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Mandel Institute 

Tel : 972-2-5662832 
Pax: 972-2-5662837 

FACSIMILE TRANSMISSION 

TO: Nessa Rapoport 

FROMr Seymour FOX 

FAX NUM~ER : 212-532-2646 

Dear Nessa, 

Pardon the enclosed mess. 

DATE: January 6, 1997 

PAGES: 8 

1. The bibliography is complete if I mention my publications in my 
biography. 

2. As to the acknowledgments. They are merely notes and we need to 
talk about how to proceed. A phone conversation between you, me 
and Sylvia could handle it. 

P. 1 

3. My biography. Am still a bit uncomfortable, but will have to finish it 
in order to face you. 

Can we schedule two phone calls, one - Nessa and SF, and two - Sylvia, 
Nessa and SF. Good times for me this week are Tuesday 2:30pm, 
Wednesday 3pm, and Thursday, 2pm. All of these times are New York 
times. 

Best regards, 

P.S. It is real chutzpah, but when can I expect to receive Bill's cleaned up 
copy? 
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BIBLIOGRAPHY 

Nessa - I don,t really know how to begin this . 
.. 

The following abridged bibliography in lieu of footnotes may be of interest 
to the reader. I have organized it around themes. 

Visio=-t/flr, 

~ era! education: 

Marshall S. Smith, Sara Lightfoot and David K. Cohen present the 
argument for the importance of vision in detennining the impact of 
educational institutions. 

Marshall S. Smith and Jennifer O'Day, ''Systematic School 
Reform" in Politics of Education Association Yearbook, 1990, 
pp\~33-267. 

Sara Lightfoot, The Good High School - Portraits of Character and 
Culture (New York; Basic Books, 1983). 

David K. Cohen, Eleanor Farr~ and Arthur G. Powell, The 
Shopping Mall High School: Winners and Losers in the ,) 
Educational Marketplac~ (Boston: Houghton, Mifflin, 1981' 

Alan Ryan has powerfully described the impact of John Dewey on 
the intellectual life and on education in America in: 

Alan Rya.r.,John Dewey and The High Tide of American ✓ 
Liberalism

1
(w .W. Norton & Compan?'JNew..¥-0~ 1995. 

ol ~ . ~ell Ytrk l ,llltn: 

-For an example of the war that Steiner's students apply Steiner's 
philosophy to education,! e Rudoph Steiner's Curriculum for 
Waldorf Schools b E.A. ckmeyerJ..~ e Robinswood Press, 
Stourbridge, England! 999. 

t{OM. 

t-/ 
-.M Jewish education: 

Some examples of the power of ideas for Jewish education are 
found in: 

.... 

P.2 

(t'lt.r.Sl- 9\J-fh,r 
a -htlt-



· 06 JAN ' 97 12:41 MANDEL INSTITUTE 972 2 662837 

Immanuel Etkes, Rabbi Israel Salanter and the 'Musar' Movement: 
Seeking the Torah of Truth (Philadelphi( Jewish Publication 
Society, 1993)0 / 
AnJ 

---<..and ~ r Zionist education · : 

Rachel Elboim .. Dror, Hebrew Education in Eretz Israel (Hebrew, 2 
volumes: Jerusalem: Yad Izhak Ben-Zvi Institute, 1986 and 1993). 

Professor Gerson Cohen argues for the importance of locating the 
ideas that will lead to a vision for Jewish education and the need to 
develop a vision for Jewish education in North America in: 

P. 3 

Gerson D, Cohen, "From Scholarship to Paideia - A Case Stud?{1,)in 
From the Scholar to the Classroom: Translating Jewish Tradition / 
into Curriculum, edited by S.9'111our Fox and Geraldine Rosenfeld,/ 
(New York: Melton Researeh Center,<ffJewish Education at the "ir reJ'orcJi 
Jewish Theological Seminary of America, 19771pp.3 l-5~ 1n 

e~,rJ 
Prof~ Israel Scheffler and Isadore Twersky have helped me 
understand the significance of vision for Jewish education and for 
general education: Pro("twerskYi pani:61:llarly in terrm-tSf the 
visions of Jewish ed~ ation of M"aimonides and Brisk; and Prof. 
Scheffle5 in-tet:ma-ef the vision of John Dewey. Their idea~as well 
as°'lu°i';';;will appear in a forthcoming publication, Visions oJ 
Leaming: Variant Conceptions of Jewish Education, edited by 
Seymour Fox and Israel Scheffler with the assistance of Daniel 
Marom, to be published by the Mandel Institute, J erusalein, Israel. 

Camp R@mah and its ~it!m'./ ; 

dJ. 
The Ramah Experience: Community and Commitment, edited by 
Sylvia Ettenberg and Geraldine Rosenfeld (New York: The Jewish 
Theological Seminary of America in cooperation with The National 
Ramah Cornmissi~ 198:2.J 

~ e chapter by Burton I. Cohen;"A Brief History of the Ramah 
Movemen~' presents the history of Rama® howeve~ the entire book 
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is of importance for those who wish to gain a perspective on the 
theory and practice of the Ramah movement. 

The Relationship of the Cognitive and Emotional Domains for Education: 

Professors Joseph Schwab and Israel Scheffler have written key 
essays on this topic: 

-c- " R,11 JI er- Joseph J, Schwa~Eros and Education, Journal of General 
Education, 8 (1954, pp.54-71). . 

J- Israel Scheftler,Jn Praise of the Cognitive Emotions/ 
~ ,~ utledgel_New York-Londo~ l991t ff 3-.11. 

The Practical 

Joseph J. Schwab has made a key contribution to our thinking 
concerning the practical nature of the field of education. His ideas 
were developed in four monographs: 

The Pnwtical I - "The Practical: A Language for Cuniculum{. 
(Washington D.C.; National Education Association, 197.?J 

The Practical II - "The Practical: Arts of the Eclecti5 'f School 
Review 79 (1971)1 493 .. 542. ~",,. 
The Practical m - CLThe Practical 3: Translation into Curriculum)" 
School Review 81 (1973ij 501·22. 

tp. 
The Practical IV • ''The Practical 4: Something for Curriculum 
Professors to Def Curriculum Inquiry 13:~ (1983!3 ~-9-365. 

Israel Scheffler, in his volume~ Pragmati~-'7'(London: 
Routledge & Kegan Paul, 197 4 ), particularly in his chapter on John 
Dewey, presents a penetrating analysis of the means-ends 
relationship for the field of education. 

P.4 

r/1/. 

-
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(N.,.: 7~c 
Fae frev, 
,,~)) 

An Understanding of the Adolescent 

Our thinking was very much influenced by the writings of two 
psychG::ana!ysists~ Dr. Bric H. P.R<son and Dr. Bruag Birlheim. 
Erikson's pape?;Youth: Ftdeiily'Jnd {i;iJsity, ''Daecl.alus CNinter 
1962.l and his oooks on Luther and G i helped us understand the 
thinking and feeling of the adolMcent as ell as the concept of 
charism8€JY0ungMan Lu~h,erj~lw. Norton & Company, 195~ and 
(I will get the listing for ~ f {-
Bruno Bettelheitn' s volume on the Orthogenic Schoo~Love is Not 
Enou as carefully studied and applied to the camp setting. 

>---Ikua&Betteih.eim-JL:..,.,o....,,ve- ,k,~-nl7Tott-iE'1'iln-.rrom1lg;wlfr:"I.-, -"l'TJ"kne.;M7;FfP.iiie:"A"e ,:,Prr;;;e..;-ss.;-,,-1-0-95~01. -

The Melton Center for Research in Jewish Edycation 

The Melton Center was established in 19S9 at the Jewish 
Theological Seminary of America, New York, by Samuel M, 
Melton of Columbust Ohio, and plays a key role in the development 
of the theory and practice of Jewish educatio~·tt]'he Melt n 
program for the teaching of Bible w ·' ' · at the 
Ramah Campsn arutlhe Melton Facul Seminar developed the 
papers -that gwaed much of the educational thinking at Ramah. 

Louis I. Ne~an served as the director of the Melton Center from -
--- to --"(1ancf Joseph J. Schwab was the leading educational 
consultailt fer Melton. The reader may find some of the 

- publications of the Melton Center of interest, particularly: 

Nahum Sama's Understanding Genesis (New York; The Jewish 
Theological Seminary of America and McGraw Hill, 1966) 

Moshe Greenberg's Understanding Exodus: Part l rc:.ew York; 
Behrman House, 1969), 

The Mandel Institute 

The Mandel Institute was established in Jerusalem in 1990 by Jack, 
Joseph, and Morton Mandel of Cleveland, Ohio. It has been at the 
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i\c. _mN("l~l--11 (U 1~12e, 

forefront of the \ ontinuity ~ ovement for Jewish education. Among 
its publications are: 

Seymour Fox and Israel Schefflelj "Jewish Educa~~n ~ J ewis~ 
( Continuity: Prospects & Limitation~ lhe-Mandewnstitute,/ 
\__Jerusalem: v1 996. . 

7hc tbftJ,, lruhfv tt)~ 

(NESSA - YOU DECIDE HOW TO FEATURE "A TThffi 
TO ACT' - IT CAN EITHER BE LISTED UNDER THE 
CATEGORY OF CUE, OR AS THE CIJE AND THE MANDEL 
FAMILY EFFORT IN NORTH AMERICA IN THE AREA OF 
CONTINUITY.) 

P . 6 

A noihcl' j J W pul;,l,u'tt 111( .rpdAJdf(..4 ~, -fJv.,. nnJe,/ Af.Jda:Al Fo1111J,l,,l'J Inc. udc 

A 7:l1J.- 7,,.,..__ 1 ftv--: 1'ic. l..eprJrl- ;f -fl,. (d(rm1iJtc.., ,tt Jew1Jh Elt1cJf>•11 

In N,rh Atnrn(? ( bnlul'r' -hN ),rlt - LMJ 111 : UtH'lt/J •r Prw 

,+ Af't\ (/)1)) IHJ)(J .Ml #< r ub1,<>Ptl\J ,f- 11-. [I,~ 

ffi of ~/we rcu-- g1)"1~. 
nl .J.r... ~ Ir Cufr(h)rp 
to#k.t- i 11-. ( l)t:' • 

j c /Jr l,v,i<,ifr.k M- v.it ~ i ~ /Vt ~ m J. t1/J r~4f,,v-, . 

4t J 
J 



· 06 JAN '97 12: 42 MANDEL INSTITUTE 972 2 662837 P . 7 

ACKNOWLEDGMENTS 

I want t,o acknowledge the role of Nessa Rapoport in the publication of 
this int~ w with William Novak. It was her idea, she recmited both me_,--

_52-and-Biil. Without her persistence, and her role as a creative, diligent and 
patient editor, it never would have been published. 

I was invited to join the Ramah staff in 1950 (?) by Sylvia Ettenberg and 
Louis Newman. As a result of their invitation, I spent 18 wonderful years 
in a close association with the Ramah Movement and have continued to 
watch it grow and flourish since them. My association with Ramah was 
transfonnative for me and much of my work in the fields of general 
education and Jewish education was deeply influenced by my experience 
as a division head, director, professor in residence and Dean of the 
Teachers Institute, the institution responsible for the direction of the 
Ramah Camps. Whatever 'contribution I made to Camp Ramah, during the 
years of my association with it, was the result of a partnership between 
outstanding, talented and committed Jewish educators, sophisticated and 
deeply committed community leaders~ rabbi' s and scholars. 

(LIST ALL THE DIRECTORS WITH PARTICULAR 
REFERENCE TO LOU NEWMAN, DAVID MOGILNER, GERRY 

ABRAMS, RAY ARTZ, BURT COHEN, JOE LUKINSKY, -
TREAT THEM AS A KIND OF "FOUNDING FATHERS". BE 
CAREFUL TO REMEMBER THAT THERE WERE OTHERS, 

PARTICULARLY THOSE BEFORE, LIKE HENRY GOLDBERG, 
WHERE IS LEVY SHOSHUK TO BE TREATED AND EXPLAIN 
WHY I AM NOT MENTIONING THE DIRECTORS SINCE 1968.) 

(TREAT THE NATIONAL RAMAH DIRECTORS, INCLUDING 
RESNIKOFF. RETURN TO SYLVIA ETTENBERG.) 

(I WILL WANT TO PAY TRIBUTE TO SHELLEY DORF, WHOM 
I WATCHED GROW AS A CAMPER, A STAFF MEMBER, 

PRINCIPAL OF A IDGH SCHOOL AND AS NATIONAL RAMAH 
DIRECTOR) 

(WHO AT THE SEMINARY SHOULD BE MENTIONED, 
GERSON COHEN AND SCHORCH? WHO ELSE? 

ALL OF THIS SECTION NEEDS TO BE DISCUSSED WITH 
SYLJ'IA 
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In the interview, I describe the unique partnership that was developed at 
Ramah between educators, scholars and Rabbi's 

1. The members of the educators assembly 

2. The Rabbinical Assembly ~ Wolf Kelman 

3. Lay people: 

Lou Winer 
Bert Weinstein 
Maxwell Abbel 
Oliff 
Ollir s partner 
Joe Levine 
A. Biranbawn 
Rudi Freid 
Ruben Koffman 
(get all the others from Sylvia - including the Canadian, California, 
Connecticut and Nyak Camps) 

4. I will want to thank Scheffler and Twersky for what I have learned 
from them. It has helped me better understand Camp Ramah and 
put it in perspective. Scheffler in the area of leadership education 
and vision, and Twersky on the power of traditional Jewish ideas 
for Jewish education. 

S. I want to thank the Melton family, the Mandel family, the CIJE and 
the Mandel Institute. 

6. I will want to thank Sue in relationship ~o David Mogilner and as 
my wife. And thank the Camps for educating my children and Sue' s 
children. 

P. 8 
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TO: Seymour, INTERNET:sfox@vms.huji.ac.il 

Re: Phone calls 

Tuesday at 2:30 is fine. I'll stand by for your call tomorrow. 

I can't make either of the other two times, but I don't think that matters. Our phone call needs 
to address all outstanding questio11s raised by the new material you sent me, particularly the 
lacunae, which I need filled immediately. I do not need to be part of your conversation with 
Sylvia about the acknowledgments. All I need is the final text. Whatever you decide is fine with 
me, as long_ as I get it right away. 

However, if I can offer an editorial perspective: You seem to want to thank anyone who had a 
role in the success of Camp Ramah. Why? You haven't written a history of Ramah, in any 
sense. Rather, you've written a description of how Ramah developed from philosophy to 
practice--and you've made an (eloquent) case for philosophy. Why turn this into the Academy 
Awards? ("I'd like to thank the greatest cast in the world, the most fabulous director, an 
incredible crew, my amazing wife--and God, without whom this movie would never have been 
made.") To me, a sentence such as "I spent 18 wonderful years ... " doesn't even sound like 
the rest of the essay, which is sharp, acerbic, funny and focused. These acknowledgments 
seem to me appropriate for an honorary degree. 

Having said all that, I am not on the line here--and you are. If you, you and Sue, you and 
Sylvia feel that you're exposed and vulnerable by NOT thanking this long list, go ahead. But 
then I would consider a simpler paragraph saying something like: "This conversation focuses 
on the critical role of philosophy in creating the educational experiment of Camp Ramah. I 
joined this experiment in 1950 and was actively involved for x years. I have mentioned some 
of the key people with whom .. .. There were many others, some of them after my tenure at 
Ramah, whose contributions continue to be felt to this day. For a full understanding of the 
many people who played a role in Ramah's development, see the bibl iography ... As for those 
in the recent present and the future, their story will be the next contribution to our 
understanding of how to translate vision into practice ... I look forward to reading it." Or 
something like that. 

Finally, Bill said that you mentioned to him the possibility of putting "A Conversation with ... " on 
the cover. I am opposed to that on two grounds: One is that the title is already too long. 
Second, if you're trying to let people know that this is informal and not definitive, the format 
does that by being question-and-answer. In fact, in my and Bill's experience, we can predict 
most people will believe that you talked this into a tape recorder in a single afternoon. We 
know, however, that this essay represents about a year of conversations, revisions (and 
regressions!) And so "A Conversation with ... " is not accurate. 

I'll prepare my comments on this material so that when we speak, we can get the necessary 
work done quickly. 

Nessa 

Thanks for your entertaining PS. I received Bill's copy today. The more we can minimize the 
work on the bibliography and the acknowledgments, the faster I can do my final changes on 
the copy, get it back to Bill , who will get it back to me. I will be delighted to send it to you at 



that point. Is there some date by which you need the final copy? Let me know. 

Fourth request: When will you be in the States? 

Maybe you're actually my Zen master, and this exercise in frustration is really meant for my 
spiritual development. What do you think? 



.. 1r1n 
TO: Seymour, INTERNET:sfox@vms.huji.ac.il 

Re: Final details 

Here's my proposed text for the end of your bibliography, following the Fox-Scheffler essay 
reference. (And I'll read it over the weekend, by the way.) 

From 1988 to 1990, the Mandel Associated Foundations, the JCC Association, and JESNA in 
collaboration with CJF convened the Commission on Jewish Education in North America. Its 
recommendations were published in A Time to Act: The Report of the Commission on Jewish 
Education in North America (Lanham-New York-London: University Press of America, 1991). 
One of those recommendations was the establishment of: 

The Council for Initiatives in Jewish Education (CIJE) 

Among CIJE's publications are those of The Best Practices Project in Jewish Education, 
directed by Barry W. Holtz. These volumes argue the case for the centrality of vision to models 
of excellence in Jewish education within a range of settings: 

Best Practices: Supplementary School Education (1993, 1996). 
Best Practices: Early Childhood Jewish Education (1993, 1996). 
Best Practices: Jewish Education in JCCs, by Steven M. Cohen and Barry W. Holtz 
(Sponsors: The Council for Initiatives in Jewish Education and the Jewish Community Centers 
Association, 1996). 

Please edit the above as you wish. 

As for the editor/writer acknowledgments, here's my suggestion: 

"I want to acknowledge the role of Nessa Rapoport in the publication of this essay. It would 
never have been written without her persistence and her role as a creative, diligent, and 
patient editor. I am also grateful to William Novak, who brought both his skill as an interviewer 
and his knowledge of Camp Ramah to this work." 

Let me know what you think about both of these by Monday morning. 

Thank you for the Gandhi recommendation, whose prompt arrival represents nothing less than 
the proverbial paradigm shift. If we can keep this up, there is still time to transform the field by 
the quality and quantity of its written intellectual discourse. As you know, that was my biggest 
shock when I entered the CIJE world. (How can we contribute to general education from the 
uniqueness of our ideas--as you claim is eminently possible--unless we have a way of 
disseminating those ideas to a range of audiences, intellectual and cultural? And what 
intellectually respectable field doesn't have a high-level journal and a culture of writing?) 

By the way, I had a conversation with Prof. Twersky about something he'd written 30 years 
ago that I think is the cutting-edge for now. And I'm not going to tell you what it is until I see 
you in February! 

Your last job: I am expecting Lou Newman's dates; your revised acknowledgments; and your 
biography by Monday. 



Next: 

I am puting in the mail to you a copy of the final version. Please be sure to give one to Danny 
Marom immediately, because he told me months ago that it is Mandel Institute policy to 
publish in Hebrew, and he has been waiting for this copy to get started. 

Then: 

I need to get one to Shelly Dorph as soon as possible. I think I should wait until Monday, 
because it would be better for him to see the full document, including the bibliography and the 
acknowledgments. I'm assuming you agree, but let me know if you don't. He's the natural 
mechanism to disseminate this essay in the macro, but also in the micro, for your March 
conference. Sending it to Shelly represents a version of "going public"; we're ready, but I 
wanted to let you know. 

I have asked Annette, by e-mail, how many copies the Ml would like initially. I hope you will 
also be using the piece as curriculum wherever you are teaching vision, both there and here. 
THEREFORE, please think through any appearances you may be making in North America 
and let me know as they come up so that, if you think it's appropriate, the CIJE office can ship 
this essay to the venue ahead of time. I hope you won't be too shy about this to use it widely 
and well. After all, its entire purpose was to make a complicated idea uncompromisingly 
accessible. 

Looking forward to our brand-new (26-year) relationship. In the glory of our tradition, teshuvah 
is always possible. And then you'll be on an even higher madregah than if you'd never acted 
this way in the first place! So that's something to look forward to. (This is the last time I'm 
mentioning it, you'll be relieved to hear.) 

Yours to the sound of one hand clapping, 

Nessa 



TO: Seymour, INTERNET:sfox@vms.huji.ac.il 

Re: The last word! 

NOTE: PLEASE DOWNLOAD FOR SEYMOUR IMMEDIATELY!! 

The terrific Sylvia E. wants me to point out that you mention only Lou Winer as a layperson, 
and although you explained why to her, she wants to remind you of Maxwell Abell (SP?) and 
David Birenbaum. 

If you want to put them in, let me know that you do by return e-mail AND be sure to let me 
know how their names are spelled . But please do not feel obliged. There are already far too 
many names. I don't want the acknowledgments to approach the length of the essay. 

Nessa 

PS: You founded Mador in 1959. You founded Melton in 1960. Wolfe was exec. dir. from 1952 
to 1989. 
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TO: Seymour, INTERNET:sfox@vms.huji.ac.il 

Re: truly last thought 

As I was brushing my teeth before leaving the office, I found myself thinking about my regret 
that I couldn't justify making the essay more egalitarian. That is, all the great mind "yoatzim" to 
Ramah in both Jewish and general thought were men. Sylvia is the only woman who's named. 
Then my mind went to the fact that I had inserted "he or she" wherever justifiable, but the final 
words of the essay still say "the future Heschel and Kaplans" and no women's names. THEN I 
started thinking about the three philanthropists-for-Jewish-education who are named, followed 
by Mort. And then I had this thought: Does Florence Melton's name belong on that page about 
fund-raising and lay leadership? For the purposes of this piece, was it Sam alone? Or when 
you name Mort as someone who made a big difference in the "second shift," should Florence's 
own contribution be part of that shift? 

I have been scrupulously unideological about this issue. Either she belongs or she doesn't. Let 
me know. 

Nessa 
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FROM: INTERNET:sfox@vms.huji.ac.il, INTERNET:sfox@vms.huji.ac.il 
TO: Nessa Rapoport, 74671 ,3370 

Karen, 104440,2474 
DATE: 1/9/97 2:53 AM 

Re: Ramah reference 

Sender: sfox@vms.huji.ac.il 
Received: from VMS.HUJI.AC.IL (vms.huji.ac.il [128.139.4.12]) by arl-img-5.compuserve.com 
(8.6.10/5.950515) 

id CAA24415; Thu, 9 Jan 1997 02:50:44 -0500 
From: <sfox@vms.huji.ac.il> 
Message-Id: <199701090750.CAA24415@arl-img-5.compuserve.com> 
Received: by HUJIVMS (HUyMail-V7b); Thu, 09 Jan 97 09:51 :39 +0200 
Received: by HUJIVMS via SMTP(128.139.9.117) (HUyMail-V7b); 

Thu, 09 Jan 97 09:41 :54 +0200 
Date: Thu, 9 Jan 97 9:41 +0200 
MIME-Version: 1.0 
Content-Type: text/plain 
Content-Transfer-Encoding: 7bit 

· Subject: Ramah reference 
To: <104440.2474@compuserve.com>, <74671.3370@compuserve.com> 
X-Mailer: SPRY Mail Version: 04.00.06.17 

Dear Nessa, 

Prof. Fox asked me to send you the correct Erikeson reference: 

Erik Erikson; Gandhi's Truth: On Origins of Militance and Violence; London, 
Farber and Farber, 1970. 

Best regards, 

Suzannah 



TO: Annette, lnternet:annette@hujivms.bitnet 

Re: Mission accomplished! 

I believe I have held my final editorial conversation with Seymour. I never thought the following 
words would leave my lips, but it has all been worth it, because the piece is SUPERB. I got 
tears in my eyes reading it (for the millionth time); I really believe it illuminates complicated 
educational issues in a very accessible way, without intellectual compromise. 

SO: Now I have a few minor items to clean up, and then: off to the designer. (Seymour will see 
pages one last time before we print.) My question to you, patient patron, is: Can you now give 
me a sense of how many copies you think you would like initially? My goal is to publish before 
the big Ramah meeting Seymour will address in March. I also hope it will be used in the 
curricula of your various institutions. 

Onward and upward. In 1997, at the very least, I am hoping to be a midwife with you to the 
Ag non case study, which holds the possibility of being one of the very few contemporary case 
studies in this field. And perhaps other intriguing projects as well. 

Nessa 
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Mandel Institute 

Tel: 972-2-5662832 
Fax: 972-2•5662837 

l'ACSIMILS 'rRANSMISSION 

·nm 11Jn 

TO: Nessa Rapoport 'DA'lE : January 13, 1997 

'.OOM: Nielcy Pallieter PAGES: 10 

FAX NUMBER: 212-532-2646 

Dear Nessa, 

P.1 

Prof. Fox tried to send you the attached by email today, but we seem to have 
a comms problem so rm sending it by fax instead. Please could you confirm 
receipt and also let us know which telecon time is suitable for you. 

Prof. Fox has already asked Sylvia to deal with the matters mentioned in the 
aoknowledgments. 

Best regards, 

Nicky 

1 
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X pr. Walter Ackerman -
Dr. Chaim Brandwein 
Dr. GersonD. Cohen 

X Sylvia Ettenberg -
Dr. Lloyd Gartner -
Dr. Joel Kraemer -

X. Morton M. Leifinan -
Dr. Shmuel Leiter 
Dr. Yochanan Muffs 

J Louis Newman -
Dr. Fritz Rothschild 
Dr. Nahum M. Sama 

X Dr. Joseph J. Schwab -
Dr. David Weiss 

As you can see, I accepted your suggestions for the editor-writer 
acknowledgments. 

P. 3 

Can we speak on the phone to decide on the CUE and any other matters I 
have forgotten. I can call (New York time) at 3ptn on Tuesday, or 3pm on 
Wednesday. I will then be able to schedule a meeting for February. 

My very best, 

s~ 

nmote.doc 
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Dear Nessa, 

I hope this does it. I have left you with three small assignments, I) the dates 
that Lou Newman was Director of the Melton Center (Sylvia said she would 
find it), 2) the date that Sheldon Dorph assumed the position of National 
Ramah Director, (Sylvia also said she would get it for us) and 3) the dates 
that Wolf served as Executive Vice President of the Rabbinical Assembly. 

I would like to discuss the way you handled the Commission and the CIJE. I 
believe that it is excessive, particularly since we have such a short reference 
to the Mandel Institute. 

I would like to make two changes in the Bibliography: 

1. The last reference under Yision for Jewish Education, should read: 

Profs. Israel Scheffler and Isadore Twersky have helped me understand 
the significance of vision for Jewish education and for general 
education. Prof. Twersky particularly in terms of the visions of Jewish 
education of Maimonides and Brisk, and Prof. Scheffler in terms of the 
vision of John Dewey and his suggestions concerning leadenl!.iJ! 
educatio.J!. Their ideas as well as mine will appear in a forthcoming 
publication, Visions of Leaming: Variant Conceptions of Jewish 
Education, edited by Seymour Fox and Israel Scheffler with the 
assistance of Daniel Ma:rom, to be published by the Mandel Institute, 
Jerusalem, Israel. 

2. The Mandel Institute: 

The Mandel Institute is an \i.temational ~enter for the study and 
development of Jewish and general education. It was established in 
Jerusalem in 1990 by Jack, Joseph and Morton Mandel of Cleveland, 
Ohio. 

Then continue with: It has been at the forefront ... ............ . 

Also in the text where I describe the Melton Faculty Seminar and list the 
names, could you make sure that all of the following names are in: 

nrnote.doc 
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BIBLIOGRAPHY 

Nessa, 

I don,t really know how to begin this. This is an amended copy which 
lncludu the corrections that I mentioned In my letter. 

The following abridged bibliography in lieu of footnotes may be of interest to 
the reader. I have organized it around themes. 

Vision 

biba.doe 

- for general education: 

Marshall S. Smith, Sara Lightfoot and David K. Cohen present the 
argument for the importance of vision in detennining the impact of 
educational institutions. 

Marshall S. Smith and Jennifer O'Day, usystcmatio School Reform" in 
Politics of Education Association Yearbook, 1990, pp.233-267. 

Sara Lightfoot, The Good High School ~ Portraits of Character and 
Culture (New York, Basic Books, 1983). 

David K. Cohen, Eleanor Farrar and Arthw- G. Powell, The Shopping 
Mall High School: Winners and Losers in the Educational 
Marketplace, (Boston, Houghton, Mifflin, 1985, 

Alan Ryan has powerfully described the impact of John Dewey on the 
intellectual life and on education in America in: 

Alan Ryan John Dewey and 'I'he High Tide of American Liberalism, 
W.W. Norton & Company New York - London, 1995. 

For an example of the way that Steiner's students apply Steiner's 
philosophy to education, see Rudoph Steiner's Curriculum for Waldorf 
Schools by E.A. Stoclaneyer, The Robinswood Press, Stourbridge, 
England, 1991. 

' 
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bi.ha.doc 

.. for Jewish education: 

Some examples of the power of ideas for Jewish education are found 
m: 

Immanuel Etkes, Rabbi Israel Salanter and the 'Musar' Movement: 
Seeking the Torah of Truth (Philadelphia, Jewish Publication Society, 
1993) 

and for Zionist education in: 

RachelElboim-Dror, Hebrew Education in Eretz Israel (HebrewJ 2 
volumes: Jerusalem, Yael Izbak:Ben-Zvi Institute, 1986 and 1993). 

Professor Gerson Cohen argues for the importance of locating the ideas 
that will lead to a vision for Jewish education and the need to develop a 
vision for Jewish education in North America in: 

Gerson D. Cohen, "From Scholarship to Paideia,.. A Case Study", in 
From the Scholar to the Classroom: Translating Jewish Tradition 
into Curriculum, edited by Seymour Fox and Geraldine Rosenfeld, 
(New Yorkt Melton Research Center at Jewish Education at the Jewish 
Theological Seminary of America, 1977) pp.31 .. 58. 

Profs. Israel Scheffler and Isadore Twersky have helped me understand 
the significance of vision for Jewish education and for general 
education. Prof. Twenky particularly in te.nns of the visions of Jewish 
education of Maimonides and Brisk, and Prof. Scheffler in tenns of the 
vision of John Dewey and his suggestion concerning leadership 
education. Their ideas as well as mine will appear in a forthcoming 
publication, Visions of Learning: Variant Conceptions of Jewish 
Education, edited by Seymour Fox and Israel Scheffler with the 
assistance of Daniel Marom, to be published by the Mandel Institute, 
Jerusalem, Israel 
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Cmnp Ramah and its history. 

The Ramah Experience: Community and Commitment, edited by 
Sylvia Ettenberg and Geraldine Rosenfeld (New York, The Jewish 
Theological Seminary of America in cooperation with The National 
Ramah Commission, 1983). 

The chapter by Burton I. Cohen 4'A Brief History of the Ramah 
Movement" presents the history of Ramah, however the entire book is 
of importance for those who wish to gain a perspective on the theory 
and practice of the Ramah movement. 

The Relationship of the Cognitive and Emotional Domains for Education: 

Professors Joseph Schwab and Israel Scheffler have written key essays 
on this topic: 

1. Joseph J. Schwab Eros and Education, Journal of General 
Education, 8 (1954, pp.54-71), 

2. Israel Scheffler In Praise of the Cognitive Emotions, 
pp. 3-30, Routledge, New Yorlc-London, 1991. 

The Practjcal 

biba.doc 

Joseph J. Schwab has made a key contribution to our thinking 
concerning the practical nature of the field of education. His ideas 
were developed in four monographs: 

The Practical I• ''The Practical: A Language for Curriculmn,'' 
Washington D .C., National Education Association, 1970. 

The Practical II - "The Practical: Arts of the Eclectic", School Review 
79 (1971): 493-542. 

The Practical m .. "The Practical 3: Translation into Curriculum.'' 
School Review 81 (1973); 501-22. 

8 
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The Practical IV - ''The Practical 4: Something for Curriculum 
Professors to Do." Cu"iculum Inquiry 13:3, (1983); 239-365. 

Israel Scheffler, in his volume "Four Pragmatists", (London: 

P. 9 

Routledge & Kegan Paul, 1974), particularly in his chapter on John 
Dewey, presents a penetrating analysis of the means-ends relationship 
for the field of education. 

An Understanding of the Adolescent 

Our thinking was very muoh influenced by the writings of two psychow 
analysists. Dr. Eric H. Erikson and Dr. Bruno Bettelheim. Erikson's 
paper Youth: Fidelity and Diversity, Daedalus, Winter 1962, and his 
books on Luther and Ghandi helped us understand the thinking and 
feeling of the adolescent as well as the concept of charisma, Young 
Man Luther, W.W. Norton & Company, 1958, and (I will get the 
listing for Ghandi). 

Bruno Bettelheim' s volume on the Orthogenio School Love is not 
Enough was carefully studied and applied to the camp setting. 

Bruno BettelheimLove is not Enough, The Free Press, 1950. 

The Melton Center for Research in Jewish Education 

The Melton Center was established in 1959 at the Jewish Theological 
Seminary of America, New York, by Samuel M. Melton of Columbus, 
Ohio, and plays a key role in the development of the theory and 
practice of Jewish education. The Melton program for the teQ.ching of 
Bible was experimented with at the Ramah Camps and the Melton 
Faculty Seminar developed the papers that guided much of the 
educational thinking at Ramah. 

Louis I. Newman served as the director of the Melton Center from Li~.O 
to li1~ and Joseph J. Schwab was the leading educational consultant for 
Melton. The reader may find some of the publications of the Melton 
Center of interest, particularly: 

/pJ 
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Nahum Sarna' s Understanding Genesis (New York, The Jewish 
Theological Seminary of America and McGraw Hill, 1966) 

Moshe Greenberg's Understanding Exodus: Part 1, (New Yor~ 
Be~ House, 1969). 

The Mandel Institute 

P. 10 

The Mandel Institute is an international center for the study and 
development of Jewish and general education. It was established in 
Jerusalem in 1990 by Jack~ Joseph, and Morton Mandel of Cleveland, 
Ohio. It has been at the forefront of the Continuity Movement for 
Jewish education, Among its publications are: 

biba.doc 

Seymour Fox and Israel Scheffler "Jewish Education & Jewish 
Continuity: Prospects & Limitations", the Mandel Institute, Jerusalem, 
1996. 

(NESSA - YOU DECIDE HOW TO FEATURE "A TIME TO 
ACT,, - IT CAN EITHER BE LISTED UNDER THE CATEGORY 
OF CJJE5 OR AS THE CIJB AND THE MANDEL F AMil., Y EFFORT 
IN NORTH AMERICA IN THE AREA OF CONTINUITY.) 
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1/14/97 

Dear Seymour: 

Just a reminder: You owe me 3 items by Wednesday morning: 

1. Your wording of the Best Practices item in the bibliography. 

l1sq 
2. Your sentence on the founding of Mador; Sylvia will get me the date. 

/HO 
3. Your sentence on your position at the Melton Research Center, along with 
the dates of your holding that position. Note: Sylvia says she thinks you didn't 
have a title there, because you founded it and it reported to you as dean of the T.I. ! 
So let me know what you want to do. 

1qsJ -1,ti 
Sylvia is also getting me the dates for Wolfe and for Shelley (I 'm also trying the 
Gail route on the latter). 

I have conveyed your heartfelt thanks to Bill and to Sylvia. 

Nessa 



FAX TRANSMISSION 

To: Seymour 
Fax#: 

From: Nes5d 

Subject: 

COMMENTS: 

COUNCIL FOR INITIATIVES IN JEWISH EDUCATION 
I 5 EAST 26TH STREET 

NEW YORK, NY I 00 I 0 
(2 I 2) 532-2360 

FAX: (2 I 2) 532-2646 

Date: !/IL//'1 

Pages: .J. , including this cover sheet. 



January 15, 1997 

Dear Seymour: 

Here are the corrected versions of the: bibliography; acknowledgments; and 
author bio. Since I did not get your changes this morning, I created my own 
versions of the few outstanding issues, which you can feel free to correct within 
your 24-hour allotted time. That is, I am handing this material to the designer 
tomorrow at 11 :00 a.m.--and I would like your OK before I do. I am also sending 
the complete, final version to Shelly Dorph tomorrow, which is all the more 
reason why I need your sign-off. 

It is very important for you to read through these documents with care and in their 
entirety. In addition to the modest language changes I have made ( see the way I 
phrase your reference to Profs. Twersky and Scheffler), there are some particular 
things to look out for: 

Bibliography: See my proposed change in the CIJE language. 

Acknowledgments: See my Resnikoff wording. 

