to find a
principal who has the ability to accomplish all of these objec-
tives, especially within a Jewish school setting. Effective delega-
tion of these responsibilities is a crucial task of the effective prin-
cipal. There are also many intangibles concerning the principal’s
personality, which are difficult to identify when speaking of ef-
fective leadership. To simply apply the specifics above to an edu-
cational context, without consideration of the personalities in-
volved, would be a poor use of the research findings.

Transition

As we turn from theory to practice let me summarize the thesis.
A synthesis of research on effective schools and successful curri-

22 Theodore Biser, cited in Educational Leadership, 41, no. 5 (February, 1984), 17.
23 Wynn DeBevoise, “Synthesis of Research on the Principal as Instructional
Leader,” Educational Leadership, 41, no. 6 (February, 1984), 20.
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culum innovation concludes that changing requires changing
people — their behaviors and attitudes — as well as school or-
ganization and norms through strong leadership by principals. It
assumes that consensus among the staff of a school is crucial for
success. While specific tactics may vary, a general strategy
should promotc collaborative planning and collegial work in a
school atmosphere conducive to experimentation and evaluation.
In such settings, the improvement effort is directed toward incre-
mental long-term cultural change. Mark Yudoff writes:

The error of past research was to dwell too much on
hardware and dollars and too little on school climate . .. .
Government decisions made at the higher echelons are im-
portant only insofar as they create favorable conditions for
or impede the quest for educational excellence in class~
rooms and schools.?*

This is particularly relevant to efforts for curriculum rcform
within Jewish day schools in America. The “top down” model
emanating from New York for the new national Solomon
Schechter Day School curriculum is in direct opposition to the
research in general education. A large number of Schechter
principals, however, have created outstanding curricular pro-
grams within their own schools and are now attempting to share
these by creating networks of communication. The Melton Cen-
tre for Jewish Education in the Diaspora must also be cognizant
of the inherent dangers of creating material in Jerusalem which
will be used “throughout the Diaspora? It just doesn’t work that
way. Other models must be developed by the Melton Centre to
support schools and teachers as they implement change.

A Case Study

I will share a case study in the application of these research
findings, as they were implemented at Eli and Bessie Cohen Hil-
lel Academy in Swampscott, Massachusetts during the last five
years. 1 came to the school as principal with a commitment to

24 Mark Yudoff, “ducational Policy Research and the New Consensus of the
1080s,” Phi Delia Kappa, 65, no. 7 (March, 1984), 456.
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create integrative experiences for day school students. I have
explained elsewhere that the term “integration” has been used
by Jewish educators to describe very different educational objec-
tives and programs.?® Such inconsistency is not harmful as long
as the school’s educational program remains consistent with its
definition. In order to begin our efforts; the School Committee
and I created a definition of integration which would serve as the
foundation of our school’s philosophy of education and curricu-
lum development. This definition emphaslzes the development of
the ability and desire within our students to understand and ape
preciate the similarities and differences which exist among the
various realms of knowledge studied in our school. That is done
by developing those skills basic to true understanding and by
presenting content which is authentic and meaningful. The con-
cepts, skills, and dispositions we foster include: rationality and
objectivity; problem solving; reason and emotion; creative
thinking and imagination; understanding symbols; empathetic
understanding and all communication skills — listening, speak-
ing, reading, and writing.
' Rationality involves the ability to use information. Problem
solving techniques must be fostered because an individual cannot
survive in a changing society with a static collection of facts.
One continuously confronts problems which cannot be solved
without adapting existing bodies of knowledge and skill. Keeping
up with change while remaining authentic to the principles of
the discipline demands the ability to use, apply, and modify facts
and skills. The student taught to think as an autonomous indivi-
dual, to seek evidence for conclusions, and to ponder alternatives
to actions, will use this capability and tendency within all as-
pects of life — cognitive, moral, social, religious, and aesthetic,
But the student must not understand these skills as existing
alone, Rather, they are crucial to understanding, appreciating,
and participating in all general and Jewish/religious knowledge
and experience. They must be developed as they are applied to
substantive knowledge, and authentic and challenging informa-
tion. This is especially true regarding the rich Jewish religious
tradition which we impart to our students within our day school.

26 See note 2 above.
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The achievements of our people and of all human culture will be
preserved and advanced only if these processes and this
knowledge are embodied in growing minds. Our school, there-
fore, committed itself to a dynamic idea of educational processes
and a broad conception of educational content.

John Goodlad points out that most of the instruction he saw
during his seven years of research for A Place Called School em-
phasized factual knowledge rather than the ability to perceive
concepts and to integrate information derived from many
sources. “The threads connecting what curriculum specialists
refer to as ‘organizing elements’ were obscure or missing”
Goodlad bemoans the fact that higher level creative and critical
thinking occurred only in advanced high school English classes
where students spent time learning while engaged in “making
judgments, drawing inferences, affecting syntheses, and using
symbols . .. [and where] teachers . . . were trying to teach things
as self-direction, creativity and critical thinking”2% In our school
we committed ourselves to the development of these abilities
throughout our curriculum and at all grade levels,

As we focused upon the ereation of this new curriculum, the
School Committee first reviewed the literature on educational
change and accepted the fact that the innovations we desired
would result from a process nurtured over time. We recognized
the crucial role of the faculty in formulating specific objectives
and materials within the general guidelines established by the
principal and School Committee, and we allotted a number of
years to meet our goals. This relieved the pressure which is usu-
ally placed upon principals and teachers to deliver a new pro-
duct quickly. The principal must also keep the school committee
continuously invested in the project. While desiring excellence
and indicating support of educational reform, lay people often
focus upon the fiscal, rather than educational, ramifications of
change. The principal must support the process by spending
considerable time with School and Finance Committee members,
in public and in private, to keep them interested in the project.

26 John I Goodlad, “Individuality, Commonality and Curriculum Practice,” in
Individual Differences and the Commeon Curriculum, (Chicago: University of Chi-
cago Press, 1983), 311-12.
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While this takes time, it is ultimately worthwhile, as the lay
leadership become the champions of the cause.

- Numerous staff days, meetings and discussions were dedicated
to explicating the concept of integration in our school. I took an
active role in providing reading material, leading workshops, and
encouraging fresh thought and original input from all members
of the faculty. Understanding and consensus developed with
each successlve meeting. These meetings included all members
of the staff: full and part-time teachers; general and Jewish
studies teachers; content specialists and the psychologist. Bvery-
one benefited from each other’s input. These full faculty meet-
ings were an important statement of the fact that we existed as
one faculty, with no discipline or individual assuming a position
of greater importance within the sehool. The task of ereating an
integrative eutriculum rested with everyone. Finding meeting
times for everyone to attend became a crueial administrative
function of the principal whieh clearly reflected the school’s
commitment to this cause.

A commitment to bring a team approach to each individual
child is also basic to our philosophy of education. To do this,
close coordination among the numerous teachers who work with
éach particular child in a given class or number of classes must
be guaranteed. This will then lead to consistent expectations
and responses to strengths and weaknesses, as well as to coordi-
nation in teaching subject matter and fostering skill develop-
ment. The biggest obstacle to the accomplishment of this goal is
the lack of time — the time for teachers to meet to discuss chil
dren; to coordinate content; to create new integrative units.
There also is not enough time in the principal’s day to personally
supervise each team’s effort. A number of administrative, per-
sonnel, and budgetary decisions have been made by the School
and Finance Committees in response to the input of the faculty
and principal, so our goal of a truly coordinated, interdisci-
plinary program could be created. Specifically, meeting times
were established for all teaching teams during lunch by hiring
lunchroom monitors. After-school meetings were established
once every three weeks for an hour to permit full faculty and
team discussions. A head teacher was hired for the primary
grades and an upper school coordinator for the middle school to
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facilitate communication between the various teachers involved
with each student. Part-tlme curriculum coordinators in
language arts and social studies were also hired to coordinate the
development of new curricular units. These concrete steps went
a long way towards helping institutionalize the changes we were
attempting to make.

Research has indicated that the ambience of the classroom
and the school affects learning. It was crucial to create a school
climate conducive to coordination among staff members and in-
tegrative thinking among the students. We attempted to elim-
inate artificial distinctions which existed within our school struc-
ture. Full-time jobs were created for teachers who could teach a
number of disciplines and subjects. Efforts were made to attract
teachers who were positive role models of Jewish identification
and commitment. Middle school students’ general and Jewish
studies classes were scheduled throughout the day. New report
cards were created which related to each child’s development in
all language and conceptual areas, and parent/teacher confer-
ences were scheduled with both general and Jewish studies
teachers present at the samc time. '

Numerous new schoolwide activities were created which in-
volved the entire faculty and cut across distinctions between
staff, children’s perceptions of teacher’s roles, and children’s per-
ception of school. These included an annual Book Fair; lectures
by outstanding auvthors during Jewish Book Month and National
Book Week; a Chanukah Song Festival in which teachers and
students participate; a Jewish Arts Festival; regular schoolwide
Kabbalat Shabbat programs; enrichment courses taught by out-
side experts in all realms of literature; and a journal to share the
creative efforts of our students in the expressive arts. Committees
were formed with general and Jewish studies teachers (as well as
parents) working together to create programs. Not only did the
teachers grow and learn from one another, but suddenly the
children saw all their teachers involved in subjects which had
previously been the exclusive domain of one or the other. This
conveyed to the children that we were one school with many
wonderful opportunities to learn and celebrate as Jews and as
Americans.
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As we learned from educational research, a team approach to
strong instructional leadership combined with an active involve-
ment of the faculty are conducive to effective schooling and suc-
cessful curriculum innovation. The hiring of language arts and
social studies coordinators, both of whom are experts in their
subject matter with strong Jewish backgrounds and fluency in
Hebrew, was an important statement of the school’s commitment
to pursuing this method of curriculum development. The
language arts coordinator worked closely with English and He-
brew teachers to identify those skills crucial to our students’
language success. Methods of teaching these skills were jointly
developed by all language teachers.

But, as noted above, skills by themselves are meaningless
without a context within which to develop. In the language arts
we have identified very specific content areas for study. Moving
away from a dependency upon basic reading programs we have
instead emphasized authentic quality literature as the core of our
language arts program. Each grade level teaching team has iden-
tified a number of themes for which age appropriate books have
been purchased for classroom libraries. Listening, speaking,
reading, and writing skills in both English and Hebrew have
been developed around these themes with Judaic content added
as appropriate. These units of study serve as the organizing
threads of our sequential language arts program.

Folklore and oral tradition was one topic assigned to every
grade level, as it is the foundation of all literature. The faculty
spent three sessions studying with a folklorist knowledgeable in
both general and Jewish folklore units in each grade. These units
expose our students to the myths, cultures, legends, and heroes of
various peoples, times, and places. Jewish folklore and Aggadah
are integral parts of each unit. Expert storytellers are regular
guests in our classrooms. Thus, we develop listening, speaking,
and comprehension skills while delving deeply into substantive
and broadening material. The juxtaposition of this unit with the
study of Pesach and our school Seder leads to direct comparisons
with the oral traditions contained in our Haggadah, and helps
our children see, in a concrete way, the role oral tradition has
played in the development of Jewish life. This project continues
to be a regular part of our school curriculum. As new teachers
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join our faculty they are initiated into this project through the
Folklore Handbook developed by the language arts coordinator,
as well as by a team of faculty members who have invested high-
ly in this project.

Social studies is a key area for dynamic integrative instruction,
and a process of curricular development and implementation
was created in this area. This project was undertaken together
with the lower school staff of our neighboring Solomon
Schechter Day School of Greater Boston, with the hope of shar-
ing insights and materials as they were developed. As both
schools employ the same social studies coordinator and maintain
close contact in other realms as well, sharing was possible and
very productive. A questionnaire reported that elementary
teac_he'i's in both schools viewed social studies as a non-priority.
They indicated that lessons taught were chosen in a very subjec-
tive manner since curricular guidelines existed in neither school.
Jewish studies teachers saw social studies as belonging exclusive-
ly to the general studies staff, even though Israel was taught by
the Jewish studies teachers in a number of grades. There was
little, if any, discussion about content and methods among the
teachers who taught social studies.

Initial faculty workshops were dedicated to the creation of a
K9 flow chart of key social studies concepts and skills. Con-
currently, the entire faculty studied about Israel with an outside
experi, and eventually consensus was forged on the information
crucial to an understanding of the Land and People of Israel for
children in grades K-9. We decided to concentrate for one
month on a schoolwide Israel project. Topics were chosen ace
cording to their age/grade appropriateness with an emphasis
upon comparing and contrasting the information learned about
Israel with the other social studies knowledge gained. The topics
included: family; community; neigborhood; eommunications;
cities; towns; kibbutzim; geography; foods; archaeology; religion;
government; econormy; holiday celebration; culture and history.
The project began on Tu BShvat and ran until the February
school vacation, thereby enlivening a traditionally dreary and
difficult time of the school year. The art, music, and science
teachers all became involved in the project, lending their exper-
tise as each teaching team, supported by the social studies and
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language arts coordinators, began developing materials. Special
time was set aside for creating these materials and teachers were
paid to participate in these curriculum development workshops.
Outside experts attended as well and helped prepare specific ma-
terials. Additional time for coordination was necessary, so meet-
ing times were created during the day for teachers to consult as
teams with the coordinator and with the principal. New faculty
members are oriented to these materials by the teaching teams
as well as by the Social Studies Coordinator.

Throughout the process I have consistently offered instruction-
al suggestions for specific integrative lessons and experiences.
Without imposing a specific method which every teacher has had
to implement, I have insisted that every teacher make his/her
own attempt toward actualizing what they understood as the
essence of our emerging school curriculum. These lessons proved
to be refreshing, exciting, and highly successful. They have been
shared by the principal and teacher in memos and at meetings,
which has encouraged teachers to discuss their successes with
one another and feel good about their efforts. The persistence of
the principal in reminding people to continually look for ways to
integrate might have become tiresome, but it was always known
that I was available to assist in the process of creating actual
classroom methods and materials, and that monetary support
was available when needed. In this way the principal clearly
served as a source of instructional leadership and maintained
high expectations of faculty members.

Summnary

There is some good news from recent studies of school improve-
ment efforts within general education which makes us confident
that we can successfully initiate change within our day schools.
After a school determines its definition of integration and its im-
portance within its school community, its implementation
strategy should be guided by the following recommendations
gleaned from the last decade of curricular innovation:

1. develop the commitment of teachers to the project either pri-
or to the implementation itself, or during the process of using
the new materials;
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9. create instructional materials which are well-developed, well
defined and determined to be effective by the teachers who
are using them;

3. train the entire staff by credible people who bring expertise
in subject matter, child development. and teaching methodol-
0gY;

4. assist and support teachers by a large array of individuals

 including other teachers, the principal, coordinators and out-
side experts;

5. attend to factors contributing to the institutionalization of the
new curriculum by creating line items on budgets, orienting
new or reassigned staff members and writing the new pro-
grams into curriculum guidelines.

By pursuing these recommendations, efforts towards curricu-
lum reform can gain a greater measure of success and help us
accomplish our vital task as the transmitters of our rich heritage
to the future generation of Jewish Americans.



FROM OUTER FORM TO INNER MEANING
AND BACK AGAIN:
THE METAPHORIC IMAGINATION
IN JEWISH LEARNING

Steve Copeland

The claim that the neglect of the metaphoric imagination may be
the major problem of Jewish education might strike many as
rather esoteric -— not the most pressing or practical issue. But
such a view may reflect a notion of the real that is a symptom of
the very problem being posed. A vision of education which does
not see the transmission of information and behavior patterns as
its only end will aspire toward the expansion of man’s inner life
of experience, principles, and conscience. Similarly, if the prac-
tices and beliefs of religious tradition are not to find their ra-
tionale and goal in behaviorism, sentimentalism, or chauvinism,
then an invisible reality of responsible spiritual and ethical
values will constitute their context of significance. But this
presents a serious problem for modern religious education. For
the prevailing modern consciousness apprehends only a sup-
posed matter-of-fact, common sense, immediate reality. The sym-
bolic mode of thought is foreign to practical man.

This paper explores some aspects of a Jewish metaphoric cons-
ciousness by locating them in the universal spiritual imagination.
A comparative phenomenology of the fully symbolic or sacra-
lized worldview with the fully literal or desacralized attitude will
be developed, and will lead to an argument for combining both
experiences in a perception that is simultaneously symbolic and
spiritual, on the one hand, and prosaic and seeular, on the other.
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The Sacralized World as Metaphor

What perhaps most characterizes mythopoetic or religious man is
his metaphoric imagination. Behind forms he sees meanings.
Behind natural appearances he encounters spiritval values.
Every external phenomenon bears him (Greek, pherein) to an
inner reality behind or beyond it {meta). The lsraeli poetess Zel-
da has written: “Bvery rose is an island of eternal peace”! The
Midrash states: “Bvery hlade of grass has its star in heaven??
Indeed, it is sometimes suggested that this ability to discern the
inner valucemeanings of things is what most distinguishes man
from the other creatures.® Thus, the great master of metaphor,
Maimonides, understood man’s uniqueness and highest purpose:
“The realities that have no material form are not visible to
the eye, but only through the eye of the heart are they known,
like we have known the Master of All without the seeing of the
eye . ... And this is what is meant in the Bible, Let us make man
in our image and in our likeness — in other words, that he
should have a spirit that can know and attain the values that
have no material form until he becomes like them”*

Thomas Carlyle also saw man’s divine likeness in his ability to
“axtend down to the infinite deeps of the invisihle” through the
symbolic imagination.’ The metaphoric vision — whether of ear-
ly man, a child, homo religiosus, the poet-artist, the interpreter of
dreams, or the anthropologist-critic of culture and its media —
pierces through outer forms and appearances to behold the signi-
ficance of ultimate human value, whether emotional, existential,
ethical, philosophical, political, or spiritual. In his essay on “Myth
in Judaism” Buber describes mythic eonsciousness as involving
“a heightened awareness of experience as a signum of a hidden

1 Zelda, “Every Rose,” Shirim (Poems) (HaKibbutz HaMeuchad, 1979), 39.

2 CGenesizs Rabbah 10:6, and quoted by Rabbi Dov Baer, the Maggid of Mezerich,
in Maggid Davar L'Yalakov,

3  See Jacob Bronowsky, The Origine of Knowledge and Imagination {New Haven:
Yale University Press, 1978) and The Visionary Eye (Cambridge: MIT Press,
1978),

4  Hilehot Yesodey HaTorah 4.7-6.

5 Thomas Carlyle, “Sartor Resartus,” in Critical Theory Since Plafo, ed. Hazard
Adams (New York: Harcourt Brace Jovanovich, 1971), 532.
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connection”® All experience is potentially a “sign com-
munication”” “The Holy One, blessed be He, has many
messengers,” Vayikra Rabba informs us and proceeds to give ex-
amples from natural events — which, when viewed with the
inner eye, are messengers bearing letters from the King® In the
words of Mircea Eliade, “For religious man, nature is never only
‘natural’; it is always fraught with a religious value”® And ac-
cording to Jacques Maritain, for the poetic spirit “[every) object
is significant of something else than itself[,]... is a sign at the

same time as it is an object.... Some sense animates it and
makes it say more than it is.... Art always supposes a moment
of contemplation of a sense animating form ..., Poetry is the

spirit which ... in and through the density of experlence, seizes
the secret meaning of things and of itself*1°

“The spirit seizes the secret of itself” — for the metaphoric eye
sees its universal inner self reflected in the particular external
forms it apprehends. The metaphoric-dreamer sees an identity or
connection between himself and whatever he encounters. Pet-
sonal associations, memories, and hopes are aroused."! In the
veins of the leaf I see the blue branches of my own hand. In the
story of Jacob’s struggle with the angel, I read about my own
personal struggles and the struggles of Everyman. And in the
ritual eating of unleavened bread I taste my own incompleteness
and striving for renewal of that which has turned sour in me. For
the metaphoric imagination “the world [possesses] a quality of
transparency”’? Behind every tree there are messenger-angels,

6 Martin Buber, “Myth in Judaism,” in On Judadsm by Mariin Buber, ed. Nahum
Glatzer (New York: Schocken Books, 1967), 97.

7 See Martin Buber, “Dialogue,” in Between Man and Man (New York: Macmillan,
1985),

8  Leviticus Rabbah 22:3,

9 Mircea Eliade, The Sacred and the Profane (New York: Harcourt, Brace and
World, 1969), 116.

10 Jacques Maritain, “Concerning Poetic Knowledge,” in Aesthefics Today, ed.
Morris Philipson (New Yori: World Publishing Company, 1081), 238, 240.

11 Ses Gaston Bachelard, The Poetics of Reverie: Childhood, Language, and the
Cosmos (Boston: Beacon Press, 1971).

12 Eliade, The Sacred and the Profene, 116-117, See also Johan Huizinga's historical

study of symbolic consciousness, in The Waning of the Middle Ages (New York:
Doubleday Anchor, 1981).
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like dreams waiting to be interpreted, like letters waiting to be
opened.

