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FAX TRANSMISSION

CIJE
{5 EasT 28TH STREET
NEwW York, NY 1O0O10
(212 532-2360
Fax: (212) 532-2646

To: Bill Novak Date:
Fax #: 617-964-1038 Pages:
From: Chava Werber

Subject:  Bibliography and acknowledgments.

COMMENTS:

Nessa asked me to fax you the enclosed pages.

January 6, 1997

9, including this cover sheet.
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Mandel institute

Tel: 972-2-5662832
Fax: 572-2-5662837

FACBIMILE TRANBMIBSION
TO: Neassa Rapoport DATE: January 6, 1997
FROM: BSeymour Fox PAGES: 3

FAX NUMBER: 212~532~2646¢

Dear Nessa,
Pardon the enclosed mess.

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

2. As 10 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.

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,

-

‘Sey

P.S. 1t is real chutzpah, but when can I expect to receive Bill's cleaned up
copy?

1
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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.

Visic
1eral education’

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

Marshall S. Smith and Jenmifer O’ Day, “Systematic School
Reform” in Politics of Education Association Yearbook, 1990,
p 3267

Sara Lightfoot, The Good High School - Portraits of Character and
Culture New Yor!  3asic Books, 1983).

David X. Cohen, Eleanor Farr  nd Arthur G. Powell, The
Shopping Mall High School: ., ...iners and Losers in the
Educational Marketplec -~ (Bosto  Ioughton, Mifflin, 19

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

Alan Ry n De
Liberal, Ww.. 95,

— - L I

Tudents apply Stemer $
er’s Curriculum for
; Robinswood Press,

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

-
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is of importance for those who wish to gain a perspective on the
theory and practice of the Ramah movement.

Professors Jogeph Schwab and Israel Scheffler have written key
¢ssays on this topic:

schwi  Tros Q. oo catio
| 8 (1'1.1-1-., pp.54"‘71).

En
99

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 Practical I - “The Practical: A Language for C~—~"q
/Jashington D.(  National Education Association,

The Practical II - “The Practical; Arts of the Eclect hool
Review 79 (197 3-542.

The Practical ITI - “The Practical 3: Translation into Curriculwmt ™
School Review 81 (197 [-22.

The Practical IV « “The Practical 4, Something for Curriculum
Professorsto - Curriculu -365.

Israel Scheffler, in his volume n:
Routledge & Kegan Paul, 197+, pa wvusnasy s sio vaapwr 00 John
Dewey, presents a penetrating analysis of the means-ends
relationship for the field of education.

P.4
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forefront of the  atinui sh education. Among
its publications . _:
Seymour Fox and Israel Scheff] B o
“ontinuity: Prospects & Limits
erusalen
N___.. ..._-_—._EHOWTOFEATURE “A TIME

TO ACT” - IT CAN EITHER BE LISTED UNDER THE
CATEGORY OF CIIE, OR AS THE CLUE AND THE MANDEL

FAMILY EFFORT IN NORTH AMERICA IN THE AREA OF
CONTINTITITY )
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ACKNOWLEDGMENTS

Y -t 4~ ~~kmowledge the role of Nessa Rapoport in the publication ~
¢ 3 k 1 B Sl o
‘ithout 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 & result of their invitation, I spent 18 wonderful years
in a close association with the Ramah Movement and have continuned to
watch it grow and flourish since them. My association with Ramah was
transformative 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 D! ECTORS, INCLUDING
RESNIKOF , RETURN TO SYLVIA ETTENBERG.)

(I WILL WANT TO PAY TRIBUTE TO SHELLEY DOF , WHOM
I WATCHED GROW AS A CAMPER, A STAFF MEMBER,
PRINCIPAL OF A HIGH SCHOOL AND AS NATIONAL RAMAH
DIRECTOR)

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

ALL OF THIS SECTION NEEDS TO BE DISCUSSED WITH
SYLVIA

vy

P.7
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In the interview, I describe the unique partnership that was developed at
Ramah between educators, scholars and Rabbi’s

1.

2.

The members of the educators assembly

The Rabbinical Assembly - Wolf Kelman

Lay people:

Lou Winer

Bert Weinstein

Maxwell Abbel

OLff

Qliff’s partner

Joe Levine

A. Biranbaum

Rudi Freid

Ruben Koffman

(get all the others from Sylvia - including the Canadian, California,
Connecticut and Nyak Camps)

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.

I want to thank the Melton family, the Mandel family, the CLJE and
the Mandel Institute,

I will want to thank Sue in relationship to David Mogilner and as
my wife, And thank the Camps for educating my children and Sue’s
children.