About the Author: See my wording on Mador and the Melton Center. 

And finally, I'm assuming the Lou Winer mention is sufficient, and that you don't 
need to add the two names Sylvia suggested. lfl 'm wrong, and you do, then give 
me the precise language and the precise spelling. 

The text: I asked Bill to enter the revised list of the Melton Faculty Seminar and 
the changes re Florence Melton. His new disc and new hard copy will arrive 
Thurs. a.m., at which point I will immediately fedex that copy to you. Please 
remember that Annette/Danny need a copv for the Hebrew version. And, VERY 
IMPORTANT, when the copy of the essay I sent by regular mail arrives, be sure · 
to discard it. It is no longer accurate. 

I will need your corrections by 4 p.m. Israel time on Thursday, to be extremely 
precise about it. You can print in the margins and fax these back to me. Or e-mail 
me the changes with page references. (Since I know it by heart, I won't need the 

· line references!) 

Yours, 

Nessa 

I'm assuming that the British publisher of Gandhi 's Truth was Faber and Faber, 
not the "Farber and Farber" that appeared on the e-mail from your office! But this 
is why I need you to read carefully. 
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Subject: Vision at the Heart 

COMMENTS: 

Dear Seymour: 

I called in your changes to my assistant, Chava, this morning, who is faxing the final version to 
you with this note. 

Please read it through one last time noting: the new heading for and the way I cited Elboim
Dror' s· book on p. 1; the question I raise on p. 3 about the date the Melton Center was 
established; my new language for Shelley Dorph on p. 5; the question I raise on p. 6 in bold type. 

Please fax me any changes and your sign-off by Tuesday am. New York time, as well as your 
~-off on the full text as soon as you receive the essay by Federal EXPress. 

Yours in constant communication, 

Nessa 
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FAX TRANSMISSION 

To: 

Fax#: 

Seymour Fox 

972-2-566-2837 

From: Nessa Rapoport 

Subject: Vision at the Heart 

COMMENTS: 

Dear Seymour: 

CIJE 
I 5 EAST 26TH STREET 

NEW YORK, NY I 00 I 0 
(2 I 2) 532-2360 

FAX: (2 I 2) 532-2646 

Date: 

Pages: 

January 17, 1997 

9, including this cover sheet. 

I called in your changes to my assistant, Chava, this morning, who is faxing the final version to 
you with this note. 

Please read it through one last time noting: the new heading for and the way I cited Elboim
Dror' s book on p. 1; the question I raise on p. 3 about the date the Melton Center was 
established; my new language for Shelley Dorph on p. 5; the question I raise on p. 6 in bold type. 

Please fax me any changes and vour sign-off by Tuesday a.m. New York time, as well as your 
sign-off on the full text as soon as you receive the essay by Federal Express. 

Yours in constant communication, 

Nessa 



BIBLIOGRAPHY 

The following abridged bibliography may be of interest to the reader. 

Vision: For general education 

Marshall Smith, Sara Lightfoot, and David Cohen present the argument for the importance of 
vision in determining the impact of educational institutions. 

Marshall S. Smith and Jennifer O'Day, "Systematic School Reform," in Politics of 
Education Association Yearbook (1990), pp. 233-267. 

Sara Lightfoot, The Good High School: Portraits of Character and Culture (New York: 
Basic Books, 1983). 

David K. Cohen, Eleanor Farrar, and Arthur G. Powell, The Shopping Mall High School: 
Winners and Losers in the Educational Marketplace (Boston: Houghton, Mifflin, 1985). 
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Alan Ryan has powerfully described the impact of John Dewey on American intellectual life and 
education in: 

Alan Ryan, John Dewey and The High Tide of American Liberalism (New York, 
London: W.W.' Norton & Company, 1995). 

For an example of the way that Steiner's students apply Steiner's philosophy to education, see: 

E.A. Stockmeyer, Rudolph Steiner's Curriculum for Waldorf Schools (Stourbridge, 
England: The Robinswood Press, 1991). 

Vision: For Jewish and Zionist education 

Some examples of the power of ideas for Jewish education are found in: 

Immanuel Etkes, Rabbi Israel Salanter and the 'Musar' Movement: Seeking the Torah of 
Truth (Philadelphia: Jewish Publication Society, 1993). 

The power of ideas for Zionist education are explored in: 

Rachel Elboim-Dror, Hebrew Education in Eretz Israel (Hebrew, two volumes. 
Jerusalem:YadlzhakBen-Zvi Institute, 1986, 1993). 

Gerson Cohen argues for the importance of locating the ideas that will lead to a vision for Jewish 
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education and the need to develop a vision for Jewish education in North America in: 

Gerson D. Cohen, "From Scholarship to Paideia: A Case Study," in From the Scholar to 
the Classroom: Translating Jewish Tradition into Curriculum, edited by Seymour Fox 
and Geraldine Rosenfeld (New York: Melton Center for Research in Jewish Education at 
the Jewish Theological Seminary of America, 1977), pp.31-58. 

Israel Scheffler and Isadore Twersky have helped me understand the significance of vision for 
Jewish education and for general education. I am grateful to Professor Twersky for disclosing the 
visions of Jewish education of Maimonides and Brisk; and to Professor Scheffler for analyzing 
the vision of John Dewey and for his suggestions concerning leadership education. Their ideas, 
as well as my own, will appear in a forthcoming publication, Visions of Learning: Variant 
Conceptions of Jewish Education, edited by Seymour Fox and Israel Scheffler with the 
assistance of Daniel Marom, to be published by the Mandel Institute, Jernsalem, Israel. 

Camp Ramah and its History 

The Ramah Experience: Community and Commitment, edited by Sylvia Ettenberg and 
Geraldine Rosenfeld (New York: The Jewish Theological Seminary of America in 
cooperation with The National Ramah Commission, 1983). The chapter by Burton I. 
Cohen, "A Brief History of the Ramah Movement," presents the history of Ramah; 
however, the entire book is of importance for those who wish to gain a perspective on the 
theory and practice of the Ramah movement. 

The Relationship of the Cognitive and Emotional Domains for Education 

Joseph Schwab and Israel Scheffler have written key essays on this topic: 

Joseph J. Schwab, "Eros and Education," Journal of General Education 8 (1954), 
pp. 54-71. 

Israel Scheffler, "In Praise of the Cognitive Emotions" (New York-London: Routledge, 
1991), pp. 3-30. 

The Practical 

Joseph Schwab has made a key contribution to our thinking concerning the practical nature of the 
field of education. His ideas were developed in four monographs: 

The Practical I - "The Practical: A Language for Curriculum" (Washington D.C.: 



National Education Association, 1970). 

The Practical II - "The Practical: Arts of the Eclectic," School Review 79 (1971), pp. 
493-542. 

The Practical III - "The Practical 3: Translation into Curriculum," School Review 81 
(1973), pp. 501-522. 

The Practical IV - "The Practical 4: Something for Curriculum Professors to Do," 
Curriculum Inquiry 13:3 (1983), pp. 239-365. 

Israel Scheffler, in his volume Four Pragmatists (London: Routledge & Kegan Paul, 
1974), particularly in bis chapter on John Dewey, presents a penetrating analysis of the 
means-ends relationship for the field of education. 

An Understanding of the Adolescent 

Our thinking was very much influenced by the writings of two psychoanalysts, Eric H. Erikson 
and Bruno Bettelheim. 

Erikson's paper on youth and his books on Luther and Gandhi helped us understand the thinking 
and feeling of the adolescent, as well as the concept of charisma: 

"Youth: Fidelity and Diversity," Daedalus (Winter 1962). 

Young Man Luther (New York: W.W. Norton & Company, 1958). 
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Gandhi 's Truth: On Origins of Militance and Violence (London: Faber and Faber, 1970). 

Bruno Bettelheim's volume on the Orthogenic School, Love is Not Enough (N.Y.: The 
Free Press, 1950), was carefully studied and applied to the camp setting. 

*** 

The Melton Center for Research in Jewish Education 

The Melton Center was established in 1960 [Sylvia says 1960, which is what we put in the 
author's bio. Your original said 1959. I am assuming Sylvia's correct!] at the Jewish 
Theological Seminary of America, New York, by Samuel M. Melton of Columbus, Ohio, and 
plays a key role in the development of the theory and practice of Jewish education. The Melton 
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program for the teaching of Bible was piloted at the Ramah Camps. The Melton Faculty Seminar 
developed the papers that guided much of the educational thinking at Ramah. 

During the years of my direct involvement with the Melton Center, Louis Newman served as its 
director. Joseph Schwab was the leading educational consultant to the Center. The reader may 
find some of the publications of the Melton Center of interest, particularly: 

Nahum Sarna, Understanding Genesis (New York: The Jewish Theological Seminary of 
America and McGraw Hill, 1966). 

Moshe Greenberg, Understanding Exodus: Part 1 (New York: Behrman House, 1969). 

The Mandel Institute 

The Mandel Institute is an international center for the study and development of Jewish and 
general education. It was established in Jerusalem in 1990 by Jack, Joseph, and Morton Mandel 
of Cleveland, Ohio. It has been at the forefront of the movement to revitalize Jewish education. 
Among its publications are: 

Seymour Fox and Israel Scheffler, "Jewish Education & Jewish Continuity: Prospects & 
Limitations" (Jerusalem: The Mandel Institute, 1996). 

From 1988 to 1990, the Mandel Associated Foundations, the JCC Association, and JESNA in 
collaboration with CJF convened the Commission on Jewish Education in North America. Its 
recommendations were published in: 

A Time to Act: The Report of the Commission on Jewish Education in North America 
(Lanham-New York-London: University Press of America, 1991). 

One of these recommendations was the establishment of: 

The Council for Initiatives in Jewish Education (CUE) 

Among CIJE's publications are those of The Best Practices Project in Jewish Education, directed 
by Barry W. Holtz. 

Best Practices: Supplementary School Education (New York-Cleveland: CIJE , 1993, 
1996) argues the case for the centrality of vision to models of excellence in this setting. 
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I want to acknowledge the role of Nessa Rapoport in the publication of this essay. It would never 
have been written without her persistence and her role as a creative, diligent, and patient editor. I 
am also grateful to William Novak, who brought both his skill as an interviewer and his 
knowledge of Camp Ramah to this work. 

I was invited to join the staff of Camp Ramah in Wisconsin in 1950 by Louis Newman, the 
director, and Sylvia Ettenberg, dean of students at the Teachers Institute of the Jewish 
Theological Seminary. As a result of their invitation, I spent eighteen wonderful years in a close 
association with the Ramah movement and have continued to watch it grow and flourish since 
then. 

From 1950 to 1968, I was privileged to work with the staff and the leaders of the Ramah 
movement: the camp directors, Levi Soshuk and Rabbi David Mogilner, both of blessed 
memory; and Rabbi Jerome A brams, Dr. Walter Ackerman, Donald Adelman, Rabbi Raphael 
Arzt, Dr. Burton Cohen, Rabbi Morton Leifman, Dr. Shmuel Leiter, Dr . David Lieber, Dr. 
Joseph Lukinsky, Rabbi Marshall Meyer, Dr. Louis Newman, Dr. Chaim Potok, Rabbi Moshe 
Samber, and Dr. Mmton Siegel. 

Following Bernard Resnikoff, David Mogilner and subsequently Burton Cohen were appointed 
directors of the National Ramah Commission, where each offered outstanding leadership to the 
movement as a whole. In 1989, Dr . Sheldon Dorph assumed the position of director; he is 
guiding Ramah with inspiration from its fiftieth anniversary into the future. 

I learned a great deal from all of them. 

Ramah was a partnership of educators, lay leaders, rabbis, and scholars. I have not written a 
history of Ramah and therefore cannot acknowledge many other people with whom I was 
fortunate to work. I must, however, mention Lou Winer, who, as a lay leader, was a source of 
continuous support and encouragement to the camp directors. Rabbi Wolfe Kelman, as executive 
vice president of the Rabbinical Assembly from 1952 to 1989, helped us develop a common 
language with the rabbis, who contend with the reality of building Jewish life twelve months a 
year. 
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ABOUT THE AUTHOR 

Seymour Fox, who was closely associated with Camp Ramah from 1950 to 1968, is president of 
the Mandel Institute in Jerusalem, an international center for the study and development of 
Jewish and general education. 

Professor Fox was born in Chicago in 1929. He received his Ph.D. from the University of 
Chicago and his rabbinical ordination from the Jewish Theological Seminary of America. In 
1954, he was appointed director of Camp Ramah in Wisconsin, the first Ramah camp. After 
serving in various other capacities at the Jewish Theological Seminary, he was appointed dean of 
its Teachers Institute in 1959. In that year he founded the Mador program of Camp Ramah. In 
1960, he established the Melton Center for Research in Jewish Education at the Jewish 
Theological Seminary. [Seymour: in the bibliography, you wrote that Sam Melton 
"established" the Melton Center, just as you wrote that the Mandel brothers "established" 
the Mandel Institute. It is therefore inconsistent -although not untrue- to say in the 
author's note that you established the two Melton Centers. Please decide how you want to 
word these sentences] . 

He moved to Israel in 1966 and was appointed Professor of Education and director of the School 
of Education at the Hebrew University, in Jerusalem. In 1969, he established Hebrew 
University' s Melton Centre for Jewish Education in the Diaspora [see above note]. He has 
served as a senior consultant to four Ministers of Education. 

Among his current responsibilities in Jerusalem, Professor Fox is chairman of the faculty of the 
Center for Advanced Professional Educators (CAPE), a program for leaders in Jewish education, 
and academic director of the School for Educational Leadership, a program that trains the future 
leaders of Israeli education. 

He is the author and editor of several books and numerous articles in the fields of Jewish and 
general education, including: Freud and Education; From the Scholar to the Classroom; 
Translating Jewish Tradition into Curriculum; and Philosophy for Education. 

Seymour Fox is married to Sue Mogilner-Fox and lives in Jerusalem. He has three children. 

William Novak spent ten years at Ramah camps in Canada, the Poconos, and Glen Spey, N.Y. , 
where he was, at various times, a camper, a counselor, a music specialist, and a teacher. Novak is 
a former editor of the journals Response and New Traditions and was one of the founders of 
Moment magazine. He is also the co-editor of The Big Book of Jewish Humor. 

As a writer, he has worked with a number of celebrities on their memoirs, including Lee Iacocca 
(Iacocca), Tip O'Neill (Man of the House), Magic Johnson (My Life), and Natan Sharansky 
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(Fear No Evil). 

William Novak lives in the Boston area with his wife and their three sons. 



Table of Contents 

Vision at the Heart: Lessons from Camp Ramah on the Power of Ideas in Shaping Educational 
Institutions 

Bibliography 

Acknowledgments 

About the Author 

8 



FROM: INTERNET:sfox@vms.huji.ac.il, INTERNET:sfox@vms.huji.ac.il 
TO: Nessa Rapoport, 74671 ,3370 
DATE: 1/21/97 12:18 AM 

Re: Message from Internet 

Sender: sfox@vms.huji.ac.il 
Received: from VMS.HUJI.AC.IL (vms.huji.ac.il [128.139.4.12]) by hil-img-3.compuserve.com 
(8.6.10/5.950515) 

id AAA23389; Tue, 21 Jan 1997 00:16:13 -0500 
From: <sfox@vms.huji.ac.il> 
Message-Id: < 199701210516.AAA23389@hil-img-3.compuserve.com> 
Received: by HUJIVMS (HUyMail-V7b); Tue, 21 Jan 97 07:16:14 +0200 
Received: by HUJIVMS via SMTP(128.139.9.35) (HUyMail-V7b); 

Tue, 21 Jan 97 07:14:41 +0200 
Date: Tue, 21 Jan 97 7:14 +0200 
MIME-Version: 1.0 
Content-Type: text/plain 
Content-Transfer-Encoding: 7bit 
To: <74671 .3370@compuserve.com> 
X-Mailer: SPRY Mail Version: 04.00.06.17 

Dear Nessa, 

I tried to reach you yesterday both at home and at the office. Could we speak 
today, Tuesday, at 3:30 p.m. your time or 3:00 p.m. on Wednesday, so that we 
can finish. I think we need 20 minutes. 

Best regards, 

Seymour 



SENT BY:xerox Telecopier 7021 1-21-97 17:35 

DATE: 

TO: 

COMPANY: 

FAX NO: 

FROM: 

COMPANY: 

FOLEY & LARDNER 
Suite 3300 

One IBM Plaza 
330 North Wabash Avenue 

Chicago, Illinois 60611-3608 
Telephone (312) 755-1900 
Facsimile (312) 755-1925 

January 21. 1997 

Nessa Rappaport 

CIJE 

(212) 532-2646 

Michael Small 

Foley & Lardner 

CLIENT/MATTER NO: Firm 

PAGES (Including this page): 2 

MESSAGE (If any): 

NOTE TO FACSIMILE OPERA TOR: 

3127551927➔ 532 2646:# 1 

IF YOU DID NOT RECEIVE ALL OF THE PAGF.S1 CONTACT US IMMEDIATELY. 

NOTE TO ALL RECIPIENTS: 

The information contained in this facsimile message is attorney privileged and confidential information intended 
for the use of the individual or entity named above. If the reader of this tne$Sage is not the intended recipient, or 
the employee or agent responsible t.o deliver it to the intended recipient, you are hereby notified that any 
dissemination, distribution or copying of this communication is strictly prohibited. If you have received thia fax 
in error, please immediately notify us by telephone, and return the original message to us at the above address via 
the U.S. Postal Service. 

Fax Operator __ _ 



~ENT BY:xerox Telecopier 7021 1-21-97 17:35 3127551927-+ 

FOL.EV & LARDNER 

MILWAUKEE 
MAC>l&ON 
WA.HINOTQN. C>,O, 
JACKSONVII.LE 
ORLANDO 
TALLAMASS&:i: 
TAMPA 
WEST PAL M BEACH 

VIA FACSIMILE 

Ms. Nessa Rappaport 
CUE 
15 East 26th Street 
N. Y .• NY 10010 

A TTO"Nl:'1'9 A T LAW 

ON!: ll!IM IILAZA 

SUITE; 3300 

330 NORTH WAl!IAISH AVENUE: 

CHICAGO. 1LLINOl8 eoe11 

Tl!:Ll!:IIHONlt c.!li!l 79 !!5-1900 

'ACelMILE ~11!1 799•!929 
WAITtA'S 0l~ECT I.INE 

(312) 7SS-2S46 

January 21, 1997 

Re: Interview with Professor Fox 

Dear Nessa: 

532 2646i# 2 

A MIMa&R 0, 0 1.0IIAl.&x 
WITH MD!alnl 0"1<:H Ill 

9 1!:~LIN 
BRU$6£L$ 

0R£90£N 
l"RANl<f;"URT 

LONDON 
PARla 

GINGAPORC 
&TUTT(MRT 

TAIP~ 

Thank you for returning my call so quickly. It was pleasure speaking with you. Please 
send a copy of the articl~ to m~ at my office. After I have read it, I will call you to arrange 
shipment of the appropriate number of copies for the Ramah weekend in March. 

If you have any question or need any information, please do not hesitate to call me. 

Sincerely, 

Michael Small 

E6TABLl&HEO l84l! 



, 22 JAN '97 16=16 MANDEL I NSTITUTE 972 2 662837 

Mandel lnstitut.e 

Tel: 9722-566-2832 
Fax: 9722-566-2837 

To: 

From: 

Nessa Rapoport 

Suzannah Cohen 

Date: 

P. 1 

'?TJn 11:,n 

January 22, 1997 

Fax No: 212-532-2646 #Pa es: 3 

Dear Nessa, 
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In addition to these five professors, Ramah was also 

influenced by the Melton Faculty Seminar, which discussed and 

debated the essential principles that would guide the camp. The 

Seminar, which ran through the late 1950s and 1960s, included 
br.s. 

some of the younger scholar~ at the Seminary, such as 1 Chairn 
-p:. LJ4t d G;wtncr- _ Jo~A<ne.l'lJe-r1 . 11 

Brandwein, i,. Gerson 1 Cohen,. Avraham 1Iolti1, Shmuel Leiter, AYochanan rrf"' ____ _ 
. L1uu Ne\lmn '' " 1t '-= 

Muffs,~Fritz Rothschild,ANahum~Sarna, and~David Weiss Halivni . 

To the best of my knowledge, the Melton Faculty Seminar was the 

longest ongoing deliberation on Jewish education in the United 

States . 

Essentially we tackled two fundamental questions. First, 

what were the motifs, the essential themes that we wanted the 

camper to internalize through the Ramah experience? And second, 

what were the best ways to realize these goals? 

We gradually arrived at a consensus on various points, and 

we formulated concepts that are still in use today . There was a 

productive dialogue between the ideas of these scholars and their 

application at Ramah. A professor might teach an exciting course 

at the Seminary, and the following summer his students would be 

teaching it at Ramah -- to the staff, or perhaps even to the 

older campers. 

The Seminar was always asking: What ~s the relevance of 

this particular Jewish idea, and when and how should it be 

taught? Some of these Seminar scholars taught at Ramah, because 

it was a place where you could not only be excited by ideas , but 

could witness their application in real life situations. In 

fact, it was taboo to treat theory and practice as separate 

domains. 

IDEAS IN CREATIVE TENSION 
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pt' S s tep back f r om t he c amp c ommunity t o con s ide r a ,,, 
ei tue n c y tha t i s critical to t he succ ess of any educ ational 

~ i tution. I'm referring t o t h e communal leaders , who a s b o ard 

""'einJ:>er s a ssume ul t imat e r esponsibilities for the various c amps . 

These days, communal leaders are more supportive of good 

educational programs and more active in their support . But 

that's a fai r ly recent development. In the 1970s and 1980s, most 

American Jews of status and means cared mainly about Israel, 

hospitals , and defense organ,zations . Jewish education and 

culture ranked very low . w7s:ur notable exceptions ( wh~ere 
~rd Ho~~ 

interested in_ education: Sam~Melton of Columbus , Philip LowC ___ _ 

of Boston, and Leighton Rosenthal of Cleveland . Ramah, from its 

inception, was fortunate in recruiting outstanding community 

leaders . 

Today it's different. More and more, people a re corning to 

realize that Judaism 's and Israel ' s best asset is a Jewishly 

educated Diaspora, and that American Jews should be investing 

significantly in Jewish education. Fortunately, t his view has 

become .fashionable, especially as· part of the "continuity" 

agenda. Mort Mandel, who established the Commission on Jewish 

Education in North America, launched this movement in a serious 

way, which led t o Jewish education ' s being raised to the very top 

of the agenda of most Jewish organizations and institutions. 

Today ' s communal leaders also insist on having a greater 

voice in the projects they support, and they tend to be more 

generally knowledgeable as well . In addition, we have some major 

assets now that we didn ' t have then . There are academics and 

well-educated communal leaders all over North America who care 

about Jewish education and see it as important . Jewish studies 

courses in colleges and universities are one of the big success 

stories of American Jewish life. Families today can draw on a 

wide variety of programs . There are hundreds of day schools in 

l 
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Here is the true and only authentic final version of the soon-to-be famous 
essay by Seymour Fox. Trus version inclu.des all the changes you dictated on 
Friday, as well as the two previous changes you did not receive (mea culpa: 
isn't it novel to hear me apologize to you?) These two changes are the revised 
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sending the newly revised versions of the bibliography, acknowledgments and 
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Thank you for being such a terrific author. 

Best, 

Nessa Rapoport 
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Fifty years later, the Ramah movement consists of six overnight camps in North America, with a 
seventh opening in 1997; four overnight camps in Israel; one in South America; and one in 
Russia. There are also three day camps in North America, with a fourth opening in 1998, and 
three in Israel. 

Fifty years later, there are eighteen overnight and day camps in North America, Israel, South 
America and Russia. 
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RAMAH CAMPS AS OF JANUARY 1997 
North America 

Overnight 

Berkshires • S50 campers; 200 educational staff 
, family camping 
• pre and post season programming 
for schools 

California • 500 campers; 175 educational staff; 
• year round weekend campins~ 
• family camping • adult retreats; elder 
hostel, 1 week Taste of Ramah for 
pre-campers • Tikvah program - special 
needs kids 

Canida , 360 campers, 150 educational staff; 
• famil}'. camping , Tikvah program • year

round family education program • 1 wk. 
t aste of Ramah 

New England • S50 campers, 200 educational staff; 

Poconos 

w· . 1sconsm 

,family camping • pre and post 5eason 
,programming . year round family education 
program • Tikvah program • I week Taste 
of Ramah program for pre-camper age kids . 

• 380 campers, 150 educational ataif; 
• family camping • camping f'or families 

with deaf children (Kesher) 

• 425 campers, 17S educational staff; 
• Tikvah program • family camping 
• Artists' retreat 

· Opening Som 
Ramah Darmn -Opening summer 1997 

Day Camps 

Nyack Day Ca.rtm - 450 campers; 
200 education staff 

Poconos Day Camp in Philadelphia -
• 100 campers, 30 ed\lO&tlonal staff, 
• faznilyprograms 

Central New Jergey Day CIIJll2 .. 
.l • 200 campers, 80 educational staff Opening summer 1998 . 100 campers will 

grow to 300-400 • will become year-round facility 
similar to California by year 2, ooo. 

C:\WPWIN60\WPOOCS\RAMAHCAM.91 0\1€(~ 
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Ramah Programs in Israel 

Overnight 

Ramah Serninar -230 entering high sohool 
seniors; 6-8 weeks in Israel and 
Eastern Europe 

Rarnah Semester in Israel - 200 high 
school students from Australia, U.S., 
England on a variety of semester programs 

Ramah Israel Institute - 1,000 day school, 
Hebrew high school and synagogue family 
family groups participating in 2 .. 3 week 
educational programs in Israel 

Ramah/NOAM Camp -•run by Masorti 
Movement~ 250 Israel Conservative 
children - 3 weeks. 

Ramah overnight camp in Soyth America -
run by individual synagogues in Argentina, 
Brazi~ Chile; independent ofNRC 

Ramah-Yaah8.d' Camp In Russi1 • 200 Russian 
children for 3 weeks at camp site near Moscow; 
run by Bet :Midrash in Israel 

C:\WPWIN60\WPDOCS\RAMAHCAM.9'1 

Day Camps • Goldstein Y oµth Village 

Ra.mah Hebrew Day Camp in Israel -
400 Israeli children; 3-6 weeks 

Ramah English Day CIW,p • 
50 English speaking children whose families are visiting 
Israel 3-6 weeks 

Tikvah Day Camp in Israel .. 
50 Downs' Syndrome special needs Israel Tikvah kids, 
3-6 weeks 

Worldwide 
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VISION AT THE HEART: 

LESSONS FROM CAMP RAMAH ON THE POWER OF IDEAS .• 

I N SHAPI NG EDUCATIONAL INSTITUTIONS 

by Seymour Fox , with Will i am Nov_ak 

INTRODUCTION 

There is nothing as practi cal as a great idea. 

Many· of us , i f we are fortunate, have at some point in our 

lives been part o f a n unforgettable educ ational experience -- a 

school, a summer program, an outstanding teacher -- that has 

touched our souls or perhaps even changed our lives. We look 

back on such moments with gratitude and awe, and with the hope 

that others -- our friends, our colleagues, and especially our 

children -- will be exposed to similar experiences· that offer 

inspiration and purpose . 

What does it take to create these kinds of experiences? 

While Camp Ramah is only one example, it has been a prominent and 

powerful one ever since its founding ·.by Dr . Moshe Davis and 
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Sylvia Ettenberg of the Teachers Institute at the Jewish 

Theological Seminary. The idea for Ramah gained..__ · ~acceptance 

in 1946, and the first Ramah camp opened in Wisconsin in the 

summer of 194 7. A Fift'/ ye-us bterJ -there ore niheteen overni,ght and dJy Camps in North Ame.ri 
. . · lsrJel s~ uth Ramah emerged out of an ambitious dream, a carefully A ! 

r,,erlCi) ahd 
considered ideal of educational possibilities . Big questions Russia. 
were asked : What kind of Jews, what kind of people do we want to 

nurture? What ideas wiil guide this new camp? What happens when 

compelling but competing philosophies about the meaning and 

purpose of Jewish life must coexist wi thin one institution? How 

should Ramah a ddress the various convi c tions, controvers~es, and 
. . 

anxieties prevalent among North American Jews? How can Judaism 

be transmitted to children and to teenagers· as vital, engaging 

and necessary? 

We live i n a time when the Jewish community is searching for 

ways to revitalize existing institutions and t o build new ones, 

ranging from c ommunity high schools to informal educational 

settings for a d u lts. What can we learn about the centrality o~ 

vision to the excellence of an e ducational institution? How can 

the experience of Ramah ill uminate contemporary efforts to 

transform Jewish life in North America through education? 

Seymour Fox , a central figure in J ewish e ducation, was 

instrumental i n develop ing Ramah from phil osophy to pract~ce . 

. THE NEED FOR VISION 

You•ve made the claim that every educational initiative 

should be guided by a clear and well-developed vision. But what 

may seem self-evident to you is not necessarily obvious to 

everyone. What makes you- willing to allocate so much time and 

en~rgy to what some people might view as an introductory or · 
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preliminary step in the creation of a new enterprise? 

If you begin a new project with serious ideas and lofty 

ideals, some people will criticize you for being grandiose or 

for " too much thinking . " And it is true that in the normal 

course of events· you will invariably fall short of your carefully 

thought- out vision. That is the way of the world: If you start 

with cognac, you'll be lucky to end up with grape juice. But 

that's not a bad result when you consider the alternative -- if 

you start with grape juice, you'll probably end up with Kool- Aid! 

Let me put it anot her way. Educat ion t hat is essentially 

parve -- that' s neut ral and doesn ' t take a strong stand - - has 

little chance o f succeeding. In my experience , all effective 

education has -a t its foundation a distinct and well-considered 

vision. The proof of that proposition is all a round us. A few 
Dr: 

years ago,,\Marshall S. Smith, the current Deput~ Secretary of 

Education, wrote a pap er analyzing the many attempts to reform 

American schools during the 1980s. He f ound that despite a great 

deal of new legislation and t h e expendi ture of huge sums of money 

from both public and private sources, very lit tle had actually 

improved. Among t he few. exceptions were those s chools and 

institutions wit h a clear and substantial vision . 

Sara Lawrence Lightfoot, a professor at the Harvard Graduate 

School of Education, made a simil ar poin t in her 1983 book, The 

Good High School. In an attempt to discover "what works, " she 

v i sited and analyzed six well- regarded American secondary 

schools, of which two were urban, two were suburban, and two were 

"elite." She found that each of these schools had a distinct 

vision, and that the attempt to realize that vision was precisely 

what motivated the headmaster and the staff. In some of the 

schools, the concerns of teachers, administrators, and students 

were easy to identify because they were articulated explicitly; 

in others, the "repetitive refrains" ·and "persistent themes" were 
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expressed in more subtl~ and indirect ways. But whether the 

visions that animated these schools were loudly proclaimed or 

quietly whispered, they were present in each of these 

institutions. 

Another book from the mid-1980s, The Shopping Mall High 

School (by Arthur G. Powell, Eleanor Farrar, and David Cohen), 

examines the other side of the coin -- that is, _what happens when 

you maintain a school without a clear vision . In most American 

high schools, almost everything is available in small doses, and 

everything tends to have the same weight, the same ranking. The 

authors contend that in trying to anticipate every possible need 

and desire that a student or parent might have, these schools 

have turned into the academic equivalent of shopping malls. 

"Both types of institution," they write, "are profoundly 

consumer-oriented. Both try to hold customers by offering 

something for everyone. Individual stores o~ departments, and 

salespeople or teachers, try their best to attract customers by 

advertisements of various sorts, yet in the end the customer has 

the final word." 

In other words, if you offer everything, you stand for 

nothing. Or, as the authors conclude in an understatement, 

contemp_orary high schools "take few stands on what is 

educationally or morally important." 

Does this mean that vision is a tough sell? 

Yes, but it's getting easier. Five or ten years ago you had 

to convince people about the importance of vision, but today the 

idea is increasingly accepted -- if only because we've all seen 

what happens in its absence . There is a professor at Stanford 

University who argues that in the business world, vision is even 

more important than leadership. He claims that if a company has 

a clear vision, and that vision becomes part of the culture and 
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is internalized, the company can survive periods of weak 

leadership or even a move toward control by the bureaucracy . I 

believe this is true of educational institutions as well. 

Anyone can claim that a particular idea constitutes a 

vision, so let•s take a moment to establish what an educational 

vision is -- and what it isn•t. 

A vision is a vibrant entity. It's a portrait of ideal 

human beings shaped by education -- an image rich and exciting 

enough to guide your future choices. A vision is inspired by 

your belief a bout human possibility, while being influenced by 

your experience of human fallibility. 

An educational vision must be able to answer certain 

questions: What kind of people will graduate f rom this school, 

camp, or other educational setting? What will they understand 

and believe? How will they behave? What will they know how to 

do? In what ways will they be able to contribute to the 

comm~nity? And what qualities, intrinsic to your vision, will 

enable them to keep growing and learning? 

Vision, then, is inherently both dynamic and flexible. It 

is not a mission statement or a declaration of purpose, which 

often end up as frozen, static assertions . 

And a vision is more than a goal. Goals a re important, but 

they are specific to a particular ·educational setting, or even a 

specific class or text. You might have one goal for teaching 

science and another for the study of Talmud. Out of your vision 

will flow a series of goals for educators, parents, community 

leaders, and students, who will apply or translate . that vision 

into concrete programs. 

A great vision will inspire educators to creativity and even 

to the invention of new kinds of institutions. Goals certainly 

matter, but by themselves they're n6t sufficient~ And they are 
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often so pedantic as to leave no room for vision . 

A vision that is intelligent and worthwhile is guided by 

great ideas that will survive periods when those ideas are out of 

favor. In philosophy, for example , trends come and go, but you 

still find Platonists in every generation. 

I would add that it's often easier to inspire people if 

you're presenting them with a vision that is essentially 

extremist or fanatic, that depicts the world in stark, well

defined , black- and-white polarities. The challenge is to inspire 

them with a vision that includes a commitment t o concepts such as 

religious tolerance, plurali sm, and democracy. 

VISIONS IN GENERAL EDUCATION 

Let•s look at s ome specifi c v i s i ons in American education. 

John Dewey has been on my mind of late because I've been 

reading Alan Ryan's book, John Dewey and the High Tide of 

American Liberalism. Although Dewey did most o f his significant 

writing during the 1920s and 1930s, ' there's a r enewed interest in 

him and his ideas today, just as I believe that in the Jewish 

world we will soon see a similar renewal of interest in · the ideas 

of Mordecai Kaplan , who viewed himsel f as a student of Dewey . 

Dewey had a vision of the world as ever changing , as people 

continually tried to modify themsel v e s and their environment. He 

believed the best way to approach such a world wa s through 

rational efforts at perceiving problems and inventing solutions. 

Dewey had an unlimited optimism about what coul d be achieved by 

the combined powers of science and the intellect, and his vision 

led to a revolution in American education. 

Today , it is difficult to 

appreciate just how significant a place he occupied in American 
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culture. On the first page of his book, Ryan quotes the eminent 

historian Henry Ste ele Commager, who observed that "for_ a 

generation no issue was clarified until Dewey had spoken." 

Dewey's followers took many of the ideas he wrote about and 

applied them to practice . The same is true of the followers of 

the spiritual philosopher Rudolf Steiner, who established 

hundreds of Waldorf schools across the country. To this day, 

his followers discuss every issue, down to what color to paint 

the walls in order to achieve a particular result that is part of 

Steiner's vision . Whenever you have a vision that excites and 

inspires people , they continually ask themselves what it would 

take to translate it into practice. 

Another exampl e of a successful vision is t he one developed 

Aat the University of Chicago. Robert Maynard Hutchins led the 

school during t he 193Os and 194Os , b ut his influence endures to 

this day. His vision had to do with the centrality of great 

ideas, which in turn generated the Great Books movement . Over 

the years, Chicago has probably produced more Nobel Prize winners 

and university presidents than any other institution of higher 

learning. It was a uni quely dynamic place that was guided by a 

vision, and it has remained a great center of intellectual 

excitement. 

VISIONS IN JEWISH EDUCATION 

And in the Jewish world? 

Any number of important visions have influenced Jewish 

education over the years, and many of them have been directed, 

either explicitly or implicitly, at the larger Jewish world. 

Maimonides wanted to prepare young people for a society that 

would reflect his concept of Judaism, . in which the intellect 
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played a central role. Centuries later, in a very different era, 

the modern Zionists believed that to create a new, vibrant 

society in the Jewish homeland, you had to educate a new type of 

individual. 