What letters of correspondence do natural disasters, such as a
flood for example, deliver to the metaphoric imaglnation? Natur-
al disorder evokes the threat of existential and moral chaos. The
story of Noah depicts the flood waters reaching the top of the
mountains and covering them. In other words, the heavenly
storehouses of water and the floodwaters covering the earth
meet, feturning the world to primordial chaos. This meeting is in
contrast to the waters’ separation — as well as the many other
divisions — accomplished by the creative divine will at the Be-
ginning. Failing to honor and imitate that will, the men of
Noal’s time plunged their society into confusion and chaos -
where there is no moral distinction-making, indeed, no distinc-
tion making of any kind.l* Thus, rather than sending out expedi-
tions in search of Noal's ark, we should be searching for the
forces of social and moral irresponsibility, injustice, violence, and
nihilism that threaten us, and seeking ways to combat them. As
in the Rabbis’ discussions of Noah,* we should be secking to
define the righteous man who cares for the world — so we can
send out an expedition to search for him within ourselves.

Should we teach the biblical Creation drama as a primitive
cosmography? Or launch instruments into outer space to seek
out the source of that biblical light which preceded the sun?
This is a problem only when a literal-minded, material, objec-
tivist, historical, scientific interpretation is applied. A figurative-
minded, literary, artistic, existentialist, value-oriented approach
leads to a different kind of reading.

“Rabbi Shimon ben Yehotzadak said to Rabbi Shmuel bar
Nachman: Because 1 have heard you are a master of aggadah,
perhaps you can tell me. where did the light come from? He said

13 On the symbolic significance of chaos and distinction-making, see Robert
Alter, “A New Theory of Kashrut,” Commentary, August 1979; and Ruth Fred-
man, “An Ordered Universe,” The Passover Seder (Philadelphia: University of
Pennsylvania, 1981).

14 See commentaries on Genesis 6:9, and midrashim, a good source for which is
Louis Ginzberg’s The Legends of the Jews (Philadelphia: Jewish Publication So-
ciety of America, 1909).
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to him: This is to teach that the Holy One, blessed be He,
wrapped Himself in His prayer shawl and the splendor of His
beauty shone from one end of the universe to the other”!® Rabbi
Shmuel bar Nachman, master of metaphor, must have smiled
when he gave this reply to Rabbi Shimon ben Yehotzadak,
representative of literal-mindedness. For he knew it could be
understood only metaphorically -~ Rabbi Shimon’s very problem!

While the question “how™ is what interests the scientific cons-
ciousness, the poetic imagination is engaged by the questions
“who” and “why” Not questions of process, but of purpose and
personality® We ate not dealing with physical light here, so
much as with metaphoric light -— or, more accurately, so much as
with the dialectic relationship between the values physical light
evokes in the metaphoric imagination and the values with which
the metaphoric imagination informs physical light”” The light of
meaning, understanding, renewal, holiness, beauty, is the conse-
quence of a world in whieh God is present, though wrapped in
mystery.’® Why the child’s need for a small night-light? Not in
order to see, but in order to feel that the darkness of fear, insecue
rity, disorder, meaninglessness and chaos does not win out. The
night-light offers emotional and existential assurance and hope.
The basic order, trustworthiness and meaningfulness of life is
affirmed.l?

15 Genesis Rabbah 3:4.

18 See H. and H.A. Frankfort, “Myth and Reality” in The Intelleciual Adventure of
Ancient Man (also issued by Penguin under the title Before Philosophy, without
William Irwin's eseay on the Hebrews) (Chicago: Chicago University Press,
1646) and Emil Fackenheim, Pathe to Jewish Belief (New York: Behrman House,
1960), 43-50.

17 See Ernst Cassirer’s comment on the “reciprocal reflection” between objective
and subjective, in the mythic imagination and his discussion of the “mythical
concept of light” in The Philosophy of Symbolic Forms: Mythical Thought (New
Haven: Yale University Press, 1955), 11, 94104 and Jean-Jacques Roussean’s
diecussion of his young pupil Emile’s failure to be as moved by sunrise as his
teacher is because “the splendour of nature lives in man’s heart; to be seen, it
must be felt.” in Emile (London: Dent and Sons, 1974), 131.

18 Note the Kotzker Rebbe's teaching that “God is wherever man lets Him in.? See
Martin Buber, Or HaGanuz: Sippurei Hassidim (The Hidden Light: Tales of the
Hassidim} (Jerusalem: Schocken Books, 1979}, 433.

19 See Poter Berger, A Rumor of Angels: Modern Sociely and the Rediscovery of the
Supernatural (New York: Doubleday and Company, 1969), 54--55.
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The Desacralized World as Object

All this stands in sharpest contradiction to the prevailing
modern consciousness for which there is no messenger, and if
there were, he could “never, never cleave a way from himself
through the throng? as Kafka put it?° Roland Barthes has ob-
served that, together with the mctaphoric impulse, “religion has
been washed away only to replace it with man and his empire of
things. Where once . . . presided . .. angels, man stands now, his
feet upon the thousand objects of everyday life, triumphantly sur-
rounded by his functions”?! Personal and spiritual values are ban-
ished, leaving what Barthes has called “the world as object”??

In this desacralized worldview nature does not speak to man.
Man does not find his spiritual reflection, home, or challenge in
nature, rather, “the forces of Nature are reduced to the rank of
objects and Creation is transformed into a facility”?* Manipula-
tion, utilization, “the concrete itself [and the] countable” are of
sole importance.?* Finally, this functionalism is applied to men.
They too become mere objects to be utilized and subdued by
other men — and by machines,?’

In the surface-oriented view of the world as object, reality is
one-dimensional, 26 experience only “sensate” — “empirical, this

20 Franz Kafka, Parables and Paradozes, Bilingual Edition (New York: Schocksn
Books, 1961), 1216,

21 Roland Barthes, “T'he World as Objsct” in Barthes: Selected Writings, editsd and
with an introduction by Susan Sontag (Great Britain: Jonathan Cape Lid,
1982), 62-63.

92 Ibid. Since we know today that all perception involvas active meaning-
construction through mstaphors or modele brought to experiencs, “the world
as object” is also the result of metaphoric thinking. And ae for scisnce, it
actually entails the seeing of invisibls realities beyond the immediate and
surface parception, and involvss subjsctivity, parsonal values, and conscisnce.
But the principal concern of science is ths physical world and its use by man.
In contrast, ths thruat of the metaphoric consciousnsss explored In the present
paper has to do with spiritual, ssthetic and ethical values. What ig deacribad
here as the attitude of the “world as object” is the prevailing conception of
this idea, not ths humanistic scientific ons presented by Michael Polany in
Pessonal Knowledge (Chicago: Chicago University Press, 1958).

23 Ibid., 63,

24 Ibid, 67,

26 Ibid.

26 See Herbsrt Marcuse, One Dimensional Man (Boston: Beacon Press, 1064).
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worldly, secular..... pragmatic, utilitarian..... epicurean or
hedonistic, and the like®?” It is a neutral and impersonal world.
The planetary spheres not only do not make music, but the
heavens declare nothing. They, like Bilaam’s donkey, are dumb.
There are neither scales of justice nor scorpions in the stars.
There are no candelabra in our trees and no trees in our cande-
labra. Modern consciousness, devoid of symbols of depth, has
been described by Carl Jung as rootless.?® While the world as
metaphor possesses “a quality of transparency” revealing
significance,?® the world as object is opaque. Not opening onto
anything other than itself, it becomes ultimately claustrophobic
and suffocating. J D. Salinger’s heroes feel faint and thirsty in
this closed room without windows3® And movie-goers flock to
see extraterrestrial visitors and intimate that there is meaning
beyond the material clutter of our split-level convenience domi-
ciles,

In this Dickensian world of “Facts, Facts, Facts” there is no
room for the imagination, the personal;, for memory, feeling and
conscience.! No place for poetry. Alexis de Tocqueville defined
the poetic imagination as “the search for the ideal” for that
which is not actual, and for connections between “things actual
but not found together” “The poet’s function is not to portray
reality {as it is], but to beautify it and offer the mind some loftier
image” But this function, de Tocqueville observed, is antithetical
to the orientation of modern democratic societies (and, we
should add, modern non democratic as well), for in the world-
view of these social systems “the soul’s chief effort goes... to
conceive what may be useful and to portray what is actual”*?

27 Berger, Rumor of Angels, 1.

28 Quoted by David Bidney, Theoretical Anthropology (New York: Schocken Books,
1967), 321

26 Eliade, Sacred and Profane, 116--117.

30 1D. Salinger, The Catlcher in the Rye (New York: Bantam, 1945) and Franny and

' Zooey (New York: Bantam, 1956).

31 Charles Dickens, Hard T¥mes (Harmondsworth: Penguin, 1869). Of course, there
are different kinds of facts and truth, and the type of facts science is con-
cerned with are different from those of poetry, and therefore do not necesaapi-
ly contradict the former. However, when either one monopolizes coneciousnesa
and experience there is a problem,

32 Alexis de Tocqueville, Democracy in America (New York: Doubleday, 108¢), 483,
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In his essay on “The Prejudices of Youth” Buber argues that it
is not God who is dead, but our images of Him. But apart from
the need for “a more genuine and more just image” — one which
could open a new path to “the real God whose reality man could
never shake with any of these images)’ or lack thereof — an even
greater crisis may be the death of the imagination itself3 As
Rilke put it: “The experiences that are called ‘apparitions; the
whole so-called ‘spirit-world’ ... have through our daily defen-
siveness been so entirely pushed out of life that the senses with
which we might have been able to grasp them have atrophied. To
say nothing of God?3

Consequences of Literal-mindedness for Jewish Education

Given this backdrop it is easy to understand why our students —
and teachers and parents — find no meaning in the expressions,
forms, and practices of thc Jewish tradition. The terms and
descriptions for the divine and eternal, the narratives and mira-
cles of the Bible and Midrash, and the rituvals and laws of the
tradition, are seen only as empty vessels that bear no messages,
at least not of present significance. Indeed, for the typical
modern consciousness all phenomena and experience — wheth-
er the events of nature or the cultural technologies of speech,
 writing, and electronic media; whether educational methods, ox
architecture and interior design -— are seen as neutral forms of
conveyance or facilitation, not as in and of themselves “silent
teachers” of messages and values. Plastic and wood, for example,
are seen to serve functions more or less efficiently and economi-
cally. There is, howeves, no awareness of the existential and even
political values they convey® The modern mind dwells in a
world bereft of concept. Given such literal-minded pesrception
how can there be any appreciation of religious categories of ex-
perience and expression?

33 Martin Buber, Jorasl and the World (New York: Schocken Bocks, 1948).

34 Rainer Maria Rilke, Letiers fo a Young Poet, trann. Stephen Mitchell (New York:
Random House, 1084), 89.

36 See Roland Barthes, “Plastic,” in Mythologies (New York: Hill and Wang, 1973).
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Maimonides and Metaphor

Consonant with what he saw as the defining quality of man’s
divine likeness, Maimonides understood metaphor as the inner
or hidden meaning — having to do with the ultimate metaphysi-
cal questions -— suggested by way of analogy or parable through
external ordinary sense.?® He considered a proper understanding
of symbolic thought and language essential to a correct
knowledge of religious language and life. “Know that the key to
understanding everything the prophets said, peace be upon
them, and the knowledge of its truth, is the understanding of the
metaphors and their concerns and the explication of their
language ... for through metaphor you discern the words of
Torah?” And in another passage of the Guide: “[concerning] the
imagining of realities that God has not brought into being, the
disbelief in the fundamentals of religion, the holding of faulty
opinions about God and the view that the words of the prophets
are false, the whole trouble that has brought this about is the
neglect of that about which we have been commenting [namely,
a proper understanding of metaphoric language]’3

‘This sensitivity concerning the relationship between the exter-
nal sense of a biblical (or midrashic) passage and its inner mean-
ing is applied to the commandments, as well. Alongside the
question of metaphoric language stands the challenge of meta-
phoric action embodjed in the commandments, or iaamei
ha-mitzvot (reasons for the commandments), as the two great
pillars of Maimonides’ work. According to Isadore Twersky,
“Maimonides tried to bring about the unity of practice and cons
cept, external observance and inner meaning, visible action and
invisible experience, law and philosophy”® Thus, religious

36 On man’s divine likeness, see notes 4 and b above. On metaphor, see
Maimonides, Introduction, Guide fo the Perplezed and Commentary to Perek
Helek, Chapter 10 of Sanhedrin.

37 Maimenides, Introduction, Guide do the Perplezed.

38 Maimonides, Guide to the Perplered, part 2, ch. 47,

39 Isadore Twersky, Introduction to A Mafmonides Reader, ed. Twersky (New York:
Behrman House, 1972), 18-19. See also Professor Twersky's Introduction o the
Code of Maimonides (Mishneh Torah) (New Haven: Yale University Presa, 1980),
Ch. 1,6 and 7.
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behaviorism was held by Maimonides to be distant from genuine
religion, if not antithetical to it. “What is essential is nothing
else than that one tries to elevate his soul toward God through
the Torah ... achieving what pertains to the ennoblement of
man .... All this cannot be secured by fasting, praying, and
lamentation if knowledge and true faith are absent, because in
such behavior God can be near to the mouth but far from the
heart”® And again: “As for someone who thinks and frequently
mentions God, without knowledge, following a mere imagining or
following a belief adopted because of reliance on the authority of
somebody else, he is to my mind outside the king’s palace and far
away from it and does not in true reality mention or think about
God?¥

Concerning this emphasis on symbolic significance and the
inner life, both in religious language and in ritual action,
Maimonides is representative of a variety of approaches at work
in the orchards of aggadah, philosophy and kabbalah. Their
differences notwithstanding, ultimately all three enterprises meet
in their common concern with symbolism and their “common
goal” of spirituality.*?

The Questions of Apologetics
and the Challenge of Cultural Interplay

The concerns and methods of all three fields — aggadah,
kabbalah, and Jewish philosophy — are frequently charged with
the sin of apologetics, a charge that can be made against the
endeavor of this whole paper. I am always puzzled by this con-
cetn, by precisely what it views as inadmissible and why. As for
myself, I see no cause for dismay if we open up approaches to
religious tradition by suggesting its confluence with valued ex-
periences and ideas formally external to it; if we find common
ground between Aristotle and the Jewish tradition, when this
results from an honest encountet, ldentification of such points of

40 From Maimonides’ letter to Hasdai Ha-Levi, in Twersky, A Maimonides Reader.

41 Maimonides, Guide to the Perplezed, part 3, Ch. 51

42 See Isadore Twersky, Preface, Studies in Jewish Law and Philosophy (New York:
Ktay, 1982) and Rabad of Posguieres: A Twelfth Century Talmudiol (Philadelphia:
Jewish Publication Society, 1980), 258--259.
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cross-cultural contact should rather be seen as occasions for reli-
gious celebrations, for they indicate that all human wisdom
derives from the same source — that what we see at work is the
common “mind that God gave us” all.¥

Professor Twersky writes that Maimonides’ “pervasive and in-
dispensable” commitment to “the natural integration” of Torah
and philosophy was “without any trace of self-consciousness
or tinge of defensiveness . ... Philosophy is by nature universal.
Hence Maimonides ..... need not be uncomfortable or apo-
logetic”** Saadya Gaon observed that since all language poten-
tially has a conventional meaning as well as a metaphoric one,
and since “the Torah was given in one of the languages,” there-
fore one must know when to interpret the Torah in accordance
with its metaphoric meaning* The medieval philosophers saw
no need for defensiveness in their understanding of the Torah
according to human categories of language and meaning.
Maimonides reasoned: “The style of riddle and parable . .. is the
method of truly great thinkers and since the words of the sages
(and of the prophets) all deal with supernatural matters which
are ultimate, they must be expressed in riddles and analogies?%6
Therefore, the more we know about the universal human method
of metaphor the better will we be able to appreciate the Torah’s
metaphoric language.

“The interplay of Jewish and general philosophy” — whether
the latter was ancient Near Eastern religions, Aristotle, the
Kalam, Gnosticism, or Existentialist, — has always provided fer=
tile ground for Jewish creativity and renewal*’ The present pa-
per attempts such an interplay, “convinced” as Professor Twer-
sky puts it, “of the interrelatedness and complementarity —
indeed the essential identity — of divine and human wisdom, of
religion and culture’*® The reciprocal illuminations this paper

43 See Hilchot Teshuva 5.4.

44 Twersky, Code of Maimonides, 8788, 407499,

45 MiPerushey Rabeynu Saadya Gaon al HaTorah, comp. and trans. with notes
Yosef Kapach {Jerusalem: Mosad HaRav Kook, 1963), 162.

48 From Perek Helek in Tweraky, A Maimonides Reader, 409,

47 Bee Isadore Twersky, Foreword to Harry Austryn Wolfson, Repercuseions of the
Kalam in Jewish Philosophy (Cambridge: Harvard University Press, 1979) and
Cynthia Ouzick, “Bialik’s Hint,? Commentary, February 1983

48 Twersky, Introduction, A Maimonides Reader, 25.
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tries to generate between voices from different backgrounds and
disciplines, as well as between Jewish and general perspectives,
is more than a method. It reflects the very metaphoric activity
belng addressed, for it represents a search for hidden connectlons
and identities, for points of contact between traditional forms
and ongoing life.

The Exile of Symbols from Life

In Art as Experience, John Dewey discusses how art and religion
have been separated from all meaning, relegated to museum
pedestals far removed from life. “By common consent the
Parthenon is a great work of art. Yet it has esthetic standing only
as the work becomes an experience for a human being”% In The
Child and the Curriculum, Dcwey also addresses the gap between
symbol and experience: “The symbol really symbolizes - when
it sums up in shorthand actual experience.... A symbol which
is induced from without, which has not been led up to... is, as
we say, a bare or mere symbol; it is dead and barren.... It is not
a reality, but just the sign of a reality which might be experi-
enced if certain conditions were fulfilled”*® The similarity in
title between Abraham Maslow’s Religion, Values and Peak-
Experiences and Dewey’s Art as Experience is instructive. Maslow
observes, “Rituals, ceremonies, words, and formulae may touch
some, but they do not touch many [when the legitimizing force of
religious community is lacking] unless their meanings have been
deeply understood and experienced. Clearly the aim of educa-
tors in this realm must be phrased in terms of [the coordination
of these inherited public forms with] inner, subjective experi-
ences in each individual”! Here the descriptive work of the
psychologist of religion meets the programmatic concern of the
religious philosopher or mystic. Rousseau, who in his Emile calls
for the interrelationship between psychology and philosophy, and
between practice and reason, also calls for the unity of sign and

49 John Dewey, Arf a8 Ezperience (New York: Capricorn Books, 1934), 4.

50 John Dewey, The Child and the Curriculum (University of Chicago Press, 1902),
24-36.

51 Abraham Maslow, Religions: Values and Peak-Ezperiences (New York: Viking
Press, 1970), 79.
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signified: “Symbols are of no value without the idea of the things
symbolized. Yet the education of the child is confined to those
symbols, while no one ever succeeds in making him understand
the thing signified”32

Peter Berger identifies this negation of the signified, what is
essentially a “denial of metaphysicsf,]... with the triumph of
triviality . .. [and with] a shrinkage in the scope of human ex-
perience [which] constitutes a profound impoverishment”s® If
education involves the expansion of the human spirit through the
broadening of experience, then this shrinkage should concern all
educators, religious educators not least among them.

Three Functions of Metaphor

Three major potential values or functions of metaphor which en-
rich, if not define, the human spirit, can be identified: its mean-
ing functiomn, its bridging function, and its liberating function. All
three are vital and profound sources for the ongoing process at
the construction of healthy Jewish-human identity, as I conceive
it. For all their positive values, however, these activities of the
metaphoric consciousness also pose certain serious questions and
dangers concerning this very identity construction which must
also be addressed.

Metaphor’s Meaning Function

We have seen that for mythopoetic man the world is a “crucible
of meaning”** His relationship to the world can be described as

B2 Rousscauw, Bmile, 73-74.

53 Berger, Rumor of Angels, 75, See also Harvey Cox, The Feast of Fools: A Theo-
logical Eseay on Festivity and Fanlasy (New York: Harper and Row, 1969), 14
“The religious man is one who grasps his own life within a larger historical and
cosinic setbing., He sees himself as part of a greater whole, a longer story in
which he plays a part. Song, ritual and vision link a man to this story. They
lhelp him place himself somewhere between Eden and the Kingdom of God;
they give him a past and a future. But without real festive occasions and
without the nurture of fantasy man's spirit as well as his psyche shrinks. He
becomes something less than man.... This may account in part for the
malaise and tedium of our time.”

54 Roland Barthes, cited by Jonathan Culler, Barthes (Great Britain: Fontana
Paperbacks, 1983), 110.
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one of love, for he is like Roland Barthes’ lover who, in contrast
to Barthes’ empirical man, “lives in a universe of signs: nothing
involving the beloved is without meaning” “He creates meaning
everywhere”’ For Carlyle this symbolic universe ultimately
opens on to a mystic vision: “Man ... everywhere finds himself
encompassed with symbols . ... The universe is but one vast
symbol of God; nay if thou wilt have it , what is man himself but
a symbol of God; is not all that he does symbolical?”%

Many have commented on the profound human drive and need
for meaning and transcendence which such a metaphoric imagi-
nation fulfills. When realized, the meaning function of metaphor
is a strong “commitment-building mechanism”’ vis-a-vis the
community and culture in which it operates, and it has an impot-
tant role in building and sustaining commitment to life, as studies
of anomie and suicide by Durkheim and others demonstrate.