F2X TRANSMISSION

To: Bill Novak
Fax #: 617-964-1038
From: Chava Werber

Subject: Phone calls

COMMENTS:

Again, an update from Nessa.

CIJE
15 EAST 26TH STREET
NEW YORK, NY 10010
(212 532-2360
Fax: (21 2) B32-2646

Date; January 7, 1997

Pages: 3, including this cover sheet.



TO: Seymour, INTERNET:sfox@vms.huji.ac.il
Re: Phone calls
Tuesday at 2:30 is fine. |'ll stand by for your call tomorrow.

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

However, if | 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 Ramabh, 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? ("'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 "l 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, | 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 | 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. |
joined this experiment in 1950 and was actively involved for x years. | 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 pliayed a role in Ramah's development, see the bibliography... 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... | 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. | 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. | received Bill's copy today. The more we can minimize the

work on the bibliography and the acknowledgments, the faster | can do my final changes on
the copy, get it back to Bill, who will get it back to me. | 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?



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

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

From 1888 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 Repert 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, 1896).

Best Practices: Early Childhood Jewish Education (1983, 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. | 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 | 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, | had a conversation with Prof. Twersky about something he'd written 30 years
ago that 1 think is the cutting-edge for now. And I'm not going to tell you what it is until | see
you in February!

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



Next:

[ 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:

| need to get one to Shelly Dorph as soon as possible. | think I should wait until Monday,
because it would be better for him o 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 |
wanted to let you know.

I have asked Annette, by e-mail, how many copies the Ml would like initially. | 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 yoi 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. | hope you won't te 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. | 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,






FROM: INTERNET:sfox@vms.huji.ac.il, INTERNET:sfox@vms.huji.ac.ii
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, 9Jan 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, Internet:annette@hujivms.bitnet
Re: Mission accomplished!

| betieve | have heid my final editorial conversation with Seymour. | never thought the following
words would leave my lips, but it has all been worth it, because the piece is SUPERB. | got
tears in my eyes reading it (for the millionth time); 1 really believe it illuminates complicated
educational issues in a very accessible way, without intellectual compromise.

SO: Now | 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. | also hope it will be used in the
curricula of your various institutions.

Onward and upward. In 1997, at the very least, | am hoping to be a midwife with you to the
Agnon 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 2Tin 11an

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

FTACSIMILE TRANSMISSION
T™O: Nesgsa Rapoport DATE: January 13, 1997
FROM: Nicky Pallister PAGES: 10

FAX NUMBER: 212-532-2646

Dear Nessa,

Prof. Fox tried to send you the attached by email today, but we seem to have
a comms problem so I'm 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
acknowledgments.

Best regards,

Nicky
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™y, Walter Ackerman
vr, Chaim Brandwein
Dr. Gerson D. Cohen
Sylvia Ettenberg

Dr. Lloyd Gartne!

Dr. Joel Kraemer
Morton M. Leifm

Dr. Shmuel Leiter
Dr. Yochanan Muffs
Louis Newman -
Dr. Fritz Rothschild
Dr. Nabum M. Sama
Dr. Joseph J. Schwab
Dr. David Weiss

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

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

My very best,

nroote.doc
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P.2

Dear Nessa,

I hope this does it. I have left you with three small assignments, 1) 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
belicve 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 Vision 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 ank, and Prof Scheffler in terms of the
vision of John Dewey and his s cerning 1

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.

The Mande] Institute:

The Mandel Institute isa  ternational  nter for the study and
development of Jewish auu general education, It was established in
Jerusalem in 1990 by Jack, Joseph and Morton Mandel of Cleveland,
Ohio.

Then continue with: 1t 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:

nraote.doc



13 JAN ’97 15:45 MANDEL INSTITUTE 972 2 662837

P.6

BIBLIOGRAPHY

Nessa,

I don’t really know how to begin this. This is an amended copy whick
includes the corrections that I mentioned in my letter.

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

Yision

hiba.doc

- for general education:

Marshall S, Smith, Sara Lightfoot and David K. 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, 1583).

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,

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 The High Tide of American Liberalism,
W.W., Norton & Company New York - London, 1595.

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. Stockmeyer, The Robinswood Press, Stourbridge,

England, 1991.
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biba.doc

- for Jewish 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)

and for Zionist education in;

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:

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 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. Twersky particularly in terms of the visions of Jewish
education of Maimonides and Brisk, and Prof. Scheffler in terms of the
vigion 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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Camp Ramah and jts 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.

Professors Joseph Schwab and Israc] 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 York-London, 1991,

The Practical

biba.doo

Joseph J. Schwab has made a key contribution to our thinking
conceming 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 Eclechc” School Review
79 (1971): 493-542.