One of the most important family dynasties in Jewish 

education in the late nineteenth and early twentieth centuries 

was that of the Brisker Rav of Lithuania, whose descendants 

include the Soloveichiks. The followers of the Brisker Rav 

established a network of important and influential yeshivot . In 

some cases, t hey deliberat ely chose to teach a nd study texts that 

other rabbis felt were impractical, such as the sections on 

sacrifices or the regulations pertaining to the Temple in 

Jerusalem. Most o t her yeshivot in those days concentrated on 

sections of t he Tal mud that were more immediately relevant 

texts that dealt with topics ·such as civil damages, marriage and 

divorce, the rituals o f prayer - - cases of Jewish law that ·you 

could actually .!!§.g_ . 

But the Brisker Rav's followers insisted that to ignore the 

more neglected sections of the Talmud was to miss the point. As 

they saw it, the c las sical texts constituted a coherent system. 

If you omitted cer tain sections, they felt you were not only in 

_danger of distorti ng the tradition; you were also liable to 

overlook some great treasures. Who i s to say where you will find 

the most significant ideas? One cannot presume to know where the 

highest wisdom lies. 

Another major nineteenth-century educational reform movement 

was the Musar movement, with its emphasis on mitzvot ben adam 

l'chavero (the commandments pertaining to interpersonal 

relations]. The Musarists introduced a serious concentration on 

moral and spiritual issues into the yeshiva world of Lithuania. 

In most yeshivot, Musar (ethics) had been corisidered "soft," 

unworthy of significant attention. · But in the late nineteenth 
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century, the followers of Rabbi Israel Salanter established 

entire institutions that emphasized Musar. They believed that 

the exclusive emphasis on pilpul (the concentration on subtle, 

legal, conceptual differences) in most yeshivot could lead to a 

distortion of Judaism and the inability of the students to 

develop sufficient social and ethical sensitivities. The 

Musarists were reacting to a world they viewed as bo~h 

exce~sively intellectual and insufficiently concerned with 

morality and personal responsibility. 

Their opponent s countered t hat the Musarists were demeaning 

the power of _t he text, which in i tsel f contained the power to 

affect people' s behavior. But over time the Musarists prevailed, 
Li+huanian 

and their influence penetrated most of theAyeshivot. 

THE VISION OF RAMAH 

Let•s jump forward a few decades and take a close look at an 

important Jewish educational i n s titutio n i n which you were 

intimately involved: c amp Ramah . In the lat e 1940s, the 

founders of Ramah could have invested their energies in any 

number of projects. Why a s ummer camp? 

Ramah was a response to problems that Jewish education had 

to confront in the years following World War II -- problems ~hat 

we still face today. First, most Jewish children were not being 

exposed to meaningful Jewish _experiences during their early, 

formative years. Second, most Jewish families did not 

significantly contribute to the Jewish education of their 

children. Third, most North American Jews didn't live in an 

environment that suppo~ted the values of Judaism . In an era when 

children of immigrants were busily trying to become Americans, 
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the Jewish character of most Jewish homes was declining. The 

founders of Ramah wanted to go beyond what a school could 

achieve. By trying to create a special enclave, an entire 

subculture, they sought to accomplish what the fami ly and the 

community were no longer willing or able to do. 

We wanted to create an educational setting where young 

people would be able to discover their Judaism and l earn how to 

live it in their daily lives. We hoped this would lead to Jews 

who were both deeply committed to. their tradition and actively 

involved in American society. 

Why a camp? Because even the best school operates only part 

of the day. We wanted to create a real and total society that 

would respond to the whole person, twenty-four hours a day, even 

though we could maintain that society for no more than eight 

weeks at a time. Within that framework , which would include 

daily classes for every camper, our aims could be educational in 

the broadest sense -- not only teaching Hebrew, but grappling 

with all kinds of social concer ns : How should counselors treat 

campers? How should the drama coach react when a child misses 

his cue during a performance? Because Ramah was a round-the

clock society, our basic source, often explicitly, was a vibrant, 

living halakhah. 

Take the inevitable conflict between competence and 

compassion. It's good to improve your baseball skills, and it ' s 

wonderful to win the game, but when you're striving for 

excellence people sometimes get hurt. You have to draw a line 

between the need to win, or to excel, and a concern for people's 

feelings. Whether it was sports, or the arts, or Hebrew, our 

goal was to lower the possibility for hurt without seriously 

compromising the aspiration for excellence. 

There was an emphasis on ethics and.caring -- but also on 

.growth. Ramah was not a laid-back place. The phrase "not living 
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up to ·his/her potential" was heard often, which led to a measure of 

disequilibrium . in the lives of the campers. 

The founders of Ramah could have invested their energy in a 

cluster of day schools . Ultimately they chose camping, because 

the issues that they believed needed to be addressed could not be 

addressed by a school -- not even a day school. Among other 

limitations, a school i sn ' t the best place to nurture a child's 

Jewish emotional development . Ultimately, the challenge of Ramah 
or her 

was to educate the enti re c h ild -- including hisAmind . We wanted 

to pay equal attentio n t o emot ional and spi ritual issues, and to 

the articul ation a nd living out o f Jewi s h val ues . 

THE JEWI SH IDEAS BEHIND RAMAH 

I t' s generally known that Ra.rnah•s Jewish vision was g uided by 

the f acu1ty of the Jewish Theological seminary. But who were 

these s c h olars , and what, exactly, did they contribute? 

r · would sta r t wit h Prof essor Louis Finkels tein, who was the 

primary figure in Conserva tive Judajsm during Ramah ' s early 

years . He was p r esid e n t of t he Seminar y du ring the 1940s, when 

Ramah was establ ished , and c ha ncel lor during the 1950s and 1960s, 

when the camps f lour i s h ed . He bel i e v ed t he Ta l mud embodied a 

great ethical message , a message that spoke not only to Jews but 

to the l arger society as well. In 1951 he was featured in ,a 

cover story in Time Magazine a s the leader of a Jewis h 

renaissance in America . In 1958 Dr. Finkelstein even wrote an 

article on business ethics for Fortune Magazine as a result of a 

meeting with Henry Luce, the magazine ' s founder , who had called 

him in to· discuss the negative image of Jews and Judaism in the 

business world . 

Above al l , Dr . Finkelst.ein rel ished the opportunity to apply 
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Talmudic principles to the issues . raised by living in a modern 

American society. During the McCarthy hearings, he actually 

wanted to be summoned to testify. He wanted to tell the 

Committee: "I will not answer you, because you have no right to 

question me this way. America is based on the ideal of human 

dignity. In our tradition, we also have a conception of human 

dignity . Parts of it are delineated in the volume Sanhedrin of 

the Talmud in a concept known as dr ishah v'chakira h, which deals 

with how you may question a witness . And you cannot interrogate 

an individual i n thi s manner. " 

This was a n essential Finkelsteinian response: Americans 

are sensitive t o the Bible, and the Jewish i nterpre tation of the 

Bible ought to become part of the public d i scourse . Dr . 

Finkelstein wanted Jews to compete in the American marketplace of 

ideas from within their own tradition , especially with regard to 

ethics and social behavior . He once sai d that we Jews have been 

living on top o f the volcano f r om the very beginning of our 

history, and we therefore had a great deal to offer a world that 

was beginning t o understand that now we were all living on top of 

the volcano . 

In postwar America , Dr . Finkelstein was viewed as a sage who 

spoke out of a long and venerable tradition. He delive red the 

invocation at President Ei senhower ' s inauguration, and Eisenhower 

used to consult with him surprisingly often on ethical matters. 

One of Finkelstein's proudest achievements was the Seminary ' s 

Conferences on Science, Philosophy and Religion, where many 

individuals from a variety of world views and traditions would 

address a single theme, such as peace or equality. Louis 

Finkelstein's most significant influence on Ramah was his passion 

to create educated Jews who were active and responsible citizens. 

Next, I would cite Professor Saul Lieberman and his emphasis 
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on the close and careful study of Jewish texts. When the first 

Ramah camp opened in 1947, people were incredulous: "You're 

establishing a summer camp that includes classes?" In those days 

this was almost unheard of. Young people went to camp to get 

away from classes, although there were some prominent exceptions, 

such as the Interlachen camps for students with exceptional 

musical talent. It was only much later that summer camps were 
est;i~I ished 

A for the study of science or computers . 

In effect, we were running a school within the camp, 

complete with i ts own educati onal di r ect or. The dail y classes 

were mostly t ext- based , and it was quite p~ssible to spend a 

large part of the summer on j ust a few verses. Teaching was 

considered a full - time job, and the teachers on staff were not 

given other duties , although ~ultiple tasks would have made more 

sense economically . They therefore had ample time to prepare for 

class and were availabl e to any camper who might seek them out . 

At Ramah we believed i n exposi ng i deas to critique and 

inquiry rather than presenting them dogmatically. We never 

sought intel lec t ual obedience. A common question the Talmud asks 

is: Minah bani mili? How do you know? The risk, of course, is 

that students will pose this same question about the central· 

assumptions of religious belief. How do you know there's a God? 

How do you know God or Moses wrote t he Torah? One must allow 

these ques~ions , ·and all questions, while recognizing that a 

tradition that encourages difficult questions will every now and 

then produce a Spinoza, an Einstein, or a Freud, who will operate 

outside of the system. 

The main purpose of text study at Ramah was to uncover the 

basic ideas of Judaism, which isn't always a simple proposition. 

In those days, the Seminary didn't allow the / ive Books of Moses t0 be 

taught in the Rabbinical School because it would have to be 

studied critically and scientifically. Biblical criticism was so 
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rife with controversy, especially the issue of the authors hip of 

the Five Books of Moses, tha t the Seminary responded by avoiding 

the study of these texts entirely. The Prophets? Fine. But not 

the Torah. 

Meanwhile, we at Ramah were experimenting with the 

curriculum on Genesis that was prepared by the Melton Center for 

Research in Jewish Education . (The Melton Center was founded in 

1959 at the Seminary; among its activities was a program to 

develop a new curriculum for the teaching of Bible in Jewish 

supplementary schools.) To a consi derable extent, Ramah served 

a s a testing ground for Melton material. This material, which 

included Professor Nahum Sarna's important book Understanding 

Genesis, arBved .._ :_,.that whether or not the Biblic al text was 

divine in origin, it contained profound ethical a nd religious 

messages . 

In the early 1960s the volume on Genesis was in galleys, but 

we still didn 't have official approval to use it. I went to see 

Professor Lieberman - - not because I had to, but because it would 

have been irresponsible not to check with the Seminary 

synagogue's r abbi, who was officially responsible for the 

interpretation of Jewish law at the Seminary. · I took with me a 

report on the social studies program of the Westchester public 

school s, where the student s were being taught to distinguish 

among " science " (meaning The Truth), "philosophy" (meaning True 

Ideas), and "religion" (meaning , in this context, myths and 

legends). 

"This is what we ' re up against," I told Professor Lieberman, 

" and this is why we're publishing our book on Ge nesis. Whether 

or not the reader r e gards the Torah as being divine in origin, we 

are demonstrating that it offers an enormously important ethical 

and religious message ." 

At the time, much of the Seminary's theological position was 
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roughly equivalent to what you might find today in some quarters 

of "modern Orthodoxy." Ramah, however, was willing to take risks 

in order to achieve its educational goals, and the Seminary 

faculty was generally sympathetic to those needs . 

Another important influence was Professor Mordecai Kaplan's 

view of Judaism as a civilization . He defined God as "power that 

makes for salvation . " He wanted to reconstruct traditional 

Jewish theological ideas so as to transform them from an. 

otherworldly concept ion to a personal and social this-worldly 

conception of s a l vation. He was seen as a heretic by some of his 

Seminary colleagues, who regarded his views as a 

demythologization of God. Some of Kaplan ' s col l eagues believed 

that he was essentiall y a soci?l ogist v1ho had wandered off into 

theology. As t he story goes , Kaplan replied that if the Seminary 

greats, especially Louis Ginsberg and Sau l Lieberman, had dealt 

with theological questi ons , he would have left t hem alone ; but 

their failure t o address these issues forced him to attempt to 

fill the vacuum . 

Kaplan joined the centuries-old conversation between Judaism 

and the great_philosophers. He wanted Judai sm t o be in 

constant relationsh ip with the world around it, and he brought 

the elements of music , art , and drama into c entral focus as 

legitimate religious concerns and expressions. 

At the other end of the spectrum, Professor Abraham Joshua 

Heschel's religious vision was a major influence on Ramah. Dr . 

Heschel believed that Jewish rituals and symbols embodied a deep 

and profound message about the way human beings should live. He 

_viewed Shabbat as a great gift to the world, a sanctification of 

time in a society . where that sanctity was continually being 

violated. Heschel was amazed, for example, when the dates of 
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certain American holidays were shifted merely for the convenience 

of having the m coincide with a three-day weeke nd. " Can you 

imagine changing Rosh Hashanah s o that it always falls on a 

weekend?" he asked . 

For Heschel, prayer was the way for an individual to make 

contact with his innermost sel f . The whole question of what 

t'fillah [prayer] meant at Ramah was dee ply influence d by He schel 

and his students, including the concept of kava nnah [devotional 

intention] and the idea of t ' fillah as an opportunity for 

contemplation a nd self-improvement . But Heschel was also deeply 

concern~d about the r o l e of r e l igion in t he larger world. He 

marched in Selma with Martin Luther King as an e xpre ssion o f his 

own religious t r a d ition. He b e l ieved that the most profound 

ideas in Judaism s peak d i rect ly to contemporary social and 

political c once r ns . 

Finally there was Professor Hillel Bavli , a poet and 

professor of Hebrew Literature . Dr . Bavli funct ioned as a kind 

of watchdog who made sur e we real ly were using enough Hebre w at 

Ramah -- no e a s y task . All of us b e lieved that if y ou wanted to 

understand and b e part of Jewish history , you had no choice but 

to master Hebrew; t h a t was how you join e d the ongoing 

conversation with Rashi , Maimonides , and a l l the other great 

commentators and philosophers. Hebrew was als o a vital link to 

the State of Israel, although it must be acknowledge d that 

Finkelstein wasn't a Zionist at first , a nd neither was I . 

After years of success, it may be difficult to appreciate 
01Jtr~j cou.s 

what an A idea it was at the time .to try to run a Conservative 

movement summer camp in Hebrew. Camp Mas sad wa s doing it, of 

course, but He brew a nd Zionism were Mass ad ' s r e ligion. In the 

Conservative movement, which was competing with other force s in 

the struggle to define authentic Judaism in the twentieth 
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century, to h ave Hebrew as the o~ficial language of Ramah was an 

additional yoke around our necks. The importance of Hebrew is 

far from self-evident, and today He brew is on the wane even in 

some day schools. If you can acquire the same ideas in 

translation, why go through all the trouble of studying a whole 

new language? 

At Ramah we believed that Jewish education, effective ly 

carried out, would result in young people who were deeply rooted 

in their tradition through their attachment to Jewish texts, 

which they could now grapple with because they had already 

mastered the necessary skills . Once you introduce students into 

the method , anyone can join the ongoing conversation. In our 

tradition, there is no way around it : The method must involve 

Hebrew. 

But it's also possible to go too far, to s tress Hebre w so 

much that you distort in the other direction. In some Jewish 
thm 1rc. SU!cols where 

communities, such as Mexico and Argentina,~Hebrew has become the 

main goal of J ewish education, and content is s econdary. While 

Hebrew is essential, it is not sufficient. You need several 

other components -- mitzvot , prayer, and a communal consciousness 

on several levels : one ' s immediate community, the e xtende d 

Jewish community, one ' s national society, and the world at large . 

At Ramah we tried to bring all o f these components together . 

I regarded these five men -- Louis Finkelstein, Saul 

Lieberman, Mordecai Kapla n, Abra ham Joshua Hesc hel, and Hillel 

Bavli -- as our teachers. I spent hours talking with them , and 

to some extent I saw my mission as one of serving as the conduit 

between this older generati on and the next. 

IDEAS INTO ACTION: THE MELTON FACULTY SEMINAR 
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In addition to these five professors, Ramah was also 

influenced by the Melton Faculty Seminar, which discussed and 

debated the essential principles that would guide the camp. The 

Seminar, which ran through the late 1950s and 1960s, included 

some of the younger scholars at the Seminary, such as Chaim 

Brandwein, Gerson Cohen, Lloyd Gartner, Joel Kraemer, Shmuel 

Leiter, Yochanan Muffs, Lbuis Newman, Fritz Rothschild, Nahum 

Sarna, and David Weiss Halivni. To the best of my knowledge, the 

Melton Faculty Seminar was the longest ongoing delibe ration on 

Jewish education in the United States. 

Essentially we tackled two fundamental questions . First, 

what were the moti fs , the essential themes that we wanted the 

camper to internalize through t h e Ramah experience? And second , 

what were the best ways to realize these goals? 

We gradual l y arrived at a consensus on various points, and 

we formulated concepts that are still in use today . There was a 

productive dialogue between the ideas of these s cholars and their 

application at Ramah . A professor might teach an exciting course 

at the Seminary , and the fol lowing summer his s tudents would be 

teaching it at Ramah -- to the · staff, or perhaps even to the 

older campers. 

The Seminar was always asking: What i s the relevance of --this particular J ewish ide a , and when a nd how s hould it be 

taught? Some of these Seminar scholars taught at Ramah, because 

it was a place where you could not only be excited by ideas, but 

could witness their ~pplication in real life situations. In 

fact, it was taboo to treat theory and practice as separate 

domains. 

IDEAS I N CREATIVE TENSI ON 
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Two of the Seminary professors you mentioned, Heschel and 

Kaplan, had such different outlooks that they're generally seen 

as representing two opposites poles of contemporary Jewish 

theology. Did these differences leads to problems in a camp that 

was -searching for a clear religious ideology? 

No, because from the start Ramah recognized that Judaism is 

too complex to be guided by a singl e perspective. Within a 

philosophical system, an eclectic approach can be problematic 

because philosophers strive for coherence. But while Ramah was 

guided by ideas, it was also a practical place where ideas were 

put into action, and where an eclectic approach could provide a 

rich source of energy. The fact that both ends of the 

theological spectrum were represented at Ramah added intel lectual 

tension and excitement. 

The Seminary professors who served as mentors represented 

differing and someti mes conflicting ideas. But their various 

approaches had already managed to coexist within the framework of 

the Seminary. _ Ramah tried, and was often able, to take their 

different conceptions a step further by building a society that 

was guided by a simil ar multiplicity of visions . Fortunately, 

the people -embodying these various visions were willing to affirm 

that all of us had far more in common than not. 

But even when there is agreement on the fundamental 

principles of Judaism, there are inevitable differences as to how 

those fundamentals should be combined. Dr. Yochanan Muffs, a 

Seminary Bible scholar, once pointed out that the three basic 

principles of Judaism set forth in Pirke Avot [Ethics of the 

Fathers, an accessible and well- known section of the Talmud] 

Torah, avodah, and g'millut chasadim [study, prayer, and acts of 

loving-kindness] -- while mutually supportive and reinforcing, 

are not always in harmony with each other. 

Focus exclusively on the study of Torah,· and the result will 
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be disembodied intellects, which was precisely what concerned the 

Musarists. Focus only on prayer, and you risk becoming 

excessively inner-directed, which can lead to reclusiveness, 

removal from the world, and a passivity that is inconsistent with 

mainstream Judaism. Finally, mitzvah on its own can lead to a 

simplistic and mechanical pattern of obsezyance. Piety is a 

beautiful thing if you're living in an uncomplicated world, but 

that's not our reality. The only answer is to try to integrate 

these three forces so they all form part of the same picture. 

THE EDUCATIONAL IDEAS BEHIND RAMAH 

we•ve looked at the major Jewish influences on Ramah, but 

that•s only part of the story. Ramah also made extensive use of 

experts from the worlds of g eneral education and the social 

sciences. 

Because what we were trying to create required a wider range 

of expertise, we decided to suppl ement the Seminary faculty by 

inviting some of the leading scholars in the humanities, social 

sciences, and education to join us. We were determined to have 

the worlds of general and Jewish education "interpenetrate." The 

additional scholars who formed the Melton Advisory Board included 

some of the most thoughtful, creative minds in the field, such as 

Goodwin Watson, the social psychologist; .Fritz Redl, the 

psychoanalyst; Ralph Tyler, dean of Social Sciences at the 

University of Chicago, and a powerful force in American 

education; and Lawrence Cremin, the eminent historian of 

education. 

Two of the scholars in this group were especially important 

to Ramah: Joseph Schwab, the prominent philosopher of education 

and curriculum theorist, and. Bruno Bettelheim, the renowned 
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psychoanalyst, who regarded Ramah as a marvelous experiment . I 

had written my doctoral thesis about Freud and education under 

the guidance of both men at the University of Chicago. 

The members of our Advisory Board were not paid for 

participating. They were attracted to Ramah by the scope of the 

project and were excited by the idea of being part of it . They 

were also impressed by how serious we were about training 

educational leaders. Professor Schwab even came to camp before 

the campers arrived to lead seminars for the staff . 

Recently, somebody asked me what motivated these high

profile professors with little or no interest i n Judaism, and in 

some cases, a non- Jewish background, to contribute so much of 

their time and energy to Ramah . The answer , I think, has to do 

with scholar-~wish for immortality , which occurs when people -
readAtheir books and put their ideas into practice. Schwab not only " . 
generated ideas; he lived to see the~ acted upon at Ramah, at 

Melton, and many other places. What we offered these scholars, 

as well as the Judaic scholars o n the Faculty Seminar, was a 

living laboratory in which t o t ry out their ideas. Somehow we 

were able to i nspire in them a confidence that the various plans 

and ideas we d iscussed around the conference table would actually 

materialize. What was t alked about in November was often part of 

the camp's program the following s u mmer. Mor eover, we never 

u~dertook a project without first discussing it with them and 

paying close attention to their comments. We were giving these 

scholars an unusual opportunity -- the possibility of making a 

real impact on a society . 

Schwab, in particular, viewed Ramah as an ideal place to 

create disciples. ~ertainly he was the most important force in 

shaping my own ideas about education. 

Could you say more about him? Schwab seems to have been the 
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key figure in this group, but his name is not well-known today. 

Joseph Schwab was born in a small town in Mississippi, where 

the entire Jewish community consisted of half a dozen families . 

Although he grew up knowing little about Judaism, he became 

intrigued by certain Jewish concepts, such as mitzva h . He 

devoted a great deal of his time to Ramah; between 1952 and 1966 

I spent at least two days a month with him. He helped us think 

through issues such as the conne ction between the cognitive 

(intellectual) and the affective (emotional) a s pects of 

education. There was a natu ral fit bet ween h is ideas and our 

vision. 

I should e xplain that Ramah was built on the b e lief that you 

have to make c ontact with young people on all levels -- the 

intellectual , t he emotional , t h e s pir i tual, and the aesthetic . 

Some people are touched by mu sic , while others a re tone- d eaf . 

Some will respond especially t o prayer, o r to Shabbat, or to 

social justice, or to t he intellectual chall enge in the 

commentaries, or to theology . I deally , of c qurse , youngsters 

will respond to several or even al l of the many components within 

Judaism. Our t radition offers a great deal , and the mind is not 

the only means of a c cess to it. 

In an essay e n t itle d " Eros and Education, " Schwa b argued 

that the huma n mi nd is not only cereb ral b ut also passiona te, and 

that the i ntellect is not a n emotion-free area. He a lso b e lieved 

there were hardly any emotional areas that did not include 

cognitive elements . Schwab was convince d that there was no 

meaningful dis tincti on to be drawn ·betwe en mind and b ody, or 

between intellect and emotion . 

Schwab wrote in that essay that Eros was all about " the 

energy of wanting. " He believed that the definitio n of " to know" 

had to include "to do ." The aim of education, he said, was to 
I 

produce " activel y intelligent people ,,, whom he described in this 
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They like good pictures, good books, good music, good 

movies. They find pleasure in planning their active lives 

and carrying out the planned action. They hanker to make, 

to create, whether the object is knowledge mastered, art 

appreciated, or actions patterned and directed. In short, a 

curriculum is not complete which does not move the Eros, as 

well as the mind of the young, from where it is to where it 

might better be. 

We also c onsulted with Schwab on how best to teach 

traditional Jewish texts. That was familiar territory for him 

because at the col l ege of the University of Chicago nobody used 

textbooks, only pri mary .sources . We spent hours with Schwab 

discussing, for example , how best to teach adolescents the story 

of Jacob, Rebecca, and Isaac in the book of Genesis. As 

presented in t he text, Jacob and Rebecca are scheming co

conspirators a gainst Isaac. Jacob is deceitful , his mother is 

less than honest , and together they mislead poor Isaac. How do 

you explain the larger issue here? How do you teach adolescents 

about truth and complexity? How do you convey to them that the 

world is often a terri b l e place without destroying their natural 

idealism? This is a tremendous challenge, and we discussed it at 

length. How do you teach that there are often shades of gray 

when adolescents tend to see only black and white? Freud wrote 

in Civilization and its Discontents that the way most educators 

prepare young people for the world is the intellectual and moral 

equivalent of sending explorers on a polar expedition outfitted 

in summer clothing. How do you tell young people the truth about 

the world without doing damage to their innate idealism and hope? 

Schwab was also involved in our work in leadership 
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education . If you look at how leadership training has evolved in 

recent years, you will see two main schools of thought. The 

British school says: Study the greats. Plato, Aristotle, and 

John Locke will provide you with all the principles you will 

need. Alfred North Whitehead claimed that everything he had ever 

required to live the good life he found in the Bible and the 

literature of ancient Greece. 

The American model, as you may expect, is more directly 

pragmatic. The Harvard Business School says : If we can provide 

enough case s tudies that illustrate the principles and include 

the situations you are like l y to encounter during your career, 

you will succeed in the real world . 

Schwab h elped us develop a third conception, which wa s 

essentially a blend of the other two and which fit in perf ectly 

with the ·goals of Ramah: Teach young people the principles that 

have guided your tradition, and g i ve the students exercises in 

analyzing practice in v i ew of t hese principles . They must then 

ask themselves : If I acquire , a c cept, and understand these 

principles, what will my p r actice be like? 

What was t he c on t ribution o f Bruno Bettel heim? 

First, I must say that although Bettelheim's reputation has 

been challenged in recent years, that in no way diminishes his 

important contribution to Ramah. Second, although some members 

of the Melton Advisory Board responded to Ramah in terms of their 

Jewish background, that wasn't the case with Be ttelheim, who 

regarded Judaism and all religions as anachronistic . And yet he 

clearly appreciated what we were trying to do educationally . 

As . a graduate student at the University of Chicago I had 

worked at Bettelheim's Orthogenic School f or emotionally 

disturbed children. Once, with the chutzpah of youth, I said to 

him that the school didn't always measure up to his descriptions 
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of it in his book, Love is Not Enough. 

"You're right," he replied . "The book outlines what the 

school was supposed to be ." He acknowledged that it often fell 

short of its vision, but that didn 't mean it wasn ' t guided and 

directed by that vision. 

One of the distinguishing marks of Bettelheim ' s school was 

its creation of a "home haven," a comfortable and safe setting 

for the children. To make this happen, Bette lheim used every 

resource at his disposal -- from architecture to food . We 

believed that a camper ' s cabin at Ramah should function in a 

similar way, as a supportive environment a gainst the inevitable 

pressures and problems created by an intense milieu. Bettelheim 

helped us understand how best to bring this about. 

I was influenced by Bettelhei m when I asked that each camp 

director show me the menu for the f irst few days of the summer. 

I wanted to make sure that all our camps were serving familiar 

foods like ha!Ilburgers -- foods that would facil itate the 

smoothest possible transition from a youngster's home to this new 

environment. I also made sure that we were prepared to provide 

as many additional helpings as a camper wanted, so that nobo dy 

would leave the table feeling hungry, especially during the first 

week. We even had the counselors serve extra s nacks at night . 

We were a bit extreme when it came to food , especially with all 

those Freudians on our board ! 

Another lesson I learned from Bettelheim was the 

significance of the school custodian, who, for some students, was 

a more significant educational figure than the teachers or other 

professionals . At Ramah we paid close attention to the character 

of all the people we hired, not only the counselors, specialists, 

and teachers, but the service staff as well. Many of our 

dishwashers were students from Ivy League colleges. They didn ' t 

know Hebrew, but they wanted to be at Ramah and would accept any 
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job in order to spend a summer at camp. We responded by giving 

them the best teachers, including, quite often, the professor-in

residence. 

Bettelheim stressed the distinction between education and . 

therapy -- that while education could be enormously therapeutic, 

we shouldn't confuse the two. He also taught us that there ought 

to be a place in camp where campers could be wild and noisy, and 

another place where a youngster could find peace and quiet. And 

it was Bettelheim who introduced me to the distinguished Harvard 

psychoanalyst Erik Eri kson. In his biographies of Martin Luther 

and Gandhi, Erikson portrayed charismatic individuals as 

unreconstructed adolescent s who cont inued to believe that the 

world could be changed and t hat hist o r y was reversible. This was 

an idea educators needed to hear, and before long, Erikson's 

books were .being read and d i scussed at Ramah. 

Finally, Bettelheim helped us understand that we had a 

tremendous built-in advantage that we h adn ' t fully been aware of: 

Because Ramah was in opposition to basic American suburban 

values, the camp was inherently counter- cultural in a way that 

was attractive and yet constructive to adolescents in rebellion 

against their elders. 

A PHILOSOPHICAL COMMITMENT TO EXCELLENCE 

It seems to me that during its earlier years, Ramah was 

unapologetically elitist in a way that might not be acceptable 

these days. 

Back then, of course, elitism was a commonly shared 

assumption, and nobody questioned it . It was a necessary 

consequence of a commitment to excellence . The Seminary sought 

out great scholars and the best possible students, and to a large 
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degree it succeeded. Ramah wasn't open to everybody. It was 

often difficult to get in, and there were waiting lists. We 

believed that if you invested in the right people, they could 

change the world. We believed that with talent and hard work, 

anyone could make it to the top. But we also believed there is a 

top . 

FROM THEORY TO PRACTICE 

we•ve looked at some o f the i ntellectual background that 

helped create Ramah . I ' d b e interested in how some of the ideas 

and principles that came up i n the Melton Faculty seminar were 

ultimately expressed in practice . 

Obviously, the leap from the theoretical t o the practical is 

a big one. How do you fill the enormous gap between a text, the 

internalization of its message , and i ts incorporation into 

behavior? How do you move from mastering an idea to living it? 

And how does you r practical experience affect your theory and 

help you revise it? 

Although we d idn ' t articulate it in exactly these terms, we 

were working with a process that involved five l evels. 

The first l evel is philosophy, and it asks theoretical 

questions. What is your conception of Judaism, of an ideal 

Jewish society, and of the individual? What is your conception 

of knowledge? Does knowledge consist of a mastery of facts? Of 

basic principles? If you know, will you therefore do? 

The second level narrows the scope to the philosophy of 

education. How does your philosophy guide your conception of 

education? In our case, how do your ideas about Judaism shape 

the vision of what education should or can be? 

The third level deals with the theory of practice, and takes 
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the process one step further. How does your philosophy of 

education shape and alter your educational goals? How does it 

shape your conception of curriculum, or of teacher education, or 

of informal education? 

The fourth level brings the discussion down to actual 

practice: pedagogy, in-service education, and classroom 

management. 

The fifth level consists of monitoring and evaluation, which 

serves as a corrective for each and all of the levels . 

But these level s are not linear, and you need not move from 

Level One to Level Five. Some of the most effective work in 

education begins with Level Five - - wit h a careful, critical look 

at your ongoing program, which oft en demonstrates that you may 

not be accomplishing what you set out to do . This may lead you 

to reexamine your practice or your philosophy o f education, which 

may in turn lead you to reconsider your basic a ssumptions about 

Judaism and knowledge. In other words, you return to Level One. 

In our discussions about Ramah, we often s t arted from Level 

Four and then moved on to Levels One through Four. Moving from 

theory to practice , or from pract ice to t heory , .is a dynamic 

process that f orces you to constantly observe, rethink, and -

ideally -- change and i mprove. 

These distinctions are still somewhat theoretical and 

abstract. Could we look a specific area, such as t•fillah 

[prayer], in light of these five levels? 

If you are considering how to deal with t'fillah in an 

educational setting, the five levels might apply as follows: 

Level One: What is prayer? Why do we praise God, who 

clearly doesn't need our praises? One answer, suggested by 
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Maimonides, is that God is a role model . When we praise God for 

being merciful, we do so in order to articulate and emulate that 

particular quality. If we r estricted our discussion to this sort 

of issue, we would have a philosophical treatment of prayer. 

Level Two might ask: · What is the role of prayer in your 

philosophy of education? Wha t s pecific i deas about it d o you 

want to convey to c hildren? How do you make contact with the 

inner spirituality of a child? 

With Level Three we move into ideas that will guide 

educational practice . Can these ideas be taught to younger 

children? You might decide that you really can ' t accomplish much 

in this area until you make people sensitive to words, b ecause 

the whole assumption of prayer is that reading or chanting 

certain words will set off something inside you . Or you might 

ask whether meditation fits into your understanding of Jewish 

prayer. And if it does, how will you teach it? 

Actually, that last question brings us to Level Four, which 

deals with pedagogy . How, in the classroom , wil l teachers help 

students develop a sensitivity to words or to nusach [ the 

traditional chant of the prayer service]? How will teachers be 

trained to carry out these assignments? 

Level Five asks: As you monitor this activity, how will you 

make the necessary changes as a resul t of what you observe or 

lea rn? Does your experience support your theory? 

As long as we•re talking about prayer, could you explain 

why, given the general intellectual openness of Ramah, •it was 

mandatory for campers to attend services every morning? 
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In order to reject something you first n eed to e xperience 

it, and at Ramah y ou could e xperie nce religious services under 

opti mal conditions . As Schwab u s ed to say a bout musi c , the 

s onata form i s n ' t something you i mmed i a t e ly r espond to . It takes 

ha rd work and experie nce before y ou appre ciate it. Similarly, 

f or t ' fil l ah to succeed you have to work at it and experi e nce i t. 

Eventually it become s mean ingful or it doesn ' t . Rejection is 

a lways an optio n , as long a s it ' s thoughtful and cons idered . 

We b e lieved that most young pe ople who expe rienced J u daism 

a t Ramah would become deeply involved in it . Of cours e, all 

education works on that premise. If you are introduced to a 

profound idea b y a fine teacher in the right environment, the re ' s 

a good chance y ou' ll accept it . This is a faith assumption o f 

education. 

But while Shacharit (morn ing) services were compulsory a t 

Ramah, afternoon servi ces were not . This was an important 

difference b etween Ramah and the Seminary . Halakhic all y, the 

Mincha h servi c e is also compulsory, but there were limits as to 

how much t h e unini tiated camper could be e xpected to understand 

a nd app r e ciate . After all, the majority of these y oungsters had 

never experi e n ced any daily prayers. our educational a nal ysis 

made it clear that if we insisted on Minchah at camp , we we re 

likely to l ose much of the impact of Shacharit . 

I n t h e end, t h e Semi n a ry fac u lty voted for a n op tional 

Mincha h at Ramah, b asing t h e ir decision on educationa l 

considera t i ons rat her than halakhi c princ ipl es . It was a 

diffic ult deba t e ; a nd ultimately,t he i ssue was decide d by a 

single v ote . 

Ho w did Ramah de al with the f act tha t e v en within the 

c onservative movement, not to me ntion the res t o f Juda ism, not 

ev erybody observes Shabbat in exactly the same way? 
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As we saw it, the camp's public space was to be maintained 

as a religious preserve. We didn't legislate against ~he use of 

a radio in the privacy of a cabin, for we made a distinction 

between the public space and private space. We enabled campers 

and staff alike to e xperience as close to a total Shabbat as 

possible within the publ~c areas of the camp . As with the issue 

of Mincha h, our policy allowing the private use of electricity 

rather than its public use was not a halakhic decision but an 

educational one. 

On the other hand, many other practices and activities at 

Ramah were non-negotiable . These i ncluded Hebrew, daily c lasses , 

morning services , kashrut, the recitation of birkat ha-mazon 

[grace after meals] -- and, in a very different sphere , 

instructional swim . 

Let•s return to the five levels t hat move us from the 

theoretical realm to the practical and back again. we•ve already 

seen how t hey might apply to prayer. But what about a very 

different area, such as sports? 

Level One would begin with general philosophical questions : 

What is the relationship between mind and body? Why do you need 

a healthy body? How is the c~nception of a healthy body in our 

tradition different from that of other traditions? 

Then, in Level Two, you might ask: What is the role of 

sports in your conception of education? You might , as John Dewey 

did , discuss the importance of rules, fairness, cooperation and 

competition. 

In Level Three you would think about what role sports might 

play in your program . Are you prepared to let a camper complete 

the summer with no signi ficant athletic experiences? What about 

those campers who simply don't like s ports? Or swimming? 