Another potential effect of the meaning function of metaphor
involves the experience of transcendence per se. Feeling part of
a meaning larger than himself can imbue man with a sense of
humility and respect toward the world — a sense of interrelated-
ness with all people, all life, with the entire planet. But transcen-
dence can evoke a sense of exclusivist superiority and domina-
tion just as readily as it can inspire universalist sentiments of
humility and respect. Myth, metaphor, and meaning — like all
coniplex forms and systems — possess opposing potentialities:
the deepest sources of beauty and good exist alongside the most
powerful forces of distortion and darkness.

The Problem of Critical Distanee

Seeing spiritual meaning behind every tree can also lead to the
delusive experience of “The Pagan Rabbi” of Cynthia Ozick’s

66 Jbid.

56 Carlyle, Sarior Resarius, 533,

57 Rosabeth Moss Kantern, Commitment and Commaunity (Cambridge. Harvard
University Press, 1072).

58 See Donald Oliver, Education and Community (Berkeley: McCutchan, 1876).
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story,’® as well as to the immorality and self-defeatism of apo-

calyptic messianism. My comparative phenomenological depic-

tion of the mythopoetic and modern world-orientation is present-
ed in terms of ideal types — the fully sacralized world compared
to the fully desacralized. But actually each mode of conscious-

" ness contains strengths and weaknesses. The fully sacralized “at-
titude toward persons and things” entails an intense “emotional
involvement?” while in the desacralized outlook “there is the ra-
tionalization of thought. .. imply[ing] both a cognitive attitude
relatively free of emotion, and the use of logic rather than an
emotional symbolism to organize thought”®® The intense em-
pathetic participation that characterizes the mythopoetic attitude
can limit, if not cancel, the possibility of relatively free human
judgement and responsibility connected with self-reflective and
self-regulating rational, critical thought.

Critical thinking and responsibility are only possible when the
spirits, angels, and God withdraw, at least to some degree, from
the world. Thus, the divine act of fzimtzum (contraction and
withdrawal), described by the Lurianic kabbalah — the partial
self-exile of the divine presence — is an act of divine love for
man, because it grants him his maturity, the possibility of genuine
spirituality through self awareness, freedom, searching and wres-
tling.

Seeing meaning everywhere and in everything can preclude
the possibility of dialogic encounter and clear-sighted analysis.
There is a danger of merely reading into the forms and phenome-
na of nature and culture meanings that have no basis and reso-
nance in the reality of the “notI”® that is encountered.®* There
69 1In Jewish Short Stories, edited by Emanuel Litvinoff (Harmondsworth. Penguin,

1979). Also in Gates to the New City, ed. Howard Schwarts, with sensitive note

by Schwartz (New York: Avon, 1983) and Cynthia OQzick, The Pagan Rabbi and

Other Stories (New York: Alfred Knopf, Inc,, 1966). On the dangers of messian-

ism, see David Biale, Gershom Scholem: Kabbalah and Counter-History (Cam-

bridge: Harvard University Press, 1982).

60 Thomas O'Dea, Sociology of Religion (Prentice Hall, 1966), 81.

61 Carl Frankenstein suggests that Buber’s other encounters in the 1-You relation-
ship be termed the “not-1.” See Frankenstein's Keynut V'Shivayon (Sincerity and
Equality: Thoughts of a Philosopher and an Educator) (Hebrew) (Israel: Sifri-
yat Ha-Poalim, 1977).

82 See Culler, Pariners, 112, on the problematics of this kind of “obsessive” and
“sentimental” interpreting perception.
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is something positive in the modern secular consciousness which,

unlike Ozick’s Pagan Rabbi, sees the world as object; a cons-

ciousness which “declarels] . .. that we live among Things”®*®

Maimonides’ notion of divine providence or involvement in the
world — the laws of nature themselves; the body’s self-
sufficiency;, and man’s free will and potential spiritual powers —
is of such crucial importance to this religious philosopher be-
cause of its impligations for human freedom and responsibility,
and because only in God’s distance is genuine love of Him
possible.® For love is not dependent on anything, but is reached
freely only on account of its being true and beautiful5® If God
intervened directly from behind every tree, then the love of God
would be impossible, for fear of punishment and the desire for
reward might motivate us.% True spirituality, then, can only come
with a significant degree of distance and alienation. Not mean-
ing everywhere and always, but also the lack of meaning, is a
prerequisite for genuine spirituality.’” Critical distance and scep-

63 Osick, Jewish Short Stories, 203,

684 See Hilchot Teshuvah, b.

65 Hilchot Teshuvah 10:2. Note how “Torah and commandments” is accompanied
by “the ways of philosophy.”

66 See Guide to the Ferplezed, part 3, Chs. 23, 53 and 64 And Isaiah Leibowits,
“Din-Hashgachah-Hasogah-Ahavah”  {Justice-Providence-Attainment-Love) in
Emunah, Hisloriah Vidrachim (Faith, History, and Values) (Jerusalem: Aka-
demon, 1981).

67 Roland Barthes, Empires of Sipns (New York: Hill and Wang, 1982) celebrates a
claimed absence or minimizing of hidden transcendental meaning in Japanese
culture. Barthes’ concern with the dangers of “occultation” or “mystiflcation”
goes o the heart of my argument for limiting the scope of metaphor. The
perception of sacred or metaphysical hidden meaning in all things means es-
tablishing a link between cause and effect, Destiny and men, God and creature
“which precludes man’s capacity to reason and to act freely” (p. 62). This view
dangerously idealizes all personal and historical events to a realm beyond
rational-critical consideration and open-ended problem solving. In contrast,
the “exemption of meaning” means “no more metaphor, no more fate... man
no longer puppet in the divinity’s hands” (p. 62). Maimonides’ Shemonah Perak-
im emphatically opposes those who would hold that “the Divine will is in every-
thing .... We do not believe this” (Chapter 8). The Divine will determines the
natural order, which includes man’s free will and his intellectual and spiritual
potential. The specific occurrsnces within ths natural order and within the
scope of human action have, however, no metaphysical strings of causs and
effect.
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ticism are also part of the religious spirit exposed by Ozick:

“Sheindel, for a woman so pious you're a great sceptic”
“An atheist’s statement,” she rejoined. “The more piety, the
more scepticism, A religious man comprehends this, Su-
perfluity, excess of custom, and superstition would climb
like a choking vine on the fence of the Law if scepticism
did not continually hack them away to make freedom for
purity?’s®

The Need to Combine Sacred and Secular

We have already seen Maimonides in his simultaneous role as
rationalist and spiritualist. Though usually categorized as
representative of the pure ideal category of philosopher, there are
passages throughout his works that are nothing but mystical, if
we are speaking in terms of ideal types.® Major portions of
chapter 52 in part 3 of the Guide are striking examples that
Heschel has highlighted.” Hilchot Yesodel HaTorah is another:

God does not recognize the creatures and know them be-
cause of the creatures, as we know them, but rather be-
cause of Himself does He know them, Knowing Himself,
He knows everything, for everything is attached to Him, in
His Being?"

But this does not mean that Maimonides was a mystic, nor that
someone else introduced these passages into the work of the phi-
losopher. Maimonides was at once philosopher and mystic, scep-

68 Oeick, Jeunsh Short Stories, 268,

6% Professor Twersky suggests that we “avoid artificial reductioniem; seeing
Maimonides either as Talmudist or as philosopher. Students of halakhah disen-
gage Maimonides the codifier from the Moreh while students of philosophy
belitble or ignore the Mishneh Torah and the central position of the law., Both
forms of this dichotomy are distortions, for a major part of Maimonides’
achievement, and his historical significance, is the integration of both. Conse-
quently, only an integrated-holistic approach, encompassing the Maimonidean
ceuyre in its totaliby, without blurring its diversity and tension, will be pro-
ductive,” Code of Maimonides, 96.

70 Abraham Joshua Heachel, Maimonides (New York: Farrar, Straus, Giroux, 1982),
ch. 2B.

71 Hilchot Yesodey HaTorah 2:10.
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tical rationalist and religious pietist, critical scientist and vision-
ary poet.”?

It can even be said that Maimonides’ view of religion simul=
taneously embraces secular and sacred attitudes, Harvey Cox,
Peter Berger, and Henry Frankiort have all suggested that the
roots of secularization or philosophy — which they identify with
a demythologized and desacralized worldview — are to be locat-
ed in the religion of biblical Israel which combines both mythol-

ogy and philosophy in a dialectic tension of checks and
balances.”

The Dialogic Process of Apprehending Meaning

We may have been visited by spiritual guests who while here
touched everything, thereby infusing our wine and bread and
candles with divine sparks. But just how to release these sparks
and what they mean is not a simple matter. As already suggest-
ed, all forms and phenomena reflect opposing potentialities from
which the beholder who meets them chooses. David Bidney,
theoretician of anthropology, has observed, “[symbols of depth]
lend themselves to a variety of ... interpretation[s], and their
greatness lies precisely in their prolific suggestiveness for the
creative imagination of the sensitive artist .... There is no sin-
gle ... interpretation of a given [symbolic form] ... which is
necessarily the correct one.... Thus... what one finds in
[symbolic forms] ... depends upon the content of the mind one
brings to it . ... The nature and degree of truth found... will

72 “The nobility of philosophic religion (Zorah-hokhma), in which rationalism and
piety are natural companions ... is emphaslzed,” Twersky, Code of Maimonidees,
513. See also Rabbi Soloveitchik, Halakhic Man (Philadelphia'. Jewish Publlca-
tion Society, 1983), which opens: “Halakhic man reflects two opposing selves;
two disparate images are embodled within hls soul and spirit. On the one hand
he is as far removed from homo religiosus as east is from west and is identical,
in many respects, to prosaic, cognitive man; on the other hand he is a man of
God, possessor of an ontological approach that is devoted to God and of =
world view saturated with the radiance of the Divine presence.”

73 Harvey Cox, The Secular City (New York: Macmillan, 1985). Ch. 1 distinguighes
between secularization and seculariem; Peter Berger, The Sacved Canopy (New
York: Doubleday, 1967); Frankfort, Myth and Realsty.
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vary with ... the specific intuitive insight [and value system] of
its interpreters?” |

The active character of interpreting the meaning of symbolic
forms is well represented by the anecdote about the two men
who travel a long distance to see the original “Mona Lisa” in the
Louvre. Inspecting it from side to side, they finally exclaim to
each other, “What do you think?! So famous a painting and I
don’t see anything special! It’s not what they say it is!” Finally,
the museum guard standing nearby approaches them. “Excuse
me, gentlemen, but I couldn’t help overhearing you, and thus
must inform you of something. You are not judging the ‘Mona
Lisal The ‘Mona Lisa’ is judging you!” Rich and complex in
meaning, symbolic forms challenge their beholders to see what
values they bring to encounter with them. For in good part it is
through the looking glass of the beholder’s self that all phenome-
na and experiences speak.

Literal- and Figurative-mindedness

The investigation into taamei ha-mitzvot (reasons for the coms-
mandments) already reflects a certain distance from the symbol-
ic imagination, which makes possible critical consideration of the
meanings we wish to highlight and learn from the symbolic
forms we encounter. There is compelling evidence, as Bet-
telheim, Evans Pritchard, and Levi-Strauss suggest, that the cons-
ciousness of early man, like childhood perception, is able in a
certain way to distinguish between a symbol and what is

74 Bidney, Theoretical Anthropology, 301. Though Bidney takee the view that “the
great myths” {I have replaced thie poeeibly confueing phraee with “eymbolic
forme” aleo in order to extend ite meaning) were understood literally by their
originators, bub because of their artistic character later generations can inter-
pret them in different waye — a view I do not agree with — hie view of the
“prolific suggestiveneee” and interpretive process vie-a-vis the eymbolic forme
of early man remaing helpful and accurate, even if one underetande these
forme a8 inherently expreeeive of the kinds of existential, philoesphical mean-
ings Bidney would reserve for later generatione only.
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symbolized.”> In other words, it does not understand symbolic
forms literally without their inner meanings — an understanding
that would make them not symbolic forms at all. It is not a
matter of the allegorlzation of later generations of forms which
were understood literally by earlier ones.” Literal understanding
is a modern phenomenon.

The early consciousness of man, both historically and in the
individual life span, is not literal-minded, but figurative-minded.””
It intuitively and immediately grasps tbings in their figurative
meaning. Though this is accomplished in a largely unconscious
way, there are rare moments when it displays a conscious aware-
ness of the distinction between the symbol and what it symbol-
izes. If all this is granted, then it can also be said that the early
mind generally does not distinguish clearly between a symbol
and what it symbolizes, in the sense that its grasp of symbolic
meaning is largely unreflective. Another way to put this is that
for the early mind (as for the dream consciousness) the distance
between symbol and the consciousness that grasps it is narrow.
For the consciousness that combines within it botb modern and
mythopoetic attitudes, that weaves back and forth between them,
there is, then, a greater sense of distance between sign and signi-
fied, a distance which makes possible critical appraisal and
choice concerning the meaning that results from symbolic in-
terpretation, even as it allows for a metaphoric experience. This
critical distance and judgment is of great importance. For the
preservation of traditional forms may not be desirable if the rea-

75 See Bruno Bettelheim, The Uses of Enchaniment: The Meaning end Imporiance of
Fairy Tales (New York: Alfred Knopf, 1967); E. E. Evans-Pritchard, Nuer
Religion (New York and Oxford: Oxford University Press, 1968); Howard
Gardner, The Quest for Mind (New York: Random House, 1972), 137, “In The
Savage Mind [Levl-Strauss) seeks to Inter for all timea the [then] widely accept-
ed notion that primitives think in a childish way -~ with regard to totemism,
for example, that they literally believe they are animals or plants — that they
are incapable of conceptual thought or abstraction.” As Bettelheim and others
such as Gareth Matthews, Philosophy of the Young Child (Cambridge: Harvard
University Preas, 1080) suggest, literal-mindedness may not be “childish” ei-
ther.

78 Bidney, Theoretical Anthropology, Ch. 10 claims that it ie.

77 Susanne Langer, Philosophy in a New Key: A Study in the Symboliem of Reason,
Rite and Art {Cambridge: Harvard University Press, 1842). See Bidney's discus-
sion of Langer, Theorefical Anthropology.
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sons and meanings that they teach us — through the dialogic
encounter between their inherently rich suggestiveness and the
values we bring to them — are not beautiful and just.

The Uniranslatable Character of Form

Anocther question that arises concerning symbolic forms is why
they are needed at all once their meanings are understood. Here,
David Bidney’s observation that “there is no single Interpretation
of a given [symbolic form] which is necessarily the correct one”™®
already indicates a response. Form can never be successfully
reduced to a disembodied essence,” Dewey wrote, “Medium says
something that cannot be uttered as well or as completely in any
other tongue... The act itself is exactly what it is because of
kow it is done. In the act there is no distinction, but perfect
integration of manner and content, form and substance”®® “In
every true spiritual form of expression” Ernst Cassirer has writ-
ten in his Philosophy of Symbolic Forms, “the rigid limit between
the ‘inside’ and ‘outside’, the ‘subjective’ and the ‘objective’, does
not subsist as such but begins, as it were, to grow fluid. The
inward and outward do not stand side by side, each as a separate
province; each, rather, is reflected in the other, and only in this
reciprocal reflection does each disclose its own meaning”s!

At an inter-disciplinary conference on metaphor, one of the
participants suggested: “Interpretation can never come to rest.
What metaphor names may transcend human understanding so

78 Bidney, Theorstical Anthropology, 301.

79 “According to Claudio Naranjo, it is time for us to he ‘abandoning forms and
searching for the essence that animates them, an essence which often lies hid-
den in the forms themselves.! One might well agree that there are a great many -
forme we should indeed abandon., The problem remains, however, whethier one
can do away with forms entirely. What then would be left? Presumably that
‘essence.’ Yot this mysterious entity continues to elude philosophers and gurus,
along with more empirically minded investigators.” Edwin Schur, The Awarencos
Lrap: Self-Absorption Instead of Social Change (New York: MecGraw-Hill, 1978),
11-12. Tendencies in Christianity — in Protestantism, especially -— have also
nimed at the isolation of “pure inwardness” or essence from outer forms and
historical reality. See Gershom Scholem, The Messianic Idea in Judafsm (New
York: Schocken Books, 1971), 16.

80 Dawey, Art ar Ezperience, 100,

81 Cassirer, Symbolic Forms, 2:09.
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that our language cannot capture it .... All metaphor that is
more than an abbreviation for more proper speech gestures to-
wards what transcends language”®? And Abraham Joshua
Heschel writes that “Explanations for the mifzvot are like insights
of art criticism; the interpretation can never rival the creative
acts of the artist ... explanations are not substitutes?®

Roland Barthes has discussed this untranslatable character of
the poetic image which he calls “the third meaning?® He
describes it as “at once persistent and fleeting, smooth and
elusive?” as an “emergence” that “exceeds meaning;” that “carries
a certain emotion” which can only be apprehended by a “poeti-
cal’ grasp” that transcends language. Or as Kafka intimated:
parable creates a reality beyond any other kind of designation
and is ultimately incomprehensible; it ereates a reality that is far
from being “only in parable?’®

I suggest that this is how the Talmudic dictum 7 X8 RPn PR
Wwwe (“a biblical passage does not depart from its literal or ordi-
nary meaning”) should be understood: No biblical metaphor
departs from the resonances of the form in which it is
communicated.® Thus, going beyond what Barthes calls the eom-
municative or informational level of a poetic image to its “obvious
symbolic meaning” we are returned to its untranslatable or “third
meaning” which does not describe, but suggests, conveying a
mystery.5

Metaphor’s Bridging Function

Another function or activity of metaphor can be called bridging,
of which there are several types. Perhaps the most obvious is the

82 Karsten Harries, “Mstaphor and Transcsndsnce,” in On Metaphor, ed. Shsldon
Sacks (Chicago: University of Chicago Press, 1978), 72,82.

83 Abraham Joshua Heschel, Between God and Man, ed. Fritz Rothschild (New
York: The Frse Prsss, 1069), 183-184.

84 Holand Barthes, “The Third Meaning,” Selecied Writings.

86 Kafka, Parables and Paradozes, 11,

88 Shobbaf 83a. And sse the Anaf Yosef in Eyn Yahkov on this tsxt. The dictum
also appears in Yebamoth 11b and 24a,

87 Barthes, “The Third Meaning.” Ses also Abraham Joshua Heschel, God in Search
of Man (New York: Farrar, Straus and Giroux, 1933), 184-189.
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bridging of the known to the unknown, an activity of ladder-
raising between heaven and earth, related to the connection of
the external to the inner, and of the concrete and particular to
the general and abstract. “In the symbol the infinite is made to
blend itself with the finite, to stand visible and, as it were, attain-
able there?” wrote Catlyle.® Xbv 138 9278 ,TRR7 XD 17125 780K
oy (“I have told of Your manifestation, though I have not seen
You. I have compared You and named You, though I have not
known You?)® Metaphoric models make apprehension of the
unknown possible, This function of metaphor is also present in
contemporary physics, as in the sciences of all ages. Are there
molecules, atoms and neutrons, that in fact physically look and
act precisely like the models scientists construct of them? Or are
these rather successful “bridges thrown out to unknown shores”
— one of Jung’s definitions of a symbol?*®

Another type of bridging accomplished by metaphoric in-
terpretation is the narrowing of the gap between art and life,
between immediate experience and tradition, change and fixity,
individual and society.” This type is evident in Dewey’s concern
for the bridging between the child and the curriculum,’? Simon
Rawidowicz’s depiction of the dialogic process of textual in-
terpretation which “bridges the gap between the past and
present”?® and Michael Fishbane’s point of contact or meeting
between text and life.”

88 Carlyle, Sartor Resartus, 633, See also Rabbi Abraham Isaac Kook, Orot HaKo-
desh (Lights of Holiness) (Jerusalem: Mosad HaRav Kook}, 1962, part 1, ch. 3.

89 TFrom Shir HaKavod (Hymn of God's Manifestation), attributed to Rabbi Judah
of Regensburg.

90 On metaphor in science, see Bronowsky, Knowledge and Imagination and Vision-
ary Fye. On symbols, see “On the Relation of Analytical Psychology to Poe-
try,” in The Portable Jung, ed. Joseph Campbell (Harmondsworth: Penguin,
1976).

91 Richard Shift, “Art and Life: A Metaphoric Relationship,” in Sheldon Sacks, On
Metaphor,

92 Dewey, The Child and the Curriculum,

93 Simon Rawidowicz, “On Interpretation,” in Studies v Jewish Thought, ed. Nahum
Glatzer (Philadelphia: Jewish Publication Society of America, 1074).