In Level Four you ·might think about how you will teach 
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respect for rules and fairness. How will you teach youngsters to 

be good l osers -- or good winners , for that matter? What are 

your methods of teaching these values? 

And in Level Five y ou would take a critical look at your 

program and measure your a c complishments. Have your students 

internalized the values of fairnes s and good sportsmanship? What 

changes or improvements need to b e introduced in your program? 

That sounds fine, but almos t every institution with 

aspirations to greatness makes grand claims about being guided by 

lofty theoretical principles . How do you ensure that there 

really is a link between those ideals and the real world? 

If you d e v e l op your ideal s carefu lly and thoughtf u lly, a nd 

you constantly r einfor ce the message t hat t hey really matter , you 

c an make those p r i nci p l es come a l ive . We once had a thirtee n

year- old camper who used to wet h is bed , We used to have late

night staff meetings , but no matter what we were discussing, or 

how import ant it was, at 11 : 45 PM each n ight two counselors would 

r ush to this boy's cabin and wake him up to make s u re he went to 

the bathroom. If they arrived too lat~ , they would wa ke him up 

and change his sheets so none of the other campe r s would be aware 

of t he mishap when t hey woke up in the morning . T~e driving 

force here was the princi ple of ha- mal bin e t p ' nei cha veiro 

b 'rabim -- that you must avoid a s ituati o n where a person might 

be embarrassed i n front of others . 

That brings to mind another case involving this same 

principle. We had a proble m one s ummer with ado lesce nt girls 

who , after lights out, would conduct "bull sessions" -

discussions in which , under the rubric of self-improvement, each 

girl ' s faults and defici encies would be addressed by the ent ire 

group. These sessions invariably ended with girls in tears, and 

with some of the girls being scapegoated. 
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I was the camp d irector that summer, and when thi s dev e l oped 

i n to a serious, continuing problem, I was tempted to out law t h ese 

session s . But I knew that the campers cou ld continue hol ding 

bull sessi o ns a s soon a s t h e counsel o r was out of earsh ot. Wh e n 

the situati on finally g o t out of control , I came in to talk to 

t h e g i rls . 

" We don ' t understand, " they told me . " We ' re jus t trying to 

help each other." 

" Th at sounds f i ne ," I said, " b u t may I sit in? " I started 

listeni ng , and I soon found myself interrupting. " You know ," I 

tol d them , " I appreciate what you ' re doing. I a ccept your aims , 

but I h ave a problem with your method. One of t he things we 

don ' t do in a Jewish community like Ramah i s publicly embarrass 

our fel l ow human beings. What if we studied a text toget her that 

deal s with how people should behave toward one a nother, and then 

each girl can do her own self- evaluation privatel y? " 

At t h is point, because a n alternative was avail able , the 

mor e sensitive girls prevailed and the study session was 

accepted . Each n ight we s tudied the sixth chapter of· Pir ke Av ot 

and discussed, among other things, what it means to be re ' a ahuv 

-- an inti mate friend, someone you could confide in , who would be 

supportive and would help you muster the s t rength you need to 

change and i mprove. We read this chapt er every night for four 

weeks a nd had some very good tal ks . At Ramah, this sort of thing 

was part of the director ' s job definitio n . 

INVESTING IN STAFF 

It's interesting that the camp director would s pend so much 

time with one cabin -- but what about the res t of the staff? 

There were so many s pecialis ts in camp. 
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We weren't too concerned with conserving our resources! We 

h a d three full - time staffs at Ramah - - counse lors, specialists in 

sports and the arts, and teachers . Financially, of course, it 

was outrageous. There were no dual roles: Different people had 

different f~nctions. This was part of the audaciousness of the 

place: We were trying to do it a11·. 

The best specialist was somebody who pressured you and 

stretched you, and sometimes that led to problems for the camper. 

Whether in sports, music, drama, or any other area, competition 

and striving f or excellence can cause problems. Classes were 

demanding, too , because the teacher would force you to grapple 

with the text and stretch your mind. If there were problems, it 

was up to the counsel or to pick up the pieces . 

We also c oopted an idea from the kibbutz movement, which saw 

itself as an edah mechanenet [an educating community], of having 

the teaching s taff available throughout the day . The kibbutz 

teacher would teach a class in the morni ng and would continue to 

debate issues with you through the day . The same was true of our 

teachers -- at least in theory. 
positio~ 

An even more unusualAfor a camp was that o f the librarian, 

whose job was to s i t in the library and be available all day to 

anyone, whether camper or staff member. And just as some camps 

have an artist-in-resi dence, each Ramah c amp had a professor-in

residence, generally a Seminary faculty member whose role was to 

encourage intellectual stimulation. He or she was there to 

listen, to teach, to prod, to criticize, ·and to help the camp 

community respond to halakhic problems that would invariably 

arise during the course of the summer. 

COMMUNAL LEADERS AS PARTNERS 
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Let•s s tep back from the camp community to consider a 

constituency that is critical to the success of any educational 

institution. I'm referring to the communal leaders, who as board 

members assume ultimate responsibilities for the various camps. 

These days, communal leaders are more supportive of good 

educational programs and more active in their support . But 

that' s a fairly r ecent development . In the 1970s and l~BOs, most 

American Jews of status and means cared ma inly about Israel, 

hospitals, and defense organizations. Jewish education and 

culture ranked very low. Four notable exceptions were interested 

in education: Sam a nd Florence Melton of Columbus , Philip Lown 

of Boston, and Leighton Rosenthal of Cleveland . Ramah, from its 

inception, was fortunate in recruiting out standing community 

leaders. 

Today it's different. More and more , people are coming to 

realize that Judaism 's and Israel 's best .asset i s a Jewishly · 

educated Diaspora , and that American Jews should be investing 

significantly in Jewish educati on. Fortunately, this view has 

become fashionable , espec~ally as part of the "c ontinuity" 
w1t-h his brothers) cst.:i)lishcd 

agenda . Mort Mandel, who;~ the Commission on Jewish 

Education in North America, launched this movement in a serious 

way, which led to Jewish e ducation 's being raised to the very t op 

of the agenda of most Jewish organizations and institutions . 

Today ' s communal l eaders also insist on having a greater 

voi ce in the projects they support, and they tend to be more 

generally knowl edgeable as well. I n addition, we have some major 

assets now that we didn ' t have then . There are academics and 

well- educated communal leaders all over North America who care 

about Jewish education and see it as important . Jewish studies 

courses in colleges and universities are one of the big success 

stories of Americ an Jewish life. Families today can draw on a 

wide variety of programs; There are hundreds of day schools in 
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North America and any number of excellent organized trips to 

Israel . There are young Jews in general education who are 

interested in making a contribution to Jewish education. There 

are Jewish leader s and philanthropists publicly proclaiming that 

Jewish education is a top priority. Fo r all the se r e asons, I ' m 

optimistic. 

This may be the right moment to ask for your thoughts on 

what, for many would-be institution-builders, is a difficult and 

intimidating process, although it•s essential if you•re hoping to 

build or sustain a meaningf ul project. I'm referring, of course, 

to the whole question of fund-raising. 

This may sound strange, but I firmly bel ieve that money is 

not the biggest probl em . Although funds have not always been 

easi ly availa ble , these days there are enough resources to 

support a wide variety of fine p roj ects . 

The key factors in successful fund-raising are the strength 

of your ide a s , your commitment t o t hose ideas , a nd your 

e nthusiasm. I have never a s ked any on e to s upp ort an institution 

unless I would have been willing to donate a similar amount i f I 

had it . In othe r words , if y ou ' re not deep l y committed to the 

cause, you shouldn ' t be trying to raise mon e y for it. You have 

to start with v is i on and commitment , and you must convey them to 

the peopl e you ' re approaching . And you have to mean it . I 

believe we ' re all transparent, and that as human beings we ' re 

continually judgi ng each other and asking : "Is this person 

genuine? Is he sincere? " 

Another thing : I always start with the a ssumption that the 

person I 'm meeting with is at least as intelligent as I am . 

There ' s no inherent reason for him to s upport my proj ect, because 

he has many other valid claims to consider. Therefore, it is my 

job to convince him -- or, better s till, to educate him. Only if 
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you take the time to educate people about a pr?ject will they be 

able to make intelligent decisions about it. If you tr~at 

• potential donors as people who can join with you and help you in 

creating this new enterprise, you may get somewhere. 

Although the situation is far better than it used to be, the 

relationship between Jewish educators and communal leaders is 

still too adversarial. The pi;-ofessionals still ask : "How can 

this person make an informe d judgment if he can't even read 

Hebrew?" And the communal leaders still think: " This guy is a 

shlepper. If he were really successful , he 'd b e in .my business . " 

This is unfortunate, but it ' s true. 

What are the biggest mi s take s you see in fund-raising? 

I see three common mistakes, and they ' re c onnected. The 

first mistake is · to treat the donor as if he or she were naive. 

The second mistake is arrogance . And the third one is not 

disclosing the full t ruth about the undertaking , including its 

problems and failures. 

Here's my favorite fund-raising story: Sam Melton was 

visiting Ramah in the Poconos , and one morning we passed a ten

year-old boy on his way to class . 

"What are you studying? " Sam asked h i m. 

"Chumash," answered the boy. 

"Chumash with what?" Sam asked. 

And the boy replied, "Chumash with Melton." 

At that moment all my fund-raising efforts were vindicated. 

How do you respond to those who ask why educational change 

takes so long and costs so much? 

With this analogy : Would it make any sense to study 

mortality rates in surgical wards where the instruments weren't 

sterilized? As long as teachers ar~ often untrained or 
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unmotivated , and certainly underpaid, what can you expect? When 

your mission is to conquer a disease, you don ' t withdraw funding 

because you haven ' t found a cure despite years of research . On 

the contrary: You invest additional money until you do . We have 

just begu n doing that i n Jewish educati on . It ' s too earl y to ask 

whether the investment is too great, or whether it wil l take too 

long. 

VISI ON VS. BUDGET 

Still, the re must be time s whe n a well-dev e l oped e ducationa l 

vision and a prudent busine s s plan are at odds with e ach o t her. 

At Ramah that happened often . We couldn ' t always justify 

the educational i nvestment on economi c · grounds, which was hard 

for some people to accept. Take the Mador program, in which we 

devoted an entire summer to the training of promising high school 

graduates who agreed to serve as counselors for two additional 

summers. From a purely economic standpoint it was foolish to 

invest so much money in that program. And what about the 

professor- in- r esidence and the camp l ibrarian? These people were 

expensive ! What other summer camp had three separate staffs? 

But when you give parents r eason to bel ieve that you're helping 

their child become a mensch, you can ask for a great deal. 

When Ramah first started, we had to make a critical 

decision: Who would head the camps? Should it be an educator · 

with vision who could then hire a talented business manager, or 

did we need a talented manager who would hire a creative 

director? The Seminary, in partnership with an outstanding board 

of community leaders, decided that Ramah should be led by 

educators, by people with a vision. Each of the camps had a 

capable business manager, . of course, and that job was vitally 
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important, but the camp was always led by educators. 

WHERE RAMAH FAILED 

we•ve talked about some of Ra.mah•s accomplishments, but as 

you said earlier, even if you start with cognac you•ll ~e lucky 

to end up with grape juice . Looking back on it, what are some of 

the areas where Ra.mah missed the boat? 

I can identify five sign i ficant failures. 

To begin with, we failed to conduct any systematic 

evaluation of our work. Ralph Tyler once tol d me that not doing 

this was the educational equi val ent of not carrying out 

diagnostic tests until t he patient was leaving t he hospital. In 

other words, we often had no feedback on what we were doing until 

it was too late to do anything about it. If our results were 

really as promising as they seemed, we should have been 

documenting the evidence. It's amazing that, as far as I can 

determine, we never asked our campers to writ e about their 

experiences at Ramah! We were so busy building something new 

that we didn't ever stop to evaluate it. 

Conducting a serious evaluation of an ongoing project is 

time-consuming and expensive, and it may sound l ike a luxury. 

Even today, when educational institutions embark on a self

evaluation, it's more likely to be used as a fundraising 

technique rather than a way of improving the enterprise. But 

it's something we should have done. 

Ramah's second failure was that, despite all our efforts, we 

never really became a Hebrew-speaking camp. Hebrew was a clearly 

articulated goal that was central to the philosophy of Ramah, and 

while Hebrew was the official language at camp, we simply didn't 
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do well enough in this area. It ' s true that most of our 

counselors didn't know enough Hebrew , but that's no excuse. We 

could have taught them Hebrew in the off-season, perhaps in a 

series of regional centers. We could have sent them to Israel. 

But we did neither. We had no graduated curricul um for the 

teaching of Hebrew at Ramah. We h?d no language labs. We didn ' t 

even . look to Camp Massad for guidance in this area. We assumed 

they were successful at it only because Hebrew was their chief 

concern. 

I must accept some of the blame for this fa ilure . My 

attitude was: If there ' s a confl ict between understanding ideas 

and learning t he language, let ' s go for understanding. In the 

Melton Faculty Seminar, Gerson Cohen and Shmuel Leiter fought for 

more Hebrew - - and they were right . So d i d Sylvia Ettenberg, 

whom I consider the g~eat hero of Ramah , and who represents the 

only coherent continuation from the founding of the camp until 

her recent retirement , a span of forty-five years . She was both 

an anchor for communal leaders and a nurturer of directors. She 

was also a great facilitator and a peacemaker between warring 

factions. 

On . a related issue, I made a similar mistake with regard to 

Israel , which didn 't always receive its r i ghtful place on our 

agenda . On the other hand, the fact that hundreds of former 

Ramah campers now live in Israel suggests that we must have been 

doing something right in this area. 

For years I did my best to keep Israelis out of our camps; 

because the Israelis I had met a t that point seemed inappropriate 

as educators for Ramah ; many had come to America primarily to 

buy appliances. But eventually I joined those who decided to 

bring over an Israeli delegation every summer to serve as 

teachers and specialists. They turned out to make a real 

contribution. 
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Our third failure was in not establishing a year-round 

program. One reason we hired full-time camp directors was our 

expectation that they would maintain the camp program .throughout 

the year by working with the Conservative movement's youth 

program, the Leadership Training Fellowship (LTF). The summer 

months could have served as the climax of the year, or perhaps 

the launch of a new year or both. All the camps could have 

been winterized. In this area we simply quit too early; the 

idea didn't advance far enough to meri t being c alled a failure . 

our fourth failure was that we didn ' t establish a curriculum 

for the camp p rogram as a whole . It ' s amaz i ng , but we never 

formalized the variou s camp programs , although s ome of them were 

remarkable·. There was some sharing of ideas among the camps, but 

not nearly enough. Over the years, we failed to document or 

preserve any number of innovative and creative p rojects. There 

was far too much reinventing of the wheel and too much 

improvising . At least this failure was deliberate: We were 

afraid of formalizing what we had because it might have inhibited 

creativity. But this was a mistake. 

The fifth failure that comes to mind was t hat we didn't 

achieve an effective transition between the rarefied atmosphere 

of Ramah and the camper's home community, despite the fact that 

we paid a lot of attent ion to this problem and were probably on 

the right track. For example, we often discussed how to help 

campers, newly excited about Jewish practice, who return to a 

non-kosher or otherwise non-observant household . Because we 

respected the campers' family relationships, we did not encourage 

them to tell their parents what they should or shouldn't eat, or 

do, in their own homes. 
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But more often than we anticipated, the reentry problems 

arose not with the campers' families but with their synagogues . 

After a summer at Ramah,_ campers found it hard to return to a 

service that suddenly seemed stilted and complacent, and to a 

rabbi who seemed formal when contrasted with the informality and 

warmth of camp. We even had youngsters who refused to attend 

synagogue services after camp because the service no longer felt 

authentically Jewish to them . 

It hadn't occurred to us that in some sense we were creating 

misfits. We were arrogant enough to think our c ampers could turn 

the Conservative movement around. And they did, to some extent, 

although it took years. 

UNEXPECTED SUCCESSES 

In addition to the successes we worked hard for, we had a 

few others that we hadn't real l y anticipated. Many Ramah campers 

went on to become rabbis, professors of Judaica at American and 

Israeli universit ies, or prominent community leaders. Today, 

Ramah graduates are extremely well represented in professional 

Jewish life and in i nstitutions of Jewish culture and education 

-- in all denominat ions. And a great many others have made 

aliyah. 

Second, we grew our own ·tomatoes . That is, much of our 

staff consisted of former campers. We had some terrific 

directors, and most of them, too, came up through the ranks. We 

made sure they were decently paid, and we created a new Jewish 

profession -- camp director. These people were given tenure, 

just like university faculty. Being a Ramah director was a 

difficult job that involved dealing w~th a variety of groups, 

such as staff, campers, parents, rabbis, educators, and communal 



43 

leaders, not to mention such complex issues as religious ideology 

and finance. Most of our directors had been trained as rabbis, 

which meant they had a clear and obvious career line usually 

in the pulpit , but sometimes in formal education or Jewish 

communal l ife . At Ramah they were really going out on a limb in 

terms of their future careers - - some of them for years, and 

others for their entire professional l ives . 

Despite our failures, Ramah worked. I've been in the Jewish 

education business a long time, and nowhere else have I seen a 

closer correlation between what we set out to do and what we 

actual l y accomplished. The ultimate proof, of course , are the 

campers . They may have hated Hebrew school, but they really 

learned, loved, and lived Judaism at Ramah . 

They also loved and apprec iated the people at Ramah . I have 

no idea how many deep and lasting friendships began at Ramah, but 

there have been a great many. And many marriages, too. All over 

North American and Israel, you can find young people whose 

parents - - and i ncreasingly, grandparents -- met each other at 

Ramah. 

LESSONS FOR NEW INSTITUTIONS 

What would you ide ntify a s the mos t significant l essons . that 

o t h e r ins titutions mi ght l e arn f rom Ramah? 

First, Ramah demonstrates how a vision can motivate a staff , 

and how a staff can then stretch itself. Second, I think there 

is something to be learned about how to combine sophisticated 

approaches to content and theoretical discussions with the most 

concrete and mundane nitty- gritty details. 

Ramah was also about investing i n talent, and the vital 

importance of communal supporters. In our case, the communal 
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leaders protected us from attempts to dilute the educational 

component. They believed in the project because they understood 

it , and they acted out of deep conviction. Ramah made it 

possible for educators, rabbis , schol ars , and lay peopl e to join 

forces. There was a real generosity of spirit and a genuine 

attempt to understand the other person ' s position . Ramah was 

more than a camp ; it was an educational movement . 

The success of Ramah empowered some of us to think about 

institutions that didn't exist, and that still don ' t e xist. At 

some point we will probably see the creat ion of institutions that 

combine the daf school with the community center, breaki ng down 

the conventiona l walls between formal and informal education . 

Just as the students of John Dewey hoped to produce an active 

participant in a democratic society, such an institution, when it 

finally comes i nto exi stence, will serve as an intensive training 

ground for Jewis h c itizensh ip . 

The next challenge, in my view, is to provide for the needs 

of post- materialist people . More and more, peop l e are looking 

for meaning in the i r lives . They want to know what our tradition 

is all about, and our job is to take that tradition and present 

it in contemporary terms that speak to them . From time to time a 

genius will emerge , a Heschel or a Kaplan, but you can ' t sit back 

and wait for them. It's far better, in my view , ~o build places 

where potential Heschels and Kaplans will be nurtured , develop, 

and flourish. 

*** 



Jan.24, 1997 

Dear Seymour: 

Wonderful to talk to you today--and virtually complete this stage of the project. In 
reviewing my notes, I arrived at a formulation for the CIJE piece in the 
bibliography which may be helpful to you, as I know you were planning to send 
me yours tomorrow. 

Under the current heading of the CIJE, how about: 

"Among CIJE's publications are those of The Best Practices Project in Jewish 
Education, directed by Barry W. Holtz. Best Practices: Supplementary School 
Education (New York, Cleveland: CIJE: 1993, 1996) argues the case for the 
centrality of vision to models of excellence in this setting." 

Also attached: A very recent review that I thought would provoke you. 

Nessa 
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By CHRISTOPHER LEHMANN-HAUPT : . ·, 
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By the time Bruno Bettel.heim have been his facility with psychoan
committed suicide at 86 on March 12, alytic insights, his ability to tyran-
1990, his had become a household nize his students and subordinates 
name in America. As director of the and his gifts as a storyteller. With 
Orthogenic School, the home for these talents he made plausible the .. , . ,,. ::; .:Jack M3!"'1rtglThe;New York n mes 

emotionally troubled children at the picture.he drew of himself as a poly- Bruno Bettelheim• 
University of Chicago, and as the math with the following to his credit, 
author .of books like "Love Is Not in Mr. Pollak's summary: "14 years THE CREATION OF DR. B 
Enough" and "Truants From Life," at the University of Vienna, studies A Biography of Bruno Bettelheim 
he had secured his reputation as an with Arnold Schoenberg, summa 
expert on child psychology in general cum laude in three disciplines, two By Richard Pollak 
and on the condition known as inf an- books published, training in all fields Illustrated. 478 pages. Simdn & Schus ter. $28. 
tile autism in pa'i-ticu.lar. A disciple of of psychology and membership in an 
Freud, he blamed flawed mothering ·organization that studied the emo-
for the autistic child's apparent with- tional problems or children and ado- most nothing, Mr. Pollak relates the 
drawal from reality and insisted that lescents." 
a cure could be worked by detaching No wonder the 1>ublic believed him. laSt years of his-subject's. life with a 
the child from the family. to be the loving therapist who under:- note of pity. The ·strain of self-fabri-

But even as early as the 1960's, stood children and could cure au- cation s~emed to tell. Despite being 
when Bettel.heim was first b road- tism, and who created the Orthogen- praised and honored in his old age, 
casting-his success with autistic chil- ic School as the very opposite of the Bettel.heim grew increasingly unhap
dren, there were those who found concentration camps he said he had PY and depressed, in part because he 
fault with him: mothers of impaired studied so systematically as a pris- ·felt that the psychoanalytic estab
children who had reared normal oner. lishment had never accepted him. 
ones and researchers who suspected But the truth tllat ·Mr. Pollak un- When his devoted wife died in 1984, 
that autism had a genetic or other earths is otherwise. True, Bettelheim he raged Lear-like at his children 
physical cause. had earned a doctorate in philoso- and spoke of suicide to his friends. 

Among these critics was Richard phy, but his studies were interrupte_d On the 52d anniversary of the Nazis' 
Pollak, a journalist whose younger by his having to run the family lum- invasion of Austria,.· he consumed a 
brother, Stephen, had gone to. the ber busine~s after his father's early quantity of drugs and whisky and 
Orthogenic School until his acciden- death from syphilis. He had pub- tied a plastic bag over his head. 
ta! death as an 11-year-old in 1948. As lished no books; he had never met Yet the reader doesn't entirely 
Mr. Pollak .explains in the prologue Freud, and whatever psychoanalytic give up on Bettelheim. True, Mr. 
to•his arresting new book, "The Cre- theory he knew he had learned in • 
ation of Dr. B.: A Biography of Bruno order to impress a woman he was Pollak draws a convincing portrait of 
Bettelheim," he interviewed Bette!• trying to win away from one of an insecure' yet too cle\rer man who 
heim in 1969 and found his views of Freud's students, Otto Fenichel. made it all up as he, went· along, 
Stephen's condition disturbingly con- As for bow Bettelheim ran the glibly exploiting this country's gull• 
fused. Orthogenic School: Mr. Pollak ible belief in the easy psychoanalytic 

Years later, when Mr. Pollak's writes that despite the therapist's fix. Yet his passi_on !or·that fix partly 
first draft of a memoir about his insistence that hitting the children redeems him, because despite his 
brother prompted an editor to sug- was strictly forbidden, he evidently . . lack of real training h~ told such 
gest he write a biography of Bette!- · smacked and punched his charges, · inspiring stories of.the human sou.l's 
heim, he began to explore the thera- sexually abused several of the girls capacity to understand •an·d heal it-
pist's background. The contrast be- and relied in general on threats to self. · 
tween Bettelheim' s reputation and intimidate his staff. Inste~d of be!Dg He is redeemed in' pai:t, too, by his 
the reality behind it moved Mr. Pol- the opl?os1te, the. school if anythmg capacity for survival, not to mention 
lak to proceed with the present book. r~flected Dac~au and ~u1shenwald, the fact that some of the children 
. The results are devastating. With his understandmg of which he ~ad ~n who attended the . school have had 

exquisite politeness, Mr. Pollak any ~ase greatly exag?erated m ~s successful careers whatever 
writes that his subject embraced a studies of concentration-camp hfe, ' . may 
philosophy that "held, generally, that Mr. Pollak concludes. ~ave been wrong with ~em at the 
because life had no real purpose it And only because of Bettelheim's time. Ye_t· whe~ all is said and done, 
was made livable only by pretending later _writing did the public come to Bettel.he1m seems to ha:,e re-~nacted 
through fictions that it did." What he believe in his ability to cure autism the archetypal American success 
means is that Bettelheim fabricated Mr. Pollak a?ds. The therapist pro: stat"?' of" in~enting a false past, co~
his life, and that what he made of vided little opportunity to confirm coctmg a new .formula for snake oil 

"himself amounted to what he called his results:-What scanty evidence and selling it to the public with flum
his book about infantile autism, "The . remains suggests .that his patients . mery. Under Mr. Pollak's magnify
Empty Fortress." · · 'were not.even autistic in the first ing glass,- Bettel.heim is seen. in a 
~:As Mr." Pollak portrays· him, the ,place. ,, :-· · •, . "· . new, harsh light, and stands exposed 
keys 19 ~ettelheim's_succ.1:ss seem to Hay/ng cut Bettel.h~im down to al- as a brilliant charlatan. .., _. · 
x•'•f•.t"'...;...t;.'~~ot~~ • ••t:~ ;,, t:J.l\ ... ~~#" ~ '►'.~ ,:•-._;.f'\'_• ~• .. ... ~ "••• -~_,J.4•~.,., 't=-1 y~. - ~ ' • \r: • I ~ •- • • 
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The Man He Always Wanted to Be 
The Brnno Bettelheim we lrnew was an invention, says his biographer. 

THE CREATION OF DR. B 
A Biography of Bruno Bettelheim. 
By Richard Pol/al,. 
/llus1.ro1ed. 478 pp. New York: 
Simon & Sch11s1er. $28. 

By Sarah Boxer 

B
RUNO BETTELHEIM'S new 
biographer lays his cards on the 
table right away: he thinks Bet
telheim was a pathological llar. 

Richard Pollak, the former executive 
editor and literary editor of The Nation, 
got interested in the famous psychother
apist and author in order lo learn mon, 
about his own younger brothe r. who died 
on a family vacation in 1918 when he 
$lipped through a hayloft chute during a 
game of hide-and-seek. The boy had 
been at the Orthogenlc School for emo
tionally disturbed children at the Uni
versity of Chicago for five years before 
he died, so. In 1969, Mr. Pollak figured 
Bettelheim, the director of the school, 
could tell him about his dead brother. 

Instead, Bettelheim called Mr. Pol
lak's father a simple-minded "schle
miel" and hls mother a false marlyr. 
Then he bluntly announced that the child 
had committed suicide. And, he added, 
Mr. Pollak's mother was largely 10 
blame, because she had rejected him at 
birth. "What is it about these Jewis h 
mothers?" Bettelheim lumed. 

Mr. Pollak lelt reeling. On rellection, 
though, something seemed fishy. He re
called that the haylolt his brother died in 
was so treacherous that he himsell had 
almost !alien, too. And his mother, what
ever her quirks, was not the harpy Bet
telheim described. Mr. Pollak began ex
ploring other options. What if the great 
Dr. Bettell1eim, the champion ol emotion-

Sarah Boxer is an editor at The Week in 
Review section of T11e New York Times. 

ally disturbed children and the author of 
"TI1e Uses of Enchantment," "Freud 
and Man's Soul" and "The Empty 
Fortress," was In fact a bitter. sadistic, 
anti-Semitic, mother-haling liar? 

That Is the hypothesis Mr. Pollak fol
lows in "The Creation of Dr. B." AIU1ough 
Beuelhclm declined to be Interviewed for 
the book, M.r. Pollak interviewed two of 
Bellelh~im's lhree ci1Hdren, his !lrst wl!e 
and a slew of colleagues, editors, stu
dents and friends. And many of them 
agreed that, In the words of Jacquelyn 
Seevak Sanders. Bettelheim 's successor 
at the Orthogenic School, "you couldn't 
believe anything he said." 

TI1e trouble with the book is that Mr. 
Pollak seems to think he must dig up 
malice and lies at every turn. The result 
is a shocking but curiously unnuanced 
biography of a psychologically complex 
figure. Here is a man who comes out of a 
concentration camp with the idea that 
prisoners are like children, and later 
turns the idea 011 its head to suggest chil
dren are like prisoners. And here is a bl• 
ographer who pursues this disturbed 
man's libs like an accountant. 

According to Mr. Pollak, Bettel
heim's alter ego, the self he invented, did 
everything the real Bettelheim wished 
he had done: he met Freud, took autistic 
children into his home, earned three de
grees from the University of Vienna, 
was part of an underground movement 
to rid Vienna of fascism, stood up to the 
Nazi guards in Buchenwald and Dachau, 
was rescued from the camps by Eleanor 
Roosevelt and never spanked children. 

The real Bettelheim felt that "peo
ple regarded him as ugly, small and 
Jewish." He grew up in a bourgeois Vi
ennese family; his father played cards 
with him and his mother read him 
Grimms' !airy tales. He wanted to be 
part of the intelligentsia. So he studied 
art history at the University of Vienna 
and read Freud backward and forward. 

But when his father died of syphilis. 

Bettelheim suspended his intellectual 
aspirations and took over the family's 
lumber buslness. He married a teacher 
named Gina Altstadt. Then came the 
Anschluss. In June 1938, Bettelheim was 
taken by train to Dachau, then to Buch
enwald. That seems to have been the di
viding line between the real B~ttelheim 
and the false one. 

One of Bettelheim's lies, according 
to Mr. Pollak. was an anecdote about his 
heroic, uncomplaining survival in Buch
enwald that Mr. Pollak calls "the Frost
bite Story." Bettelheim said he persuad
ed a guard to admit him to the camp clin
ic by asking him first to cut away dead 
frostbitten flesh, thereby avoiding 
"pleading, deference or arrogance." Viv
id as the story is, Mr. Pollak suggests U. is 
probably false. In real life. he reports, 
Bettelheim had a comparatively soft job 
in Buchenwa Id, mending socks indoors. 
And, he says. BetteU1eim's freedom was 
probably bought by a bribe to the Nazis in 
1939, before lhe war began. 

Whether It was survivor guilt, 
shame, anger or the chance to start 
over, once Bettelheim was freed, Mr. 
Pollak says, he began creating Dr. B. He 
sailed to New York, was reunited with 
his wife for a day, then after a few weeks 
went on to Chicago, where he eventually 
married Trude Weinfeld, whom he had 
fallen in Jove with before the Anschluss. 

Soon after, Mr. ·Pollak says, he be
gan inventing degrees he never earned 
and even boasting that when he trained 
to be an analyst (which he never did), 
Sigmund Freud (whom he never ~net) 
said of hjm, "This is exactly the person 
we need for psychoanalysis to grow and 
develop." He ended up claiming a clas
sic Vie,inese academic record, Mr. Pol
lak says: "14 years at the University of 
Vienna, studies with Arnold Schoen
berg, summa cum laude in three disci
plines. two books published, training in 
all fields of psychology and mem
bership in an organization that studied 



the emotional problems of chil
dren and adolescents.'' 

And why not create such a 
life? The Nazis, Mr. Pollak says, 
"expunged the real one" and no 

· one in America had the g;ill to 
doubt a man who had spent time 
in concentration camps. Soon, 
Bettell1eim was wowing stu
dents with his Viennese accent, 
his casual references to Freud 
and his habit of psychoanalyz
ing students• dreams1 rnemo
ries and parents. 

ln 1943 he sealed his reputa
tion with the publication of 
" Individual and Mass Behavior 
in Extreme Situations," a pa
per in which he observed that 
the prisoners in concentration 
camps were effectively turned 
into children. He said that 
rather than fighting their cap
tors. they fought with one an
other, daydreamed and ad
mired, even emulated, the 
Nazis. Thus, they were "more 
or less willing tools of the 
Gestapo." The paper caused a 
huge stir, catching the atten
tion of Meyer Schapiro, Dwight 
Macdonald, Dwight D. E isen
hower, Theodor Adorno and 
Max Horkheimer. 

Mr. Pollak, though, seems 
most impressed by Belle!• 
heim's shoddy science . He 
points out that although Bettel
helm claimed his article was 
based on interviews with at 
least 1,500 prisoners in five dif
ferent barracks, this kind ol re
search was impossible since he 
lived in only two barracks. 

Then Mr. Pollak goes on 10 
lhe fib he thinks was the foun
dation for Bettelheim's career: 
Beltelheim c laimed that Patsy, 
a troubled girl his first wife had 
laken In, was autistic a nd that 
it was he who cared !or her. 
Neither was true, Mr. Pollak 
suggests. Later, Bettelheim 
embellished more, saying there 
had been two autistic children. 
Partly on the basis or this puta
tive experience, Mr. Pollak 
writes, the University of Chica
go asked him to take over the 
Dr thogenic School, which he 
did in 1944. . 

· T HERE Bettelhelm 
built a kingdom for 
children. With anoth· 
er Viennese immi-

grant, Emmy Sylvester, he cre
ated the first formal "thera
peutic milieu," which Mr. Pol
lak describes as a permissive, 
"all-encompassing healing at
mosphere." The children paint
ed their rooms whatever colors 
they 11.ked and ate from ex
pensive china. Meanwhile, 
though, in books like "Love Is 
Not Enough" and "Truants 
From Life," Bettelhelm exag
gerated his successes and, Mr. 
Pollak says, lied about how 
gentle his methods really were. 

Bettelheim "sought to shape 
the Orthogenic School in the re
verse image of the concentra-

lion camps," Mr. Pollak writes, 
and in that new world, mothers 
were seen as villains, even 
Nazis. Bettelheim ordered 
mothers not to visit their chll· 
dren at the school or take them 
home. He praised the kibbutz• 
Im in Israel for removing par
ents from their children's lives. 
And in his 1967 book "The Emp
ty Fortress," he attributed 
autism to bad mothering. 

MR. POLLAK con
tends that despite 
Bettelheim's be
nign mission, he 

was often cruel. He bullied his 
staff so much that one counselor 
called his training style the 
"Nazi-Socratic method." He 
made some of his patients un
dress and shower in front of one 
another. And though Bettelheim 
said he was against · slapping 
"because it's a brutal and illogi
cal method," he often spanked 
his patients. Indeed, Mr. Pollack 
devotes an entire chapter to 
Bettelhelm and punlshmenL 

When Bettelhelm retired 
from the Orthogenic School ln 
I 973, he lost his strange king
dom and moved to California. 
There he wrote the work for 
which he ls bEst known, "The 
Uses of Enchantment," in 
which he ar&ued that such 
bloody tales as "Hansel and 
Gretel" and "Sleeping Beauty'/ 
were a neede<l outlet for chil
dren's rears and anxieties. Mr. 
Pollak shows that this too .was 
based on a lie; large chunks of 
the book, he tnaintains, were 
plagiarized from a 1963 vol
ume, "A Psyclliatrlc Study of 
Fairy Tales: Their Origin, 
Meaning and Usefulness," by 
Julius Heuscher. Mr. Pollak 
gives a -damning passage-for
passage comparison of the two. 

On March 12, 1990, the very 
date the Nazis had invaded 
Austria 5Z years earlier, Bet
telhelm, who at 86 was suffer
Ing from circulatory problems 
in his legs, heart trouble, dia• 
betes, arthritis, an enlarged 
prostate and a blockage in the 
esophagus, "swallowed some 
drugs and whisky and tied a 
plastic bag over his head." 

He once said, "We must live 
by fictions - not just to find 
meaning in life but to make it 
bearable." What Is striking In 
"The Creation of Dr. B" is that 
most of the lies Richard Pollak 
ascribes to him seem so unnec
essary. A counselor at the Or
thogenic School, commenting 

· on one of Bettelheim's inflated 
reports of success there, put it 
well: "l felt like saying: 'You 
don't have to exaggerate, Dr. B, 
it was dramatic enough! ,. Mr. 
Pollak's book Is a startling and 
thorough account of a life of 
lies. A less vengeful biographer 
might have paused to analyze 
the psychic uses o f the elabo
rate fairy tale Bettelheim con
structed for himself. □ 
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FROM: INTERNET:sfox@vms.huji.ac.il, INTERNET:sfox@vms.huji.ac.il 
TO: Nessa Rapoport, 74671 ,3370 
DATE: 1/30/97 5:13 AM 

Re: Re: Nu? 

Sender: sfox@vms.huji.ac.il 
Received: from VMS.HUJI.AC.IL (vms.huji.ac.il [128.139.4.12]) by hil-img-5.compuserve.com 
(8.6.10/5.950515) 

id FAA01527; Thu, 30 Jan 1997 05:07:30 -0500 
From: <sfox@vms.huji.ac.il> 
Message-Id: <199701301007.FAA01527@hil-img-5.compuserve.com> 
Received: by HUJIVMS (HUyMail-V7b); Thu, 30 Jan 97 12:07:57 +0200 
Received: by HUJIVMS via SMTP(128.139.9.28) (HUyMail-V7b); 

Thu, 30 Jan 97 12:06:59 +0200 
Date: Thu, 30 Jan 97 12:06 +0200 
MIME-Version: 1.0 
Content-Type: text/plain 
Content-Transfer-Encoding: 7bit 
Subject: Re: Nu? 
To: Nessa Rapoport <74671.3370@CompuServe.COM> 
In-Reply-To: <970129221726_74671.3370_BHW81-5@CompuServe.COM> 
X-Mailer: SPRY Mail Version: 04.00.06.17 

Dear Nessa, 

Fedex delivered this morning. Prof. Fox told me he would read it by Sunday. He 
wants to speak to you before or on Sunday - could you suggest some times. 

Best regards, 

Suzannah 



TO: Seymour, INTERNET:sfox@vms.huji.ac.il 

Re: Nu? 

Does your silence mean you got the fedex, in which case you need to tell me right away what 
changes you want? (They all need to be to the designer next Monday, so that I can send you 
a clean set of page proofs for your final approval.) I also have two tiny questions for you, in my 
review of the page proofs. 

Does it mean you didn't get it, but you're so busy you didn't notice? 

Please answer upon receipt of this e-mail, especially if I need to put another copy in the mail. 

Nessa 



/ 

February 6, 1997 

Dear Seymour: 

Here is your essay. I have worked through two revisions of the printed 
version; this is the third, and I am satisfied! It is airy, elegant, and substantive. 

Important caveat: I have checked all corrections but have not read through 
each line of this final version. I intend to do that over the weekend, in advance 
of our meeting at 8 am on Monday. 

Looking forward to seeing you twice! 

Nessa 
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There is nothing as practical as a great idea. 

1v:fany of us, if we are fortunate, have at some point in 

oitr lives been part of an unfo,;gettable educational 

experience -a school, a summer program, an out

standing teacher-that has touched our souls or 

perhaps even changed our lives. We look back on 

s1uh moments with gratitude and awe, and with the 

hope that others- our friends, our colleagues, and 

especially our children - ivill be exposed to similar 

experiences that offer inspiration and purpose. 

What does it take to create these kinds of experiences? 

~Vhile Camp Ramah is only one example, it has 

been a prominent and powerful one ever since its 

founding by Dr. Moshe Davis and Sylvia Ettenbe,;g of 

the Teachers Institute at the Jewish Theological 

Seminary. The idea for Ramah gained acceptance 

in 1946, and the first Ramah camp opened in 

Wisconsin in the summer of 1947. Fifty years 

.,, 
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late~ there are nineteen overnight and day camps in 

North America, Israel, South AmericaA and Russia. 

Ramah eme'f3ed out of an ambitious dream, a care

ful~'Y considered ideal of educational possibilities. Big 

questions were asked: What kind of Jews, what kind 

of people do we want to nurtt1-re? "What ideas will 

guide this nelv camp? i-Vhat happens when compelling 

but competing philosophies about the meaning and 

purpose of J ewish life must coexist w i thin one insti

tution? How should R amah address the various 

coifvictions, controversies, and anxieties prevalent 

among North American JcJ.-Vs? How can Judaism be 

transmitted to children and to teenagers as vital, 

engaging-and necessary? 

We live in a time when the Jewish community is 

searching for ·ways to revitalize existing institutions 

and to build new ones, ranging from cor,im unity 

high schools to informal ed11,cati onal settings for 

adults. What can we learn about the centrality of 

vision to the excellence of an educa tional institution? 

How can the e~"Cp erience of Ramah illitminate 

contemporary efforts to transform Jewish life in 

North America thr ough education? 

Seymour Fox, a central figure in Jewish education, 

was instrumental in developing Ramah from phil

osophy to practice. 



Pe Need for Vision 

You've made the claim that every educational initiative 

should be guided by a clear and well-developed vision. 

But what may seem self-evident to you is not necessarily 

obvious to everyone. What makes you willing to allocate 

so much time and energy to what some people might view 

as an introductory or preliminary step in the creation of 

a new enterprise? 

If you begin a new project with serious ideas and lofty ideals, 

some people will criticize you for being grandiose or for "too 

much thinking. ,, And it is true that in the normal course of 

events you will invariably fall short of your carefully thought-out 

vision. That is the way of the world: If you start with cognac, 

you'll be lucky co end up with grape juice. But that's not a bad 

result when you consider the alrnrnative - if you start with 

grape juice, you'll probably end up with Kool-Aid! 

Let me put it another way. Education that is essentially pa#e -
that's neutral and doesn't take a strong stand - has lictle c*ance 

of succeeding. In my experience, all effective education has at ics 

foundation a distinct and well-considered vision. The proof of 

that proposition is all around us. A few years ago, Dr. Marshall S. 

Smith, the current Deputy Secretary of Education, wrote a paper 

analyzing the man~ attempts to reform American schools during 

the 1980s. He found that despite a great deal of new legislation 

and the expenditure of huge sums of money from both public 

and private sources, very little had actually improved. Among the 

few exceptions were those schools and institutions with a clear 

and substantial vision. 

Sara Lawrence Lightfoot, a professor at the Harvard Graduate 

School of Education, made a similar point in her 1983 book, el) 
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Good High School. In an attempt to discover "what works," she 

visited and analyzed six well-regarded American secondary 

schools, of which two were urban, cwo were suburban, and two 

were "elite." She found that each of these schools had a distinct 

vision, and that the attempt to realize that vision was precisely 

what motivated the headmaster and the staff. In some of the 

schools, the concerns of teachers, administrators, and students 

were easy co identify because they were articulated explicitly; in 

others, the "repetitive refrains" and "persistent themes" were 

expressed in more subtle and indirect ways. Bue whether the 

visions that animated these schools were loudly proclaimed or 

quietly whispered, they were present in each of these instimtions. 

q Another book from the rnid-1980s, The Shopping Mat/ High 

School (by Arthur G. Powell, Eleanor Farrar, and David Cohen), 

examines the other side of the coin - tl1at is, what hap9ens when 

you maintain a school withoitt a clear vision. In most American 

high schools, almost everything is available in small doses, md 

everything tends tO have the same weight, tl1e same rar.k.ing. The 

authors contend that in trying to anticipate every possible need 

and desire that a student or parent might have, these schools 

have turned into the academic equivalent of shopping malls. 

4 

"Both types of institution," they write, "are profoundly co -

sumer-oriented. Both try to hold customers by offering som -

thing for everyone. Individual stores or departments, and sale -

people or teachers, try their best to attract cuscomers by adve -

tisements of various sorts, yet in the end the customer has the 

final word." 

In other words, if you offer everything, you stand for nothing. 

Or, as the authors conclude in an understatement, contemporary 

high schools "take few stands on what is educationally or moral

ly important." 

G 
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Does this mean that vision is a tough sell? 

Yes, but it's getting easier. Five or ten years ago you had to con

vince people about the importance of vision, but roday the idea 

is increasingly accepted - if only because we've all seen what 

happens in its absence. There is a professor at Stanford University 

who argues that in the business world, vision is even more impor

tant than leadership. He claims that if a company has a clear 

vision, and that vision becomes part of the culture and is inter

nalized, the compmy c:in survive periods of weak leadership or 

even a move toward control by the bureaucracy. I believe this is 

true of educational institutions as well. 

Anyone can claim that a particular idea constitutes a vis
ion, so let's take a moment to establish w hat an educa

tional vision is - and what it isn ' t. 

A vision is a vibrant entity. It's a por trait of ideal human beings 

shaped by education - an in1age rich and excitin 

enough to guide'you;.·.fomr-e choices. A vision is inspired by your 

belief about human possibility, while being influenced by your 

experience of htunan fallibility. 

An educational vision must be able to answer certain questions: 

What kind of people will graduate from this school, camp, or 

other educational setting? What will they understand and 

believe? How will they behave? What will they know how to do? 

In what ways will they be able to contribute to the commu

nity? And what qualities, intrinsic to your vision, will enable 

them to keep growing and learning? 

Vision, then, is inherently both dynamic and flexible. It is not a 

mission statement or a declaration of purpose, which often end 

up as frozen, static assertions. And a vision is more than a goal. 
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Goals are important, but they are specific to a particular educa

tional setting, or even a specific class or text. You might have one 

goal for teaching science and another for the study of Talmud. 

Out of your vision will flow a series of goals for educators, par

ents, community leaders, and studenrs, who will apply or u·ans

late that vision into concrete programs. 

A great vision will inspire educators to creativity and even to the 

invention of new kinds of institutions. Goals certainly matter, but 

by themselves they're not sufficient. And they are often so 

pedantic as to leave no room for vision. A vision that is intelli

gent and worthwhile is guided by great ideas that will survive 

periods when those ideas are our of favor. In philosophy, for 

example, trends come and go, but you still find Plarnnisrs in 

every generation . 

I would add that it's often easier to inspire people if you're pre

senting them with a vision that is essentially exuemist or fanatic, 

that depicts the world in stark, well-defined, black-and-white 

. polarities. The challenge is to inspire them with a vision that 

includes a commitment ro conceprs such as religious tolerance, 

pluralism, and democracy. 

"V,ions in General Education 

Let's look at some specific visions in American education. 

John Dewey has been on my mind oflate because I've been read

ing Alan Ryan's book, John Dr:wey and the High Tide ofAmerican 

Liberalism. Although Dewey did most of his significant writing 

during the l 920s and 1930s, there's a renewed interest in him and 

his ideas today, just as I believe that in the Jewish world we will 

soon see a similar renewal of interest in the ideas of Mordecai 

Kaplan, who viewed himself as a student of Dewey. 
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Dewey had a vision of the world as eve.{changing, as people con

tinually tried to modify themselves and their environment. He 

believed the best way to approach such a world was through 

rational efforts at perceiving problems and inventing solutions. 

Dewey had an unlimited optimism about what could be achieved 

by the combined powers of science and the intellect, and his 

vision led to a revolution in American education. 

Today, it is difficult co appreciate just how significant a place he 

occupied in American culture. On the first page of his book, 

Ryan quotes the eminent historian Henry Steele Commager, 

who observed that "for a generation no issue was clarified until 

Dewey had spoken." 

Dewey's follovvers took many of the ideas he wrote about and 

applied them to practice. The same is true of the followers of 

the spiritual philosopher Rudolf Steiner, who established hun

dreds of Waldorf schools across the COWltry. To this day, his fol

lowers discuss every issue, down co what color to paint the walls 

in order to achieve a particular result that is part of Steiner's 

vision. Whenever you have a vision that excites and inspires 

people, they continually ask themselves what it would take to 

translate it into practice. 

Another example of a successful vision is the one developed at 

the University of Chicago. Robert Maynard Hutchins leq the 

school during the 1930s and 1940s, but his influence endures 

to this day. His vision had to do with the centrality of great 

ideas, which in turn generated the Great Books movement. 

Over the years, Chicago has probably produced more Nobel 

Prize winners and university presidents than any other institu

tion of higher learning. It was a uniquely dynamic place that 

was guided by a vision, and it has remained a great center of 

intellectual excitement. 



I 

"¥,ions in Jewish Education 

And in the Jewish world? 

Any number of important visions have influenced Jewish educa

tion over the years, and many of them have been directed, either 

explicitly or implicitly, at the larger Jewish world. Maimonides 

wanted to prepare young people for a society that would reflect 

his concept of Judaism, in which the intellect played a cenu·al 

role. Centuries later, in a very different era, the modern Zionists 

believed that to create a new, vibrant society in the Jewish home

land, you had to educate a new type of individual. 

IJoln'citLJiiks] One of the most important family dynasties in Jewish education 

\ 

in the late nineteenth J.11d early twencieth centmies was that of 

the Brisker Rav of Lithuania, whose descendants ir,clude the 

Solov\ duks. The followers of the Brisker Rav established a net-

! work of important and influential yeshivot. In some cases, they 

deliberately chose to reach and studv texts that other rabbis felt 

~~, such as the sectio~ oefacrifices or 6e regula- G. ;)l)l'l\ >~ 

tions pertaining to the Temple in Jerusalem. Most otl:er yeshiv-

ot in those days concentrated on sections of the Talmud that 

were more immediately relevant - texts that dealt with topics 

such as civil damages, marriage and divorce, the rituals of prayer 

- cases ofJewish law that you could actually use. 

But the Brisker Rav's followers insisted that to ignore the more 

t=1,eg-JLeo:eQ'. sections of the Talmud was to miss the point. As 1.hey 

saw it, the classical texts constituted a coherent system. If you 

omitted certain sections, they felt you were not only in danger of 

disrorting the tradition; you were also liable to overlook some 

great treasures. Who is to say where you will find the most sig-

nificant ideas? One cannot presume to know where the highest 

wisdom lies. 
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Another major nineteenth-century educational reform move-

ment was the Musar movement, with its emphasis on mitzvot ben 

adam Fchavero [ the commandments pertaining to interpersonal 

relations]. The Musarists introduced a serious concentration on 

moral and spiritual issues into the yeshiva world of Lithuania. In 

most yeshivot, Musar ~ thicsJ had been considered "soft," 

unworthy of signi£cant attention. But in the late nineteenth cen-

tw)', the followers of Rabbi Israel Salanter ,,.-.-------1 
institutions that emphasized Musar. They believed that the 

exclusive emphasis on pilpul [the concentration on subtle, legal, 

conceptual differences] in most yeshivot could lead co a distor-

tion of Judaism and the .inability of the srudents to develop suf-

ficient social and ethical sensitivities. The Musariscs were reacting 

to a world they viewed as both excessively intellectual and insuf-

ficiently concerned with morality and personal responsibility. 

Their opponents countered that the Musarists were demeaning 

the power of the text, which in itself contained the power to 

affect people's behavior. But over time the Musarists prevailed, 

and their influenc·e penetrated most of the Lithuanian yeshivoc. 

~ision of Ramah 

Let's jump forward a few decades and take a close look at 
an important Jewish educational institution in which you 

were intimately involved: Camp Ramah. In the late l 940s, 
the founders of Ramah could have invested their energies 

in any number of projects. Why a summer camp? 

Ramah was a response to problems that Jewish education had to 

confront in the years following World War II - problems that 

we still face today. First, most Jewish children were not being 

exposed to mean.ingfi.il Jewish experiences during their early, for-
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mative years. Second, most Jewish families did not signi£.cantly 

contribute to the Jewish education of their children. Third, most 

North American Jews didn't live in an environment that sup

ported the values ofJudaism. In an era when children of immi

grants were busily u-ying to become Americ:ms, the Jewish 

character of most Jewish homes was declining. The founders of 

Ramah wanted to go beyond what a school could achieve. By 

trying to create a special enclave, an entire subculture, they 

sought to accomplish what the family and the community were 

no longer willing or able to do. 

We wanted to create an educational setting where yo-.mg people 

would be able to discover their J ucb.ism and learn how to live it 

in their daily lives. We hoped tliis would lead to Jews who were 

both deeply committed to their craclition and actively involved in 

American society. 

·why a camp? Because even the best school operates only part of 

the day. We wanted to create a real and total society :hat would 

respond co the whole person, twenty-four hours a day, even 

though we could maintain that society for no more than eight 

weeks at a time. Within that framework, which would include 

daily classes for every camper, our aims could be educational in 

the broadest sense - not only teaching Hebrew, but grappling 

with all kinds of social concerns: How should counselors creat 

campers? How should the drama coach react when a child miss

es his cue during a performance? Because Ramah was a round

the{Pock society, our basic source, often explicitly, was a vibrant, 

living halakhah. 

Take the inevitable conflict between competence and compas

sion. It's good to improve your baseball skills, and it's wonder

ful to win the game, but when you're su-iving for excellence peo

ple sometimes get hurt. You have to draw a line between the 
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need to win, or to excel, and a concern for people's feelings. 

vVhether it was sports, or the arts, or Hebrew, our goal was to 

lower the possibilicy for hurt without seriously compromising the 

aspiration for excellenc~ 

ere was an emphasis on ethics an - but also on 

growth. Ramah was not a laid-back lace. The phrase "not living 

up to his/ her potential" was heard often, w ·ch led co a measure 

of disequilibriwn in the lives of the camper, The founders of 

Ramah could have invested their energy in a cluster of day 

schools. Ultimately they chose camping, because the issues that 

they belieyi needed to be addressed could not be addressed by 

a schooy:-- not even a day school. Among other limitations, a 

school isn't the best place co nurture a child's Jewish emotional 

development. Ultimately, the challenge of Ramah was co educate 

the entire child - including his or her mind. We wanced to pay 

equal attention to emotional and spiritual issues, and to the artic

ulation and living om of Jewish values. 

T,ie Jewish Ideas \hind Ramah 

It's generally known that Ramah's Jewish vision was guided 

by the faculty of the Jewish Theological Seminary. But who 

were these scholars, and what, exactly, did they contribute? 

I would start with Professor Louis Finkelstein, who was the pri

mary figure in Conservative Judaism during Ramal1's early years. 

He was president of the Seminary during the 1940s, when 

Ramah was established, and chancellor during the 1950s and 

1960s, when the camps flourished. He believed the Talmud 

embodied a great ethical message, a message that spoke not only 

to Jews but to the larger society as well. In 1951,_,he was featured 

in a cover story in Time Magazine as the leader of a Jewish 
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renaissance in America. In 1958ADr. Finkelstein even wrote an 

article on business ethics for Fortune Magazine as a result of a 

meeting with Henry Luce, the magazine's founder, who had 

called him in to discuss the negative image of Jews and Judaism 

in the business world. 

Above all, Dr. Finkelstein relished the opportunity co apply 

Talmudic pti.nciples to the issues raised by living in a modern 

American society. During the McCarthy hearings, he actually 

wanted to be summoned to testify. He wanted co tell the 

Committee: "I will not ans,ver you, because you have !10 right to 

question me this way. America is based on the ideal of human 

dignity. In our tradition, we also have J. conception of human 

dignity. Pares of it are delineated in the volwne Sanhedrin of the 

Talmu'irin a concept known as drishah P)chakirah, which deals 

with how you may question a witness. And you c:.mnot interro

gate an individual in this manner." 

This was an essential Finkelsteinian response: Americans are sen

sitive m the Bible, and the Jewish interpretation of the Bible 

ought co become part of the public discourse. Dr. Finkelstein 

wanted Jews co compete in the American marketplace of ide3S 

from within their own tradition, especially with regard co ethics 

and social behavior. He once said that we Jews have been living 

on top of volcano from the very beginning of our history, and 

we therefore had a great deal co offer a world that was beginning 

to understand that now we were al/ living on top of f'volcano. (§J 
In postwar America, Dr. Finkelstein was viewed as a sage who 

spoke out of a long and venerable tradition. He delivered the 

invocation at President Eisenhower's inauguration, and 

Eisenhower used to consult with him surprisingly often on ethi-

cal matters. One of Finkelstein's proudest achievements was the 
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Seminary's Conferences on Science, Philosophy and Religion, 

where many individuals from a variety of world views and tradi

tions would address a single theme, such as peace or equality. 

Louis Finkelstein's most significant influence on R.1mah was his 

passion to create educated Jews who were active and responsible 

citizerf) Next, I would cite Professor Saul Lieberman and his 

emphasis on the close and careful study ofJ ewish texts. vVhen the 

first Ramah camp opened in 1947, people were incredulous: 

"You're establishing a summer camp that includes classes?" In 

those days this was almost unheard of. Young people went to 

camp to get away from classes, although there were some promi

nent exceptions, such as the Interlochen camps for students with 

exceptional musical talent. It was only much later tbat summer 

camps were established for the study of science or co:nputers. 

In effect, we were rwming a school within the camp, complete 

\vith its own educational directo'l\ The daily classes were mostly 

text-based, and ir was quite possible to spend a large part of the 

summer on just a few verses. Teaching was considered a full-time 

job, and the teachers Oft staff were not given other duties, 

although multiple tasks would have made more sense economi

cally. They therefore had ample time to prepare for class and were 

available/\to any camper who might seek them out. 

At Ramah we believed in exposing ideas to critique and i.nq uiry 

rather tl1an presenting them dogmatically. We never sought intel

lectual obedience. A common question the Talmud :.tSks is: 

Min.ah hani mili? How do you know? The risk, of course, is r.hat 

students will pose this same question about r.he central assump

tions of religious belief. How do you know there's a God? How 

do you know God or Moses wrote r.he Torah? One must allow 

these questions, and@ciuestions, while recognizing r.hat a tra-
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dition that encourages difficult questions will every now and 

then produce a Spinoza, an Einstein, or a Freud, who will oper

ate outside of the system. 

The main purpose of text study at Ramah was t0 uncover the basic 

ideas of]udaism, which isn't always a simple proposition. In those 

days, the Seminary didn't allow the Five Books of Moses to be 

taught in the Rabbinical School because it would have to be srud

ied critically and scientifically. Biblical criticism was so rite 'vvith 

conu·oversy, especially the issue of the authorship of the five !looks 

of Moses, that the Seminary responded by avoiding th~ sru~y of 

these texts entirely. The Prophets? Fine. But not the Torah. 

Meanwhile,~ "~ere experimenting 'vvith the curri

culum on Gene1,i:; d1at was prepared by the Melton Center for 

Research in Jewish Education. (The Melton Center was foU11ded 

in 1959 at the Seminary; among its activities was a program to 

develop a new cmriculum for the teaching of Bible in Jewish 

supplementary schools. ) To a considernble extent, Ramah 

served as a testing ground for Melton material. This material, 

which included Professor ~ahum Sarna 's important book 

Understanding Genesis, argued that whether or not the Biblical 

text was divine in origin, it contained profound ethical md reli

gious messages. 

In the early 1960o/\ the volume on Genesis was in galleys, but we 

still didn't have official approval co use it. I went to see Professor 

Lieberman - not because I had to, but because it would have 

been irresponsible not to check with the Seminary synagogue's 

rabbi, who was officially responsible for the interpretation of 

Jewish law at the Seminary. I took 'vvith me a report on the social 

studies program of the Westchester public schools, where the 

students were being taught co distinguish among "science" 
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(meaning The Truth), "philosophy" (meaning True Ideas), and 

"religion" (meaning, in this context, myths and kgends). 

"This is what we're up against," I told Professor Lieberman, 

"and this is why we're publishing our book on Genesis. Whether 

or not the reader regards the Torah as being divine in origin, we 

are demonstrating that it offers an enormously important ethical 

and religious message." 

At the time, much of the Seminary's theological position was 

roughly equivalent co what you might find today in some quar

ters of "modern Orthodo::,.y" Ramah, however, was willing to 
,;::::: 

rake risks in order t0 achieve its educational goals, and the 

Seminary faculty was generally sympathetic to those r.eeds. 

Another important influence was Professor Mordecai Kaplan's 

view of Judaism ,1s a civilization. He defined God as "power that 

makes for salvation." He wanted co reconstruct traditional Jewish 

theological ideas so as to transform them from an otherworldly 

conception co a personal and social chis-worldly conceptloo of 

salvation. He was seen as a heretic by some of his Seminary 

colleagues, who regarded his views as a demythologization of 

God. Some of Kaplan's colleagues believed that he was essentially 

a sociologist who had wandered off into theology. As the story 

goes, Kaplan replied that if the Seminary greats, especially Lou.is 

Ginsberg and Saul Lieberman, had dealt with theological 

questions, he would have left them alone; but their failure to 

address these issues forced him to attempt to fill the vacuum. 

Kaplan joined the centuries-old conversation between Judaism 

and the great philosophers. He wamed Judaism to be in constant 

relationship with the world around it, and he brought the ele

ments of music, art, and drama into central focus as legitimate 

religious concerns and expressions. 
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At the other end of the spectrum, Professor Abraham Joshua 

Heschel's religious vision was a major influence on Ramah. Dr. 

Heschel believed that Jewish rituals and symbols embodied a 

deep and profoW1d message about the way human beings should 

live. He viewed Shabbat as a great gift to the world, a sanctifica

tion of rune in a society where that sanctity was continually being 

violated. Heschel was amazed, for example, when the dates of 

certain American holidays were shifted merely for the conve

nience of having them coincide with a three-day weekend. " Can 

you imagine changing Rosh Hashanah so that it always falls on a 

weekend?" he asked. 

For Heschel, prayer was the way for an individuai to make 

contact with his innermost self. The whole question of what ~fil

lah [prayer] meant at Ramah was deeply influenced by Heschel 

and his scudencs, including the concept of kavarmah [ devotion

al intention] and the idea of ~fillah as an opportunity for con

templation and self-improvement. But Heschel was also deeply 

concerned about the role of religion in _the larger world. He 

marched in Selma with Martin Luther King as an expression 

of his own religious tradition. He believed that the most pro

found ideas in Judaism speak directly co contemporary social and 

political concerns. 

Finally there was Professor Hillel Bavli, a poet and professor of 

Hebrew \terature. D r. Bavli functioned as a kind of watchdog 

who made sure we really were using enough Hebrew at Ramah 

- no easy task. All of us believed that if you wanted co under

stand and be part of Jewish hiscory, you had no choice but co 

master Hebrew; that was how you joined the ongoing conversa

tion with Rashi, Maimonides, and all the other great commenta

cors and philosophers. Hebrew was also a vital link to the State 
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oflsrael, although it muse be acknowledged that Finkelstein§ 

6a Zionist at first, and neither was I. 

After years of success, it may be difficult to appreciate what an 

ouu-ageous idea it was at the time to u-y to run a Conservative 

movement summer camp in Hebrew. Camp .Massad was doing it, 

of course, bur Hebrew and Zionism were Massad's religion. In the 

Conservative movement, which was competing with ocher forces 

in the srruggle to define authentic Judaism in the twentieth cen

tmy, to have Hebrew as the official language of Ramah was an 

additional yoke around our necks. The importance of Hebrew is 

far from self-evident, and coday Hebrew is on the wane even in 

some day schools. If you can acquire the same ideas in translation, 

why go through all the trouble of srudying a whole new language? 

At &1mah we believed that Jewish education, effectively carried 

out, would result in young people who were deeply rooted in their 

trJ.dition through their attachment to Jewish texts, which they 

could now grapple with because they had already mastered the 

necessary skills. Once you introduce students into the rnethod, any

one can join the ongoing conversation. In our tradition, there is 

no way around ic: The method must involve Hebrew. 

But it's also possible co go too far, to stress Hebrew so much chat 

you distort in the other direction. In some Jewish communities, 

such as Mexico and Argentina, there are schools where Hebrew 

has become the main goal of Jewish education, and content is 

secondary. While Hebrew is essential, it is not sufficient. You 

need several other components - rnitzvot, prayer, and a com

munal consciousness on several levels: one's immediate commu

nity, the extended Jewish community, one's national society, and 

the world ac large. At Ramah we tried to bring all of these com

ponents together. 
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I regarded these five men - Louis Finkelstein, Saul Lieberman, 

Mordecai Kaplan, Abraham Joshua Heschel, and Hillel Bavli -

as our teachers. I spent homs talking with them, and to some 

extent I saw my mission as one of serving as the conduit between 

this older generation and the next. 

J deas \nto Action: 
The Melton Faculty Seminar 

In addition to these five professors, Ramah was also influ

enced by the Melton Faculty Seminar, which discussed 

and debated the essential principles that would guide the 

camp. The Seminar, which ran through the late 1950s 

and 1960s, included some of the youn er scholars at 

Seminary, such as haim Brandwein, Gerson Cohen, 

Lloyd G~artner Joel Kraemer, Shmuel Leiter, Yochanan 
Muffs, Lou· ewman, Fritz Ro · Nahum Sarna, 

and D · Weiss Halivni. To the best of my ledge, 

e Melton Faculty Seminar was the longest ongo 0 

deliberation on Jewish education in the United States. 

Essentially we tackled two fundamental questions. First, what 

were the motifs, the essential themes that we wanted the camper 

to internalize through the Ramah experience? And second, what 

were the best ways to realize these goals? 

We gradually arrived at a consensus on various points, and we 

formulated concepts that are still in use today. There was a pro

ductive dialogue between the ideas of these scholars and their 

application at Ramah. A professor might teach an exciting 

course at the Seminary, and the following summer his students 

would be teaching it at Ramah - to the staff, or perhaps even 

to the older campers. 
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The Seminar was always asking: What is the relevance of this par

ticular Jewish idea, and when and how should it be taught? Some 

of these Seminar scholars taught at Ramah, because it was a place 

where you could not only be excited by ideas, but could witness 

their application in real life situations. In fact, it was taboo to 

treat theory and practice as separate domains. 

/deas in Creative Ten ,,,...io_n _ ____________ L@) / 
Two of the Seminary professors you mentioned, Heschel 

and Kaplan, had such different outlooks that they're 

generally seen as representing two opposites poles of con

temporary Jewish theology. Did these differences lea 

to problems in a camp that was searching for a clear 

religious ideology? 

No, because from the start Ramah recognized that Judaism is 

too complex to be guided by a single perspective. Within a 

philosophical system, an eclectic approach can be problematic 

because philosophers strive for coherence. Bur while Ramah was 

guided by ideas, it was also a practical place where ideas were 

put into action, and where an eclectic approach could provide a 

rich source of energy. The fact that both ends of the theological 

spectrum were represented at Ramah added intellecrual tension 

and excitement. 

The Seminary professors who served as mentors represented dif

fering and sometimes conflicting ideas. But their various 

approaches had already managed to coexist within the framework 

of the Seminary. Ramah tried, and was often able, to take their 

different conceptions a step further by building a society that was 

guided by a similar multiplicity of visions. Fortunately, the 
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people embodying these various visions were willing co affirm 

that all of us had fur more in common than not. 

But even when there is agreement on the fundamental principles 

ofJudaism, there are inevitable differences as to how those fun

damentals should be combined. Dr. Yochanan Muffs, a Seminary 

Bible scholar, once pointed out that the three basic principles of 

Judaism set forth in Pirke Avot [Ethics of the Fathers, an accessi

ble and well-known section of the Talmud] - Torah, avodah, 

and g )milfat chasadim [study, prayer, and acts of loving-kind

ness ] - while mutually supportive and reinforcing, are not 

always in harmony with each other. 

Focus exclusively on the study of Torah, and the result will be 

disembodied intellects, which was precisely what concerned the 

Musarists. Focus only on prayer, and you risk becoming exces

sively inner-directed, which can lead co reclusiveness, removal 

from the world, and a passivity that is inconsistent with main

stream Judaism. Finally, mitzvaJi on its own can lead co a sim

plistic and mechanical pattern of observance. Piety is ,1 beautiful 

thing if you're living in an uncomplicated world, but that's not 

our reality. The -eftd;t answer is co try co incegr:m: these three 

forces so d1ey all form pan of the same picture. 

Pe Educational Ideas 'ehind Ramah 

We' ve looked at the major Jewish influences on Ramah, 

but that's only part of the story. Ramah also made exten

sive use of experts from the worlds of general education 

and the social sciences. 

Because what we were trying to create required a wider range of 

expertise, we decided to supplement the Seminary faculty by 

inviting some of the leading scholars in the humanities, social sci-
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ences, and education to join us. We were determined to have the 

worlds of general and Jewish education " interpenerrate." The 

additional scholars who formed the Melton Advisory Board 

included some of the most thoughtful, creative minds in the field, 

such as Goodwin Warson, the social psychologist; Fritz Redl, the 

psychoanalyst; Ralph Tyler, -f!ean of Social Sciences at the 

University of Chicago, and a powerful force in American educa

tion; and Lawrence Cremin, the eminent historian of education. 

Two of the scholars in this group were especially important to 

Ramah: Joseph Schwab, the prominent philosopher of education 

and curriculum theorist, and Bruno Bettelheim, the renowned 

psychoanalyst, who regarded Ramah as a marvelous experiment. 

I had written my doctoral thesis about Freud and education 

w1der the guid,mce of both men at the University of Chicago. 

The members of our Advisory Board were not pa.id for partici

pating. They were attracted to Ramah by the scope of the pro

ject and were excited by the idea of being part of it. Thev were 

also impressed by how serious we were about training educa

tional leaders. Professor Schwab even came to camp before the 

campers arrived co lead seminars for the staff. / 

Recently, somebody asked me what motivated these h.igh-{profile 

professort~vith little or no interest in Judaism, ~~~~~~;..---

~ -aen...Je,~ac~m16' to contribute so muc of their time an 

energy to Ramah. The answer, I th.ink, has to do with scholars' 

wish for immortality, which occurs when people read !:heir books 

and put their ideas into practice. Schwab not only generated ideas; 

he lived to see them acted upon at Ramah, at Melton, and many 

other places. What we offered these scholars, as well as the Judaic 

scholars on the Faculty Seminar, was a living laboratory in which 

to try out their ideas. Somehow we were able to inspire in them a 

confidence that the various plans and ideas we discussed around 
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the conference table would actually materialize. What was talked 

about in November was often part of the camp's program the fol

lowing summer. Moreover, we never undertook a project without 

first discussing it with them and paying close attention to their 

comments. We were giving these scholars an unusual opportunity 

- the possibility of making a real impact on a society. 

Schwab, in particular, viewed Ramah as an ideal place to create 

disciples. Certainly he was the most imp'orranc force in shaping 

my own ideas about education. 

Could you say more about him? Schwab seems to have 

been the key figure in this group, but his name is not 

well-known today. 

Joseph Schwab was born in a small town in Mississippi, where 

the en tire Jewish communiry consisted of half a dozen families . 

Although he grew up knowing little about Judaism, he became 

intrigued by certain Jewish concepts, such as mitzvah. H e devot

ed a great deal of his time to Ramah; between 1952 a.:id 1966 I 

spent at least two days a month with him. He helped us think 

through issues such as the connection between the cognitive 

(intellectual) and the affective (emotional) aspects of education. 

There was a natural fie between his ideas and our vision. 

I should explain that Ramah was built on the belief tha: you have 

to make contact ,.,vith young people on all levels - the intellec

tual, the emotional, the spiritual, and the aesthetic. Some people 

are touched by music, while others are tone-deaf Some will 

respond especially co prayer, or to Shabbat, o r to social · ustice or 8 / 
to the intellectual challenge in th commentaries, or to theology. ,• I t•-t 

Ideally, of course, youngsters wi respond to several or even all 

of the many components within Judaism. Our tradition offers a 

great deal, and the mind is not the only means of access to it. 
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In an essay entitled "Eros and Education," Schwab argued that 

the human mind is not only cerebral but also passionate, and that 

the intellect is not an emotion-free area. He also believed there 

were hardly any emotional areas that did not include cognitive 

elements. Schwab was convinced that . ·e was no meaningful 

distinction to be drawn between mind and dv, or be 

intellect and emotion. 

Schwab wrote in that essay that Eros was all ab t "the energy 

of wanting.,., He believed that tl1.e definition f ' to know" had to 

include "to do." The aim of education, he said, was :o produce 

"actively intelligent people," whom he described in th.is way: 

They tike good picrures, good books, good music, good movies. 
They find pleasure in planning rheir active lives and carrying our 
the planned action. They hanker to make, to create, whether the 
object is knowledge mastered, art appreciated, or actions pat
terned and directed. In short, a curriculum is not complete 

which does nor move the Eros, as well as the mind of the young, 

from where it is to where it might better be. 

We also consulted with Schwab on how best m teach m1ditional 

Jewish texts. @= was familiar territory for him because at the 

college of the University of Chicago nobody used textbooks, 

only primary sources. We spent hours with § discussing, 

for example~ how best to teach adolescents ilie story ofJacob, 

Rebecca, and Isaac in the ~ ook of Genesis. As presented in the 
text, Jacob and Rebecca =- scheming co-conspirators against 

Isaac. Jacob is deceitful, his mother is less tl1an honest, and 

together they mislead poor Isaac1 I::lew-ee-y~~p.l.aifl-~la-Fg-

J ~~r-e?-tt-mv-do-yett-reaeh-acl-0leseenrs--a~0ttr--a:-t:teh-.rnd 

~ ~ 0mp!~ey?- How do you convey to them that the world is often 
~ a~ pla.ce without destroying their natural idealism? This is 

a tremendoL:ts challenge, and we discussed it at length. How do 

you teach tbat there are often shades of gray when adolescents 

23 

/ 



tend co see only black and white? Freud wrote in Civilization 

and its Discontents that the way most educacors prepare young 

people for the world is the intellectual and moral equivalent of 

sending explorers on a polar expedition outfitted in summer 

clothing. How do you tell young people the u·uth about the 

world without doing damage to their innate idealism and hope? 