94 Michael Fishbane, “Freedom and Belonging: A Personal Encounter with Judaic
Study,” in The New Jews, eds. James Sleeper and Alan Mintz (New York: Ran-
dom House, 1971).
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The bridging function of metaphor is the life-line of Jewish
continuity, for “those who inherit the civilization of the past must
live it in-their own day; hence there can be no separation
between education as Inherltance and education as
participation”®® When this intense “bonding” produced by the
activity of interpretation is accomplished, the symbolic form
comes alive in an experience of involvement.”® The poetic sym-
“bol, claims Northrop Frye, “tells you [not] what happened, but
what happens; not what did take plaee, but the kind of thing
that always does take place ... [It] gives you the typical, recur-
ring, or what Aristotle calls universal event?¥’

Thus, the miracle of Jonah is not having been saved by a big
fish and spit out of its stomach onto dry land — if we take the
story literally. These events are the external form and to believe
solely and literally in them has no value, unless the celebration of
the impossible and irrational is considered a value. But to believe
that man can be lost and distant from God and conscience, from
responsibility and compassion, and from true self and humanity;
that he can sink very low, find himself in an existential and spir-
itual storm from which there seems to be no salvation, and yet,
by a process of self-confrontation can emerge reborn, safely and
securely on dry land, having matured emotionally, morally, and
spiritually — is not that the most wonderful miracle, which bears
great present significance for the one who believes it? And do
not be astonished by this interpretation. For such readings of the
Jonah story, with its archetypal motifs of sea and storm and fish,
can be found in the midrash, and in the Zohar, in Ibn Ezra, and
in Rabbi Isaac ben Yedaiah’s thirteenth-century commentary on
the aggadah, not to mention modern commentators.®® I was once

95 Raiph Barton Perry, “Education and the Science of Education,” in Philosophy
of Education, ¢d. Israel Scheffler (Boston: Aliyn and Bacon, 1968), 18.

96 Wayne Booth, “Afterthoughts on Metaphor: Ten Literal ‘Theses’” in Sheldon
Sacks, On Metaphor,

97 Northrop Frye, The Bducated Imagination (Indiana University Press, 1964),
63--64,

98 Mare Saperstein, Decoding the Rabbis: A Thivieenth-Century Commentary on the
Aggadah (Cambridge: Harvard University Press, 1980), 53, 231-232; Ernst
Simon, “Flight from God ~— and Return,” Commentary, September 1953; Bet-
telheim, Usee of Enchantment, 53; Carl Jung, Man and His Symbols (New York:
Deil, 1964), 6061 and Erich Fromm, The Forgotten Language (New York: Grove
Press, 1961), 20-23.
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asked by a teacher if indeed I didn’t believe in “the original Cain
and Abel” I do not, I replied. But if I did, what would be signifi-
cant in that? I do believe in something much better and more
significant. I do believe in the eternal Cain and Abel.

The Crisis of Interpretation

Of course, there are problems in this bridging between the past
and present, between the tradition and the individual. There is
the problem of merely reading into the tradition, so that only the
present and the individual remain, as they were before the en-
counter, rather than developing an honest and subtle dialectic
between reading into and reading from, so that the traditional
form can speak and the interpreter is changed. And there is the
danger of metaphorizing or allegorizing away everything so that
only some supposed disembodied spirit or idea remains, a prob-
lem to which I have already made reference.®® While safety can
be found in avoiding these dangers by mere repetition or para-
phrase of that which we encounter, truth will not be found in
such an approach. As in the story of “The Beauty and the Beast”
what is true always involves dangers. Only by willingness to face
them do they themselves lead us to the true goal. In Chinese the
word for crisis is written by combining the character words for
“danger” and “opportunity.’’®® Symbolic forms are always in crisis
— there is always the chance that they will become empty forms
that cease to speak to people. The opportunity they offer for
bestowing meaning can only be achieved by accepting the
dangers inherent in that goal. The bravery, boldness — even
audacity — of on-going interpretation has been the life<force of
Judaism. The cowardly failure to interpret threatens its cone
tinuation.

The Liberation Function of Metaphor

The final value of metaphor I want to mention is its liberating
function, something of which de Tocgueville speaks in his under-

90 See also Louis Ginsberg, “Allegorical Interpretations of Scripture,” On Jewish
Law and Lore (New York: Jewish Publication Society, 1965).

100 Robert Kegan, The Evolving Self: Problems and Process in Human Development
(Cambridge. Harvard University Press, 1982) 62.
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standing of poetry which I discussed earlier on: “The poet’s
function is not to portray reality [as it is], but to beautify it and
offer the mind some loftier image”®! Herbert Marcuse has been
especially insightful about this aspect of the symbolic experience.
“The truth of art [or metaphor]) he claims, “lies in its power to
break the monopoly of established reality ... to define what is
real”%? In the poetic image there is an “interplay between affir-
mation and indictment”1% I both recognize myself in the poetic
image and am estranged from it, for it both supports and upsets,
inspires and challenges. Carrying us beyond the ordinary and
given reality, it “subverts” it by suggesting an alternative.'®*
Northrop Frye also sees the guiding “motive of metaphor” in this
way. Metaphor is concerned “with the wotld we construct, not
the world we see[,]... [with] the world we want to have, [not
with the world as it is].1%

While 1 agree this is a potential power of metaphor, it also
possesses the opposing potential to contribute to “social illusion
and delusion”6 Myth, meaning and metaphor can also validate
ot justify particular value systems. They can rationalize given
reality orientations and encourage wishful thinking. While the
metaphoric imagination’s “affirmation of the inwardness of sub-
jectivity [by which] the individual steps out of the network [of the
given reality]”%7 provides great potential for individual freedom
from the conforming forces of society and culture, and for social
and self-criticism, this “inwardness of subjectivity” can also lead
to “self-absorption” [or is it self-negation through mythic loss?]
instead of social change!%® “Soon the rose-perfume and -vision

101 See note 35 above.

102 Herbert Marcuse, The Aesthetic Dimension: Toward a Critigue of Marzist Aesthel-
fes (Boston: Beacon Press, 1978), 9.

103 Ibid,, 10.

104 Marcuse, The Aesthetic Dimension, 6 and Frye, Bducated Imagination, 148-151.

105 Frye, Educated Imagination, 23, 24, 36,

106 Bidney, Theoretical Anthropology, 325,

107 Marcuse, The Aesthetic Dimension, 4-5.

106 Edwin Schur, The Awareness Trap (New York: McGraw-Hill, 1976). On the prob-
lematics of mystic loss or immersion, see Martin Buber, I and Thou, trans.
Walter Kaufmann (New York: Charles Scribner’s Sons, 1970), 133-134 and
“What is Common to All,” The Knowledge of Man (New York: Harper and Row,
1965).
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threaten to keep me from ever leaving and attending to study
and prayer and work and deeds of kindness and love. So I close
my eyes and withdraw, leaving the Garden Temple of my back-
yard in small respectful steps”!®® Immersed in the other-reality of
the metaphoric imagination, one can escape responsibility for ot-
dinary reality, either by simply being saturated by the other-
worldly and thus psychically absent from the everyday, or by ra-
tionalizing the injustices of ordinary reality in the light of experi-
ences and concepts taken from the other “truer” one. Ozick
writes in “The Pagan Rabbi™ “Our ancestors ... would not have
abandoned their slavery in Egypt had they been taught [that
man can live freely in the inwardness of his spirit] They would
have said: ‘Let us stay, our bodies will remain enslaved in Egypt,
but our souls will wander at their pleasure in Zion”! Certainly
the awareness that inner freedom is of equal, if not ultimate,
importance, can provide the possibility and inspiration for physi-
cal and political freedom.! But it can also effect a withdrawal
from genuine social and moral responsibility in this world as it is.
The kind of critical awareness described earlier, that locates
man somewhere between the totally sacred and totally secular
world, would seem to be essential if the potentially liberating
function of metaphor is to be realized.

An encounter I had recently with some Israeli eleventh and
twelfth graders in a secular school may illustrate something of
what I have been trying to argue. They asked me: “Do you
believe in the stories and miracles of the Bible?” I asked them if
they enjoyed literature. If they ever tried to interpret any of their
own ot someone else’s dreams. If they had studied physics. Art?
No. None of these., Not especially. I spoke with them a little
about these different areas of human experience and expression,
as well as about some Israeli popular songs with poetic lyrics.
And I told them about Maimonides. “You really mean to ask me,
Do you believe in the stupid stories and miracles of the Bible?” I
said. “Or, in other words, you have meant to ask, Are you stupid?

109 Steven Copeland, "In My Backyard Garden,” The Mellon Journal, Winter 1982,
110 Ozick, Jewish Short Stories, 265.
111 See Robert Alter, “Milosz: Poetry and Politics,” Commentaery, April 1983.
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— Yes, I believe them, but according to the nature of their sym-
bolic language. One must interpret their meanings. And I can do
this at the same time as I do not believe in stupid things” “Do
you believe In God?” another asked. “If you mean, do I believe in
the Wizard of Oz, then the answer is no. But if you ask if I
believe in eternity, in the eternal caring spirit that can be dis-
cerned in the universe, then yes. The names we give God, even
the word ‘God’ itself, and the ways we describe Him, say very
little about Him, who is not a ‘him} But, like the physicist, only
through the known can we talk about and explore the unknown
that we have discerned” “Do you believe in the Oral Torah and
in the commandments?’ another asked. “If you mean, do I be-
lieve in Cecil B. DeMille’s movie of thunder and lightning and a
big voice from the sky, no. But, yes, I believe that our teacher
Moses was someone who attained as near to spiritual perfection
or awakening as a human being can. That means he was almost
constantly in touch with the eternity I just spoke about. He could
hear its commandments, for eternity commands commandments”
How to bridge between symbolic forms and life, how to release
the realities imprisoned in their thick shells must be a major
concern of Jewish education. The fine teacher who had invited
me to speak with his students concluded my meeting with them
by saying that in future classes they would study the symbolic
imagination in art and literature and dreams, as well as the phi-
losophy of religious experience. Because clearly without an ap-
preciation of symbolic language and the philosophy of spiritual
forms one could not understand the approach to religious Juda-
ism 1 was suggesting. “For it is not an empty thing to you, but

rather your very life”!

112 Tabnud Yerushalmi tractate Peah 1:1 and Sifre — and Rashi — interpret this
verse to mean that the Torah will be empty of present meaning if one does not
interpret it creatively. If it is empty, it is “because of you.”



PREPARING SCHOOLS
FOR CURRICULAR PROJECTS

(Abstract)

Oded E. Schremer

A key argument in this discussion is that schools must be deli-
berately ptepared and trained for curricular activities, irrespec-
tive of whether the teaching projects are planned internally or by
outside agencies (educational bureau or academic center).

This argument runs counter to an approach which claims that
no such special preparation is necessary, since schools — by
their very nature — are constantly involved in an ongoing pro-
cess of curricular improvement. Moreover, even when educators
and principals do express a desire for assistance, they are not
always genuinely open to constructive intervention; as a result,
many psychological and psycho-social difficulties emerge.

The study describes three traditional formats for developing
and introducing new curricula. In the first format, curriculum
planning is conceived as universal, and the special circumstances
of specific schools or communities are distegarded. On the basis
of a general image of the school, the curriculum teams list the
objectives and set general frameworks of educational philosophy.
They then design general cutlines for writing teaching units, ex-
periment with them in actual teaching situations, and finally car-
Iy out summative evalvation of some sort. The materials are then
offered to the schools.

This format is typically acceptable to school committee
members who find such an approach compatible with their busi-
ness experiences. These members tend to judge the quality of a

111
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curticulum by its popularity in other schools, rather than by its
suitability and potential in their own school. Principals and
teachers, however, are skeptical about this model, especially
when its implementatlon and use ate determined by external bo-
dies. Their reaction, very often, is best described as ‘resistance to
change! _

In the second format described, an external body develops a
curriculum which is sometimes adapted to the circumstances of a
particular school and sometimes adapts a general pattern to a
particular school. In both cases the planners are assisted by a
quasi anthropological study.

This model, too, presents difficulties. School personnel are
wary of ethnographic research, particularly that which the
school’s lay leadership often insist on calling “evaluation?
Although researchers claim that their goal is to gather informa-
tion, not to evaluate, and despite their repeated promises that
none of the information will be passed on to school authorities,
their very presence in classrooms creates tension and causes an
undesirable slowdown in the school routine. School committees
often fail to understand the difference between these two func-
tions, and can make this operation look very threatening for
school personnel

A third format described is “school-based curriculum develop-
ment” which is designed, generally, to respond to typical difficul-
ties created by the first two. In this format, teams of teachers
engage in curriculum development, enlisting guidance and ad-
vice from experts in the respective subject areas, one of which is
curriculum development.

One recommendation which can be deduced from this study is
the adoption of a new concept ~— “interference” ~— to replace
“implementation” or “realization”. Bthnographic research was
found to be indispensable. All the participants, however, have to
be favorably disposed towards it. The “interference” concept
assumes that the school, at all levels, promotes study of the vari-
ous personal implications of curricular change. In addition, it
assumes that school committees will need to have some
knowledge of how long it takes for an alternative curriculum to
develop, and of the kind of problems teachers may encounter as
a result of curricular change, and will have to gain some social-
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psychological understanding of change processes. Against this
baekground, the school leaderships are likely to withdraw their
demand for evaluation reports. The teachers, understanding the
aims and nature of ethnological studies, may consequently
cooperate, without fearing the resulis.

The discussion ends with a call to fund research on how curri-
culum change evolves in the Jewish schools. The knowledge
emerging from such research may increase the potential for the
success of functional curriculum development, which, in the final
analysis, is a major concern of Jewish educators today.



MODERN HERMENEUTICS
AND THE TEACHING OF PRAYER

(Abstract)

Shimon Oren

This article deals with methods of teaching the Siddur (the
prayer book) in Israel and the Diaspora, in light of modern Her-
meneutics. Thus far, teaching the Siddur has focused on fluent
reading and reading comprehension. It has not addressed the
main component of prayer — namely, man standing before God.
It has ignored the existential and philosophical changes brought
about by the technological revolution, and it has attributed no
importance to the “here and now” of the praying individual.

In the modern world, human initiative and responsibility have
been largely given over to machines and to the faceless larger
society. Pragmatic considerations are given priority over
humanistic-valuative ones. Personal and social security are deter-
mined by one’s ability to adapt to group norms. Man constantly
feels threatened, and he is afraid. All of these changes have
shaken the basis for the encounter between man and God
through prayer.

The article contends that a primary aim in teaching the Sid-
dur should be to incorporate the mental-psychological com-
ponent into the encounter between man and God. The basis for
this approach is Oren’s analysis of Heidegger, as adapted in the
work of Gadamcr, who points to the open-endedness of all texts.
Every personal ecxperience, he says, opens the text for renewed
interpretation. All readers — including those who pray — as-
similate their “here and now” and their insight into
reading/praying. Furthermore, they undergo an internal process
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of interaction between their actual life experiences and their in-
sights or reflections about these experiences.

Awareness of this dialectic process — which is a particularly
significant and complex part of prayer — must lead to new
methods of teaching prayer texts. Focus should be shifted from
the structure of the Siddur, and the texts of specific prayers, to
the praying individual.

Prayer is the life and soul of man standing before God. It
enables man to transcend the technological-scientific world,
which has robbed life of méaning. A new methodology for teach-
ing prayer is therefore essential.



CONTEMPORARY JEWRY
AS A CURRICULAR TOPIC
FOR JEWISH EDUCATION IN ISRAEL
AND THE DIASPORA:
A CONCEPTUAL APPROACH
AND A COURSE OF ACTION

{Abstract)

Dalia Ofer

This article cites the advantages of introducing a new curricular
subject — Contemporary Jewry — to Jewish education in Israel
and in the Diaspora. It first outlines the theoretical components
of Contemporary Jewry and presents methods for its study and
research, In addition, it refers to other areas of the Humanities
and Social Sciences that cross paths with this subject.

The second section of the article explains how the study of
central issues in Contemporary Jewry may enrich the students’
spiritual world, touching upon both their system of values and
their intellect. One issue, for example, is the unity of the Jewish
people, given the variety of characteristics unique to individual
Jewish communities. Another focuses on the variety of express-
sions of Jewish identity today, which may be understood through
a historical, social, and cultural study of contemporary Jewish
society. Similarly important is a critical, objective analysis of
various viewpoints regarding the relation of world Jewry today to
the Jewish state. The educational value of studying these issues
has yet to be explored. They may prove to be an important tool
for helping adolescents gain a broad understanding of the Jewish
situation and preparing them to participate in Jewish community
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life as adults. The use of such issues as curricular topics is an
important means of achieving the valuative aims of Jewish edu-
cation in its various frameworks, '

Furthermore, the multi-disciplinary approach to teaching Con-
temporary Jewry can contribute to the ability of students to
think in theoretical terms. The adaptation of research methods
and thinking processes from both the Social Sciences and
Humanities enriches teaching methods and enables the develop-
ment of multi-dimensional and multi-directional thinking.

The third section of the article examines the possibility of
adapting the topic of Contemporary Jewry to create a teaching
unit on “Jewish Civics) to be based on the same elements as
Civics courses in general education. Whether or not the concept
of Jewish political sovereignty can be taught in schools in the
Diaspora, where Jews live within sovereign yet non-Jewish so-
cieties, is an open question which must be confronted. It is also
recommended to assess the ability of a Jewish Civics unit to pro-
mote the aims of Jewish education.

An additional question which should be examined is the ap-
propriate timing and the optimal age for introducing the topic of
Contemporary Jewry. Students’ capacities for abstract thinking
and generalization, which are essential for the study of this sub-
ject, must be taken into account. It is useful also to trace the
development of these skills in the study of the Social Sciences
and History, so as to make the best use of them in Jewish educa-
tion. Given these guidelines, the article proposes that a teaching
unit on Contemporary Jewry focus on grades 7 and 8 — which
parallel the Bar Mitzvah year in supplementary Jewish schools,
or on the last year of high school.

The integration of Contemporary Jewry into the Jewish school
curriculum will also contribute to humanistic education and pro-
mote greater tolerance within Jewish society. Finally, the study
of Contemporary Jewry presents Jewish reality as the outcome
of ongoing historical development and change. Understanding
that reality, participating in it, and using it fo help shape the
Jewish future is one of the central aims of this curriculum.
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THE MELTON CURRICULUM AND THE
MELTON HEBREW LANGUAGE PROGRAM
FOR AFTERNOON HEBREW SCHOOLS

Ruth Raphaeli

Introduction

The Melton Research Center was established as a department of
the Jewish Theological Seminary in New York in 1960 by a grant
from Mr. Samuel M. Melton of Columbus, Ohio, to investigate
ways of improving Jewish education in the U. 8. Following
recommendations of leading scholars in Judaica, the social sci-
ences and education, a new five year curriculum has been
developed for children aged eight to thirteen, attending after-
noon Hebrew schools, where classes meet six hours weekly.!

1 Tor articles and discussions dealing with the initial stages in the development
of the Melton curriculum, see Melton Research Center, “Blueprint: A Program
for Jewish Education,” (Melton Research Center, New York, 1963, mimeo-
graphed); Joseph J. Schwab, “The Religiously Oriented School in the United
States: A Memorandum of Policy,” Conservative Judaism, 18 (Spring 1964), 1-14;
Simon Greenberg, “The Melton Research Center in American Jewish Educa-
tion,” (New York: The Melton Research Center, 1964); “Bible Study and the
Conservative School,” in New Insights into Curriculum Development, The Jewish
Educators Assembly 1964 Yearbook (New York: The Jewish Educators Assem-
bly, 1984), 7-21; “How to Strengthen the Intellect,* The Alliance Review, 22
(Spring 1968), 15-18; Melton Research Center, “Seminars on Curriculum: Dis-
cussion Seminars,” (Melton Research Center, New York, 1971, mimeographed);
and Seymour Fox and Jeraldine Rosenfeld, eds., From the Scholar fo the Class-
room. Translating Jewish Tradition info Curriculum (New York: Melton Research
Center, 1977).
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Over the five years of the Melton curriculum, five subjects are
offered: (1) Hebrew; (2) Bible; (3) an integrated program of com-
" mandments, holidays, and prayers; (4) contemporary Jewish life;

and (5) History and history of ideas. At the present time, some
“three hundred schools in North America are using at least one of
the five programs of the new Melton curriculum,

This article will present the goals of the Melton curriculum
and will focus on the rationale and the description of the Melton
Hebrew Language Program (MHLP). Materials and methods
developed for the MHLP will be discussed, and a report of
present tryout and implementation efforts will be given.?

The Melton Curriculum: Goals And Subjecis
Ideational Aspects of Judaism and Teaching by Inquiry

The Melton Curriculum deals with the central themes of tradi-
tional Jewish thought, with the purpose of transmitting them to
the student before the dropout age of thirteen. This focus on
ideas distinguishes it from most contemporary Jewish curricula,
which tend to emphasize facts or details of the instrumental as-
pects of tradition, to present Judaism in an ethnic-folkloristic
light, or to stress effect and experience, With this focus on ideas,
the Melton curriculum is ineluctably also text-oriented. In the
last two years of the Melton curriculum, concentration on the
ideational aspects of Judaism has been combined with teaching
by inquiry, especially in the study of Bible.

Teaching by inquiry implies that the teacher does not present
knowledge and convictions as irrefutable truths, to be uncritical-
ly accepted by the students. Rather, knowledge and attitudes
which the students acquire are viewed as being the final product
of a rational inquiry, in which they themselves engage under the
guidance of the teacher. In a texi-oriented program, teaching by

9 Rationale and description of the rest of the programs in the Melton Curricu-
lum may be found in the teachers’ guide for each subject and in varions issues
of The Melton Research Center Newsletter 19711081 and The Melion Journal
1981-1985.
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inquiry implies that students derive meanings from the text by a
careful analysis of words, sentences, and contextual aspects.’

Besides the skills of the teacher, the success of a guided in-
quiry in a text-oriented program will depend on the level of the
student’s intellectual maturity on one hand, and the level of his
reading skills on the other. In keeping with current psychological
theories regarding the cognitive development of the child, teach-
ing by inquiry in the Melton curriculum does not begin before
the fourth year of the program, ie, age eleven-twelve. However,
the development of reading skills is stressed right from the be-
ginning, especially in the Hebrew program.

Subjects and Curriculum Integration

As mentioned earlier, over the five years of the Melton curricu-
lum, five subjects are offered. Materials for these subjects have
been developed with an eye to the principle of curriculum
integration, both horizontally as well as vertically. “Horizontal
grading” refers to the necessary interrelationship between all the
subjects taught in any one year. “Vertical grading” refers to the
intellectual progression of each subject throughout the school
years, which parallels the child’s growing receptivity. It also
refers to the interrelationship between two disciplines, where
mastery of one provides access to the other. In the Melton curri-

3 For the theoretical background of the inquiry method, see John Dewey, The
Child and the Curriculum (Chicago: The University of Chicago Press, 1902);
Ezperience and Education (New York: MacMillan Publishing Co., 1938); Benja-
min Bloom, Stabfiity and Change in Human Characteristics (New York: John Wiley
and Sons, Inc., 18684); Jean Piaget, “Piaget’s Theory,” in Charmichaels Manual of
Child Psychology Vol. 1, ed. Paul Henry Mussen (Mew York: John Wiley and
Sens, Inc., 1970}, 703-732 and Jerome 8. Bruner, “The Act of Discovery,” Har-
vard Educational Review, 31 (Winter 1961}, 21-32.

For a review of research studies on educational programs applying the inguiry
method, see Kenneth A. Strike, “The Logic of Learning by Discovery,” Review
of Educational Research, 45 (Surnmer 1975), 461-483.

For inquiry in a text-oriented program, see Joseph J. Schwab, “Enquiry and the
Reading Process,” Journal of General Education (1958), 7282,

4 TFor questions concerning the child’s intellectual maturity, see Barbel Inhelder
and Jean Piaget, The Growth of Logical Thinking from Childhood to Adolescence:
An Essay on the Construction of Formal Operational Structures, trans, Ann Pan
sons and Stanley Milgram (New York: Basic Books, 1958).
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culum, such interrelationship exists between Hebrew and Bible,
the former serving as an access discipline.

The purpose of the Melton Hebrew Language Program
(MHLP) is to teach reading comprehension skllls for bibllcal and
prayerbook Hebrew, in order to prepare the students to read
selected biblical chapters in the original Hebrew and to help
them understand the prayers included in the curriculum.

In the first three years of school, students are exposed to bibli-
cal and prayerbook Hebrew and are taught reading comprehen-
sion skills at a rate of three hours weekly. Clearly, since biblical
Hebrew is not a spoken language today, students do not learn to
speak it. Rather, they read stories written in biblical Hebrew and
discuss them in English. At the beginning of the fourth year,
after being exposed to some three hundred hours of language
instruction, students begin to read biblical selections in the origi-
nal Hebrew, using the inquiry method. Here, too, while the text is
read in Hebrew, class discussion is conducted in English. Togeth-
er, Hebrew and Bible occupy two-thirds of class time in the Mel-
ton curriculum.

The underlying tenets of this schedule are as follows:

!—d

Bible study is central in Jewish education;

2. In the Jewish school Bible must be read in Hebrew, not in an
English translation;

3. The most efficient way to prepare students to read Bible in
Hebrew is to equip them with reading comprehension skills
in biblical Hebrew, rather than conversation skills in modern
Hebrew;

4, Class discussion about the content and the ideas in the text
(both in the Hebrew program as well as in the Bible program)
will be easier and much more meaningful if conducted in
‘English, rather than in Hebrew,

5. Reading comprehension skills in biblical Hebrew at the ele-
mentary school level may serve as a foundation for further
study of source material and also of Hebrew literature, which
linguistically is closely related to classical Hebrew. Further-
more, such a program may also serve as a good basis for
conversation-oriented programs at the high school and col-
lege levels.
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While the first tenet listed abrve is agreed upon by all, the rest
may require some elaboration.

Bible, Hebrew And Reading In The Melton Curriculum
The Case Against Bible in Translation

The linguistic preparation for Bible study in Hebrew may re-
quire three of the five years of the afternoon Hebrew school at
the elementary level. For this reason educators often question
the value of such an endeavor. Consequently, they do not teach
any Hebrew in their schools, but rather present their students
with English translations of biblical selections.

This practice, however, may have serious effects upon the stu-
dent’s perceptions of Judaism. Addressing the problem of biblical
translations, Professor Chaim Rabin of the Hebrew University
and a consultant to the Melton Hebrew Language Program con-
tends that

translation is far from being a simple process of putting
words from one language into words of another language.
It imports into the process elements from the culture con-
nected with the receptor language, and thus changes the
character of the material.’

E_lseWhere he notes that

Religious thought and feeling are dependent upon a reli-
gious language. Each language expresses different things,
and the difference becomes crucial when we deal with
spiritual matters. The words in this sphere in English are
adapted to the structure of Christianity. What it means to
express Judaism in a language structured semantically for
~ the expression of a different system of thought, we can see
in the writings of the Jewish philosopher Philo, whose
thought, conditioned by the Greek language, is very dif-
ferent from all that was expressed in his period in Hebrew.®

5 Chaim Rabin, “Cultural Aspects of Bible Translations,” Babel, 18 (1972), 11-20.

6 Chaim Rabin, “The Place of Hebrew in the Afternoon Hebrew School” (English
summary of the lecture delivered in Hebrew at the 26th annual convention of
the Jewish Educators Assembly, New York, April 11, 1978).
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Of course, in certain periods in history Jews developed and
used Jewish languages or sub-languages in addition to Hebrew,
such as Yiddish. However, Rabin continues,

all Jewish languages and sub-languages that existed so far,
achieved and maintained their ability to express specific
Jewish ideas by constant contact with Hebrew, at least on
the part of a broad social elite.’

The implications of these views for the Jewish school are quite
clear. It is very possible that as a result of the use of English
translations of the classical texts in the school, students’ percep-
tions of traditional concepts and values may come to reflect
something other than Judaism, and thus the goals of the Jewish
school may be undermined. This situation may be particularly
grave in view of the fact that the majority of children receiving
formal Jewish education in North America attend afternoon He-
brew schools, and generally do not continue thelr Jewish educa-
tion after thirteen.

Thus it follows that the school’s commitment to Jewish educa-
tion must also involve a commitment to present the students with
the classical texts in the original Hebrew. Furthermore, it in-
volves commitment to developing a Hebrew program which will
best prepare the students for reading the classical texts in the
original Hebrew.

Rationale for Reading Comprehension in Biblical Hebrew

The shift of focus in the MHLP from modern to biblical Hebrew
and from conversation to reading skills is sometimes misinter-
preted by educators as an abandonment, even a betrayal, of the
ideal of promoting knowledge of modern Hebrew in the
Diaspora. This, however, is not the case at all. Full mastery of
Hebrew, modern as well as biblical, is still a long term goal for
the MHLP, as it has been for most Hebrew language programs in
the U. S. However, a sequence of teaching reading comprehen-
sion skills in biblical Hebrew at the elementary level and conver-
tionai modern Hebrew at the high school level has been chosen
for the afternoon Hebrew school for reasons which will be dis-
cussed here in detail.

7 Ibid.
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Perhaps the best way {0 understand this rationale would be to
look at the present practice regarding Hebrew language pro-
grams in the afternoon schools. In many of these schools, He-
brew language programs are simply non-existent, and the classi-
cal texts are presented only in an English translation? In others,
modern Hebrew is taught as an end in itself, totally divorced
from the rest of the curriculum. In these schools too, Bible is read
only in translation. The trouble is that programs centered on
teaching modern Hebrew in the afternoon school do not succeed
even in attaining their own goals. One must bear in mind that
the school cannot dedicate more than four hundred and fifty
hours for language instruction over the period of five years. In
the absence of societal support for using the language for daily
communication, students are far from having mastery in the
language upon graduation. They cannot converse freely, their
reading ability does not go beyond an elementary text with con-
trolled vocabulary, and they cannot even begin to approach a
newspaper, a broadcast, or a literary work in Hebrew. Since
most graduates do not continue their Jewish education during
high school years, the little that was learned is forgotten. By the
time students reach college, they hardly remember any Hebrew
beyond mechanical reading.®

In view of this, a language program centered on teaching
modern Hebrew for five years in the afternoon Hebrew school
appears to be a total waste. Students never reach mastery; dur-
ing the school years Hebrew is never put to use as a tool for
getting at a meaningful content; the study of the language is
totally divorced from the rest of the curriculum; and students are
denied what perhaps is their only opportunity in life to have any
contact with the classical texts in the original Hebrew.

Another approach currently taken by schools is to teach
modern Hebrew for two or three years, and then switch to Bible

8 'This is, in fact, the situation in the better schools. Other scheols often satisfy
their demands vis-a-vis Bible by presenting their students with various collec-
tions of “Bible astories” with questionable character and orientation. See Ruth
Zielenziger, “Let Them Read Superman,” The Melton Journal, 13 (Winter 1982).

9 This has been alse the personal observation of this writer over a number of
years in teaching Hebrew language courses ab Columbia University. Afternoon
Hebrew achool graduates who register for these courses generally do not
demonstrate any knowledge of the language, and consequently are placed in
classes for complete beginners.
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study in Hebrew. Unfortunately this tactic also does not seem to
work, because it ignores three important factors. First, it disre-
gards the fact that biblical and modern Hebrew are quite dif-
ferent in semantics, syntax, and morphology, and that while there
is a substantial transferability between the two language regis-
ters, it is not automatic. Second, it does not take into considera-
tion that the Bible is not a graded language textbook. Third, it
ignores the fact that reading (in the broad sense, beyond mere
decoding) is a skill in itself requiring specific practice, and that
students usually do not acquire it by practising conversation
skills. One must remember that even the Israeli child, who is
fluent in conversational Hebrew, must spend a few years in
school before he can freely read and understand the classical
texts. Little wonder, then, that the afternoon Hebrew school stu-
dents experience a very difficult transition from an elementary
course in modern Hebrew to the ungraded text of the Bible.
Worse yet, although they are far from being fluent in any of the
language registers, students often are asked to translate the bibli-
cal text into modern Hebrew, and also discuss it in Hebrew!
Inevitably Bible class turns into a struggle with the language;
little or no time is left for dealing with ideational content; the
student experiences frustration; and upon graduation he knows
neither Bible nor Hebrew, and often develops a negative attitude
towards both.!? _

In view of the above, it is clear that if one wants to use the
little precious time of the afternoon Hebrew School in a con-
structive way, and if one wants to serve the goals of the school
and also present an integrated curriculum, a language program
centered on the development of reading skills in biblical and
prayerbook Hebrew is the most reasonable choice the school can
make for its elementary level. Biblical Hebrew is not a difficult
language, and in many respects it is easier than modern Hebrew.
First, the grammar of biblical Hebrew is much simpler than that
of modern Hebrew. Second, its vocabulary is considerably smali-

10 For critical descriptions of programs and methods for teaching Hebrew and the
relationship between Hebrew and Bible in the afternoon schobl, see Walter
Ackerman, “An Analysis of Selected Courses of Study of Conservative Congre-
gational Schools,” Jewish Education, 40 (March 1970) and Shlomo Haramati,
Darkhei Hora’at Ha-Iurit Baifutsol, (Ways of Teaching Hebrew in the Diaspora)
(Jerusalem: World Zionist Organization, the Department of Educatien and
Culture in the Diaspora, 1976).
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er. While modern Hebrew dictionaries list about 100,000 words,
the total vocabulary of biblical Hebrew is approximately 7,500
words, of which 2,000 occur only once. Furthermore, while in
order to conduct a daily conversation in modern Hebrew one
needs some 3,000 words, one can read and understand half of the
biblical text with a passive knowledge of some 500 words.

In addition, a program of receptive language skills requires
much less time compared to one which focuses on productive
skills. An emphasis on receptive language skills in the MHLP
implies that the student is never required to construct his own
sentences in Hebrew, either orally nor in writing. Moreover, he is
not even asked to recall and produce a single Hebrew word upon
presentation of its English equivalent. Furthermore, he is not
expected to memorize grammatical rules and paradigms, inflect
verbs or perform sentence manipulations. In the MHLP he is not
required even to learn the different tenses, since in biblical He-
brew the tense of a verb is determined by the context rather
than by tense markers. Thus, all that is required from the student
is that he demonstrate comprehension of textual material. This,
in turn, will depend on his ability to recognize the meaning of
roots and affixes, on his degree of familiarity with the syntactic
patterns of the language, on his ability to move away from literal
translations towards good English equivalents, and upon his read-
ing strategies (which will be discussed in the next section). Thus,
as soon as the student recognizes the meaning of some 500 He-
brew words, is familiar with the syntactic patterns of the
language, and has acquired the necessary reading strategies, he
may begin to read biblical selections in Hebrew. Such prepara-
tion for Bible study may be accomplished within the first three
years of school. Consequently, for the remaining two years of the
curriculum the language is put into use as a tool for getting a
meaningful content, perhaps the most meaningful one the school
can offer,!

There are multiple advantages to this approach not only as a
means to fulfill the specific goals of the afternoon Hebrew school
at the elementary level, but also as a way to serve the long term
goals of Jewish education. First, contact with meaningful content
through the language may enhance students’ motivation to pur-
sue its study also during high school and college years. Second,

11 See note 2 above.



130 Ruth Raphaeli

for those who continue their Jewish education after thirteen,
reading skills in classical Hebrew may serve as a foundation for
further reading not only in source material but also in modern
literary works, which linguistically are closely related to classical
Hebrew. Finally, these skills may also serve as a good basis for a
conversation-oriented curriculum for students who plan to go to
Israel on various programs, Since generally they do not carry out
their plans before they reach college age, the closer their training
in conversational modern Hebrew is to their departure, the more
effective and useful it will be. Indeed, the logic and practicality
of this sequence can hardly be challenged.

Nevertheless, it may be useful to examine the validity of this
approach also in light of recent experience in foreign language
instruction. Emphasis on reading prevailed in language instruc-
tion in American education during the 1930s and early 1940s.
When it was finally abandoned, it was as a crisis response to the
urgent need for large numbers of personnel with conversation
skills in foreign languages, created by America’s entry into World
War II and later by the cold war. Academic pedagogic theory
did not play a large role in this change. Rapid training in foreign
languages was supported by allocations of Federal monies, and
conversation-oriented programs were developed and implement-
ed in the schools. To some extent, emphasis on conversation-
oriented programs in the Hebrew school at that time was related
to these developments in American education. However, most
writers today agree that claims made at that time regarding the
superiority of audio-lingual methods were never validated.
Furthermore, recent developments in cognitive psychology as
well as in foreign language learning suggest that a sequence
which focuses first on receptive skills may be preferred.? In view
of the foregoing, it is clear that the seguence chosen for the
MHLP does not violate any valid, agreed-upon theory of
language acquisition. On the contrary: it may even prove to be of
value as a model for similar programs in other foreign languages.

12 Michael I. Posner and Steven W, Keele, “Skill Learning,” in Second Handbook of
Research on Teaching, ed. Robert M. Travers (Chicago: Rand McNally, 1973),
806-831; Judith Olmsted Gary, “Why Speak if You Don’'t Need to? The Case
for a Listening Approach te Beginning Foreign Language Learning,” in Seccnd
Language*Acquisition Research, ed. William C. Ritchie (New York: Academic
Press, 1978).
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Reading as a Problem-Solving Activity

Although Jewish education has been traditionally text-centered,
most Hebrew language programs in the Jewish school are not
designed to teach reading explicitly. Reading is generally viewed
as a “passive” skill, which develops more or less automatically as
a by-product of exercises in vocabulary, grammar and conversa-
tion.

The artificial division between “active” (speaking and writing)
and “passive” language skills (reading and listening) and its im-
plications is neither a product of the Jewish school, nor is it
unique to Hebrew language programs. Rather, it reflects the state
of the art in most foreign language programs in American
schools today. In these programs, students are not taught reading
strategies, nor are they encouraged to read foreign language texts
for their content and ideas. Instead, texts are used in class as yet
another means to prompt students to produce sentences whieh
are grammatically correct. Generally, after a text is read in class,
students are presented with “low order” questions, which require
them to give accurate recapitulations of the text. If the response
features an accurate recapitulation, then one assumes that the
text has been understood. If the response is not an exact recapit-
ulation, then errors are corrected, and the next question is
presented. In neither case do the teachers concern themselves
with questions such as: Was the text really understood? How did
the student come to understand it? Does the student think? How
can understanding and thinking be fostered?® The counter-
productive results of this practice have been felt especially in the
area of teaching English as a second language to foreign immi-
grants in the US. In the last few decades, ESL programs have
produced graduates who could speak and write English, but
whose reading level was often poor.!4

In recent years, researchers have begun to challenge the idea
of equating reading with passivity The alternative, emerging
view of reading is that of a complex ability, which involves high
cognitive processes.!® In analyzing this ability, research has not

13 G Truebtt Cates and Janet K. Swaffar, “Reading A Second Language,”
Language in Educalion: Theory and Practice, No, 20 (Arlington, VA: Center for
Applied Linguistics, 1979).

14 Ibdd.

15 Kenneth S. Goodman, “Reading: A Psycholinguistic Guessing Game,” in
Theoretical Models and Processes of Heading, eds. Harry Singer and Robert B.
Ruddell (Newark, DE: International Reading Association, 1976), 259-271.
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come up as yet with definite answers. However, it has identified
several strategies used by successful readers, and suggested that
these can be taught to students quite early in their course of
study.!® Researchers today re-emphasize the old truism that texts
present ideas, and that they should be treated in terms of these
ideas, rather than mainly in terms of the vocabulary and struc-
tures they may contain. Furthcrmore, they suggest that students
be instructed to look for main ideas, and be presented with “high
order” cognitive questions which will encourage them to make
inferences and evaluative judgements.

Teachers as well as students often believe that knowledge of
vocabulary is the key to comprehension. However, while the im-
portance of vocabulary building cannot be denied, this conten-
tion represents a rather limited view of what reading entails.
First, one must remember that the vocabulary of a language is
simply too vast, and therefore an attempt to memotrize it would
be an unrealistic educational goal. Second, even when every
single word in a given sentence is recognized, often one cannot
understand the sentence as a whole. This may result not only
from a failure to identify the syntactic pattern used, but also
from the fact that meaning is often a function of context, not of
dictionary definitions. Thus, in order to understand a given sen-
tence, one must also be able to relate it to its context, and to
make reasonable inferences about implied meanings.

Knowledge of vocabulary is not only one of several variables
involved in reading: at times it is even the least important one.
Due to the built-in redundancy of most texts, in order to under-
stand the main idea one often does not need to identify every
word, Some words can be ignored, others can be inferred.

Several recent studies define successful readers as those who
approach reading as a problem-solving activity. A successful
reader is one who reads in broad phrases, keeps the context in

16 June Phillips, "Second Language Reading: Teaching Decoding Skills,” Foreign
Language Annals, 8 (October 1975), 227-232.

17 Sheila Been, "Reading in the Foreigh Language Program,” Tesol Quarterly, 9
(September 1975), 233-242; Janet K. Swaffar and Margaret S. Woodruff,
"anguage for Comprehension: Focus on Reading, a Report on the University
of Texas German Program,” Modern Language Journal, 62 (January 1978),
27-32; Renate A. Schultz, “From Word to Meaning: Foreign Language Reading
Instruction After the Elementary Course,” The Modern Language Journal, 67
(Summer 1983), 127-134,
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mind, skips unknown words or words which appear to be unim-
portant for the global meaning of the text, and uses strategies of
inference and prediction. This reader will look up words in the
dictionary only when all other strategies fail. In contrast, relying
upon glossaries is the poor reader’s first and most frequently
used method.!®

Recent research suggests that students should not only be en-
couraged to use strategies of inference and prediction, but should
also be assigned to approach a text with a specific purpose in
mind. One kind of reading may require them to “skim” the text
in order to get its general drift, while another task would be to
“scan” it in order to focus on a specific detail. Furthermore, one
can approach the text for a thorough comprehension and then
for critical reading. While there exists a certain overlap between
the four tasks, the value of this hierarchy for the student is that it
encolgrages him to perform an active search and think about the
text.

On the basis of the above one can see that if one wants to
approach reading in a foreign language course seriously, one is
bound to design a program which treats texts in terms of their
ideas, which views reading as a problem solving activity, and
which encourages critical thinking and inquiry. These, indeed,
have been the key propositions of the Melton Hebrew Language
Program.

Grammar as an Aid to Comprehension

Since the MHLP students are not required to construct their own
sentences in Hebrew, and since grammar is viewed as an aid to
comprehension rather than as a blueprint for production, stu-
dents are never presented with grammatic rules, nor are they
required to conjugate verbs or nouns. Furthermore, since in bib-
lical Hebrew tense, aspect, or mood are inferred from the context
rather than from tense markers, students are not required even to
learn the different tenses. Instead, they are shown how Hebrew

18 Carol Hosenfeld, “A Preliminary Investigation of Reading Strategies of Suc-
cessful and Unsuccessful Second Language Learners,” System, 6 (May 1977},
110-123.

19 M. Clarke and S. Silberstein, “Toward a Realization of Psycholinguistic Prin-
ciples in the ESL Reading Class,” Language Learning, 27 (June 1877), 135-154.
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words can be analyzed into their morphemes, and are expected
to remember their meanings.?