Schwab was also involved in our work in leadership education. If 

you look at how leadership training has evolved in recent years, 

you will see two main schools of thought. The British school says: 

Study the greats. Plata, Aristotle, and John Locke will provide 

you with all the p1i.nciples you will need. Alfred North Whitehead 

claimed that everything he had ever required co live tbe good life 

he found in the Bible and the literature of anciem Greece. 

The American model, as you may expect, is more directly prag

matic. The H arvard Business School says: If we can provide 

enough case studies that illustrate the principles and include the 

situations you are likely t0 encounter during your career, you will 

succeed in the real world. 

Schwab helped us develop a third conception, which was essen

tially a blend of the other two and which fit in perfectly with the 

goals of Ramah: Teach young people the principles that have 

guided your tradition, and give the students exercises in analyz

ing practice in view of these principles. They must ther. ask them

selves: If I acquire, accept, and understand these principles, what 

wilt' my practice be like? 

@ at was the contribution of Bruno Bettelheim? 

First, I must say that although Bettelheim's reputation has been 

challenged in recent years, chat in no way diminishes his impor

tant conui.bution to Ramah. Second, although some members 

of the Melton Advisory Board responded to Ramah in terms of 
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their Jewish background, that wasn't the case with Bettelheim, 

who regarded Judaism and all religions as anachronistic. And 

yet he dearly appreciated what we were trying to do educa

tionally. 

As a graduate student at the University of Chicago I had worked 

at Bettelheim's Orthogenic School for emotionally distw-bed 

children. Once, with the chutzpah of youth, I said to him that 

the school didn' t always measure up tO his descriptions of it in 

his book, Love is Not Enough. 

"You're right," he replied. "The book outlines what the school 

was supposed co be." He acknowledged that it often fell short of 

its vision, but that didn't mean it wasn't guided and directed by 

that vision. 

One of the distinguishing marks of Betcelheim's school was its 

creation of a " home haven," a. comfortable and safe setting for 

the children. To make this happen, Bettelheim used every 

resource at his disposal- from archiceccw-e to food. 'vVe believed 

that a camper's cabin at Ramah should function in a similar way, 

as a supportive environment against the inevitable pressures and 

problems created by an intense milieu. Bettelheim helped us J understand how best to bring this about. 

~ I-was influenced by Bettelheim when as~ k-ed- th--a-t -e-ac_h_ c_arn_ p-----r-rwe 

~ director show , the menu for the first few days of the summer. 

✓ · 

j ~ I wanted to make sure that all our camps were serving familiar 

~ foods like hamburgers - foods that would facilitate the 

smoothest possible transition from a youngster's home to this 
new environment. also made sure that we were prepared to 

provide as many additional helpings as a camper wanted, so that 

nobody would leave the table feeling hungry, especially during 

the first week. We even had the counselors serve extra snacks at 
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night. We were a bit extreme when it came co food, especially 

with all chose Freudians on our board! 

Another lesson I learned from Bettelheim was the significance 

of the school custodian, who, for some students, was a more 

significant educational figure than the teachers or ocher profes

sionals. At Ramah we paid close attention to the character of 

all the people we hired, not only the counselors, specialists, and 

teachers, but the service staff as well. Many of our dishwashers 

were students from Ivy League colleges. They didn't know 

Hebrew, but they wanted to be at Ramah and would accept any 

job in order to spend a swnmer at camp. We responded by 

giving them the best teachers, including, quite often, the pro

fess or-in -t residence. 

Bettelheim stressed the distinction between education and ther

apy - that while education could be enormously therapeutic, 

we shouldn't confuse the two. He also taught us that there 

ought to be a place in camp where campers could be wild and 

noisy, and another place where a youngster could find peace and 

quiet. And it was Bettelheim who introduced me to the distin

guished Harvard psychoanalyst Erik Erikson. In his biographies 

of Martin Luther and Gandhi, Erikson portrayed charismatic 

individuals as unreconstructed adolescents who continued co 

believe chat the world could be changed and that history was 

reversible. This was an idea educacors needed co hear, and before 

long, Erikson's books were being read and discussed at Ramah. 

Finally, Beccelheim helped us understand that we had a tremen

dous built-in advantage that we hadn't fully been aware of: 

Because Ramah was in opposition to basic American suburban 

values, the camp was inherently countf]'5ultural in a way that 

was attractive and yet constructive to adolescents in rebellion 

against their elders. 
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APhifophical Commitment 
to Excellence 

It seems to me that during its earlier years, Ramah was 

unapologetically elitist in a way that might not be accept

able these days. 

Back then, of course, elitism was a commonly shared assump

tion, and nobody questioned it. It was a necessary consequence 

of a commiunem to excellence. The Seminary sought our great 

scholars and the best possible students, and to a large degree 

it succeeded. Ramah wasn't open to everybody. It was often 

difficult to get in, and there were waiting lists. We believed that 

if you invested in the right people, they could change the 

world. We believed that with talent and hard work, anyone could 

make it ro the cop. But we al.so believed there is a top. 

From Theory \o Practice 

We've looked at some of the intellectual background that 

helped create Ramah. I'd be interested in how some of 

the ideas and principles that came up in the Melton 

Faculty Seminar were ultimately expressed in practice. 

Obviously, the leap from the theoretical ro the practical is a big 

one. How do you fill the enormous gap between a text, the 

internalization of its message, and its incorporation inro behav

ior? How do you move from mastering an idea to Jiving it? And 

how does your practical experience affect your theory and help 

you revise it? 

Although we didn't articulate it in exactly these terms, we were 

working with a process that involved five levels. 
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The first lCPet is philosophy, and it asks theoretical questions. What 

is your conception ofJ udaism, of an ideal Jewish society, and of 

the individual? What is your conception of knowledge? Does 

knowledge consist of a mastery of facts? Of basic principles? If 

you know, will you therefore do? 

The second fepel narrows the scope to the philosophy of education. 

How does your philosophy guide your conception of education? 

In our case, how do your ideas abouc Judaism shape the vision of 

what education should or can be? 

The third level deals with the theory of practice, and takes the 

process one step further. How does your philosophv of educa

tion shape and alter your educational goals? How does it shape 

your conception of curriculum, or of teacher education, or of 

informal education? _ / 

The fourth lCPet brings the discussion dJ,,i to actual practice: ped

agogy, in-service education, and classroom management. 

The fifth lCPel consists of monitoring and evah1ation, which serves 

as a corrective for e:ich and :ill of the levels. 

But these levels are not linear, and you need not move from Level 

One to Level Five. Some of the most effective work in education 

begins with Level Five - with a careful, critical look at your 

ongoing program, which often demomu-ates that you may not be 

accomplishing what you set out to do. This may lead you to reex

amine your practice or your philosophy of education, which may 

in rum lead you co reconsider your basic assumptions about 

Judaism and knowledge. In other words, you return co Level One. 

In our discussions about Ramah, we often started from Level 

Four and then moved on to Levels One through Four. Moving 

from theory to practice, or from practice to theory, is a dynamic 
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process that forces you to constantly observe, rethink, and -

ideally - change and improve. 

These distinctions are still somewhat theoretical and 

abstract. Could we loo~ a specific area, such as t'fillah 
[prayer], in light of these five levels? 

If you are considering how to deal with tJi,llah in an education

al setting, the five levels might apply as follows: 

Level One: What is prayer? Why do we praise God, who clearly 

doesn't need our praises? One answer, suggested by 

Maimonides, is that God is a role model. When we praise God 

for being mercifol, we do so in order to articulate and emulate 

that particular quality. If we resuicced our discussion to this sore 

of issue, we would have a philosophical treatment of prayer. 

Level Two might ask: What is rhe role of prayer in your philoso

phy of education? What specific ideas about it do you want to 

convey to children? How do you make contact with the inner 

spirituality of a child? 

Wirh Level Three we move into ideas rhat will guide education

al practice. Can these ideas be caught to younger children? You 

might decide that you really can't accomplish much in this area 

until you make people sensitive to words, because the_ whole 

assumption of prayer is that reading or chanting certain words 

will set off something inside you. Or you might ask whether 

meditation fits into your understanding of Jewish prayer. And if 

it does, how will you teach it? 

Actually, that bst question brings us to Level Four, which deals 

with pedagogy. How, in the classroom, will teachers help stu

dents develop a sensitivity to words or to nusach [ the traditional 

chant of the prayer service]? How will teachers be trained to 

carry out rhese assignments? 



Level Five asks: As you monitor this activity, how will you make 

the necessary changes as a result of what you observe or learn? 

Does your experience support yow· theory? 

As long as we're talking about prayer, could you explain 

why, given the general intellectual openness of Ramah, it 
was mandatory for campers to attend services every 

morning? 

In order to reject something you first need to experience it, and 

at Ramah you could experience religious services under optimal 

conditions. As Schwab used to say about music, the sonata form 

isn't something you immediately respond to. It takes hard work 

and experience before you appreciate it. Similarly, for t'.fiitah to 

succeed you have tO work at it and experience it. fr,encually it 

becomes meaningful - or it doesn't. Rejection is always an 

option, as long as it's thoughtful and considered. 

We believed that most young people who ex-perienced Judaism at 

Ramah would become deeply involved in it. Of course, all educa

tion works on that premise. If you are introduced to a 

profound idea by a fine teacher in the right environment, there's 

a good chance you'll accept it. This is a faith assumption of 

education. 

But while Shacharit [morning] services were compulsory at 

Ramah, afternoon services were not. This was an important dif

ference between Ramah and the Seminary. Halakhically, tht: 

Minchah service is also compulsory, but there were limits as to 

how much the uninitiated camper could be expected to under

stand and appreciate. After all, the majority of these youngsters 

had never experienced any daily prayers. Our educational analy

sis made it clear that if we insisted on Minchah at camp, we were 

likely to lose much of the impact of Shacharit. 

so 
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In the end, the Seminary faculty voted for an optional Minchah 

at Ramah, basing their decision on educational considerations 

rather than halakhic principles. It was a difficult debate, and ulti

mately the issue was decided by a single vote. 

How did Ramah deal ,with the fact that even within the 

Conservative movement, not to mention the rest of 

Judaism, not everybody observes Shabbat in exactly the 

same way? 

As we saw it, the camp's public space was to be maintained as a 

religious preserve. We didn't legislate against the use of a radio 

in the privacy of a cabin, for we made a distinction between the 

public space and private space. We enabled campers and staff 

alike to experience as close to a total Sbabbar as possible within 

the public areas of the camp. As with the issue of Mirichah, Olll" 

policy allowing the private use of electricity rather than its pub

lic use was not ,1 halakhic decision bur an educational one. 

On the other hand, many other practices and activities at Ramah 

were non-negotiable. These included Hebrew, daily classes, morn

ing services, kashmt, the recitation of birkat ha-mazon [grace after 

meals-] - and, in a very different sphere, instructional swim. 

Let's return to the five levels that move us from the the

oretical realm to the practical and back again. We've 
already seen how they might apply to prayer. But what 

about a very different area, such as sports? 

Level One would begin with general philosophical questions: 

What is the relationship between mind and body? Why do you 

need a healthy body? How is the conception of a healthy body in 

our tradition different from that of other traditions? 

Then, in Level Two, you might ask: What is the role of sports 



in your conception of education? You might, as John Dewey 

did, discuss the importance of rules, fairness, cooperation and 

competition. 

In Level Three you would think abouc what role spores might 

play in your program. Are you prepared to let a camper complete 

the summer with no significant athletic experiences? vVhat about 

those campers who simply don't like sports? Or swimming? 

In Level Four you might think about how you will teach respect 

for rules and fairness. How will you teach youngsters to be good 

losers ---= or good \.vinners, for that matter: What are :rour meth

ods of teaching these values? 

And in Level Five you would take a critical look at your program 

and measure your accomplishmenrs. Have your srudenrs internal

ized the values of fairness and good sportsmanship? What changes 

or improvements need co be introduced in your program? 

That sounds fine, but almost every institution with aspi

rations to greatness makes grand claims about being guid-

: -· ed by lofty theoretical priri:dples. How do you ensure that 

there really is a link between those ideals and the real 

world? 

If you develop your ideals carefully and thoughtfully, and you 

constantly reinforce the message that they really matter, you can 

make those principles come alive. We once had a thirteen/(ear

old camper who used ro wee his bed. We used to have late night 

staff meetings, but no matter what we were discussing, or how 

important it was, at 11:45 PM each night two counselors would 

rush to this boy's cabin and wake him up to make sure he went 

to the bathroom. If they arrived coo late, they would wake him 

up and change his sheets so none of the other campers would be 

aware of the mishap when they woke up in the morning. The 
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driving force here was the principle of ha-malbin et p )nei chaveiro 

b)rabi·m - that you must avoid a situation where a person might 

be embarrassed in front of others. 

That brings to mind another case involving this same principle. 

We had a problem one summer with adolescent girls who, after 

lights out, would conduct "bull sessions" - discussions in 
which, under the rubric of self-improvement, each girl's faults 

and deficiencies would be addressed by the entire group. These 

sessions invariably ended with girls in tears, and with some of the 

girls being scapegoated. 

I was the camp director that summer, and when this developed 

inco a serious, continuing problem, I was tempted co outlaw 

these sessions. Bue I knew that the campers could. continue 

holding bull sessions as soon as the counselor was out of 

earshot. When the situation finally got out of control., I came in 

to talk co the girls. 

"We don't understand," they told me. "We're just crying to help 

each other." 

"That sounds fine," I said, "buL may I siL in?" I sLane<i listening, 

and I soon found myself intermpting. "You know," I told them, 

"I appreciate what you 're doing. I accept your aims, but I have 

a problem with your method. One of the things we don't do in 
a Jewish community like Ramah is publicly embarr:.tSs our fellow 

human beings. What if we studied a text together that deals with 

how people should behave toward one another, and then each 

girl can do her own self-evaluation privateli" 

At this point, because an alternative was available, the more sen

sitive girls prevailed and the study session was accepted. Each 

night we studied the sixth chapter of Pirke Avot and discussed, 

among other things, what it means to be re)a ahuv- an intimate 
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friend, someone you could con.fide in, who would be supportive 

and would ·help you muster the strength you need t0 change and 

improve. We read this chapter every night for four weeks and had 

some very good talks. At Ramah, this sort of thing was part of 

the direcror's job definition. 

/nvesting \n Staff 

It's interesting that the camp director would spend so 

much time with one cabin - but what about the rest of 
the staff? There were so many specialists in camp. 

We weren't roo concerned with conserving our resources! We 

had three full-time staffs at Ramah - counselors, specialisrs in 

sporrs and the arts, and teachers. Financially, of course, it was 

outrageous. There were no dual roles: Different people had dif

ferent functions. This was part of the audaciousness of the place: 

We were trying to do it all. 

The best specialist was somebody who pressured you and 

stretched you, and sometimes that led to problems for the 

camper. Whether in sports, music, drama, or any other area, 

competition and striving for excellence can cause problems. 

Classes were demanding, too, because the reacher would force 

you to grapple with the text and stretch your mind. If there were / 

problems, it was up to the counselor to pick up the pieces. 

We also cc~ pted an idea from the kibbutz movement, which saw {;)ti:\/ 
irself as an edah mechane~et [an educating community], of hav- ~ 
ing the teaching staff available throughout the day. The kibbutz 

teacher would teach a class in the morning and would continue 

to debate issues with you through the day. The same was true of 

our teachers - at least in theory. 
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An even more unusual position for a camp was that of the librar

ian, whose job was to sit in the library and be available all day to 

anyone, whether camper or staff member. And just as some 

camps have an artist-in-residence, each Ramah camp had a pro

fessor-in residence, generally a Seminary faculty member whose 

role was ro encomage intellectual stimulation. He or she was 

there to listen, to teach, ro prod, to criticize, and to help the 

camp community respond to halakhic problems that would 

invariably arise during the course of the summer. 

Communal Leaders as Partners 

Let's step back from the camp community to consider a 
constituency that is critical to the success of any educa

tional institution. I'm referring to the communal leaders, 
who as board members asswne ultimate responsibilities 

; for the various camps. 
Whtie -fud)y, 

These d~i~ communal leaders are more supportive of good edu- / 

cational programs and more active in their supponj ~ 
fairly recent development. In the 1970s and 1980s, most 

American Jews o f status and means cared mainly about Israel, 

hospitals, and defense organizations. Jewish education and cul-

ture ranked very lo~v. Four notable exceptions~were interested in 

education: Sam and Florence Melton of Columbus, Phili Lown 

of Boston, and L eighton Rosenthal of Cleveland. ah, from 

its inception, was orrunate in recruiting outstanding commu

aity leaders. 

NowTofuiy it's different. More and more, people a.re coming to realize 

that Judaism's and Israel's best asset is a Jewishly educated 

Diaspora, and that American Jews should be investing significant

ly in Jewish education. Fortunately, this view has become fashion-

3:5 
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/ 
able, especially as part o the "continuity" agenda. Mort Mandel, ~ 

who, with his brothers established ~ e Commis.sion on Jewish e.✓ l ().,~ 
J ducation in North A.m:erica,~aunch~ this movement in a serious A he/ piJ 

/ waye:, which leei;;to Jewish education\, raised to the very top Af J Mvlf / /! hv Jw, 
of the agenda of most Jewish organizations and institutions. 7 ,/" 

,/ In J~tfJIJ 0rc more, lr1G'iltd9e:i>le ;r,J ~ 
V Tod y 's communal leadersh ~ ins~st on h'.aving a greater voice in 

the projects they supporre and they renel co b@ more gen , ~ ~ 

~eH. In addition, we have senreinajor assets ✓ / 
now that we didn't have then. There are academics and well-etltl- 1n-{;,rfY\J 

_9-...Cat~ communal leaders all over North America who care about 

Jewish education and see it as important. Jewish srucies courses 

in colleges and Lmiversities are one of the big success stories of 

American Jewish life. Families today can draw on a wide variety 

of programs. There are hundreds of day schools in North 

America :Uld any number of excellent organized trips to Israel. 

There are young Jews in general education who are interested in 

making a contribution co Jewish education. There are Jewish 

leaders and philanthropists publicly proclaiming that Jewish edu-

cation is a top priority. For all these reasons, I'm optimistic. 

This may be the right moment to ask for your thoughts on 

what, for many would-be institution,,tbuilders, is a difficult 

and intimidating process, although it's essential if you're 

hoping to build or sustain a meaningful project. I'm refer-

ring, of course, to the whole question of fwld-raising. 

This may sound strange, but I firmly believe that money is not the 

biggest problem. Although funds have not always been easily avail

able, these days there are enough resources tO support a wide vari

ety of fine projects. 

The key factors in successful fund-raising are the strength of your 

ideas, your commitment to those ideas, and your enthusiasm. I 
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have never asked anyone to support an institution unless I would 

have been willing to donate a similar amount if I had it. In other 

words, if you're not deeply committed to the cause, you should

~ be trying to raise money for it. You have to start with vision 

and commitment, and you must convey them to the people 

you're approaching. And you have to mean it. I believe we're all 

transparent, and that as human beings we're continually judging 

each other and asking: "Is this person genuine: Is he sincere?" 

Another thing: I always start with the assumption that the per

son I'm meeting with is at least as intelligent as I am. There's no 

inherent reason for him co support my project, because he has 

many other valid claims to consider. Therefore, it is my job to 

convince him - or, better still, to educate him. Only if you cake 

the time to educate people about a project will they be able co 

make intelligent decisions about it. If you treat potential donors 

as people who can join with you and help you in creating this 

new enterprise, you may get somewhere. 

Although the situation is far better than it used to be, the rela

tionship between Jewish educacors and communal leaders is still 

too adversarial. The professionals still ask: "How can this person 

make an informed judgment ifhe can't even read Hebrew?" And 

the communal leaders still think: "This guy is a shlepper. If he 

were really successful, he'd be in my business." This is unfortu

nate, but it's true. 

What are the biggest mistakes you see in fund:Sraising? 

I see three common mistakes, and they're connected. The first 

mistake is to treat the donor as if he or she were naive. The second 

mistake is arrogance. And the third one is not disclosing the full 

truth about the undertaking, including its problems and failures. 



Here's my favorite fund-raising story: Sam Melton was visiting 

Ramah in the Poconos, and one morning we passed a ten-year

old boy on his way to class. 

"What are you studying?" Sam asked him. 

"Chumash," answered the boy. 

"Chumash with what?" Sam asked. 

And the boy replied, "Chumash with Melton." 

At that moment.§_ my fund-raising efforts were vindicated. 

How do you respond to those who ask why educational 
change takes so long and costs so much? 

With this analogy: Would it make any sense to study mortality 

rates in surgical ware.ls where the instrumems weren't sterilized? 

As long as teachers are often untrained or unmotivated, and cer

tairtly underpaid, what can you expect? vVhen your mission is to 

conquer a disease, you don' t withdraw funding because you 

haven' t found a cure despite years of research. On the: contrary: 

You invest additional money until you do. We have just begun 

doing that in Jewish education. It's too early to ask whether the 

investment is too great, or whether it will take too long. 

Still, there must be times when a well-developed educa

tional vision and a prudent business plan are at odds with 

each other. 

At Ramah that happened often. We couldn't always justify the 

educational investment on economic grounds, which was hard 

for some people to accept. Take the Mador program, in which 

we devoted an entire summer to the training of promising high 
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school graduates who agreed to serve as counselors for n:vo addi

tional summers. From a purely economic standpoint it was fool

ish to invest so much money in that program. And what about 

the professor-in-residence and the camp librarian? These people 

were expensive! What other summer camp had three separate 

staffs? But when you give parents reason to believe that you're 

helping their child become a mensch, you can ask for a great deal. 

When Ramah first started, we had to make a critical decision: 

Who would head the camps? Should it be an educator with 

vision who could then hire a talented business manager, or did 

we need a talented manager who would hire a creafr.-e director? 

Th eminary, in parmership ,vi.th an outstanding board of com

!,l../'--f~"""Y leaders, decided that Ramah should be led by educators, 

by people with a vision. Each of the camps had a capable busi

ness manager, of course, and that job was vitally important, but 

the camp was always led by educators. 

~ere Ramah Failed 
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We've talked about some of R.arnah's accomplishments, 

but as you said earlier, even if you start with cognac you'll 

be lucky to end up with grape juice. Looking back on it, 

what are some of the areas where Ramah missed the boat? 

I can identify five significant failures. 

To begin with, we failed to conduce any systematic evaluation of 

our work. Ralph Tyler once told me that not doing rhis was the 

educational equivalent of not carrying out diagnostic tests until 

the patient was leaving the hospital. In other words, we often 

had no feedback on what we were doing until it was too late to 

do anything about it. If our results were really as promising as 



they seemed, we should have been documenting the evidence. 

It's amazing that, as far as I can determine, we never asked our 

campers to write about their experiences at Ramah! We were 

so busy building something new that we didn't ever stop to 

evaluate it. 

Conducting a serious evaluation of an ongoing project is time

consuming and expensive, and it may sound like a luxury. Even 

today, when educational institutions embark on a self-evaluation, 

it's more likely to be used as a fundraising technique rather than 

a way of improving the enterprise. But it's something we should 

have done. 

Ramah's second failure was that, despite all our effort:5, we never 

really became a Hebrew-spe:iking camp. Hebrew W:lS a clearly 

articulated goal that was cenu-al co the philosophy of Ramah, and 

while Hebrew was the official language at camp, we simply didn't 

do well enough in this area. It's true that most of our coW1Selors 

didn't know enough Hebrew, but that's no excuse. We could 

have taught them Hebrew in the off-season, perhaps in a series of 

regional centers. We could have sent them to Israel. But we did 

neither. We had no graduated curriculum for the teaching of 

Hebrew at Ramah. We had no language labs. We didn't even look 

to Camp Massad for guidance in this area. We assumed they were 

succ;,essful at it only because Hebrew was their chief coacern. 

I must accept some of the blame for this failure. My attitude was: 

If there's a conflict between understanding ideas and learning the 

language, let's go for understanding. In the Melton Faculty 

Seminar, Gerson Cohen and Shmuel Leiter fought for more 

Hebrew - and they were right. So did Sylvia Ettenberg, whom I 

consider the great hero of Ramah, and who represents the only 

coherent continuation from the founding of the camp until her 

recent retirement, a span of forty-five years. She was both an 
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anchor for communal leaders and a nurturer of directors. She was 

also a great facilitator and a peacemaker between warring factions. 

On a related issue, I made a similar mistake with regard to Israel, 

which didn't always receive its rightful place on our agenda. On 

the other hand, the fact that hundreds of former Ramah campers 

now live in Israel suggests that we must have been doing some

thing right in this area. 

For years I did my best~ ep Israelis our of our camps, because 

the Israelis I had met 1{ · seemed inappropriate as edu-

cators for Ramallj ffl.1H · · · 

~ees. But eventually I joined those who decided co bring 

over an Israeli delegation every summer tO serve as teachers and 

specialists. They rurned om t0 make a real contribution. 

Our third failure was in not establishing a year-round program. 

One reason we hired full-time camp directors was our expecta

tion that they would mainrain the camp program throughout the 

year by working with the Conservative movement's youth pro

gram, the Leadership Training Fellowship (LTF) . The summer 

months could have served as the climax of the year, or perhaps 

the launch of a new year - or both. All the camps could have 

been winterized. In this area we simply quit too early; the idea 

didn't advance far enough to merit being called a failure. 

Our fourth failure was that we did.n 't establish a curriculum for 

the camp program as a whole. It's amazing, but we never for

malized the various camp programs, although some of them 

were remarkable. There was some sharing of ideas among the 

camps, but not nearly enough. Over the years, we failed to doc

ument or preserve any number of innovative and creative pro

jects. There was far too much reinventing of the wheel and too 

much improvising. At least this failure was deliberate: We were 
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afraid of formalizing what we had because it might have inhibit

ed creativi ty. But this was a mistake. 

The fifth failure that comes to mind was that we didn't achieve 

an effective transition between the rarefied atmosphere of Ramah 

and the camper's home community, despite the fact that we paid 

a lot of attention to this problem and were probably on the right 

track. For example, we often discussed bow to help campers, 

newly excited about Jewish practice, who return to a non-kosher 

or otherwise non-observant household. Because we respected 

the campers' family relationships, we did not encourage them to 

tell their parents what they should or shouldn't eat. or do, in 

their own homes. 

But more often than we anticipated, the reentry problems arose 

not with the campers' families but with their synagogues. After a 

summer a c Ramah, campers found it hard tO return to a service 

that suddenly seemed stilted and complacent, and to a rabbi who 

seemed formal when contrasted with the informality and warmth 

of camp. We even had youngsters who refused tO attend syna

gogue services after camp because the service no longer felt 

authentically Jewish ro them. 

~ ~med to us t:Mt,ln some sense we were creating mis

~~e were arrogant enough to think our campers could turn 

the Conservative movement around. And they did, ta some 

extent, although it took years. 

Unexpected Successes 

In addition to the successes we worked hard for, we had a few 

others that we hadn't really anticipated. Many Ramah campers 

went on to become rabbis, professors ofJudaica at American and 
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Israeli universities, or prominent community leaders. Today, 

Ramah graduates are extremely well represented in professional 

Je'Wi.sh life and in institutions ofJewish culture and education -

in all denominations. And a great many others have made aliyah. 

Second, we grew our own tomatoes. That is, much of our staff 

consisted of former campers. We had some terrific directors, and 

most of them, too, came up through the ranks. We made sure 

they were decently paid, and we created a new Jewish profession~ 

£ cramp director. Th. ese people were given tenure, just like uni

_/ ~ersity faculty. Being a Ramah director was a difficult job that 

involved dealing ,vith a variety of groups, such as staff, campers, 

parents, rabbis, educators, and communal leaders, not co men

tion such complex issues as religious ideology and finance. Most 

of our directors had been trained as rabbis, which me:int they had 

a clear and obvious career line_; usually in the pulpit, but some

times in formal education or Je'Wi.sh communal life. At Ramah 

they were really going out on a limb in terms of their future 

careers - some of them for years, and others for their entire pro

fessional lives. 

Despite our failures, Ramah worked . I've heen in the Jewish edu

cation business a long time, and nowhere else have I seen a clos

er correlation between what we set out to do and what we actu

ally accomplished. The ultimate proot: of course, are the 

campers. They may have hated Hebrew school, but they really 

learned, loved, and lived Judaism at Ramah. 

They also loved and appreciated the people at Ramah. I have no 

idea how many deep and lasting friendships began at Ramah, 

but there have been a great many. And many marriages, too. All 

over North Americ, and Israel, you can find young people 

whose parents - and increasingly, grandparents - met each 

other at Ramah. 
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Lessons for New Institutions 

What would you identify as the most significant lessons 

that other institutions might learn from Ramah? 

First, Ramah demonstrates how a vision can motivate a staff, and 

how a staff can then stretch itself. Second, I think there is some

thing to be learned about how to combine sophisticated 

approaches to content and theoretical discussions with the most 

concrete and mundane nitty-gritty details. 

Ramah was also about investing in talent, and the vital impor

tance of communal supporters. In our case, the communal lead

ers protected us from attempts to dilute the educational compo

nent. They believed in the project because they understood it, 

and they acted out of deep conviction. Ramah made it possible 

for educators, rabbis, scholars, and lay people to join forces. 

There was a real generosity of spirit and a genuine attempt to 

understand the other person's position. Ramah was more than a 

camp; it was an educational movement. 

The success of Ramah empowered some of us to think about 

institutions that didn 't exist, and that still don't exisr. At some 

point we will probably see the creation of institutions that com

bine the day school with the community cemer, breaking down 

the conventional walls between formal and informal education. 

Just as the students ofJohn Dewey hoped to produce an active 

participant in a democratic society, such an institution, when it 

finally comes into existence, will serve as an intensive training 

ground for Jewish citizenship. 

The next challenge, in my view, is to provide for the needs of 

post-materialist people. More and more, people are looking for 

meaning in their lives. They want to know what our tradition is 
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all about, and our job is co take that u-adition and present it in 

contemporary terms that speak to them. From time co time a 

genius will emerge, a Heschel or a Kaplan, bur you can't sit back 

and wait for them. It's far better, in my view, tO build places 

where potential Heschels and Ki.plans will be nurrured, develop, 

and flourish. 



Bibliography 

The following abridged bibliography may be of interest to the reader. 

· ision: ir;;;-generaJ ed11cation :=:, 
Marshall Smith, Sara Lightfoot, and David Cohen present the argument 
for the importance of vision in determining the impact of educational 
institutions. 
~ arshall S. Smith and Jennifer O'Day, "Systematic School Reform," 

in PotiticsofEd11catio11Associatio11 Yearbook (1990), pp. 233-267. 

Sara Lightfoot, T11e Good High School: Portraits of Chn.rn.cter and 
Ct1lt111·e (New York: Basic Books, 1983). 

David K. Cohen, Eleanor Farrar, and Arthur G. Powell, T11e Shopping 
Mn.Ii High School: Winners and Losers in the Educational Market
place (Boston: Houghton, Mifflin, 1985 ). 

Alan Ryan has powerfully described the impact ofJohn Dewey on American 
intellectual life and education in: 

Alan Ryan, John Dewey and The High Tide of American Liberalism 
(New York, London: W.W. Norton & Company, 1995). 

For an example of the way that Steiner's students apply s:.,.,.;·,.,.......,..n 
to education , see: 

E.A. Stockmeyer, R •udolph Steiner's C11rriwh1m for Waldorf Schools 
-...J_J. (Stourbridge, England: The Robinswood Press, 1991). 

'{--/ ---Vision: C'iewish educatio"iiJ 
-:=/j /2ome examples of the power of ideas for Jewish education are found in: 

Immanuel Etkes, Rr,bb; Ismr:l Salanter rmd the ?vb,mr' Movement: 
Seeking the Torah of Truth (Philadelphia: Jewish Publication Society, 
1993 ). 

The power of ideas for Zionist education are explored in: 

Rachel'" Elboim -Dror, Hebrinv Education in Erctz Ismel (Hebrew, 
two volumes. Jerusalem: Yad Izhak Ben-Zvi Institute, 1986, 1993) . 

Gerson Cohen argues for the importance of locating the ideas that will 
lead to a vision for Je~ish education and the need to develop a vision for 
Jewish education in North America in: 

46 

Gerson D. Cohen, "From Scholarship to Paideia: A Case Study," in 
From the Scholar to the Classroom: T,·atJ.Slating Jewish Tradition into 
Curriculum., edited by Seymour Fox and Geraldine Rosenfeld (New 
York: Melton Center for Research in Jewish Education at ~he Jev.rish 
Theological Seminary of America, 1977), pp.31-58. 

L12-

~rl 11 7'0 J/bl/ 

Uee. SJm,) 

✓ 

@ ✓ 



1 

Israel Scheffler and Isadore Twersky have helped me understand the signif• 
icancc of vision for Jewish education and for general education. I am grate• 
ful to Professor Twersky for disclosing the visions of Jewish education 
of Maimonides and Brisk; and to Professor Scheffler for analyzing the vision 

of John Dewey and for his suggestions concerning leadership education. 
Their ideas, as well as my own, will appear in a forth.coming publicatio@ 
Visions of Learning: Variant Conceptions of Jewish Edncation, edited by 
Seymour Fox and Israel Scheffler with the assistance of Daniel Marom, to 
be published by the Mandel Institute, Jerusalem, Israel. 

Camp Ramah and its History 
The Ramah F.,.,-perience: Community and Commitment, edited by Sylv~a 
Ettenberg and Geraldine Rosenfeld (New York: The Jewish Theological 

Seminary of America in cooperation ,vith The National Ramah 
Commission, 1983). The chapter by Burton I. Cohen, "A Brief History 
of the Ramah Movement," presents the history of Ramah; however, the 
entire book is of importance for those who wish to gain a perspective on 
the theory and practice of the Ramah movement. 

The Relationship of the Cognitive and Emotional Domains 
for Education 
Joseph Schwab and Israel Scheffler have written key essays on this topic: 

Jpseph J. Schwab, "Eros and Education "Jounial o Edumtion 
(1954), pp. 54-71. 

Israel Scheffler, 11 Praise of the Cognitive Emotion 
London: Routledge, 1991), pp. 3-30. 

The Practical 
Joseph Schwab has made a key contribution to our thinking concerning the 
practical nature of the field uf edm:aciou. His ideas were devduped in four 

monographs: 

The Practical I -"The Practical: A Language for Curriculum" 
(Washington D.C.: National Education Association, 1970). 

~ Practical II -"The Practical: Arts of the Eclectic," Sc/Joo/ Rcvieiv 
W l971), pp. 493-542. 

The Practical III -"The Practical 3: Translation into Curriculum," 
School Rcvieiv 81 (1973), pp. 501-522. 

The Practical IV-"The Practical 4: Something for Curriculum 
Professors to Do," Curi-irnlum Inq11iry 13:3 (1983), pp. 239-365. 

Israel Scheffier, in his volume Four Pragmatists (London: Routledge & 
Kegan Paul, 1974), particularly in his chapter on John Dewey, presents a 
penetrating analysis of the means-ends relationship for the field of edu
cation. 

47 

(j Lpz. -



An Understanding of the Adolescent 
Our thinking was very much influenced by the writings of two psychoana
lysts, Eric H . Erikson and Bruno Bettelheim. 

Erikson's paper on youth and his books on Luther and Gandhi helped us 
understand the thinking and feeling of the adolescent, as well as the 
concept of charisma: 

"Youth: Fidelity and Diversity," Dacdalus (Winter 1962). 

Young Man Liither (New York: W.W. Norton & Company, 1958). 

Gandhi's Truth: On Ori.gins of Mi/itance and Violence (London: Faber 
and Faber, 1970). 

Bruno Bettelheim's volume on the Orthogenic School, Love is Not 
Enough (N.Y.: The Free Press, 1950), was carefully studied and applied 

to the camp setting. /4') 
THE MELTON CENTER FOR ~ BARCH 
IN JEWISH EDUCATION 
The Melton Center was established in 1960 at sJie Jewish Theological 
Seminary of America, New York, by Samuel M. Melron of Columbus, Ohio, 
and plays a key role in the development of the theory and practice ofJewish 
education. The Melton program for the teaching of Bible was piloted at the 
Ramah ~amps. The Melton Faculty Seminar developed the papers that 
guided much of the educational thinking at Ramah. 