Although students analyze words into morphemes, the term
“morpheme” is not used in class. Instead, teachers use the terms
“word parts? “parts)” or even “little words” As a preparation for
word analysis in Hebrew, students first practice word-analysis
with compound English words (e.g. mailman, popcorn.) At a later
stage Hebrew words containing more than one morpheme are
presented as compound words and analyzed. Although com-
pound words are rare in Hebrew, presenting Hebrew words as
compound words helps the students transfer their concept and
skill of word analysis from English to Hebrew. Thus, for example,
the words axit and 1n*a% are analyzed into aX[n and 3> réspece
tively. The students are expected to recognize the meaning of
~each part as well as the meaning of the whole word when the
parts are put back together.

A slmilar technique is used also with verbs. However, in keep- -
ing with the idea that in biblical Hebrew the tense is inferred
from the context, verbs are analyzed into action and pronoun
only. For example, the word *nynw is analyzed into *niy»¥ and is
translated into “I hear”; the word nw is analyzed into nnwli and
is transiated into “We drink” The appropriate tense, aspect or
mood is added when the verb is put back into the context from
which it was taken.

Weak verbs are analyzed into base and affix, (e.g., 79X is broken
into >%) and the missing radical is not dealt with. In time stu-
dents learn that both 1% in 9% as well as 2571 in *no%1 mcan “go;’
just as they learn that there are four Hebrew equivalents for the
word “I”: *n ’ R 221X SIR,

The technique of word analysis used in class is also reflected in
the vocabulary list which accompanies every lesson in the
MHLP textbooks. The vocabulary list uses an innovative format
which helps the students with word-analysis as well as with prob-
lems of literal versus good English equivalents.

20 Yor a discussion of tenses in biblical Hebrew, see: Chaim Rabin, Mashmaluyo-
teyphen Shel HaTsurot HaDikdukiyot Bilshon Ha-Mikra Uvilshon Yameynu {The
Meanings of the Grammatical Forms in Biblical and in Modern Hebrew),
(Jerusalem: Akademon, 1970).
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The Interrelation Between the Bible Program
and the Hebrew Program

The MHLP prepares the students for Bible study in three
respects. First, it prepares them linguistically by exposing them
to texts written in biblical Hebrew. Second, it prepares them in
terms of reading and inquiry skills. Third, it prepares them cul-
turally: The stories in the MHLP readers simulate life in biblical
times and provide ample opportunities for class discussions on
the cultural background of the Bible. This chapter will focus on
the interrelationship between the Hebrew program and the Bible
program in the Melton curriculum in terms of reading and in-
quiry skills.

In the Bible class the text is read in Hebrew, but class discus-
sion is conducted in English. The same procedure is followed
also in the Hebrew class. In the Bible class, the first task of the
teacher is to select which ideas in a given text he will discuss
with his students. The teacher selects his objectives for the unit
in question, and then leads his students to these objectives
through a process of inquiry on three levels:

1. The objective statements in the text ("What does the text
say?”) '

2. Information, concepts and values implied in the text (*What
does the text mean?”) '

3. The relevance of the textual ideas to the students’ life ("W hat
do these ideas mean to me?”)

At the first level, students are expected to retell the story, ex-
plain difficult words, or clarify possible confusions. For example,
students give answers to questions about the characters involved,
what they do, what they say to each other, and so forth. The

purpose of this stage is not only to acquaint the students with the
" narrative, but also to train them to be careful readers who are
able to distinguish between information and concepts clearly
stated in the text on one hand, and their own opinions and in-
terpretations on the other.

At the second level students are expected to extract implicit
information from the text. Commentaries are not used at this
stage, in order to avoid depriving the students of the opportunity
to make the analytic effort themselves. At this stage a question
by the teacher may elicit diffierent responses, and students are
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encouraged to defend their positions by citing evidence from the
text, from earlier chapters or from the context. However, since
the number of interpretations may be limited by the nature of
the text, not every answer can be valid, and thus, wrong answers
are not accepted. At this stage students acquire both knowledge
and skills specific to Bible study, as well as general inquiry skills,
They learn to distinguish between two types of facts: the facts of
the text (information objectively stated in the text), and facts of
reality, as described by science and history. Similarly, they learn
to distinguish between literal and literary meanings, between the
cumulative story line and the cumulative line of ideas, Further-
more, they learn to distinguish between their impressions of
what Judaism today affirms in the Bible and that which can be
objectively validated in the text. The general inquiry skills they
learn include the ability to refrain from unwarranted inferences
and generalizations; to use cautionary language to express
uncertainty; to listen critically to what other students say, to
suspend conclusions until more data are available, as well as to
understand that some questions do not have ready answers, and
that the teacher is capable of acknowledging such limitations.
Generally this level of inquiry is much more difficult than the
first, and initially progress is very slow.

Discussion on the third level takes place at the end of the
guided inquiry. It tends to be “freewheeling” and does not re-
quire evidence from the text. Since the biblical narrative focuses
on action and does not reveal motivation, thought, or feeling, stu-
dents at this stage are encouraged to flesh out the text and fill in
the missing details by identifying with the characters and by cit-
ing examples from their own life. This activity may not only help
illuminate the text but also may stimulate discussion about hu-
man nature and questions of ethical behavior. At this stage stu-
dents may also examine the relevance of biblical concepts and
values for their own life.2!

Though less sophisticated, a similar procedure of inquiry on
three levels is also followed in reading text in the Hebrew pro-
gram during the first three years of school. Naturally, most of the

21 Louis Newman, “The Melton Method Through Slogans,” Melton Research Center
Newsletter, June 1972; Ruth Zielenziger, Genesis: A New Teacherh Guide, (New
York: The Melton Research Center, 1979).



MELTON HEBREW LANGUAGE PROGRAM 137

time in the Hebrew class is spent on work at the first level of
inquiry, since it is at this level that students acquire knowledge of
vocabulary and structures, as well as basic reading skills.

The Melton Hebrew Language Program
The Method

In the Hebrew class the lesson begins with a short presentation
of a question, an Idea, or a plcture Intended to arouse the stu-
dent’s interest in the text and link the new material with previ-
ous lessons. At times this may involve a discussion about techno-
logical, social or cultural aspects of life in biblical times. Expla-
nations may be accompanied with pictures or audio-visual ma-
terials. After such introduction, the class begins to work with the
text.

Text reading begins with structural analysis. Examples of
structural questions that could be used by the teacher are: Who
are the participants in this lesson? Do we know all of them from
previous lessons? Who is the new person, if any? Who speaks
first? Who speaks next? How many times does each participant
speak, and how long? Does anyone ask a question? Who answers
it? and so forth. Since the first two readers in the MHLP are
written in a dialogue form, a glance at the whole lesson can give
the student a general idea of the situation in the lesson, and
enables him to answer such questions even before he begins to
read the text. The layout of the text on the page also helps the
student grasp the structure of the material in the rest of the
MHLP readers, which are written in a narrative style.

When'the structural analysis is completed, the class begins to
read the text line by line, in an effort to understand its plain
content. At this stage students deal with information objectively
stated in the text, as in the first level of inquiry in the Bible class.
In doing so they learn vocabulary and structure as well as read-
ing skills. Examples of problems the students encounter in read-
ing the text at this stage are: How to deal with meanings below
the word level, ie, how to analyze a given word into base and
affix? What does the word mean? How to understand the mean-
ing of a whole phrase or a whole sentence when its literal, word-
for-word translation into English does not seem to make sense?
When and how should one use a dictionary or a vocabulary list?
When and how should one try to infer the meaning of a new
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word from the context, without having to resort to the use of a
dictionary? Aided by the teacher’s questions, the students strug-
gle with these problems as they read the lesson line by line from
beginning to end. The following may give an illustration of the
activities taking place in class during the directed reading stage:

Teacher:
Student A:
Teacher:
Student B:

Teacher:

Student B:
Teacher:

Student C:
Teacher:

Student D:
Teacher:

Student D:

Student A
Teacher:

Student B:
Teacher:
Students:
Teachert:
Student E:
Teacher:

Student F:
Teacher:

Student G:

What is Dina saying to Gadi in the first line?
(reads) “Gadi, ten li mayim”

Yes, that’s correct. Now, what does Dina want?

She wants Gadi to give her something. She says “ten
1i) and this means “give to me”

“Give to me” is not good English. Can you say it
again in good English?

“Give me?

That’s right. Now, What do you think Dina wants
Gadi to give her? Can you guess, Michael?

I don’t know.

Look, Dina and Gadi have been walking all day in
the hills. It is summertime, and they are hot. What
do you think Dina might want Gadi to give her?
Maybe she wants to have something to drink, be-
cause in the summertime people like to drink a lot.
Of course. Now, what do you think “mayim” means?
Can it be some sort of soda, like coke, or orangeade?
No, because in those days they didn’t have such
things.

1 think it means “water?

Well, let’s see if this is what the vocabulary list says.
Where in the list shall we look up the word
“mayim”?

Here, in line 1 it says that it means water.

That’s right. Did everybody find it in the list?

Yes. :

Very good. Now, let’s read line 1 again. Sara?
(reads) “Gadi, ten li mayim”: Gadi, give me water.
That’s right: Give me water, or: Give me some wa-
ter. Now let’s read line 1 with expression. How do
you think Dina sounds when she talks?

(pleading) “Gadi, ten li mayim?

Yes, it is very possible that Dina 1s pleading for wa-
ter. Who else would like to try?

(whispering) “Gadi, ten li mayim?
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Teacher:  Why do you think Dina is whispering?

Student G: Because she is so thirsty, she feels faint and she can
hardly talk.

Teacher:  You may be right. Now do you think Gadi will give
her water?

Student A: He must give her because he is her older brother
and he is responsible for her,

Student B: But he has no water left. He gave it all to the lamb!

Teacher:  Well, let’s see what Gadji is going to do. Please look
at line 2, Who would like to read line 2?

As seen in the example above, English is the process language,
the language of instruction. Freed from the burden of having to
construct their own sentences in Hebrew, the students can easily
participate in class discussion by expressing their ideas in Ene
glish, and thus the discussion seems to have a good, lively pace.
The text is read for its content, and the reading is not interrupt-
ed by vocabulary or grammar drills. Vocabulary and structures
are dealt with only in context, and only as a means to get to the
global meaning of the text. When the class encounters a new
word, the teacher encourages the students to infer its meaning by
using clues from other words in the sentence and from the con-
text. Furthermore, students are encouraged to predict the next
event in the story on the basis of previous readings. Also, the
teacher encourages the students to give good English equivalents
rather than literal translation. Finally, the students are asked to
go back to the Hebrew sentence and read it several times, not in
a mechanical manner but rather with expression. When the ene
tire lesson is read and understood, the whole class reads it aloud
for review. The individual students are assigned roles and drama-
tize the text in class.

Discussions regarding implied meanings, parallel to the second
and third levels of inquiry in the Bible class, generally take place
at the end of the directed reading stage. However, at times, a
short discussion at one of these levels during the directed read-
ing stage may introduce a dramatic dimension to the text and
may enhance students’ interest in it. In the sample lesson above, -
the students are expected to speculate about Dina’s physical and
mental state at the moment she is asking for water when they
are asked to read “with expression” However, the class does not
dwell on this question for more than two or three minutes and,
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instead, continues to read the text. The question of Dina’s feel-
ings may be revisited and discussed at length after the entire
lesson is read and understood, and at that time students may
either confirm or change their initial opinion about it. Clearly,
the younger the students, the less sophisticated these discussions
will be. However, as students mature during the first three years
of school, one can expect them to deal with implied meanings.at
an increasingly higher level. Thus, when they begin to read Bi-
ble, they are expected to have acquired not only a foundation in
the language, basic reading skills, and some knowledge about
various aspects of life in biblical times, but also an approach to
inquiry as well. '

As noted before, most of the time in class is devoted to reading
the text which is written in biblical Hebrew. However, in order
to create a Hebrew atmosphere, the teacher uses a limited
number of class phrases in modern Hebrew. The use of such
phrases is recommended only for teachers who speak correctly
and idiomatically. These class phrases may include greetings, roll
call or simple instructions such as “please open the books)
“please go to the blackboard) “very good,” etc. These phrases are
introduced one at a time, as part of the actual communicative
situation, and do not constitute material to be analyzed or prac-
ticed by the students. In most cases the students respond physi-
cally rather than verbally, by simply performing the action the
teacher asks them to perform.?? Verbal responses to modern He-
brew phrases in class are limited to phrases containing not more
than two or three words, such as “here I am;’ “see you tomorrow,’
“have a happy holiday? etc. While English is the language of
discussion in class, the number of class phrases in modern He-
brew which the student understands grows from year to year.
These phrases constitute the basis for conversation-oriented pro-
grams to be developed for the high school and for the college
level.

The Materials

The first version of the MHLP materials was completed in 1975
and was tried out in a number of afternoon Hebrew schools in

22 J. Asher, J. Kusudo, and R. de la Torre, “Learning a Language Through
Commands: The Second Field Test,” Modern Language Journal, 58 {January-
February 1974), 24-32.
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New York and New Jersey. The experience with the schools led
to a revision phase which lasted until 1985. At the present time
all revised MHLP materials are completed and can be used dur-
ing the first three years of the Melton curriculum.

The complete MHLP materials include a primer for teaching
mechanical reading during the first semester of the program, a
teacher’s guide for the primer and five readers for the five follow-
ing semesters. Bach reader presents one continuous, original
children’s story, set In biblical times, which slmulates life in bibli-
cal times, but is totally unrelated to actual biblical narrations.
The stories are written in biblical Hebrew, excluding any mixture
of biblical and modern Hebrew. They present syntactic struc-
tures characteristic of biblical Hebrew and introduce words from
the MHLP frequency list in gradual fashion. Each of the readers
is accompanied by student workbooks containing review
exercises?3

The MHLP frequency word list contains 759 words, taken from
the ‘specific biblical and prayerbook selections included in the
Melton curriculum. Of this number, about half the words occur
in the selections only one or two times, while the other half have
higher frequencies, ranging from 3 to 175 times. Clearly, in writ-
ing the materials, words in the second category have been
viewed as having higher priority for the program.

In the first and second MHLP readers the story is presented in
a dialogue form. This helps the grading of the linguistic material
by permitting simple, short sentences, containing no more than
five words each. The dialogue form also makes the structure of
the text easier to grasp. Furthermore, it makes the text more
dramatic and thus more interesting, and enables dramatization in
class. A gradual transition from the dialogue form to the narra-
tive style characteristic of biblical prose occurs at the end of the

23 The following is a detailed list of the MHLP materiale which were co-authored
by Ruth Raphaeli and Miles B. Cohen and were published betwsen 1979 and
1988 by ths Melton Research Center of the Jewish Theological Seminary in
New York: The MHLP Vol. 1: Btinna Yikisory (textbook and student work-
book); The MHLP Vol. 2: Kol Rinna (textbook and student workbook); The
MHLP Vol. 3: Alilot Uziel (textbock and student workbook); The MHLP Vol. 4
Agadat Ha Shamir (textbook and student workbook); The MHLP Vol. & Ha-
Shvuah (textbook); The MHLP Teachers Guide.
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second reader. The rest of the readers are written entirely in the
narrative style.

In writing the text, a few guiding principles regarding the gra-
dation of the material were followed. First, an effort was made to
keep new word density levels as low as possible. This was espe-
cially difficult in the first volume, because previously learned vo-
cabulary upon which one could build the text simply did not
exist. As a result, the new word density level in the first volume
features one new word per ten running words, In the second
reader, the first six units also feature a new word density level of
1:10, while in the last six units the ratio of 1:20 has been achieved.
The third volume introduces a new story with different charac-
ters, problems and events which call for the use of new vocabu-
lary. Thus, its first half features a new word density level of 1:10,
while a 1:20 ration was achieved in its second half. The fourth
volume features an average of one new word per twenty-five run-
ning words, while in the fifth volume the ratio is 1:30.

Writing a language textbook for beginners with low new word
density levels is not a simple matter. Writers of graded reading
material often find it difficult to simultaneously satisfy two impor-
tant principles of instruction, namely interest arousal and grada-
tion. An interesting text usually involves a rapid sequence of
situations and flow of ideas. This, in turn, calls for the use of ever
changing vocabulary, and makes vocabulary control difficult. Al-
ternately, the more a text features controlled vocabulary, the less
interesting and authentic it tends to be. This is especially true in
the case of biblical Hebrew, in which authentic style can easily
be distorted by an overly graded text. In seeking the golden path
between the two educational priorities, both literary considera-
tions as well as learning principles were taken into account.

In addition, in the introduction of new vocabulary a principle
which may be described as “from analysis to synthesis” was
adoptcd. According to this principle, whenever it was feasible,
new bases were introduced in the text in words which do not
contain affixes. For example, “gol” (sound voice) was introduced
before “hagol” (the sound, the voice) and before “goli” (my voice)
ot “golent” (our voice). Such a sequence is intended to enable
the student to deal with one problem at a time, and to help him
form a clear mental representation of the new base.



MELTON HEBREW LANGUAGE PROGRAM 143

Another principle which guided the introduction of new vocab-
ulary states that acoustically and visually similar words with difs
ferent meanings not be introduced in the same unit. In order to
avoid confusion, only after one of the two similar words had been
introduced and re-entered multiple times in different contexts,
could the other word be introduced too. _

Each lesson in the readers is accompanied by a complete vo-
cabulary list, which contains every word, new or old, which ap-
pears in the text. Words are listed by their order of appearance
and their numbers correspond to line numbers in the text for
casy reference. The vocabulary list uses an innovative format,
intended to facilitate learning of word analysis and help students
in problems of literal versus good English translation.

In all five volumes the text is accompanied by illustrations.
These are not intended to convey the full meaning of the text,
but rather to suggest general ideas about the story line, stimulate
the student’s curiosity, and motivate him to read the text. The
illustrations also offer the student a graphic depiction of life con-
ditions and some cultural aspects of biblical times,

The workbooks which accompany each of the readers contain
review exercises intended to reinforce knowledge of vocabulary
and structures and further develop reading skills acquired in
class. At no time in these workbooks is the student asked to
construct his own new sentence in Hebrew, However, he is often
required to quote the Hebrew text to support his answers. (This
requires him, of course, to copy the appropriate sentence from
the text.) As in class, the student is presented also with inferen-
tial and evaluative questions about the text, which he is expected
to answer in English.

Exercises in the workbooks which accompany the first two
readers in the program are intended to be done at home after
the lesson is read and discussed in class. On the other hand, the
workbooks accompanying the rest of the readers introduce a new
procedure, by which the student is expected to read the lesson
and answer a few questions before it is read in class. The number
of these questions and their complexity is increased gradually
throughout the series. The purpose of this practice is to gradual-
ly bring the student to the point at which he can approach the
text and grasp its plain meaning independently. Thus, when he
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begins to read biblical selections in the fourth year of the curri-
culum, class time can be spent mostly on discussing ideational
aspects.

The Role of the Teacher

As with other curricula, the success or failure of the MHLP will
depend upon the ability and the skills of the teacher who uses it.
It is universally known that a good teacher can use poor materi-
als and still receive excellent results in his classes, while the best
materials available may have no positive effect when used by a
poor teacher.

One of the basic requirements of a good teacher is that he have
clear goals in mind when he comes to teach a class, and be able
to identify materials, methods, techniques, and student activities
which will facilitate learning and help him reach his goals in the
most effective way. Such a teacher should be able to analyze
what he and others achieve in class, and should be able to aban-
don methods which do not work in favor of others which seem to
have greater potential for fulfilling his purposes. In addition, a
good teacher should be able to examine his goals-from time to
time, and determine whether they are still valuable and attain-
able. Finally, a good teacher should also have the courage to
change his initial goals once they have proven to have no value or
to be unrealistic,

In view of the above, one of the most basic requirements of a
teacher who wishes to use a certain program is an understand-
ing of the program’s goals and a dccision to teach in a manner
which will best help attain them. This is especially important
with new programs which have philosophies and methodologies
differing significantly from other conventional programs known
to the teacher.

The Melton Research Center conducts regular teacher training
workshops in various parts of the country in order to transmit
the theoretical background of the MHLP; to help teachers
develop the necessary skills which are specific to the program:;
and to receive feedback and new ideas from the teachers regard-
ing the program,
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Since the philosophy and methodology of the MHLP is dif-
ferent from most conventional language programs, the Center
strongly recommends that the program not be taught by teachers
who have not received this training. However, this recommenda-
tion does not imply that the role of the teacher in the MHLP is
viewed as that of a person who is expected to follow a detailed
prescription to the letter. On the contrary: once a. teacher has
understood and accepted the rationale and the goals of the pro-
gram, and has acquired the basic technigues necessary for the
initial implementation of the program in class, he is free and
welcome to devise additional activities, materials, and methods to
enrich the program. However, in doing so the teacher must al-
ways think in terms of ends, means, and priorities, so that his
additions and modifications indeed serve the goals of the MHLP;
ie., the development of reading skills in biblical and prayerbook
Hebrew, with special attention to vocabulary and structures
which occur in the selections included in the Melton curriculum.
Because of the limited amount of time allotted to Hebrew in the
school, the teacher must also realize that if he uses class time for
activities which may be important or interesting but which do
not directly serve the goals of the program, or if he allows his
students to do their homework in class instead of at home, the
Hebrew program will stretch beyond the first three years of
school. This may result in students graduating from school with
adequate reading skills in biblical and prayerbook Hebrew, but
little or no experience in reading actual biblical and prayerbook
selections. Thus the purpose of the curriculum is undermined.