During the years of my direct involvement with the Melron Center, Louis 
Newman served as its director. Joseph Schwab was the leading educational 
consultant to the Center. The reader may find some of the publications of 
the Melton Center of interest, particularly: 

Nahum Sarna, Understa11ding Ge11esis (New York: The Jewish Theolo
gical Seminary of America and McGraw Hill, 1966). 

Moshe Greenberg, U11derstandi11g E:cod1,s: ~ (New York: Behrman 

House, 1969). @ 
THE MANDEL INSTITUTE 
The Mandel Institute is an international center for the srudy and develop
ment of Jewish and general education. It was established in Jerusalem in 
1990 by Jack, Joseph, and Morton Mandel of Cleveland, Ohio. It has been 
at the forefront of the movement co revitalize Jewish education. Among its 
publications are: 

48 

Seymour Fox and Israel Scheffler, "Jewish Education & Jewish Conti
nuity: Prospects & Limitations" (Jerusalem: The Mandel Institute, 
1996). 

L,2-
~ 

UflC I ll)t ~ ~ 
@/ 

#. ✓ 



From 1988 to 1990, the Mandel Associated Foundations, the JCC 
Association, and JESNA in collabo ration with CJF convened the 
Commission on Jewish Education in North America. Its recommendations 
were published in: 

A Time to A ct: TI,e Reporr of the Commission on Jewish Education in 
North Americn. (Lanham -NewQYork-London: University Press of 
America, 1991 ). 

One of these recommendations was the establishment of the Council for 
Initiatives in Jewish Education (CJJV· 

THE COUNCIL FOR INIT!k?'IVEs IN JEWISH 
EDUCATION (CUE) 
CIJE is an independent, non-profit organization dedicated to the transfor
mation of North American Jewish life through education. Among CIJE's 
publications are those of The Best Practices Project in Jewish Education, 
directed by Barry W. Holtz. 

49 

Best Pmctices: Siipplemmtn.ry School Education (New York-C!evd and: 
CIJE, 1993, 1996) argues the case for the centrality of vision to 
models of excellence in this setting. 

@ 

one l111e: 



Acknowledgments 

I want to acknowledge the role of Nessa Rapoport in the publication of this 
essay. It would never have been written without her persistence and her 
role as a creative, diligent, and patient editor. I am also grateful to William 
Novak, who brought both his skilJ as an interviewer and his knowledge 
of Camp R.amal1 to this work. 

I was invited to join the staff of Camp Ramah in Wisconsin in 1950 by 
Louis Newman, the director, and Sylvia Ettenberg, dean of students at 
the Teachers Institute of the Jewish Theological Seminary. As a result of 
their invitation, I spent eighteen wonderful years in a close association with 
the Ramah movement and have continued to watch it grow and flourish 
since then. 

From 1950 to 1968, I was privileged to work with the staff and the leaders 
of the Ramah movement: the camp directors, Levi Soshuk and Rabbi David 
Mogilner, both of blessed memory; and Rabbi erome Abrams Dr. Waite 
Ackerman, Donald Adelman, phael Arzt, Dr. Burton Cohen, 

/ 

Rabbi Morron Leifinan, Dr. Shmuel Leiter, Dr. David Lieber, Dr. Joseph ~ ,/✓ 

Lukinsky, Rabbi Marshall Meyer,~::;~~m~·sTN:...:..e:..:w~1na=ni ,..:D:..:r:.:... _:C:.:.h::aun::· ~ P:_ot~o:_=k:, ~c:::~A;of~l>~l=rJJ=cJ rnrmo'!.) / J \. 
Rabbi Moshe Samber, and Dr. Morton Siegel. -

Following Bernard Resnikoff, David Mogilner and subsequently Burton / 
Cohen were appointed directors of the National Ramah Commission, 
where each offered outstanding leadership co the movement as a whole. In 
1989, Dr. Sheldon Dorph assumed the position of director; he is guiding 
Ramah \vith inspiration from its fiftieth anniversary into the future. 

I learned a great deal from all of them. 

Ramah was a partnership of educators, lay leaders, rabbis, and scholars. I 
have not written a history of Ramah and therefore cannot acknowledge 

·many other people with whom I was fortunate to work. I must, however, 
mention Lou Winer, who, as a lay leader, was a source of continuous sup
port and encouragement to the camp directors. Rabbi Wolfe Kelmm, as 
executive vice president of the Rabbinical Assembly from 1952 co 1989, 
helped us develop a common language with the rabbis, who contend 
,vith the reality of building Jewish life twelve months a year. 

<.50 



A bout the A u thors 

Seymour Fox, who was closely associated with Camp Ramah from 1950 to 
1968, is president of the Mandel Instirute in Jerusalem, an international 
center for the study and development of Jewish and general education. 

Professor Fox was born in Chicago in 1929. He received his Ph.D. from the 
University of Chicago and his rabbinical ordination from u,e Jewish 
Theological Seminary of America. In 1954, he was..~~AA~:'airector of 
Camp Ramah in Wisconsin, the first Ramah camp. After servingi ~n~vaiarn1oouu:Ss _____ _ 

other capacities at the Jewish Theological Seminary, he was appointed dean 
of its Teachers Institute in 1959. In that year he founded the Mador pro-
gram of Camp R.lmah. In 1960, he founded the Melton Center for 
Research in Jewish Education at the Jewish Theological Seminary. 

He moved to Israel in 1966 and was appointed Professor of Education and 
director of the School ofEducation at the Hebrew University · enisalem. 
In 1969, he founde~Hebrew University's Melton Centre f.fo::-;r:"rJ:ew:;;;:;is~h-----
Education in the Diaspora. He has served as a senior consultant to four 
.Ministers of Education. 

Among his current responsibilities in Jerusalem, Professor Pox is chairman 
of the faculty of the Center for Advanced Professional Educators (CAPE), 
a program for leaders in Jewish education' and academic director of the 
School for Educational Leadership, a progra~ that trains the future leaders 
of Israeli education. 

He is the author and editor of several books and numerous articles in the 
fields of Jewish and general education, including: Freud and Educr.tion; 

From the Scholnr to rhe Clnssroom; Translating JmislJ Tradition into Owri

culum; @ Pbiloso-phy for Ed1JCn.io11. 

Seymour Fox is married to Sue ~ogilner-Fox and live✓in erusalem. He has 

three e~ Sans/ J).)Vla, E1t.Jf\, ~f)Jr,nf, 
I\ . 

William N ovak spent ten years at Ram amps in Canada, the Poconos, and 
Glen Spey, N.Y., where he was, at various times, a camper, a counselor, a 
music specialist, and a teacher. Novak is a former editor of the journals 
R esponse and New Traditions and was one of the founders of M~ment 

magazine. He is also the co-editor of T11e Big Book of jeiPislJ Humor. 

As a writer, he has worked with a number of celebrities on their memoirs, 
including Lee Iacocca ( Iacocca), Tip O'Neill (Man of the H01m), Magic 
Johnson (My Lif e), and Natan Sharansky ( Fear No Evif) . 

William Novak lives in the Boston area with his wife and their three sons. 

51 

-th{~ 

~f 
of Ttht #ebrcw /Jo1✓(¾fay 

6f JeNJ:>/em J 

[ovv-J -



Chair 
Monon Mandel 

Vice Chairs 
Billie Gold 
Ann Kaufman 
Matthew Maryles 
Maynard Wishner 

Honorary Chair 
Max Fisher 

Board 
David Arnow 
Daniel Bader 
Mandell Berman 
Charles Bronfman 
John Colman 
Maurice Corson 
Susan Crown 
Jay Davis 
Irwin Field 
Charles Goodman 
AJfred Gottschalk 
Neil Greenbaum 
Lee M. Hendler 
David Hirschhorn 
Gershon Kekst 
Henry Koschitzky 
Mark Lainer 
Norman Lamm 
Ma1Vin Lender 
Norman Lipoff 
Seymour Martin Lipset 
Florence Melton 
Melvin Merians 
Lester Pollack 
Charles Ratner 
Esther Leah Ritz 
William Schatten 
Richard Scheuer 
Ismar Schorsch 
David Teutsch 
Isadore Twersky 
Bennett Yanowitz 

£,:ecutive Director 
Alan Hoffmann 

■CI 
Feb. 13, 1997 

Dear Sylvia: 

for 
!nitiatives 
m E
Council 

Jewish 
Education 

Here, at last, is a final draft of the Ramah essay, which will be published by 
CIJE at the beginning of March. (There are a few very minor changes still to 
be included, but they won't affect your reading experience!) 

Seymour and CIJE thank you for your invaluable help and prodigious 
memory, without which the essay would not have stood the test of accuracy. 
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Vision at the Heart: Notes from Shelly Dorph (2/23/97) 

Editorial Comments: 
Interesting, well-written 

More on the role of the directors, especially Mogilner, Arzt and Ackerman 
How they translated these ideas into can1p life 
Education that took place with the directors themselves 
Schwab and Fox in the directors' meeting 

Suggests follow-up papers on Levels 3, 4 and 5 

Clarifications: 
P. 4: Near bottom, "both types of institutions": not clear whose quote (which book? or from 3rd 
book?) 

P. 5: Peter Drucker? 

P. 10: Nurture 

P. 16: Add connection between Heschel/King and social action at Ramah: This was the impetus. 

P. 23: Page ref. for Eros and Education 

P. 27: Meaning of "But ... there is a top." 

Dissemination: 
Camp committees: 500 
Directors 
Rabbinical students 
Ed. students 

Shelly to meet with Seymour and let me know. 

NRComments 

Under Ramah unanticipated successes: Chavurah movement; Jewish feminism. 
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1. Autobiography/Narrative 
Embeds principle in story. 

2. Explicitly dialectical 
Anticipates, legitimizes and justifies critique--and addresses it. 

3. Conversational 
Replicates conversation in order to generate conversation. 

4. Civilian discourse 
Names the locus of the effort in the civilian arena. 



To: Danny Marom, INTERNET:marom@vms.huji.ac.il 
CC: Nessa Rapoport, 74671,3370 
From: Chava Werber, CWerber 
Date: 5/29/98, 6:09 PM 
Re: Ramah Essay 

Just writing to let you know that we have sent the disk containing the Ramah essay for arrival 
on Tuesday. 

The package contains: a disk with the essay and fonts used in the essay (in Quark and tiff 
files) as well as a list of the disk's contents. 
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VISION Seymour Fox 
with 

William Novak AT THE 

J{EART 

Introduction 

There is nothing as practical as a great idea. 

Many of us, if we are fortunate, have at so-me point in 

our lives been part of an unfo,;gettable educational 

experience - a school, a summer program, an out

standing teacher-that has touched our souls or 

perhaps even changed our lives. We look back on 

such moments with gratitude and awe, and with the 

hope that others-our friends, our colleagues, and 

especially our children - will be exposed to similar 

experiences that offer inspiration and purpose. 

-what does it take to create these kinds of experiences? 

While Camp Ramah is only one example, it has 

been a prominenct: and powerful one ever since its 

founding by Dr. Moshe Davis and Sylvia Ettenbe,;g of 

the Teachers I nstitute at the .Jewish Theological 

Seminary. The id ea for Ramah gained acceptance 

in 1946, and the first Ramah camp opened in 

Wisconsin in the summer of 194 7 . Fifty years 
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later, there are nineteen overnight and day camps in 

North America, Israel., South America, and Russia. 

Ramah emerged out of an ambitious dream, a care

fully considered ideal of educational possibilities. 

Big questions were asked: What kind of J ews, what 

kind of people do we want to nurture? What ideas 

will guide this new camp? What happens when 

compelling but competing philosophies c,,bout the 

meaning and purpose of Jewish life must coexist 

within one institution? How should Ramah address 

the various convictions, controversies, and anxieties 

prevalent among North A merican Jews? H ow can 

Judaism be transmitted to children and to teenagers 

as vital, engaging- and necessary? 

We live in a time when the Jewish community ts 

searching for ways to revitalize existing institutions 

and to build new ones, ranging from community 

high schools to informal educational settings for 

adults. What can we learn about the centrali'ty of 

vision to the excellence of an educational institution? 

How can the experience of Ramah illuminate 

contemporary efforts to transform Jewish life in 

North A merica through education? 

() 

Seymour Fox, a central figure in Jewish education, 

was instrumental in developing Ramah from philos

ophy to practice. 

P e N eed for Vision 

You've made the claim that every educational initiative 

should be guided by a clear and well-developed vision. 

But w hat may seem self-evident to you is not necessarily 

obvious to everyone. What makes you willing to allocate 

so much time and energy to what some people might view 

as an introductory or preliminary step in the creation of 

a new enterprise? 

If you begin a new project with serious ideas and lofty ideals, 

some people will criticize you for being grandiose or for "too 

much thinking." And it is true that in the normal course of 

events you will invariably fall short of your carefully thought-out 

vision. That is the way of the world: If you start with cognac, 

you'll be lucky to end up with grape juice. But that's not a bad 

result when you consider the alternative - if you start with 

grape juice, you'll probably end up with Kool-Aid! 

Let me put it another way. Education that is essentially pareve -

that's neutral and doesn't take a strong stand - has little chance 

of succeeding. In my experience, all effective education has at its 

foundation a distinct and well-considered vision. The proof of 

that proposition is all around us. A few years ago, Dr. Marshall S. 

Smith, the current U.S. Deputy Secretary of Education1 wrote a 

paper analyzing the many attempts to reform American schools 

during the 1980s. He found that despite a great deal of new 

legislation and the expenditure of huge sums of money from 

both public and private sources1 very little had actually improved. 

Among the few exceptions were those schools and institutions 

with a clear and substantial vision. 

Sara Lawrence Lightfoot, a professor at tl1e H arvard Graduate 

School of Education1 made a similar point in her 1983 book, 
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The Good High School. In an attempt to discover "what works," 

she visited and analyzed six well-regarded American secondary 

schools, of which two were urban, two were suburban, and two 

were "elite." She found that each of these schools had a distinct 

vision, and that the attempt to realize that vision was precisely 

what motivated the headmaster and the staff. In some of the 

schools, the concerns of teachers, administrators, and students 

were easy to identify because they were articulated explicitly; in 

others, the "repetitive refrains" and "persistent themes" were 

expressed in more subtle and indirect ways. But whether the 

visions that animated tl1ese schools were loudly proclaimed or 

quietly whispered, they were present in each of these institutions. 

Another book from the mid-1980s, The Shopping Mall H igh 

School (by Arthur G. Poweln, Eleanor Farrar, and David Cohen), 

examines the other side of the coin - that is, what happens when 

you maintain a school 1Vithout a clear vision. In most American 

high schools, almost everything is available in small doses, and 

everything tends to have the same weight, the same ranking. The 

authors contend that in trying to anticipate every possible need 

and desire that a student or parent might have, tl1ese schools 

have turned into the academic equivalent of shopping malls. 

"Both types of institution," they write, "are profoundly con

sumer-oriented. Both try to hold customers by offering some

thing for everyone. Individual stores or departments, and 

salespeople or teachers, try their best to attract customers by 

advertisements of various sorts, yet in the end the customer has 

the final word." 

In other words, if you offer everything, you stand for nothing. 

Or, as the authors conclude in an understatement, contemporary 

high schools «cake few stands on what is educationally or moral

ly important." 
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Does this mean that vision is a tough sell? 

Yes, but it's getting easier. Five or ten years ago you had to con

vince people about the importance of vision, but today the idea 

is increasingly accepted - if only because we've all seen what 

happens in its absence. There is a professor at Stanford University 

who argues tl1at in the business world, vision is even more impor

tant than leadership. He claims that if a company has a clear 

vision, and mat vision becomes part of the culrure and is inter

nalized, tl1e company can survive periods of weak leadership or 

even a move toward control by the bureaucracy. I believe this is 

true of educational institutions as well. 

Anyone can claim that a particular idea constitutes a vi

sion, so let's take a moment to establish what an educa

tion al vision is - and what it isn't. 

A vision is a vibrant entity. It's a portrait of ideal human beings 

shaped by education - an image rich and exciting enough to 

guide your future choices. A vision is inspired by your belief 

about human possibility, while being influenced by your experi

ence of human fallibility. 

An educational vision must be able to answer certain questions: 

What kind of people will graduate from this school, camp, or 

other educational setting? What will they understand and 

believe? How will they behave? What will they know how to do? 

In what ways will they be able to contribute to me commu

nity? And what qualities, intrinsic to your vision, will enable 

mem to keep growing and learning? 

Vision , then, is inherently both dynamic and flexible. It is not 

a mission statement or a declaration of purpose, which often 

end up as frozen, static assertions. And a vision is more than a 

goal. Goals are important, but they are specific to a particular 



educational setting, or even a specific class or text. You might 

have one goal for teaching science and another for the study of 

Talmud. Out of your vision will flow a series of goals for educa

tors, parents, community leaders, and students, who will apply or 

translate that vision into concrete programs. 

A great vision will inspire educators to creativity and even to the 

invention of new kinds of institutions. Goals certainly matter, but 

by themselves they're not sufficient. And they are often so 

pedantic as to leave no room for vision. A vision that is intelli

gent and worthwhile is guided by great ideas that will survive 

periods when those ideas are out of favor. In philosophy, for 

example, trends come and go, but you still find Platonists in 

every generation. 

I would add that it's often easier to inspire people if you're pre

senting them with a vision that is essentially extremist or fanatic, 

that depicts the world in stark, well-defined, black-and-white 

polarities. The challenge is to inspire them with a vision that 

includes a commitment to concepts such as religious tolerance, 

pluralism, and democracy. 

°V,ions in General Education 

Let's look at some specific visions in American education. 

John Dewey has been on my mind oflate because I've been read

ing Alan Ryan's book, John Dewey and the High Tide of American 

Liberalism. Although Dewey did most of his significant writing 

during the 1920s and 1930s, there's a renewed interest in him and 

his ideas today, just as I believe that in the Jewish worldl we will 

soon see a similar renewal of interest in the ideas of Mordecai 

Kaplan, who viewed himself as a student of Dewey. 

Dewey had a vision of the world as ever changing, as people 

continuaJly tried to modify themselves and their environment. 

He believed the best way to approach such a world was through 

rational efforts at perceiving problems and inventing solutions. 

Dewey had an unlimited optimism about what could be achieved 

by the combined powers of science and the intellect, and his 

vision led to a revolution in American education. 

Today, it is difficult to appreciate just how significant a place he 

occupied in American culture. On the first page of his book, 

Ryan quotes the eminent historian Henry Steele Commager, 

who observed that "for a generation no issue was clarified until 

Dewey had spoken." 

Dewey's followers took many of the ideas he wrote about and 

applied them to practice. The same is true of the followers of 

the spiritual philosopher Rudolf Steiner, who established hun

dreds of Waldorf schools across the country. To this day, his 

followers discuss every issue, down to what col,or to paint the 

walls in order to achieve a particular resuJt that is part of 

Steiner's vision. Whenever you have a vision that excites and 

inspires people, they continually ask themselves what it would 

take to translate it into practice. 

Another example of a successful vision is the one developed at 

the University of Chicago. Robert Maynard Hutchins led the 

school during the 1930s and 1940s, but his influence endures 

to thiis day. His vision had to do with the centrality of great 

ideas, which in turn generated the Great Books movement. 

Over the years, Chicago has probably produced more Nobel 

Prize winners and university presidents than any other institu

tion of higher learning. It was a uniquely dynamic place that 

was guided by a vision, and it has remained a great center of 

intellectual excitement. 
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¾ions in Jewish Education 

And in the Jewish world? 

Any number of imponant visions have influenced Jewish educa

tion over the years, and many of them have been directed, either 

explicitly or implicitly, at the larger Jewish world. Maimonides 

wanted to prepare young people for a society that would reflect 

his concept of Judaism, in which the intellect played a central 

role. Centuries later, in a very different era, the modern Zionists 

believed that to create a new, vibrant society in the Jewish home

land, you had to educate a new type of individual. 

One of the most important family dynasties in Jewish education 

in the late nineteenth and early twentieth centuries was that 

of the Brisker Rav of Lithuania, whose descendants include the 

Soloveitchiks. The followers of the Brisker Rav established a net

work of important and influential yeshivot. In some cases, they 

deliberately chose to teach and study texts that other rabbis felt 

were impractical, such as th,e sections on animal sacrifices or 

the regulations pertaining to the Temple in Jerusalem. Most 

other yeshivot in those days concentrated on sections of the 

Talmud that were more immediately applicable - texts that 

dealt with topics such as civil damages, marriage and divorce, the 

rituals of prayer - cases of Jewish law that you could actually iise. 

But the Brisker Rav's followers insisted that to ignore the more 

esoteric sections of the Talmud was to miss the point. As they 

saw it, the classical texts constituted a coherent system. If you 

omitted certain sections, you were not only in danger of 

distorting the tradition; you were also liable to overlook 

some great treasures. Who is to say where you will find the 

most significant ideas? One cannot presume to know where 

the highest wisdom lies. 
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Another major nineteenth-century educational reform move

ment was the Musar movement, with its emphasis on mitzvot bcn 

adam t)chavcro [the commandments pertaining to interpersonal 

relations]. The Musarists introduced a serious concentration on 

moral and spiritual issues into tl1e yeshiva world of Lithuania. 1n 

most yeshivot, Musar [ ethics J had been considered "soft,'' 

unworthy of significant attention. But in the late nineteenth cen

tury, the followers of Rabbi Israel Salant~r developed entire insti

tutions that emphasized Musar. They believed that the exclusive 

emphasis on pitpul [ the concentration on subtle, legal, concep

tual differences] in most yeshivot could lead to a distortion of 

Judaism and the inability of the students to develop sufficient 

social and ethical sensitivities. The Musariscs were reacting to a 

world they viewed as both excessively intellectual and insuffi

ciently concerned with morality and personal responsibility. 

Their opponents countered that the Musarists were demeaning 

the power of the text, which in itself contained the power to 

affect people's behavior. But over time the Musarists prevailed, 

and their influence penetrated most of the Lithuanian yeshivot. 

T,,e Vision of Ramah 

Let's jwnp forward a few decades and take a close look at 

an important Jewish education.al institution in whlch you 

were intimately involved: Camp Ramah. In the late l 940s, 

the founders of Ramah could have invested their energies 

in any number of projects. Why a summer camp? 

Ramah was a response to problems that Jewish education had 

to confront in the years following World War II - problems 

that we still face today. First, most Jewish children were not 

being exposed to meaningful Jewish experiences during their 
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early, formative years. Second, most Jewish families did not 

significantly contribute to the Jewish education of their child

ren. Third, most North American Jews didn't live in an environ

ment that supported the values of Judaism. In an era when 

children of immigrants were busily trying to become Americans, 

the Jewish character of most Jewish homes was declining. The 

founders of Ramah wanted to go beyond what a school could 

achieve. By trying to create a special enclave, an entire subcul

ture, they sought to accomplish what the family and the com

munity were no longer willing or able to do. 

We wanted to create an educational setting where young people 

would be able to discover their Judaism and learn how to live it 

in their daily lives. We hoped this would nurture Jews who were 

both deeply committed to their tradition and actively involved 
in American society. 

Why a camp? Because even the best school operates only part of 

the day. We wanted to create a real and total society that would 

respond to the whole person, twenty-four hours a day, even 

though we could maintain that society for no more than eight 

weeks at a time. Within that framework, which would include 

daily classes for every camper, our aims could be educational in 

the broadest sense - not only teaching Hebrew, but grappling 

with all kinds of social concerns: How should counselors treat 

campers? How should the drama coach react when a child miss

es his cue· during a performance? Because Ramah was a round

the-clock society, our basic source, often explicitly, was a vibrant, 
living halakhah. 

Take the inevitable conflict between competence and compas

sion. It's good to improve your baseball skills, and it's wonder

ful to win the game, but when you're striving for excellence peo

ple sometimes get hurt. You have to draw a line between the 
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need to win, or to excel, and a concern for people's feelings. 

Whether it was sports, or the arts, or Hebrew, our goal was to 

lower the possibility for hurt without seriously compromising 

the aspiration for excellence. The phrase "not Living up to 

his/her potential" was heard often, which led to a measure of 

disequilibrium in tl1e lives of the campers. There was an empha

sis on ethics and caring - but also on growth. Ramah was not 

a laid-back place. 

The founders of Ramah could have invested their energy in a 

cluster of day schools. Ultimately they chose camping, because 

the .issues that they believed needed to be addressed could not be 

addressed by a school, not even a day school. Among other lim

itations, a school isn't the best place to nurture a child's Jewish 

emotional development. The challenge of Ramah was to educate 

the entire child - including his or her mind. We wanted to pay 

equal attention to emotional and spiritual issues, and to the 

articulation and living out of Jewish values. 

Pe Jewish Ideas behind Ramah 

It's generally known that Ramah,s Jewish vision was guided 

by the faculty of the Jewish Theological Seminary. But wh o 

were these scholars, and what, exactly, did they contribute? 

I woul.d start with Professor Louis Finkelstein, who was the 

primary figure in Conservative Judaism during Ramah's early 

years. He was president of the Seminary during the 1940s, when 

Ramah was established, and chancellor during the 1950s and 

1960s, when the camps flourished. He believed the Talmud 

embodied a great ethical message, a message that spoke not 

only to Jews but to the larger society as well. In 1951, he was 

featured in a Time Magazine cover story as the leader of a 
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Jewish renaissance in America. In 1958, Dr. Finkelstein even 

wrote an article on business ethics for Fortime Magazine as a 

result of a meeting with Henry Luce, the magazine's founder, 

who had called him in to discuss the negative image of Jews 

and Judaism in the business world. 

Above all, Dr. Finkelstein relished the opportunity to apply 

Talmudic principles to the issues raised by living in a modern 

American society. During the McCarthy hearings, he actually 

wanted to be summoned co testify. H e wanted to tell the 

Committee: "I will not answer you, because you have no right to 

question me this way. America is based on the ideal of human 

dignity. In our tradition, we also have a conception of human 

dignity. Parts of it are delineated in the volume Sanhedrin of the 

Talmud in a concept known as drishah v)chakirah, which deals 

with how you may question a witness. And you cannot interro

gate an individual in this manner." 

This was an essential Finkelsteinian response: Americans are sen

sitive to the Bible, and the Jewish interpretation of the Bible 

ought to become part of the public discourse. Dr. Finkelstein 

wanted Jews to compete in the American marketplace of ideas 

from within their own tradition, especially with regard to ethics 

and social behavior. He once said that we Jews have been living 

on top of a volcano from the very beginning of our history, and 

we therefore had a great deal to offer a world that was beginning 

to understand that now we were all living on top of a volcano. 

In postwar America, Dr. Finkelstein was viewed as a sage who 

spoke out of a long and venerable tradition. He delivered the 

invocation at President Eisenhower's inauguration, and 

Eisenhower used to consult with him surprisingly often on 

ethical matters. One ofFinkelstein's proudest achievements was 

the Seminary's Conferences on Science, Philosophy and 
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Religio n, where many individuals from a variety of world 

views and traditions would address a single theme, such as 

peace or equality. Louis Finkelstcin's most significant influence 

on Ramah was his passion to create educated Jews who were 

active and responsible citizens. 

C:::?o 

Next, I would cite the great Talmudic scholar Professor Saul 

Lieberman and his emphasis on the close and careful study of 

Jewish texts. When the first Ramah camp opened in 1947, peo

ple were incredulous: "You're establishing a summer camp that 

includes classes?" In those days, young people went to camp co 

get away from classes, although there were some prominent 

exceptions, such as the Interlochen camps for students with 

exceptional musical t alent. It was only much later that summer 

camps were established for the study of science or computers. 

In effect, we were running a school within the camp, complete 

with its own educational director and staff. The daily classes were 

mostly text-based, and it was quite possible to spend a large part 

of the summer on just a few verses. Teaching was considered a 

full-time job, and th.e teachers were not given other duties, 

although multiple tasks would have made more sense economi

cally. They therefore had ample time to prepare for class and were 

available after classes to any camper who might seek them out. 

At Ramah we believed in exposing ideas to critique and inquiry 

rather than presenting them dogmatically. We never sought intel

lectual obedience. A common question the Talmud asks is: 

Minah hani mili? H ow do you know? The risk, of course, is 

that students will pose this same question about the central 

assumptions of religious belief. How do you know there's a 

God? How do you know God or Moses wrote the Torah? One 

must allow these questions, and all questions, while recognizing 



that a tradition that encourages difficult questions will every 

now and then produce a Spinoza, an Einstein, or a Freud, who 

will operate outside of the system. 

The main purpose of text smdy at Ramah was to uncover the 

basic ideas of Judaism, which isn't always a simple proposition. 

In those days, the Seminary didn't allow the Five Books of 

Moses to be taught in the Rabbinical School because they 

would have to be studied critically and scientifically. Biblical 

criticism was so rife with controversy, especially the issue of 

the authorship of the Five Books of Moses, that the Semi

nary responded by avoiding the study of these texts entirely. 

The Prophets? Fine. But not the Torah. 

Meanwhile, at Ramah we were experimenting with the curri

culum on Genesis that was prepared by the Melton Center fo r 

Research in Jewish Education. (The Melton Center was found

ed in 1960 at the Seminary; among its activities was a pro

gram to develop a new curriculum for the teaching of Bible in 

Jewish supplementary schools.) To a considerable extent, 

Ramah served as a testing ground for Melton material. This 

material, which included Professor Nahum Sarna's important 

book Understanding Genesis, argued that whether or not the 

Biblical text was divine in origin, it contained profound ethical 

and religious messages. 

In the early 1960s, the volume on Genesis was in galleys, but we 

still didn't have official approval to use it. I went to see Professor 

Lieberman - not because I had to, but because it would have 

been irresponsible not to check with the Seminary synagogue's 

rabbi, who was officially responsible for the interpretation of 

Jewish law at the Seminary. I took with me a report on the social 

studies program of the Westchester public schools, where the 

students were being taught to distinguish among "science" 
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(meaning The Truth), "philosophy" (meaning True Ideas), and 

"religion" (meaning, in this context, myths and legends). 

"This is what we're up against," I told Professor Lieberman, 

"and this is why we're publishing our book on Genesis. Whether 

or not the reader regards the Torah as being divine in origin , 

we are demonstrating that it offers an enormously important 

ethical and religious message." 

At the time, much of the Seminary's theological position was 

roughly equivalent to what you might find today in some 

quarters of modern Orthodoxy. Ramah, however, was willing 

to take risks in order to achieve its educational goals, and the 

Seminary faculty was generally sympathetic to those needs. 

~ 

Another important influence was Professor Mordecai Kaplan's 

view of Judaism as a civilization. He defined God as "power that 

makes for salvation." He wanted to reconstruct traditional Jewish 

theological ideas so as to transform them from an otherworldly 

conception to a personal and social this-worldly conception of 

salvation. He was seen as a heretic by some of his Seminary 

colleagues, who regarded his views as a demythologization of 

God. Some of Kaplan's colleagues believed that he was essentially 

a sociologist who had wandered off into theology. As the story 

goes, Kaplan replied that if the Seminary greats, especially Louis 

Ginsberg and Saul Lieberman,, had dealt with theological 

questions, he would have left them alone; but their failure to 

address these issues forced him to attempt to fill the vacuum. 

Kaplan joined the centuries-old conversation between Judaism 

and the great philosophers. He wanted Judaism to be in constant 

relationship with the world around it, and he brought the ele

ments of music, art, and drama into central focus as legitimate 

religious concerns and expressions. 
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At the other end of the spectrum, Professor Abraham Joshua 

Hcschel's religious vision was a major influence on Ramah. 

Dr. Heschel believed that Jewish rituals and symbols embodied a 

deep and profound message about the way human beings should 

live. He viewed Sb.abbat as a great gift to the world, a sanctifica

tion of time in a society where that sanctity was continually being 

violated. Heschel was amazed, for example, when the dates of 

certain American holidays were shifted merely for the conve

nience of having them coincide with a three-day weekend. 

"Can you imagine changing Rosh Hashanah so that it always 

falls on a weekend?" he asked. 

For Heschd, prayer was the way for an individual to make 

contact with his innermost self. The whole question of what 

t'ftltah [prayer] meant at Ramah was deeply influenced by 

Heschel and his students, including the concept of kavannah 

[ devotional intention] and the idea of t'ii,llah as an opportunity 

for contemplation· and self-improvement. But Heschel was also 

very concerned about the role of religion in the larger world. 

He marched in Selma with Martin Luther King as an expression 

of his own religious tradition. He believed that the most 

profound ideas in Judaism speak directly to contemporary social 

and political concerns. 

Finally, tl1ere was Professor Hillel Bavli, a poet and professor of 

Hebrew literature. Dr. Bavli functioned as a kind of watchdog 

who made sure we really were using enough Hebrew at Ramah 

- no easy task. All of us believed that if you wanted to 

understand and be part of Jewish history, you had no choice 

but to master Hebrew; that was how you joined the ongoing 

conversation with Rashi, Maimonides, and all the other great 
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commentators and philosophers. Hebrew was also a vital link 

to the State of Israel, although it must be acknowledged that 

Finkelstein wasn't a Zionist at first, and neither was I. 

After years of success, it may be difficu.l.t to appreciate what an 

outrageous idea it was at the time to try to run a Conservative 

movement summer camp in Hebrew. Camp Massad was doing it, 

of course, but Hebrew and Zionism were Massad's religion. In the 

Conservative movement, which was competing with other forces 

in the struggle to define authentic Judaism in the twentieth cen

tury, to have Hebrew as the official language of Ramal1 was an 

additional yoke around our necks. The importance of Hebrew is 

far from self-evident, and today Hebrew is on the wane even in 

some day schools. If you can acqui.re the san1e ideas in translation, 

why go through all the trouble of studying a whole new language? 

At Ramah we believed that Jewish education, effectively carried 

out, would result in young people who were deeply rooted in their 

tradition through their attachment to Jewish texts, which they 

could now grapple with because they had already mastered the 

necessary skills. Once you introduce students into the method, any

one can join the ongoing conversation. In our tradition, there is 

no way around it: The method must involve Hebrew. 

But it's also possible to go too far, to stress Hebrew so much that 

you err in the other direction. In some Jewish communities, such 

as Mexico and Argentina, there are schools where Hebrew has 

become the main goal of Jewish education, and content is sec

ondary. While Hebrew is essential, it is not sufficient. You need 

several other components - mitzvot, prayer, and a communal 

consciousness on several levels: one's immediate community, the 

extended Jewish community, one's national society, and the 

world at large. At Ramah we tried to bring all of these compo

nents together. 
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I regarded these five men - Louis Finkelstein Saul Lieber1nan 
) ) 

Mordecai Kaplan, Abraham Joshua Heschel, and Hillel Bavli -

as our teachers. I spent hours talking with them, and to some 

extent I saw my mission as one of serving a.s the conduit between 

this older generation and the next. 

Leas into Action: 
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The Melton Faculty Seminar 

In addition to these five professors, Ramah was also influenced 

by the Melton Faculty Seminar, which discussed and debated 

the essential principles that would guide the camp. The 

Seminar, which ran through the late 1950s and 1960s, includ

ed some of the younger scholars at the Seminary, such as Walter 

Ackerman, Chaim Brandwein, Gerson Cohen, Sylvia 

Ettenberg, Lloyd Gartner, Avraham Holtz, Joel Kraemer, 

Morton Leifman, Shmuel Leiter, Yochanan Muffs, Louis 

Newman, Fritz Rothschild, Nahum Sarna, and David Weiss 

Halivni. To the best of my knowledge, the Melton Faculty 

Seminar was the longest ongoing deliberation on Jewish edu -
cation in the United States. 

Essentially we tackled two fundamental questions. First, what 

were the motifs, the essential themes that we wanted the camper 

to internalize through the Ramah experience? And second, what 

were the best ways to realize these goals? 

We gradually arrived at a consensus on various points, and we 

formulated concepts that are still in use today. There was a pro

ductive dialogue between the ideas of these scholars and their 

application at Ramah. A professor might teach an exciting 

course at the S,eminary, and the following summer his students 

would be teaching it at Ramah - to the staff, or perhaps even 

to the o lder campers. 

The Seminar was always asking: What is the relevance of this par
ticular Jewish idea, and when and how should it be taught? Some 

of these Seminar scholars taught at Ramah, because it was a place 

where you could not only be excited by ideas, but could witness 

their application in real-life situations. ln fact, it was taboo to 

treat theory and practice as separate domains. 

[deas in Creative Tension 

Two of the Seminary professors you mentioned, Heschel 

and Kaplan, had such different outlooks that they're 

generally seen as 1·epresenting opposite poles of con

temporary Jewish theology. Did these differences lead 

to problems in a camp that w as searching for a clear 

religious ideology? 

No, because from the start Ramah recognized that Judaism is 

too complex to be guided by a single perspective. Within a 

philosophical system, an eclectic approach can be problematic 

because philosophers strive for coherence. But while Ramah was 

guided by ideas, it was also a practical place where ideas were 

put into action, and where an eclectic approach couJd provide a 

rich somce of energy. The fact that both ends of the theological 

spectrum were represented at Ramah added intellectual tension 

and excitement. 

The Seminary professors who served as mentors represented dif

fering and sometimes conflicting ideas. But their various 

approaches had already managed to coexist within the framework 
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of the Seminary. Ramah tried, and was often able, to take their 

different conceptions a step further by building a society that was 

guided by a similar multiplicity of visions. Fortunately, the 

people embodying these various visions were willing to affirm 

that all of us had far more in common than not. 

But even when there is agreement on the fundamental prin

ciples of Judaism, there are inevitable differences as to how 

those fundamentals should be combined. Dr. Yochanan Muffs, 

a Seminary Bible scholar, o nce pointed out that the three basic 

principles of Judaism set forth in Pirke Avot [Ethics of the 

Fathers, an accessible and well-known section of the Talmud] -

Torah, avodah, andg'millut chasadim [study, prayer, and acts of 

loving-kindness] - while mutually supportive and reinforcing, 

are not always in harmony with each other. 

Focus exclusively on the srudy of Torah, and the result will be 

disembodied intellects, which was precisely what concerned the 

Mnsarists. Focus only on prayer, and you risk becoming exces

sively inner-directed, which can lead to reclusiveness, removal 

from the world, and a passivity that is inconsistent with main

stream Judaism. Finally, mitzvah on its own can lead to a sim

plistic and mechanical pattern of observance. Piety is a beautiful 

thing if you're living in an uncomplicated wodd, but that's not 

our reality. The answer is to try to integrate these three forces 

so that they all form part of the same picture. 

Pe Educational Ideas behind Ramah 

We've looked at the major Jewish influences on Ramah, 

but that's only part of the story. Ramah also made exten

sive use of experts from the worlds of general education 

and the social sciences. 
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Because what we were trying to create required a wider range of 

expertise, we decided to supplement the Seminary faculty by 

inviting some of the leading sd1olars in the humanities, social sci

ences, and education to join us. We were determi_ned to have the 

worlds of general and Jewish education "interpenetrate." The 

additional scholars who formed the Melton Advisory Board 

included some of the most thoughtful, creative minds in the field, 

such as Goodwin Watson, the social psychologist; Fritz Redl, the 

psychoanalyst; Ralph Tyler, Deao of Social Sciences at the 

University of Chicago, and a powerful force in American educa

tion· and Lawrence Cremin, the eminent historian of education. 
l 

Two of the scholars in this group were especially important to 

Ramah: Joseph Schwab, the prominent philosopher of education 

and curriculum theorist, and Bruno Bettelheim, the renowned 

psychoanalyst, who regarded Ramah as a marvelous experiment. 

I bad written my doctoral thesis about Freud and education 

under the guidance of both men at the University of Chicago. 

The members of our Advisory Board were not paid for partici

pating. They were attracted to Ramah by the scope of the pro

ject and were excited by the idea of being part of it. They were 

also impressed by how serious we were about training educa

tional leaders. Professor Schwab even came to camp before the 

campers arrived to lead seminars for the staff. 

Recently, somebody asked me what motivated these high-profile 

professors- some with little or no interest in Judaism, others who 

were not even Jewish - to contdbute so much of their time and 

energy to Ramah. The answer, I think, has to do with scholars• 
wish for immortality, which occurs when people read their books 

and put their ideas into practice. Schwab not only generated ideas; 

he lived to see them acted upon at Ramah, at MeLton, and many 

other places. What we offered these scholars, as well as the Judaic 
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scholars on the Faculty Seminar, was a living laboratory jn which 

to try out their ideas. Somehow we were able to inspire in them a 

confidence that the various plans and ideas we discussed around 

the conference table would actually materialize. What was talked 

about in November was often part of the camp's program the fol

lowing summer. Moreover, we never W1denook a project without 

first discussing it with them and paying close attention to their 

comments. We were giving these scholars an unusual opportunity 

- the possibility of making a real impact on a society. 

Schwab, in particular, viewed Ramah as an ideal place to create 

disciples. Certainly he was the most important force in shaping 

my own ideas about education. 

Could you say more about him? Schwab seems to have 

been the key figure in this group, but his name is not 

well-known today. 

Joseph Schwab was born in a small town in Mississippi, where 

the entire Jewish community consisted of half a dozen families. 

Although he grew up knowing little about Judaism, he became 

intrigued by certain Jewish concepts, such as mitzvah. H e de

voted a great deal of his time to Ramah; between 1952 and 1966 

I spent at least two days a month with him. He helped us think 

through issues such as the connection between the cognitive 

(intellectual) and the affective (emotional) aspects of education. 

There was a natural fit between his ideas and our vision. 

I should explain that Ramah was built on the belief that you have 

to make contact with yoW1g people on all levels - the intellectual, 

the emotional, the spiritual, and the aesthetic. Some people are 

touched by music, while others are tone-deaf. Some will respond 

especially to prayer, or to Shabbat, or to social justice, or to the 

intellectual challenge in the rabbinic commentaries, or to theology. 
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Ideally, of course, youngsters will respond to several or even all 

of the many components witlun Judaism. Our tradition offers 

a great deal, and the mind is not the only means of access to it. 

In an essay entitled "Eros and Education," Schwab argued tl1at 

the human mind is not only cerebral but also passionate, and tha.t 

the intellect is not an emotion-free area. He also believed there 

were hardly any emotional areas that did not include cognitive 

elements. Schwab was convinced that for education tl1ere was no 

meaningful distincti,on to be drawn between mind and body, or 

between intellect and emotion. 

Schwab wrote in that essay that Eros was all about "the energy 

of wanting." He believed that the definition of "to know" had to 

u1clude "to do." The aim of education, he said, was to produce 

"actively intelligent people," whom he described in tlus way: 

They like good pictures, good books, good music, good movies. 
T hey find pleasure in planning their active lives and carrying out 
the planned action. They hanker to make, to create, whether the 

object is knowledge mastered, art appreciated, or actions pat
t erned and directed. In short, a curriculum is not complete 

which does not move the Eros, as well as the mind of the young, 

from where it is to where it might better be. 

We also consulted with Schwab on how best to teach traditional 

Jewish texts. This was familiar territory for hin1 because at the 

college of the University of Chicago nobody used textbooks, 

only primary sources. We spent hours with him discussing, for 

example, how best to teach adolescents the story of Jacob, 

Rebecca, and Isaac in the Book of Genesis. As presented in the 

text, Jacob and Rebecca can be viewed as scheming co-conspira

tors against Isaac. Jacob is deceitful, his mother is less than hon

est, and together they mislead poor Isaac into giving the 

birthright to Jacob instead of to Esau, the first-born. 



How do you explain what is at stake here - the future of the 

people of Israel? How can you help adolescents discover that 

what appears to be a story about personal gain, about acquiring 

the birthright and its privileges, is actually a story about the 

future of the Jewish people: Which oflsaac's sons is qualified to 

forge a nation? How can you teach teenagers to consider the idea 

that a great leader can have great flaws, a persistent theme in the 

Torah? How do you convey to them that there are often shades 

of gray, when adolescents tend to see only black and white? 

This is a tremendous challenge, and we discussed it with Schwab 

at length. Freud wrote in Civilization and its Discontents that the 

way most educators prepare young people for the world is the 

intellectual and moral equivalent of sending explorers on a polar 

expedition outfitted in summer clothing. How do you tell youn g 

people the truth about the world without doing damage to their 

innate idealism and hope? 

Schwab was also involved in our work in leadership education. If 

you look at how leadership training has evolved in recent years, 

you will see two main schools of thought. The British school says: 

Study the greats. Plato, Aristotle, and John Locke will provide 

you with all the principles you will need. Alfred North Whitehead 

claimed that everything he had ever required to live the good 

life he found in the Bible and the literature of ancient Greece. 

The American model, as you may expect, is more directly 

pragmatic. The Harvard Business School says: If we can provide 

enough case studies that illustrate the principles and include 

the situations you are likely to encountel' during yom career, 

you will succeed in the real world. 

Schwab helped us develop a third conception, which was essen

tially a blend of the other two and which fit in perfectly with the 
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goals of Ramah: Teach young people the principles that have 

guided your tradition, and give the students exercises in ana

lyzing practice in view of these principles. They muse then ask 

themselves: If I acquire, accept, and understand these principles, 

what will my practice be like? 

What was the contribution of Bruno Bettelheim? 

First, I must say that although Bettelheim's reputation has been 

challenged in recent years, that in no way diminishes his impor

tant contribution to Ramah. Second, although some members of 

the Melton Advisory Board responded to Ramah in terms of tl1eir 

Jewish background, tl1at wasn't the case witl1 Bettelheim, who 

regarded Judaism and all religions as anachronistic. And yet he 

cleal'ly appreciated what we were trying to do educationally. 

As a graduate student at the University of Chicago I had worked 

at Bettelheim's Orthogenic School for emotionally disturbed 

children. Once, with the chutzpah of youth, I said to him that 

tl1e school didn't always measure up to his descriptions of it in 

his book, Love is Not Enough. 

"You're right," he replied. "The book outlines what the school 

was supposed to be.,, H e acknowledged that it often fell short of 

its vision, but that didn't mean it wasn't guided and directed by 

that vision. 

One of the distinguishing marks of Bettell1eim's school was its 

creation of a "home haven," a comfortable and safe setting for 

th.e children. To make this happen, Bettelheim used eve1·y 

resource at his disposal-from architecture to food. We believed 

that a camper's cabin at Ramal1 should function in a similar way, 

as a supportive environment against the inevitable pressures and 

problems created by an intense milieu. Bettelheim helped us 

understand how best to bring this about. 



We were influenced by Bettelheim when we asked that each 

camp director show us the menu for the first few days of the 

summer. We ·wanted to make sme that all om camps were serv

ing familiar foods like hamburgers - foods that would facilitate 

the smoothest possible transition from a youngster's home to 

this new environment. We also made sure that we were prepared 

to provide as many additional helpings as a camper wanted, so 

that nobody would leave the table feeling hungry, especially dur

ing the first week. We even had the counselors serve extra snacks 

at night. We were a bit extreme when it came to food, especially 

with all those Freudians on our board! 

Another lesson I learned from Bettelheim was the significance 

of the school custodian, who, for some students, was a more 

significant educational figure than the teachers or other profes

sionals. At Ramah we paid. dose attention to the character of 

all the people we hired, not only the counselors, specialists, and 

teachers, but the service staff as well. Many of our dishwashers 

were studen ts from Ivy League colleges. They didn't know 

Hebrew, but they wanted to be at Ramah and would accept any 

job in order to spend a summer at camp. We responded by 

giving them the best teachers, including, quite often, the pro
fessor-in-residence. 

Bettelheim stressed the distinction between education and ther

apy - that while education could be enormously therapeutic, 

we shouldn't confose the two. He also taught us that there 

ought to be a place in camp where campers could be wild and 

noisy, and another place where a youngster could find peace and 

quiet. And it was Bettelheim who introduced me to the distin

guished Harvard psychoanalyst, Erik Erikson. In his biographies 

of Martin Luther and Gandhi, Erikson portrayed charismatic 

individuals as unreconstructed adolescents who continued to 

believe that the world could be changed and that history was 

;!(; 

reversible. This was an idea educators needed to bear, and before 

long, Erikson's books were being read and discussed at Ramal1. 

Finally, Bettelheim helped us understand that we had a tremen

dous built-in advantage that we hadn't fully been aware of: 

Because Ramah was in opposition to American suburban values, 

the can1p was inherently counterculmral in a way that was 

attractive and yet constructive to adolescents in rebellion 

against their elders. 

A Philosophical Commitment 
to Excellence 

It seems to m e that during its earlier years, Ramah was 

wiapologetically elitist in a way that might not be accept

able these days. 

Back then, of course, elitism was a commonly shared assump

tion, and nobody questioned it. It was a necessary consequence 

of a commitment to excellence. The Seminary sought out great 

scholars and the best possible students, and to a large degree 

it succeeded. Ramah wasn't open to everybody. It was often 

difficult to get in, and there were waiting lists. We believed 

that if you invested in the right people, they could change the 

world. We believed that with talent and hard work, anyone could 

make it to the top. But we also believed there is a top. 

From Theory to Practice 

We've looked at some of the intellectual background that 

helped create Ramah. I'd be interested in how some of 

the ideas and principles that came up in the Melton 

Faculty Seminar were ultimately expressed in practice. 
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Obviously, the leap from the theoretical to the practical is a big 

one. How do you fill the enormous gap between a text, the inter

nalization of its message, and its incotporation into behavior? How 

do you move from mastering an idea to living it? And how does 

your practical experience affect your theory and help you revise it? 

Although we didn't articulate it in exactly these terms, we were 

working with a process that involved five levels. 

The first level is philosophy, and it asks theoretical questions. What 

is your conception ofJudaism, of an ideal Jewish society, and of 

the individual? What is your conception of knowledge? Does 

knowledge consist of a mastery of facts? Of basic principles? If 

you know, will you therefore do? 

The second level narrows the scope to the philosophy of education. 

How does your philosophy guide your conception of education? 

In our case, how do your ideas about Judaism shape the vision of 

what education should or can be? 

The third level deals with the theory of practice, and takes the 

process one step further. How does your philosophy of educa

tion shape and alter your educational goals? How does it shape 

your conception of curriculum, or of teacher education, or of 
informal education? 

The fourth level b1·ings the discussion to actual practice: pedagogy, 

in-service education, and classroom management. 

The fifth level consists of monitoring and evalz1-ation, which serves 

as a corrective for each and all of the levels. 

But these levels are not linear, and you need not move from Level 

One to Level Five. Some of the most effective work in education 

begins with Level Five - with a careful, critical look at your 

ongoing program, which often demonstrates that you may not be 

accomplishing what you set out to do. This may Jead you to reex

amine yow- practice or your philosophy of education, which may 

in turn lead you to reconsider your basic assumptions about 

Judaism and knowledge. In other words, you rerurn to Level, One. 

In our discussions about Ramah, we often started from Level 

Four and then moved on to Levels One through Five. Moving 

from theory to practice, or from practice to theory, is a dynamic 

process that forces. you to constantly observe, rethink, and -

ideally - change and improve. 

These distinctions are still somewhat theoretical and 

abstract. Could we look at a specific ai·ea, such as ~fillah 
[prayer], in light of these five levels? 

If you are considering how to deal with tJWah in an education

al setting, the five levels might apply as follows: 

Level One: What is prayer? Why do we praise God, who clearly 

doesn't need our praise? One answer, suggested by Maimonides, 

is tlrnt God is a role model. When we praise God for being mer

ciful, we do so in order to articulate and emulate tl1at particular 

quality. If we restricted our discussion to this sort of issue, we 

would have a philosophical treatment of prayer. 

Level Two might ask: What is the role of prayer in your philoso

phy of education? What specific ideas about it do you want to 

convey to children? How do you make contact witl1 the spiritu

ality of a child? 

With Level Three we move into ideas that will guide education

al practice. Can these ideas be taught to younger children? You 

might decide that you really can't accomplish much in this area 

until you make people sensitive to words, because the whole 

assumption of prayer is that reading or chanting certain words 

will set off something inside you. Or you might ask whether 
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meditation fits into your understanding of Jewish prayer. And if 

it does, how will you teach it? 

Actually, that last question brings us to Level Four, which deals 

with pedagogy. How, in the classroom, will teachers help stu

dents develop a sensitivity to words or to nusach [ the traditional 

chant of the prayer service]? How will teachers be trained to 

carry out these assignments? 

Level Five asks: As you monitor this activity, how will you make 

the necessary changes as a result of what you observe or learn? 

Docs your experience support your theory? 

As long as we're talking about prayer, could you explain 

why, given the general .intellectual openness of Ramah, it 
was mandatory for campers to attend services every 

morning? 

In order to reject something you first need to experience it, and 

at Ramah you could experience religious services under optimal 

conditions. As Schwab used to say about music, the sonata form 

isn't something you immediately respond to. It takes hard work 

and experience before you appreciate it. Similarly, for tJillah 

to succeed you have to work at it and experience it. Even tually 

it becomes meaningful - or it doesn't. Rejection is always an 

option, as long as it's thoughtful and considered. 

We believed that most young people who experienced Judaism at 

Ramah would become deeply involved in it. Of course, all 

education works on that premise. If you are introduced to a 

profound idea by a fine teacher in the right environment, there's 

a good chance you'll accept it. This is a faith assumption of 

education. 

But while Shacharit [morning] services were compulsory at 

Ramah, afternoon services were not. This was an important 
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difference between Ramah and the Seminary. Halakhically, the 

Minchah service is also compulsory, but there were limits as to 

how much the uninitiated camper could be expected to under

stand and appreciate. After all, the majority of these youngsters 

had never experienced any daily prayers. Our educational ana

lysis made it clear that if we insisted on Minchah at camp, we 

were likely to lose much of the impact of Shacharit. 

In the. end, the Seminary faculty voted for an optional Minchah 

at Ramah, basing the decision on educational considerations 

rather than halakhic principles. It was a difficult debate, and ulti

mately the issue was decided by a single vote. 

How did Ramah deal with the fact that even within the 

Conservative movement, not to mention the rest of 

Judaism, not everybody observes Shabbat in exactly the 

same way? 

As we saw it, the camp's public space was to be maintained as 

a religious preserve. We didn't legislate against the use of a 

radio in the privacy of a cabin, for we made a distinction 

between the public space and private space. We enabled 

campers and staff alike to experience as close. to a total Shabbat 

as possible within the public areas of the camp. As with the 

issue of Minchah, our policy allowing the private use of elec

tricity rather than its public use was not a halakhic decision 

but an educational one. 

On the other hand, many other practices and activities at Ramal1 

were non-negotiable. These included Hebrew, daily classes, morn

ing services, kaslu·ut, the recitation of birkat ha-mazon [grace after 

meals] - and, in a very different sphere, instrnctional swim. 

Let's return to the five levels that move us from tl1e 

theoretical realm to the practical and back again. We've 
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already seen how they might apply to prayer. But what 
about a very different area, such as sports? 

Level One would begin with generaJ philosophical questions: 

What is the relationship between mind and body? Why do you 

need a healthy body? How is the conception of a healthy body in 

our tradition different from that of other traditions? 

Then, in Levd Two, you might ask: What is the role of sports 

in your conception of education? You might, as John Dewey 

did, discuss the importance of rules, fairness, cooperation and 

competition. 

In Level Three you would think about what role sports might 

play in your program. Are you prepared to let a camper complete 

the summer with no significant athletic experiences? What about 

those campers who simply don't like sports? Or swimming? 

In Level Four yot1 might think about how you will teach respect 

for rules and fairness. How wiU you teach youngsters to be good 

losers - or good winners, for that matter? What arc your meth

ods of teaching these values? 

And in Level Five you would take a critical look at your program 

and measure your accomplishments. Have your students intemal

ized the values of fairness and good sportsmanship? What changes 

or improvements need to be introduced in your program? 

That sounds fine, but almost every institution with aspi

rations to greatness makes grand claims about being guid

ed by lofty theoretical principles. How do you ensure that 
there really is a link between those ideals and the real 

world? 

If you develop your ideals carefully and thoughtfully, and you 

constantly reinforce the message that they really matter, you can 
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make those principles come alive. We once had a thirteen-ycar

old camper who used to wet his bed. We used to have late night 

staff meetings, but no matter what we were discussing, or how 

important it was, at 11 :45 PM each night two counselors would 

rush to this boy's cabin and wake him up to make sure he went 

to the bath.room. If they arrived too late, they would wake him 

up and change his sheets so none of the other campers would be 

aware of the mishap when they woke up in the morning. The 

driving force here was the principle of hn.-malbin et p1nei chavero 

b'rabim - that you must avoid a situation where a person might 

be embarrassed in front of others. 

That brings to mind another case involving this same principle. 

We had a problem one summer with adolescent girls who, after 

lights out, would conduct "bull sessions" - discussions in 

which, under the rubric of self-improvement, each girl's faults 

and deficiencies would be addressed by the entire group. These 

sessions invariably ended with girls in tears, and with some of the 

girls being scapegoated. 

I was the camp director that summer, and when this developed 

into a serious, continuing problem, I was tempted to outlaw 

these sessions. But I knew that the campers could continue 

holding bull sessions as soon as the counselor was out of 

earshot. When d1e situation finally got our of control, I came in 

to talk to the girls. 

"We don't understand," they told me. "We're just trying to help 

each other." 

"That sounds fine," I said, "but may I sit in?" I started listening, 

and I soon found myself interrupting. "You know," I told them, 

"I appreciate what you' re doing. I accept your aims, but I have 

a problem with your method. One of the things we don't do in 

33 



a Jewish com munity like Ramah is publicly embarrass our fellow 

human beings. What ifwe studied a text together that deals with 

how people should behave toward one anotheri and then each 

girl can do her own self-evaluation privatdy?" 

At this point, because an alternative was available the more sen-
' 

sitive girls prevailed and the study session was accepted. Each 

night we studied the sixth chapter of Pirke A vot and discussed, 

among other things, what it means to be a re)a ahuv - an inti

mate friend, someone you could confide in, who would be sup

portive and would help you muster the strength you need to 

change and improve. We read this chapter every night for four 

weeks and had some very good talks. At Ramah, this sort of 

thing was part of the director's job definition. 

Investing in Staff 

It's interesting that the camp director would spend so 

much time with one cabin - but what about the rest of 

the staff? There were so many specialists in camp. 

We weren't too concerned with conserving our resources! We 

had three full -time staffs at Ramah - counselors, specialists in 

sports and the arts, and teachers. Financially, of course, it was 

outrageous. There were no dual roles: Different people had 

different functions. This was part of the audaciousness of the 

place. We were trying to do it all. 

The best specialist was somebody who pressured you and 

stretched you, and sometimes that led to problems for the 

camper. Whether in sports, music, drama, or any other area, 

competition and striving for excellence can cause problems. 

Classes were demanding, too, because the teacher would force 
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you to grapple with the text and stretch your mind. If there were 

problems, it was up to the counselor to pick up the pieces. 

We also co-opted an idea from the kibbutz movement, which saw 

itself as an edah mechanekhet [ an educating community], of hav

ing the teaching staff available throughout the day. The kibbutz 

teacher would teach a class in the morning and would continue 

to debate issues with you through the day. The same was true 

of our teachers - at least in theory. 

An even more unusual position for a camp was that of the librar

ian, whose job was to sit in the library and be available all day to 

anyone, whether camper or staff member. And just as some 

camps have an artist-in-residence, each Ramal1 camp had a pro

fessor-in-residence, generally a Seminary faculty member whose 

role was to encourage intellectual ferment. He or she was there 

to listen, to teach, to prod; to criticize, and to help the camp 

community respond to halakhic problems that would invariably 

arise during the course of the summer. 

Communal Leaders as Partners 

Let's step back fro m the camp community to consider a 

constituency that is critical to the success of any educa -

tional institution. I'm referring to the communal leaders, 
who as board members assume ultimate responsibilities 

for the various camps. 

Ramah, from its inception , was fortunate in recruiting outstand

ing communal leaders. While today, communal leaders are more 

supportive of good educational programs and more active in 

their support, that's a fairly recent development. In the 1970s 

and 1980s, most American Jews of status and means cared 



mainly about Israel, hospitals, and defense organizations. Jewish 

education and culture ranked very low. Four notable exceptions 

were way ahead of their time and were interested in education: 

Sam and Florence Melton of Columbus, Philip Lown of Boston, 

and Leighton Rosenthal of Cleveland. 

Now it's different. More and more, people are coming to realize 

that Judaism's and Israel's best asset is a Jewishly educated 

Diaspora, and that American Jews should be investing signifi

cantly in Jewish education. Fortunately, this view has prevailed, 

especially as part of the "continuity" agenda. Mort Mandel, who, 

with his brothers, Jack and Joe, established the Commission on 

Jewish Education in North America, helped launch tlus move

ment in a serious way. Jewish education has now been raised 

to the very top of the agenda of most Jewish organizations 

and institutions. 

1n general, communal leaders are more knowledgeable and insist 

on having a greater voice in the projects they support. In addi

tion, we have major assets now that we didn't have then. There 

are academics and well-informed communal leaders all over 

Nortl1 America who care about Jewish education and see it as 

important. Jewish studies courses in colleges and universities are 

one of the big success stories of American Jewish life. Families 

today can draw on a wide variety of programs. There are hun

dreds of day schools in North America and any number of excel

lent organized trips to Israel. There are young Jews in general 

education who are interested in making a contribution to Jewish 

education. There are Jewish leaders and ph.ilaniliropists publicly 

proclaiming that Jewish education is a top priority. For all these 

reasons, I'm optimistic. 

This may be the right moment to ask for your thoughts on 

what, for many would-be institution builders, is a difficult 
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and intimidating process, although it's essential if you're 

hoping to build or sustain a meaningful project. I'm refer

ring, of course, to the whole question of fund-raising. 

This may sound strange, but I firmly believe that money is not the 

biggest problem. Although funds have not always been easily 

available, these days there are enough resources to support a wide 

variety of fine projects. 

The key factors in successful fund-raising are the strengili of your 

ideas, your commitment to those ideas, and your enthusiasm. I 

have never asked anyone to support an institution unless I would 

have been willing to donate a similar amount if I had it. In other 

words, if you're not deeply committed to the cause, you shouldn't 

be trying to raise money for it. You have to start with vision and 

commitment, and you must convey tl1em to the people. you're 

approaching. And you have to mean it. I believe we're all trans

parent, and that as human beings we're continually judging each 

other and asking: "Is iliis person genuine? Is he sincere?" 

Anotl1er thing: I always start with the assumption that the per

son I'm meeting with is at least as intelligent as I ~m. There's no 

inherent reason for him to support my project, because he has 

many other valid claims to consider. Therefore, it is my job to 

convince him - or, better still, to educate !um. Only if you take 

the time to educate people about a project will they be able to 

make intelligent decisions about it. If you treat potential donors 

as people who can join .vith you and help you in creating tlus 

new enterprise, you may get somewhere. 

Although the siruation is far better tl1an it used to be, the rela

tionship between Jewish educators and commtmal leaders is still 

too adversarial. The professionals still ask: "How can this person 

make an informed judgment if he can't even read Hebrew?" 



And the communal leaders still th.ink: "This guy is a shlepper. If 

he were really successful, he'd be in my business." T his is unfor

tunate, but it's true. 

What are the biggest mistakes you see in fund-raising? 

I see three common mistakes, and they're connected. T he first 

mistake is to treat the donor as ifhe or she were naive. T he sec

ond mistake is arrogance. And the third one is not disclosing 

the full truth about the undertaking, including its problems 

and failures . 

Here's my favorite fund-raising story: Sam Melton was visiting 

Ramah in the Poconos, and one morning we passed a ten -year

old boy on his way to class. 

"What are you studying?" Sam asked him. 

"Chumash," answered the boy. 

"Chumash with what?" Sam asked. 

And the boy replied, "Chumash with Melton." 

At that moment all my fund-raising efforts were vindicated. 

H ow do you respond to those who ask why educational 
change takes so long and costs so much? 

With this analogy: Would it make any sense to study mortality 

rates in surgical wards where the instruments weren't sterilized? 

As long as teachers are often untrained or unmotivated, and 

certainly underpaid, what can you expect? When your mission 

!is to conquer a disease, you don't withdraw funding because 

you haven't found a cure despite years of research. On the 

contrary: You invest additional money until you do. We have 

just begun doing that in Jewish education. It's too early to ask 

whether the investment is too great, or whether it will take 

too long. 
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l-fsion vs. Budget 

Still, there must be times when a well-developed educa
tional vision and a prudent business plan are at odds with 

each other. 

At Ramah that happened often. We couldn't always justify the 

educational investment on economic grounds, which was hard 

for some people to accept. Take the Mador program, in which 

we devoted an entire summer to the training of promising high 

school graduates who agreed to serve as counselors for two 

additional summers. From a purely economic standpoint it was 

foolish to invest so much money in that program. And what 

about the professor-in -residence and the camp librarian? These 

people were expensive! What other summer camp had three 

separate staffs? But when you give parents reason t o believe that 

you' re helping their child become a mensch, you can ask for a 

great deal. 

When Ramah first started, we had to make a critical decision: 

Who would head the camps? Shou ld it be an educator with 

vision who could then hire a talented business manager, or did 

we need a talented manager who would hire a creative director? 

The Seminary, in partnership with an outstanding board of com

munal leaders, decided that Ramah should be led by educators, 

by people with a vision. Each of the camps had a capable 

business manager, of course, and that job was vitally important, 

but the camp was always led by educators. 

l,¾ere Ramah Failed 

We've talked about some of Ramah's accomplishments, 

but as you said earlier, even if you start with cognac you'll 



be lucky to end up w ith grape juice. Looking back o n it, 

what are some of the areas where Ramah missed the boat? 

I can identify five significant failures. 

To begin with, ·ve failed to conduct any systematic evaluation of 

our work. Ralph Tyler once told me that not doing this was the 

educational equ_valent of not carrying out diagnostic tests until 

the patient was leaving the hospital. In other words, we often 

had no feedback on what we were doing until it was too late to 

do anything about it. If our results were really as promising as 

they seemed, we should have been documenting the evidence. 

It 's amazing that, as far as I can determine, we never asked our 

campers to write about their experiences at Ramah! We were 

so busy building something new that we didn't ever stop to 
evaluate it. 

Conducting a serious evaluation of an ongoing project is time

consuming and expensive, and it may sound like a luxury. Even 

today, when educational institutions embark on a self-evaluation 
' it's more likely to be used as a fund-raising technique rather than 

a way of improving the enterprise. But it's something we should 
have done. 

Ramah's second failure was that, despite al[ our efforts, we never 

really became a Hebrew-speaking camp. Hebrew was a clearly 

articulated goal that was central to the philosophy of Ramah, and 

while Hebrew was the official language at camp, we simply didn't 

do well enough in this area. It's true that most of our counselors 

didn't know enough Hebrew, but that's no excuse. We could 

have taught them Hebrew in the off-season, perhaps in a series of 

regional centers. We could have sent them to Israel. But we did 

neither. We had no graduated curriculum for the teaching of 

Hebrew at Ramah. We had no language labs. We didn't even look 
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to Camp Massad for guidance in this area. We assumed they were 

successful at it only because H ebrew was their chief concern. 

I must accept some of the blame for this failure. My attitude was: 

If there's a conflict between understanding ideas and learning the 

language, let's go for understanding. In the M elton Faculty 

Seminar, Gerson Cohen and Shmuel Leiter fought for more 

Hebrew - and they were right. So did Sylvia Ettenberg, whom I 

consider the great hero of Ramah, and who represents the only 

coherent continuation from the founding of the camp until her 

recen t retirement, a span of forty-five years. She was both an 

anchor for communal leaders and a nurturer of directors. She was 

also a great facilitator and a peacemaker between warring factions. 

On a related issue, I made a similar mistake with regard to Israel, 

which didn't always receive its rightful place on our agenda. On 

the other hand, the fact that hw1dreds of former Ramah campers 

now live in Israel suggests that we must have been doing some

thing light in this area. 

For years I did my best to keep Israelis out of our camps, because 

the Israelis I had met who wanted to work in an American sum

mer camp seemed inappropriate as educators for Ramah. But 

even tually I joined those who decided to bring over an Israeli 

delegation every summer to serve as teachers and specialists. 

They turned out to make a real contribution. 

Our third failure was in not establishing a year-round program. 

One reason we hired full-time camp directors was our expecta

tion that they would maintain the camp program throughout the 

year by working with the Conservative movement's youth pro

gram, the Leadership Training Fellowship (LTF). The summer 

months could have served as the climax of the year, or perhaps 

the laUlflch of a new year - or both. All the camps could have 
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been winterized. In this area we simply qui t too early; the idea 

didn't advance far enough to merit being called a failure. 

Our fourth failure was that we didn't establish a curriculum for 

the camp program as a whole. It's amazing, but we never for

malized the various camp programs, although some of them 

were remarkable. There was some sharing of ideas among the 

camps, but not nearly enough. Over the years, we failed to 

document or preserve any number of innovative and creative 

projects. There was far too much reinventing of the wheel and 

too much improvising. At least this failure was deliberate: We 

were afraid of formalizing what we had because it might have 

inhibited creativity. But this was a mistake. 

The fifth failure that comes to mind was that we didn't achieve 

an effective transition between the rarefied atmosphere of 

Ramah and the camper's home community, despite the fact that 

we paid a lot of attention to this problem and were probably on 

the right track. For example, we often discussed how to help 

campers, newly excited about Jewish practice, who return to a 

non-kosher or otherwise non-observant household. Because we 

respected the campers' family relationships, we did not encour

age them to tell their parents what they should or shouldn' t 

eat, or do, in their own homes. 

But more often than we anticipated, the reentry problems arose 

not with the campers' families but with their synagogues. After a 

- summer at Ramah, campers found it hard to return to a service 

that suddenly seemed stilted and complacent, and to a rabbi who 

seemed formal when contrasted with the informality and warmth 

of camp. We even had youngsters who refused to attend syna

gogue services after camp because the service no longer felt 

authentically Jewish to them. 

42 

In a sense we were creating misfits, but we were arrogant enough 

to think our can1pers could turn the Conservative movement 

around. And they did, to some extent, although it took years. 

Unexpected Successes 

In addition to the successes we worked hard for, we had a few 

o thers that we hadn't really anticipated. Many Ramah campers 

went on to become rabbis, professors of Judaica at American and 

Israeli universities, or prominent community leaders. Today, 

Ramah graduates are extremely well represented in professional 

Jewish life and in institutions of Jewish culture and education -

in all denominations. And a great many others have made aliyah. 

Second, we recruited and developed our own personnel. That 

is much of our staff consisted of former campers. We had some 
' 

terrific directors, and most of them, too, came up through the 

ranks. We made sure they were decently paid, and we created a 

new Jewish profession: camp director. These people were given 

tenure, just like university faculty. Being a Ramah director was a 

difficult job that involved dealing witl1 a variety of groups, such 

as staff, campers, parents, rabbis, educators, and communal 

leaders, not to mention such complex issues as religious ideol

ogy and finance. Most of our directors had been trained as 

rabbis, which meant they had a clear and obvious career line, 

usually in the pulpit, but sometimes in formal education or 

Jewish communal life. At Ramah they were really going out on 

a limb in terms of their future careers - some of them for years, 

and others for their entire professional lives. 

Despite our failures, Ramah worked. I've been m the Jewish 

education business a long time, and nowhere else have I seen a 
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closer correlation between what we set out to do and what we 

actually accomplished. The ultimate proof, of course, are the 

campers. They may have hated H ebrew school, but they really 

learned, loved, and lived Judaism at Ramah. 

They also loved and appreciated the people at Ramah. I have no 

idea how many deep and lasting friendships began at Ramah, 

but there have been a great many. And many marriages, too. All 

over North America and ][srael, you can find young people 

whose parents - and increasingly, grandparents - met each 

other at Ramah. 

L -essons for N ew Institutions 

What would you identify as the most significant lessons 

that other institutions might learn from Ramah? 

First, Ramah demonstrates how a vision can motivate a staff and 
' 

how a staff can then stretch itself. Second, I think there is 

something to be learned about how to combine sophisticated 

approaches to content and theoretical discussions with the most 

concrete and mundane nitty-gritty details. 

Ramah was also about investing in talent, and the vital impor

tance of communal supporters. In our case, the communal 

leaders protected us from attempts to dilute the educational 

component. They believed in the project because they under

stood it, and they acted out of deep conviction. Ramah made it 

possible for educators, rabbis, scholars, and communal leaders 

to join forces. There was a real generosity of spirit and a genuine 

attempt to understand the other person's position. Ramah was 

more than a camp; it was an educational movement. 

The success of Ramah empowered some of us to think about 

institutions that didn't exist, and that still don't exist. At some 

point we will probably see the creation of institutions that com

bine the day school with the community center, breaking down 

the conventional walls between formal and informal education. 

Just as the students of John Dewey hoped co produce an active 

participant in a democratic society, such an institution, when it 

finally comes into existence, will serve as an intensive training 

ground for Jewish citizenship. 

The next challenge, in my view, is to provide for the needs of 

post-materialist people. More and more, people are looking for 

meaning in their lives. They want co know what our tradition is 

ail about, and our job is to take that tradition and present it in 

contemporary terms that speak to them. From time to time a 

genius wiU emerge, a Hesch.el or a Kaplan, but you can't sit 

back and wait for them. It's far better, in my view, to build 

places where potential Heschels and Kaplans wm be nurtured, 

develop , and flourish. 
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