The Current State of the MHLP

At the present time all of the MHLP materials have been com-
pleted and are currently being used in some fifty schools
throughout the US. and Canada. Both the level of training as
well as the degree of supervision provided for the teachers using
the program by the Center varies, depending on the interest of
the school in receiving these services.

Since the revised MHLP materials have been completed only
recently, the Center has not yet launched an evaluation of the
entire program to determine whether it serves its goal of equip-
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ping students with reading skills which will enable them to read
and understand biblical and prayerbook selections in the last two
years of school. Until such an evaluation takes place, each of the
six volumes of the program (the primer for teaching mechanical
reading and the five readers) is being experimented with in a
number of classes, Evaluation of these materials is limited at the
present time to class observation by the MHLP staff, and to
teacher feedback, which is transmitted to the Melton staff
through questionnaires and letters, as well as orally. '
On the basis of the above, the MHLP staff believes that:

1. Teacher training in the specific philosophy and methodology
of the MHLP is essential for successful implementation of the
program in class;

2. With adequate teacher training, the program is teachable.
Students using the materials proceed from unit to unit and
from reader to.reader without difficulty;

3. Class time spent on the development of reading skills with
the MHLP materials can be interesting, and at times even
exciting;

4. The students like to read the stories in the readers and to do
the review exercises in the student workbook;

5. The review exercises are well suited to the ability of the aver-
age student. Materials for students with a higher or with a
lower ability are needed too;

6. Even in the first semesters of the program, students demons-
strate an ability to transfer knowledge and skills acquired in
the MHLP to the understanding of prayerbook selections
which are included in the curriculum.

While the Melton staff is well aware of the fact that hard data
are needed in order to reach conclusive results regarding the suce
cess of the program, it is nevertheless convinced, on the basis of
the above, that the MHLP is heading in the right direction and
that it has a very good potential for fulfilling the goals of the
afternoon Hebrew school.
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Over the past fifteen years, research studies in North America
have repeatedly shown that bilingual school programs for native
English speaking children promote high levels of proficiency in
the second language at no cost to the development of mother
tongue skills and academic achievement.!
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In contrast, little information is available on the outcomes of
trilingual school programs. Yet, in countries like Canada where
there are two official languages, there are many instances where
two second languages are taught simultaneously. Moreover, there
are programs where both second languages are used as media of
instruction in addition to the mother tongue. A case in point is
the curriculum followed by most Jewish Day schools in Montreal.

Until recently, the Montreal Jewish Day Schools had a predom-
inantly bilingual English/Hebrew program with a daily period of
French. This program was similar to the one followed by most
Jewish Day Schools across Canada. In essence, the program con-
sists of two parts which are given equal instructional time. The
first part contains the core curriculum of the public school sys-
tem and, except for the French language instruction, is taught
entirely in English. The second part contains the Jewish studies
curriculum which is devoted to the study of the Hebrew language
and to Judaic studies. The latter includes religious and related
secular studies such as Jewish history. All of these subjects are
usually taught in Hebrew; the emphasis given to each subject
varies, however, according to the religious affiliation and ideolog-
ical orientation of each school (Orthodox, Conservative, Reform,
National-Secular) and includes, in some instances, the study of
Yiddish.?

During the 1970s, the Montreal Jewish Day School programs
underwent major changes as intensive French language instruc-
tion was gradually introduced into the curriculum. Today there
are two major types of trilingual Jewish Day School programs in
Montreal. In the first type of program, hereafter regular trilingu-
al program, instruction in the three languages (Hebrew, French,
and English) is started simultaneously in kindergarten and forty
percent of the entire curriculum is taught in French in all the
elementary grades (K-6). In the second type of program,
hereafter double immersion program, instruction in the lower
elementary grades is conducted entirely in the two second

2  Tor a detailed description of different Jewish Day School programs see: Joint
Committee on Jewish Education, “Jewish Education in Greater Montreal”
‘(Montreal: Allied Jewish Community Services and Canadian Jewish Congress
Eastern Reglon, 1972); “Study on Jewish Education” (Toronto: United Jewish
Welfare Fund of Toronto, 1975).
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languages (Hebrew and French) and teaching in the mother
tongue (English) is deferred until at least Grade Three.
Thereafter, this program becomes similar to the regular trilingus
al program. In addition to these two types of trilingual programs,
there is a quadrilingual program where Yiddish is taught as part
of the Jewish studies curriculum. However, here too, the mother -
tongue is introduced in Kindergarten so that, in terms of the
general studies program, the quadrilingual program is similar to
the regular trilingual program.

In all but the schools with the double immersion program, tbe
implementation of the new program was brought about by the
Quebec Government’s constant pressure on the Jewish Day
Schools to increase the number of hours of French language in-
struction. The double immersion program, on the other hand,
was instituted on a voluntary basis. It was initiated in 1971 by a
small group of parents and school administrators who felt that
the amount of French language instruction provided at the time
by the Jewish Day Schools was insufficient to ensure that the
younger generation would be able to function linguistically in an
environment where the use of French was becoming more and
more mandatory. The program was modelled along the lines of
the French immersion programs which have become increasingly
popular in Canada.? To date only two Jewish Day Schools have
opted for this trilingual alternative,

How well have the Montreal Jewish Day Schools adjusted to
their trilingual situation? Seen through the eyes of the Educa-
tional Director of the United Talmud Torahs, Montreal’s largest
Jewish Day School System, the program provides a challenging
school experience, and: “the step from bilingualism to trilingual-

3 An immersion program is a type of bilingual school program in which a
language other than the students’ native tongue is used as the scle medium of
instruction during a certain period. In Canada, the majority of these pro-
grams are French language programe developed for native-English apeaking
students, The intensive language bath can oceur at different grade levels
resulting in different types of programs. The most popular ones are (1) early
immersion where instruction is totally in French from kindergarten to Grade
Three and (2) late immersion where the intensive French instruction peried is
in Gradea Seven and Eight. In each case, the amount of inatruction in French
is gradually reduced after the intense period to 40 or 50 percent of the total
instruction time.
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ism (in Montreal) is accepted more naturally by both students
and parents than the step from unilingualism to bilingualism (in
the States)?? |

While this may be true when one compares parental attitudes
to multislingual education in the United States to those of Cana-
dian parents, it does not fully reflect the concerns of many Mont-
real parents who feel that their children may not be able t{o deal
with material which is taught in a second, and as yet, insuffi-
ciently mastered language. Moreover, although the value of
becoming proficient in French is generally recognized, most
parents fear that the children’s mother tongue sk1lls may not
develop to their fullest potential.®

Systematic evaluations of the Montreal Jewish Day School pro-
grams have so far been limited to the two schools with the doub-
le immersion program. They were carried out by a team of
psychologists from McGill University whose goal was to see
whether the simultaneous use of two second languages as media
of instruction was as successful an educational model as the ear-
ly French immersion program.® To this end, the researchers con-
ducted a series of studies aimed at assessing linguistic proficien-
cy and academic achievement in the double immersion schools
from Grade 1 to Grade 6.7 However, since Genesee and his asso=
ciates included a class from a regular trilingual school as a con-
trol group, the research provides some information regarding stu-
dent performance in the latter type of program.

The findings of the research can be summarized as follows:

1. English language skills, notably word knowledge and spelling,
in the double immersion program, lagged behind those in the

4 J. Braverman, “The Jewish Day School from the Perapective of a Trilingual
System,” Jewish Education, 61, No. 1 (1983), 20-29.

5 J. Kantrowitz, “Jewish Education, French Language Instruction and Govern-

ment Grants,” mimeographed (Montreal: Allied Jewish Community Services,

1977).

See note 3 above.

7 T Genegee and W E. Lambert, “An Experiment in Trilingual Education:
Report 5,” mimeographed (Department of Paychology, McGlll University, 1979)
and “Trilingual Education for Majorlty Language Children,” Child Development,
64 (1983), 106-114. F. Genesee, W. E. Lambert, and G. R. Tucker, “An
Experiment In Trilingual Education: Report 4,* Language Learning, 29 (1979),
343, 366 and "An Experiment in Trilingual Education: Report 3, The Canadian
Modern Language Review, 34 (1978), 621643,

[~
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regular trilingual program in the lower elementary grades.
However, once instruction in English was introduced into the
program (in Grade Three in one of the schools and in Grade
Four in the other), these differences disappeared. Moreover,
by Grade Five, the performance of the students in both types
of trilingual programs did not differ significantly from that of
Grade Five students in a unilingual English school in Mont-
real,

2. Proficiency in French tended to be greater in the double im-
mersion program than in the regular trilingual program.
Furthermore, on the Grade Five tests, the students in the
double immersion program scored as high as a group of
Grade Five students from an early French immersion pro-
gram in Montreal, whereas the students from the regular tri-
lingual program scored significantly lower than the latter.

3, In Hebrew, there were only a few significant differences
between the double immersion students and the students in
the regular trilingual program although, here too, the differ-
ences were in favor of the double immersion students at all
grade levels.

4, In mathematics, there were no consistent differences bet-
ween the double immersion students and those in the regular
trilingual program and, throughout the six-year span, both
groups performed at or above grade level in terms of Canadi-
an national norms,

The researchers drew two major conclusions from their study.
First, English language skills and academic achievement (as
measured by mathematics skills) are not adversely affected by
the trilingual experience. Second, skills in the second and third
languages (French and Hebrew) seem to develop more effectively
when teaching in the mother tongue is not introduced simultane-
ously with the other two languages.

Thus, the studies by Genesee and his associates bring empiri-
cal evidence in support of the effectiveness of trilingual educa-
tion. There are, however, several limitations to these carefully
conducted investigations. First, the studies include only one
school with a regular trilingual program. The question that arises

here is to what extent are the findings of these studies generaliz-
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able to the other Montreal Jewish Day Schools? Second, the
effect of the intensive French language program on Hebrew
language development cannot be determined from these studies
since no Hebrew control group from outside the Montreal Jewish
Day Schools was included. Third, the studies do not allow us to
look at the effectiveness of the Montreal Jewish Day Schools
within a broader framework of Jewish Day School education. It
could, for instance, be asked whether the development of English
language skills and achievement in mathematics in the Montreal
Jewish Day School does not lag by comparison to student
achievement in Jewish Day Schools elsewhere in North America,
where French does not play a major role in the curriculum.

Research into the efficacy of Jewish Day School programs (out-
side of the above-described Montreal studies) is practically non-
existent except in terms of their long-term effect on Jewish
identification® Ackerman states that “we have no empirical evi-
dence concerning the effectiveness of Jewish schooling when the
criteria are the acquisition of knowledge and the development of
skills?®

One reason for the absence of systematic evaluations of Jewish
Day School programs may by the school’s failure to set up clearly
defined goals in the different subject areas.)® Another reason may
be the long-standing assumption that the academic outcomes of a
program can be assessed in terms of the proportion of candi-
dates who enter prestigious colleges and universities. Today such
a yardstick is not only insufficient but also inadequate since the
Jewish Day School network is constantly expanding and conse-
quently it ceases to be a predominantly elitist oriented system.!!

Moreover, college admittance criteria do not usually reflect
scholastic achievement in the Jewish studies program. A crucial

8 DBarry Chazan, “Jewish Education and Jewish Identification in Melbourne,”
mimeographed (The Institute of Contemporary Jewry: The Hebrew University
of Jerusalem, 1980). The article includes a review of major works in this area.

9 Walter I. Ackerman, “Jewish Education Today,” American Jewish Yearbook, 80
(1980), 130-148.

10 D. Resnick, “Toward an Agenda of Research in Jewish Education,” Jewich
Education, 50, No. 2 (1982), 24-28.

11 8. M. Schwarteben, “Helping Seeking Patterns Among Jewish Day Schools in
Montreal,” Jewish Education, 50, No. 2 (1980), 32-38,
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variable in this program is Hebrew proficiency. In fact, most of
the criticism related to the Jewish studies program has been con-
cerned with the teaching of Hebrew? This concern with the
quality of Hebrew instruction is not surprising in view of the
- considerable amount of time and effort devoted to the develop-
ment of a set of skills which is viewed by many as a tool rather
than as an objective in its own right. Salczer reports that the
level of Hebrew achievement never seems to meet expectations.!?
‘Yet, how exactly is that level of achievement defined? Are the
four skills (listening, speaking, reading, and writing) accorded
equal importance? Is the learner expected to be familiar with
everyday Hebrew or is achievement measured predominantly in
terms of the ability to comprehend the texts? Hebrew achieve-
ment can simply not be assessed unless each of these variables is
taken into consideration.

In summary, the above discussion has pointed out the need for
an examination of the scholastic achievement in Jewish Day
Schools, both in the area of general studies and in the area of
Jewish studies. One such investigation has been conducted in a
limited number of Jewish Day Schools in Montreal and the find-
ings of that research have been briefly reviewed here. The pur-
pose of the present study is to extend this investigation to a
greater variety of Jewish Day Schools and to see whether student
performance in the trilingval and quadrilingual Montreal schools
differs from that in bilingual Jewish Day Schools elsewhere in
Canada. Three subjects areas will be examined: English, He-
brew, and mathematics,

Method
The Subjects

Two groups of Grade Six students participated in this study: a
group of students from the Montreal Jewish Day Schools and a

12 See C. Rinott, “Report on United Talmud Torahs of Montreal,” Centre for
Jewish Education in the Diaspora, The Hebraw University of Jerusalem, 1972
and “Study on Jewish Education,” {Toronto: United Jewish Welfare Fund of
Toronto, 1976).

13 D. Salcser, “Why Should Jewish Language Instruction in the All-Day Schools
Begin in Kindergarten?” Jewish Bducatson, 45, No. 3 (1977), 40-43.
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group of students from the Toronto Jewish Day Schools. In
Montreal, the students were selected from five different schools
and wherever possible, two classes per school were included in
the sample. In Toronto, the students were selected from four
different schools and, here again, two classes per school were
included whenever possible. In order to disturb classroom rou-
tines as little as possible, the tests were administered to all the
students in a given class. However, only the test results of native
English speakers were retained for analysis. The final sample
consisted of 135 students from the Montreal schools and 171 stu-
dents from the Toronto schools. In the Montreal group there
were slightly more boys (52 percent) than girls, while the oppo-
site held true for the Toronto group (55 percent girls). Most of
the students in both groups came from middle to upper-middle
socio-economic class homes.

The Montreal School Programs

Three of the five Montreal schools included in this project fol-
lowed the regular trilingual Jewish Day Schools program. The
fourth school followed the same English and French curricula as
the regular trilingual schools, but taught Yiddish in addition to
Hebrew as part of its Jewish studies program. The fifth school
had a double immersion program.

In terms of language of instruction, the three trilingual schools
taught approximately fourteen weekly hours in French, twelve
weekly hours in Hebrew, and only nine weekly hours in English.
The quadrilingual school had the same allotment for French and
English as the trilingual schools. Hebrew was taught for eleven
hours in Grade One in that school and was then gradually re-
duced to seven weekly hours (Grades Three-Six). Yiddish was -
introduced in Grade Two and was taught for five hours in
Grades Three-Six. All four schools started instruction in Englisly,
French and Hebrew already in kindergarten. However, since the
latter had a shorter day, the time allotments described here do
not apply at that level.

All of these schools taught some general studies subjects such
as science in French and devoted most of the English instruction-
al time to language arts. Mathematics was taught in both
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languages. New concepts in mathematics were introduced in En-
glish and reinforced in French
The double immersion program had approximately seventeen

weekly hours of French and fifteen weekly hours in Hebrew in
Grades One and Two and the entire general studies program
was taught in French in those grades. English was introduced in
Grade Three and, thereafter, the time allotment to each language
was similar to that in the other trilingual schools.

All the schools had the same basic Jewish studies program
which consisted of Hebrew language and literature, Bible, prayer,
Jewish laws and customs, and Jewish history. Moreover, all the
schools promoted a strong bond with Israel. The schools differed,
however, in religious orientation. Two of the schools espoused an
Orthodox approach to religion, two of them were affiliated with
the Conservative Movement, and the fifth school followed a
National-Secular path. These differences in ideological orienta-
tion affected the content of the Jewish studies program, particus-
larly the amount of time spent in prayer and religious practices
such as Rosh Hodesh celebrations. In certain cases, they also
influenced the presentation of the subject matter itself They did
not, however, affect the total amount of exposure to Hebrew since
all these subjects were taught in that language, except in the case
of the quadrilingual school. In the latter, certain subjects, such as
Jewish history, were taught in Yiddish. This in turn allowed for a
less drastic reduction in instructional time for other subjects
taught in Hebrew such as language, literature, and Bible. Never-
theless, the amount of time devoted to these subjects in the qua-
drilingual school was two-fifths less than that allotted by the oth-
er schools.

All the schools advocated a communicative approach to the
teaching of Hebrew and emphasized the development of
aural/oral skills in the lower elementary grades. Verbal ex-
changes dealt with a broad range of topics and provided ample
exposure to both everyday and Jewish content related vocabus
lary. Reading was introduced in Grade One through a combina-
tion of global and phonetic methods. In the upper elementary
grades, the amount of Hebrew language instruction was greatly
reduced and by Grade Six approximately three-and-a-half week-
ly hours were devoted to Hebrew language arts and literature.
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The textbooks used in the language arts classes were mostly
those used in elementary schools in Israel. However, because the
vocabulary load in these books is very heavy for second
language learners, they were generally used one year below
grade level. All of the Jewish studies teachers spoke Hebrew
fluently and many of them were Israeli. Although Hebrew was
the medium of instruction, some teachers occasionally used En-
glish to make sure that a specific word or concept had been
understood.

The Toronto School Program

The four Toronto schools selected for this project followed a bi-
lingual English/Hebrew curriculum. All the schools allotted ap-
proximately fifteen-and-a-half weekly hours to the general stu-
dies program, and an equal number of hours to the Jewish stu-
dies program. The general studies program was taught in En-
glish except for French language instruction. Instructional time
for this subject varied from one and a half to two-and-a-half
weekly hours. In two of the schools, instructional time for French
was taken out of the Jewish studies program and in the other
two schools it was taken out of the general studies program.
However, in one of the lattcr schools, two and a half hours of
instructional time were devoted to Yiddish. Both French and
viddish were introduced in Grade Three, so that instructional
time in Hebrew in three of the four schools was reduced to
twelve-and-a-half weekly hours from Grade Three onwards.

The Jewish studies program in the Toronto schools was very
similar to that in the Montreal schools and the Toronto schools
were chosen so as to reflect the same variety of ideological orien-
tations noted in those of Montreal. Thus, one school was Ortho-
dox, two schools were Conservative, and the fourth school was
National-Secular in character. The four Toronto schools em-
ployed the same methodological approaches to the teaching of
Hebrew as the Montreal schools and used similar teaching ma-
terials. Here, again, the teachers were fluent Hebrew speakers
with a large proportion of Israelis. In sum, the Jewish studies
program in the Toronto schools differed very little from that in
the Montreal schools in terms of language teaching methodology,
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teacher characteristics, and instructional time — except in the
case of the Montreal National-Secular school which, as noted
above, had considerably less instructional time in Hebrew.

The Testing Instruments

Three batteries of tests were administered to all the Grade Six
classes included in this project: a battery of English language
tests; a battery of mathematics tests; and a battery of Hebrew
tests.

The English Language Tests

Two types of English language tests were administered. To
measure nonliteracy-based skills in the mother tongue, the Pea-
body Picture Vocabulary Test (PPVT) was used. In this test, a
word is presented orally and the student must select, from among
four possible choices, the picture that corresponds to that word.
In all, ninety words were presented in this manner.

To measure literacy-based skills in the mother tongue, the
Canadian Tests of Basic Skills (CTBS, Form 5, Level 12) were
administered. The part of the battery that measured English
language skills is divided into three sections: vocabulary, reading
comprehension, and language skills. The language skills section
is subdivided into four subjects: (1) spelling, (2) capitalization;
(3) punctuation; and (4) usage. All the items on these tests are
multiple choice items, and each test and subtest was scored in-
dependently.

The Mathematics Tests

To measure achievement in mathematics, the CTBS math test
(Form 6, Level 12) was administered. The test consists of three
subtests, each of which assesses a different aspect of mathemati-
cal knowledge. (1) concepts;, (2) problem solving; and (3) coms-
putation. As in the case of the English tests, all the items were
multiple-choice items and each subtest was scored independently.
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The Hebrew Language Tests

To assess proficiency in Hebrew, five Hebrew language tests were
administered: (1) a listening comprehension test, (2) a reading
comprehension fest; (3) a language usage test; (4) an oral pro-
duction test; and (5) a written production test. The reading
comprehension test and the language usage test were adapted
from the JESNA Hebrew Language Achievement Test. The
listening comprehension test, the oral production test, and the
written production test were especially developed for this pro-
ject. All the Hebrew tests are briefly described below.

The listening comprehension test consists of several short
stories. Each story is followed by questions (thirty in all) with
multiple-choice answers. The stories and the questions are pre-
sented orally. The multiple-choice answers are presented orally
and in writing,

The reading comprehension test contains a number of reading
passages followed by questions (twenty in all) with multiple-
choice answets. ,

The language usage test consists of twenty-two incomplete sen-
tences. The deleted parts are either vocabulary items or gram-
matical forms. Four possible choices are given to complete each
sentence.

The oral production test contains two parts. In the first part,
the tester engages the student in a conversation that focuses on
topics related to his or her everyday life. In the second part, the
student is asked to describe several pictures that relate to Jewish
holidays.

The written production test consists of a composition-writing
task. Four alternative subject choices are given.

Procedure for Administering the Tests

All the tests were administered in the Montreal schools and in
the Toronto schools. Except for the oral production test, the tests
were group administered. The Hebrew oral production test was
administered individually to a sub-sample of the population and
each testing session was tape-recorded. All the Hebrew tests
were administered by native Hebrew speakers.
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The Canadian Tests of Basie Skills were administered at the
end of January 1983, All the other tests were administered in late
spring 1983,

Procedure for the Analysi& of the Results

Most of the tests were tests with multiple-choice items. For these
tests, each student’s raw scores were calculated and recorded.
For the CBTS results, grade equivalent scores were also recorded.

The Hebrew production tests (oral and written) were analyzed
separately in the following manner: each student’s oral and writ-
ten production (hereafter, speech sample) was evaluated by two
judges working independently. The judges were native Hebrew
speakers. They assessed each speech sample according to four
linguistic variables: pronunciation, grammar, vocabulary, and
communication for the oral speech sample; content, grammar,
vocabulary, and spelling for the written speech sample. For each
variable, student performance was rated along a five-point scale
ranging from “5” (excellent performance) to “1” (very poor per-
formance). The evaluations of both judges were combined to
form an average score for each variable.

A one-way analysis of variance procedure was used to deter-
mine whether there were any significant differences between the
Montreal and Toronto schools. A separate analysis was used for
each test. All these analyses were performed on the student’s
raw scores. Moreover, grade equivalent scores were calculated
for the English and mathematics test results in order to compare
scholastic achievement in the Jewish Day Schools with Canadian
norms. For a more detailed study of the Hebrew test results, the
raw scores were transformed into standard or “Z” scores using
an origin of 5.5 and a standard deviation of 2.4

14 A standard score is a deviation from the mean divided by the standard devia-
tion: Z=(X-X}/8D. Thus the mean is the origin and the standard deviation is
the unit of measurement. Since standard scores involve the use of + signs and
seldom exceed the limits of -3 and 43, it is not uncommon to select an arbi-
trary origin and standard deviation.
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Results

In each test, the results obtained by the individual students were
pooled according to class membership and the results of classes
situated within the same school were collapsed. Two kinds of
comparisons were made: (1) the test results of each Montreal
school were compared to the combined scores of all the Toronto
schools and (2) the test results of all the Montreal schools were
combined and compared to the combined scores of the Toronto
schools. In the case of the Hebrew tests, the results of the quadri-
lingual school were excluded because in the latter school the
Jewish studies program was markedly different from that in the
trilingual schools. In order to reach more general conclusions
about the effect of the intensive French program in the Montreal
schools, this report will focus on the comparison between the
global scores of the Montreal schools and those of the Toronto
schools. Wherever relevant, the results pertaining to the com-
parison between a specific school and the Toronto group will be
included in the presentation which follows.

The English and Mathematics Test Results

The PPTYV results as well as the CTBS results pertaining to the
assessment of English language skills (table 1) show no signifi-
cant differences between the scores of the Montreal students and
those of the Toronto students. Moreover, a summary of the grade
equivalent scores of the CTBS results (table 2) indicates that the
level of achievement of both the Montreal students and the
Toronto students was six months to one year above grade level
on the English language tests.

In mathematics, there were no significant differences between
the Montreal students and the Toronto students on two of the
subtests (concepts and computation). However, on the third sub-
test (problem solving), the Montreal group scored significantly
lower than the Toronto group (table 1). A more detailed analysis
indicates that only one of the Montreal schools had a score
which was significantly lower than that of the Toronto schools.
The grade equivalent scores (table 2) show that, here again, both
groups scored above grade level on all three subtests.
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The Hebrew Test Results

In Hebrew there were three areas of language assessment in
which the Monireal students scored significantly lower than the
Toronto students: listening comprehension, grammar, and spel-
ling (table 3). The comparison between the individual Montreal
schools and the Toronto group reveals that all the Montreal
schools were noticeably weaker in grammar than the Toronto
schools, whereas the differences in spelling and listening
comprehension were only significant in the case of one school.

On the other hand, the Montreal schools were rated signifi-
cantly better than the Toronto schools in Hebrew pronunciation.
However, here again, the results were not uniform across all the
Montreal schools and only in the case of two schools was the
pronunciation of the Montreal students markedly better than
that of the Toronto students.

The percentage of correct answers provided by each group on
the multiple-choice tests was as follows: Listening comprehen-
sion: Montreal schools — 62 percent, Toronto schools — 67 per-
cent; Reading comprehension: Montreal schools — 71 per-
cent, Toronto schools — 72 percent; Language skills: Montreal
schools — 77 percent, Toronto schools — 82 percent. In the
absence of grade equivalent scores, the above figures give some
indication of the students’ level of achievement in these areas.

In order to assess whether certain Hebrew language skills had
developed more rapidly than others within each of the two
school groups, the Hebrew test results were compared on the
basis of the “Z” scores (table 4). This comparison reveals that
the Montreal students’ skills in grammar (in the context of writ-
ten production) and pronunciation were not only significantly
different from those of the Toronto students, but were also no-
ticeably different in relationship to the Montreal students’ other
language skills. Thus written grammar was the most poorly
developed skill in the Montreal schools and pronunciation was
the most highly developed skill.

For the Toronto students, the pattern was reversed, ie., here
pronunciation was the least developed skill, whereas written
grammar was the most highly developed skill. The difference
between these two skills was, however, less salient in the Toronto
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schools (maximum score 5.88, minimum score 5.23) than in the
Montreal schools (maximum score 6.01, minimum score 490). In
fact, it should be noted that apart from the diflerences related to
pronunciation and written grammar in the Montreal schools, the
differences between the various test scores both within and
across the two school groups were very small

Discussion

Several notewortby results emerge from this study. These find-
ings must, however, be accepted cautiously. The study used a
cross sectional, one-time testing procedure and conclusions
drawn from the results may, therefore, be applicable only to the
specific groups of students who participated in this study.
Nevertheless, the study does provide a first assessment of student
. achievement in different multilingual educational settings. It is
hoped that testing will be continued over a number of years to
make the findings of this research more generalizable.

The most reassuring outcome of the study is that both literacy
based and non-literacy based language skills in the mother
tongue are as well developed in the Montreal schools as in tbe
Toronto schools. Since one of the schools in this study had a
double immersion program, the results also bring further support
to the claim that the postponement of instruction in the mother
tongue until Grade Three has no detrimental effect on the
development of linguistic proficiency in that language.

With regard to mathematics, the finding that the problem-
solving task was harder for the Montreal students than for the
Toronto students is surprising, especially since most studies per-
taining to the use of a second language for mathematics instrue-
tion do not note any negative effect here.)® It must, however, be
borne in mind that only one of the Montreal schools scored sig-
nificantly lower than the Toronto group on this test. Moreover, in
terms of grade equivalent scores, the difference between the
Montreal and Toronto groups on this test is not more pronounced

16 See for example, Lambert and Tucker, Bilingual Education; Barik and Swain,
“Evaluation of a French Immersion Program® and V. A. Gray, “Evaluation of
the Grade Six French Immersion Program in Fredericton, N. B,” mimeo-
graphed (University of New Brunswick, 1981).
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than those on the other English language and mathematics tests.
Thus, it would seem that the outcomes of the statistical analysis
are the results of variation within the Montreal schools them-
selves and are not indicative of a general trend.

In contrast to the English test results, the Hebrew test results
were less uniform. This finding may be at least partially attribut-
able to inherent differences between the Jewish studies programs
themselves. Another variable which may play a role here is the
teacher. Although all the teachers in the Jewish Day Schools
included in this project were fluent Hebrew speakers, not all of
them were native speakers. This factor may have influenced the
extent to which native-like pronunciation was developed in dif-
ferent schools. Interestingly, there were no other significant
differences between the Montreal students and the Toronto stu.
dents on the oral production test. This finding is particulatly
surprising with regard to the students’ mastery of grammar,
since the Montreal students’ performance on written grammar
tasks was noticeably lower than that of the Toronto students.
One possible explanation may be that the Toronto students had
been exposed to more formal instruction in grammar and had,
therefore, developed a greater awareness for grammatical accura-
¢y in their written work. Such strategy would not necessarily
apply in oral communication where the pressure to “get the mes-

sage across” dominates the learners’ attempts to express thems
selves. On the other hand, it is of course possible that grammar
instruction in the Jewish Day Schools is similar in the two cities
and that the Montreal students’ poorer performance may be at-
tributable, to some extent, to the effect of the intensive French
program in the Montreal schools.

A variable which did not seem to play an important role in the
students’ production skills was the topic of conversation. It will
be recalled that the students’ ability to talk about everyday
events (communication I) was analyzed separately from their
ability to converse about religious topics (communication II).
This division was motivated by the notion that the content of the
Jewish studies program reinforced primarily a religio-culturally
oriented vocabulary. Indeed, Adiv found that students in the
lower elementary grades of the double immersion program had
great difficulty in expressing themseives in Hebrew when talking
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about everyday events!® The findings of the present study sug-
gest, however, that this criterion is less salient in Grade Six,
where the students seem to have acquired a vocabulary which is
varied enough to cover both types of topics. At the same time,
the older students may have been more skilled at circumventing
topics for which they lacked the appropriate vocabulary. Thus,
some students responded to the question “What did you do yes-
terday afternoon?” by answering “nothing” or “I stayed at home,’
while others gave full descriptions of what they had actually
done.

The above discussion provides some insights into the complex-
ity of measuring second language proficiency and points to the

-need for some qualitative assessments of the students’ speech
patterns in addition to the present evaluations.

In conclusion, remarkably few differences emerged from the
comparison of the Montreal and Toronte schools. Moreover,
those difierences that were noted were more often restricted to
specific schools and were, therefore, not representative of the
Montreal schools as a whole. Thus, this study illustrates the abil-
ity of the Jewish Day School system to adjust to changing condi-
tions without compromising the quality of its education.

Within the broader context of Jewish Day School education,
the study provides empirical evidence for the effectiveness of the
Canadian Jewish Day School programs with regard to the
development of English language and mathematics skills. The
study also indicates that both the bilingual and the trilingual
schools promoted a level of Hebrew proficiency which allowed
students to function adequately in that language. However, in the
absence of achievement norms for Hebrew, it is difficult to know
whether this level of proficiency meets the standard of linguistic
competence one may reasonably expect after seven years of Jew-
ish Day School attendance. Moreover, no attempt was made to
assess the students’ ability to function in Hebrew within the con-
text of the Judaic subjects proper, where the texts and their in-
terpretations are much more complex. Further research in this
area would help to provide a more complete picture of the stu-
dents’ Hebrew skills.

16 Ellen Adiv, “An Analysis of Second Language Performance in Two Typeze of
Immersion Programs,” (Ph.D. diss., McGill University, 1980),
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TABLE 1

_ Comparison of English Test Results
in the Montreal Schools and the Toronto Schools

Montreal Toronto F—Ratio df

PPVT (175)* 126.74  127.09° 0.04 1,220
CTBS :
vocabulary (42) 3543 35.04 042 1,301
reading (56) 38.88 39.44 0.30 1,298
language skills
(1) spelling (42) 3224 3344 246 1,298
(2) capitaliz. (30) 2087 2131 071 1,298
(3) punctuation (30) 22.07 21.07 385 1,298
(4) usage 2339 2413 269 1,298
mathematical skills
(1) concepts (40) 2768 2774 0.01 1,298
(2) problem solv. (29) 18.86 20.59 816" 1,298
(3) computation (45) 33.47 32.60 114 1,298
p<0l

a  Maximum acores in parentheses
b Three Toronto classes were not administered this test
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TABLE 2

Summary of Grade Equivalent Scores
for the English and Mathematics Tests

Montreal Toronio

CTBS

— vocabulary (42) 7.5 7.4
— reading (56) 7.2 13
— language skills
(1) spelling (42) 7.6 18
(ii) capitalization (30) 7.4
(iii) punctuation (30) 7.9 7.6
(iv) usage (30) 7.4 15
— mathematics skills
(i) concepts (40) 1.7 1.5
(i1) problem solving (29) 7.0 1.2

(iii) computation (435) 1.7 7.4
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TABLE 3

Comparison of Hebrew Test Results in
the Trilingual Montreal Schools and the Toronto Schools

Monireal Toronto F—Ratio df

Listening Compr. (30)® 18.48 20.06 460" 1,247
Reading Compr. (20) 14.16 14.37 013 1,237
Language (22) 16.97 18.11 350 1,239
Oral Production
- pronunciation (5) 3.08 2.91 395" 1112
— grammar (5) 3.29 3.25 0.11 1,112
— vocabulary (5) 3.08 3.07 0.0I 112
~— communication I (5)  3.00 287 098 1112
— communication II (5) 3.40 3.31 0.41 1,112
Composition
— content (5) 3.57 347 098 1,197
~ grammar (5) 2.99 332 11.89™ 1,197
— vocabulary (5) 3.14 3.30 273 1197
— spelling (5) 3.38 3.60 391" 1,197
*  p< 0B
¥ p<.o0l

a  Maximum scores in parentheses
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TABLE 4
Summary of Z Scores of the Hebrew Tests
Montreal Toronto

Listening Compr. (30) 512 5.71

Reading Compr. (20) 5.44 5.49

Language (22) 519 5.68
QOral Production

— pronunciation (5) 6.01 523

— grammar (3) 5.59 5.46

— vocabulary (5) 5.52 5.49

— communication I (5) 5.79 5.47

— communication II (5) 5.69 541
Composition

~— content (5) 5.68 5.39

— grammar (3) 490 5.88

— vocabulary (3) 519 5.69

— spelling (5) 515 5.72




CHARACTERISTICS OF THE HEBREW
READING PROCESS:
A COMPARISON OF RABBINIC LITERATURE
AND MODERN RESEARCH

(Abstract)

Shlomo Haramati

The teaching of Hebrew reading has posed a problem for modern
Jewish education since its beginnings ("2 TR”). One of the
major causes for confusion is that methods of teaching foreign
languages were transferred to Hebrew on the basis of didactic
considerations alone, without examining such issues as the He-
brew alphabet and its effects on visual perception, the process of
learning to read, and reading comprehension.

The lack of attention by modern educators to the problems of
teaching Hebrew reading is surprising, especially since impor-
tant comments on this subject are found in rabbinic literature.
Since those who shaped modern Hebrew education held a gen-
erally negative view of Jewish tradition and traditional Jewish
education {the “cheder” method), they likely attached little im-
portance to the pedagogical comments of the rabbis.

This study examines some of the views expressed in Rabbinic
literature regarding three central aspects of the process of teach-
ing and learning Hebrew reading, and compares these views
with recent findings in psychological educational research in-
cluding:

a. The symbolic nature of all alphabetical writing, including the
Hebrew alphabet, and the difficulties it presents in teaching

169
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the rudiments of reading, which are described in a “case
study” (mentioned in Midrash Kohelet Rabbah) of a non-Jew
(a Persian) who wished to learn to read Hebrew. Current
research findings, backed by this “case study) should guide
the development of teaching methods and study materials for
teaching Hebrew reading to native speakers and as a second
language.

b, There is evidence in rabbinic literature of an awareness that
some reading difficulties result from the similar shapes of
some Hebrew letters, such as the *1” and "%, and from the
general shape of Hebrew words {(most form a “n2a'n” a “box;’
and are therefore difficult to distinguish in print). The simi-
larity between certain letters accounts for variations even in
the Bible, let alone in post-biblical texts. In fact, some
misspellings have been repeated often enough to become
standard (e.g., "B'bO*Y” instead of “0'bo®*). The Rabbis have
also pointed to reading errors stemming from the splitting of
letters (e.g., seeing “7* as ")

c. Eye movement during reading (first discovered in 1879 and
measured by instruments for the first time in 1899) should
also be taken into account in the planning of study materials
and teaching methods. Studies of English language reading,
for instance, have shown that long lines {more than 3 inches)
encumber visual perception. This apparently new discovery
was another problem addressed by the rabbis; it guided them
in setting the maximal line length for Torah scrolls (three
times the length of the word “a>>mnown%).

The overall conclusion of this study is that it is wrong to rule
out the comments on Hebrew reading found in rabbinic litera-
ture; rather, these comments ought to be examined in light of
modern experience and research. Rabbinic literature may also be
useful in suggesting areas for further research with modern tools,
and it may also be a resource for solving practical problems.



IDEATIONAL AND IDECLOGICAL ELEMENTS
OF DESIGNING CURRICULA:

HOW CRITERIA FOR SELECTING LITERARY

WORKS REFLECT AND CREATE ATTITUDES

(Abstract)

Rivka Maoz

To highlight its thesis, the article points to the story “Yad
VaShem” by Aharon Megged. The plot centers around a highly
emotional family crisis, in which an Israeli couple rejects the re-
quest of the wife’s Bast-Buropean grandfather to call their
newborn son Mendele, after another grandson who died in the
Holocaust. The young couple claims that the name is too ghetto-
like, and that it would stigmatize the child for life. Instead, they
call him Ehud.

Foreign students, as well as young Israeli readers, find it diffi-
cult to understand the issue raised in the story; readers from a
former generation, however, understand it very well. In 1955,
when the story was written, the name Mendele was identified
with Mendele MocherSefarim, the author of pungent satires about
the troubles of the East Buropean shtet! (the most famous of
which is “Travels of Benjamin I1I”). Thirty years ago, Mendele’s
stories were widely taught in schools as an indirect means of
instilling Zionist ideology —the negation of Galut and of the pas-
sive, submissive, wretched ghetto Jew. The most popular — and
almost exclusive — textbook of that time, The History of New
Hebrew Literature by Urinovsky (Ben-Or), presented Mendele as
the “historian” of Diaspora Jewry, ignoring the fact that Men-
dele was a “satirist)” writing about a specific Jewish community
(shtetl Jews) at a specific time (the first half of the 19th century).

171
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The almost exclusive influence of Mendele’s work was made
even stronger by the gap between the teaching of literature and
of Jewish history in high schools. Thus, for many high school
graduvates at the time, Mendele was nearly the sole source of
information on Jewish life in the Diaspora.

Anocther influential work was Bialik’s poem #3977 »ya” (“B’lr
Ha-Haregah”). Written after the Kishinev pogrom, the poem did
not continue the martyrologic tradition of lamenting the victims
and accusing the rioters. Instead, the poet pointed an accusing
finger toward the victimns, charging them with passivity and
cowardice. In fact, Bialik’s successful aim in writing this poem
was to provoke Jews into organizing for self-defence; but this,
too, was ignored by Ben-Or.

As a result of these literary models, the young reader was
presented with a paradoxical demand: to reject the Galut yet
sympathize with victims of the Holocaust, who were represented
in Mendele’s protagonists. The result was a total inability to
relate to the Holocaust with empathy.

The frustration and regret of some teachers over the way Is-
raeli education (through literature especially) had reinforced the
stereotype of the pitiful Galut Jew led to two conferences on the
subject, Their aim was to incorporate the upcoming Eichmann
trial into the school curriculum as an alternate means of teaching
about Bastern Buropean Jewry.

Since the Richmann trial, there has been an ongoing educa-
tional effort to create a positive image of the Diaspora Jew, an
effort which is reflected, inter alia, in changes in the Hebrew
literature curriculum for high schools. “Travels of Benjamin II1”
was deleted as compulsory reading, and Bialik’s poem was made
optional. Emphasis is now placed on works by Sholem Aleichem,
Y. L. Peretz, and S. J Agnon, all of whom present idyllic
descriptions of Galut Jewry. A new unit on the Holocaust intro-
duces writings and other testimony of the heroism of Jews.
“Travels of Benjamin III” has since been reintroduced into the
curriculum, but under the heading of “Satire and the Grotesque?

For those concerned with the issue of ideclogy and teaching,
“Yad VaShem” is a didactic story, in which Megged tries to un-
cover the biases in the education of that time. The young couple
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of the story rejects the names Mendele and Menachem because
the Galut, and everything associated with it, are loathsome in
their eyes. They call their baby Ehud, after the biblical judge
Ehud Ben Gera, a courageous and resourceful figure, Megged
claimed that Israeli education divorced “Hebrewness” and “Isra-
eliness” from ‘Jewishness” thus unwittingly creating a rift
between the younger Israeli generation and its Jewish roots.
Megged wanted the younger generation to be brought closer to
Diaspora Jewry and its great heritage by shattering the negative
ghetto Jew stereotype, as it is found in the works of Mendele,
Bialik, and others. He favored the study of literary works which
depict positive models, and he himself took a step in that direc-
tion by creating in “Yad VaShem” the highly educated engineer
Osip and his prodigy son — Mendele.

There is no doubt that literature is not the exclusive influence
on attitudes, opinions are also formed and changed outside the
classroom. The Eichmann trial, the Six-Day War, and the Yom
Kippur War, for example, have also had a decisive influence on
Israeli thought, and have contributed to changes in attitude to-
wards the Diaspora and the Holocaust. The aim of this article is
to trace some of the ideological trends in literary works con-
tained in the curricula of Israeli schools and to examine the fac-
tors influencing the selection of works in Hebrew literature cur-
ricula.
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