The Practical I - “The Practical 3;: Translation into Curriculum.”
School Review 81 (1973); 501-22.
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The Practical IV - “The Practical 4; Something for Curriculum
Professors to Do.” Curriculum Inquiry 13:3, (1983); 239-365,

Israel Scheffler, 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 education.

An Understanding of the Adolescent

bibe.dac

Our thinking was very much influenced by the writings of two psycho-
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 Orthogenic School Love is not
Enough was carefully studied and applied to the camp setting.

Bruno Bettelheim Love is not Enough, The Free Press, 1950.
er fi search 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 teaching 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.

Lnvic T, Newman served as the director of the Melton Center from
tc and Joseph J. Schwab was the leading educational consultar
Melton. The reader may find some of the publications of the Melt
Center of interest, particularly:

=
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Nabum Sarna’s Understanding Genesis (New York, The Jewish
Theological Seminary of America and McGraw Hill, 1966)

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

The Mandel Institute

biba.doc

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
Jewigh education. Among its publications are:

Seymour Fox and Israel Scheffler “Jewish Education & Jewish
Continuity: Prospects & Limitations”, the Mandel Inatitute, Jerusalem,
1996.

(NESSA - YOU DECIDE HOW TO FEATURE “A TIME TO
ACT” - IT CAN EITHER BE LISTED UNDER THE CATEGORY
OF CIJE, OR AS THE CIJE AND THE MANDEL FAMILY EFFORT
IN NORTH AMERICA IN THE AREA OF CONTINUITY.)
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Dear Seymour:

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

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

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

3. Your sentence on your position at the Melwun esearch Center, along with

the dates of your holding that position. Note: Sylvia says she thinks vou 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.

Sylvia is also getting e the dates for wotte and for Shelley (I’m also trying the
Gail route on the latter).

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

foone/

Nessa
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| S EasT 26TH STREET
NEW YORK, NY 1OO 1O
(212 932-2360
Fax: (21 2) 532-26486

To: Sﬁ'yfﬂﬂUr Date: UH/TT

Fax #: Pages: d | including this cover sheet.
From: Kessa

Subject:

COMMENTS:



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.

1t 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 CLIE 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 sulficient, and that you don’t
need to add the two names Sylvia suggested. If I’'m wrong, and you do, then give
me the precise langunage and the precise speling.

The text: | asked Biil 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 immediate.y fedex that copy to you. Please

remember that Annette/Danny need a copyv 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,

aso

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.



xrromo: INGHESYd [apupulLL

Subject:  Vision at the Heart

COMMENTS:
Dear Seymour:

1 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 1 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 1n bold type.

= az well 8

Yours in constartit communication,

Nessa
WOH N MG 600 .9 .70 .0 LCBT9Y 2 Ti6 CT:G1 L1 NV oS
JA0KW SNLYLS SDd NOJLVYHNAG NOITLYNILSIA AWl L/3LVO "ON
JALATAHCD (SINOILOVSNVHL
NOISSITHSNYHL
*x LHOdHH NOILVAHIINCGD ==
100 °d 99T TLS:IL 10 S1:81T {(IHA)L6 L1~ NVl



FAX TRANSMISSION

CIJE
| 5 EAST 26TH STREET
NEw YorKk, NY 10010
(21 2)532-2360
Fax; (2 12) 532-2646

To: Seymour Fox Date: January 17, 1997

Fax #: 972-2-566-2837 Pages: 9, including this cover sheet.
From: Nessa Rapoport

Subject:  Vision at the Heart

COMMENTS:

Dear Seymoutr:

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 vour

sigg-off on the full text as soon as you receive the essa ederal Express.

Yours in constant communication,

Nessa
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Vision: For general education
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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 Culiure (New York:
Basic Books, 1983).
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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:Yad Izhak Ben-Zvi Institute, 1986, 1993).

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 viston 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, Jerusalem, 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 1.
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 wriiten 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 Inguiry 13:3 (1983), pp. 239-365.

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

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 Ganchi 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).
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,

Aok

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 I (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” (Jerusalenm: The Mandel Institute, 1996).

From 1988 to 1990, the Mandel Associated Foundations, the JCC Association, and JESNA in
collaboration with CJF convened the Comniission 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*

[he 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.

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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To: <74671.3370@compuserve.com=
X-Mailer: SPRY Mail Version: 04.00.06.17

Dear Nessa,

[ 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. | think we need 20 minutes.

Best regards,

Seymour
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VIA FACSIMILE

Ms. Nessa Rappaport
CIE
15 East 26th Street

N.Y., NY 10010

FoLEY & LARDNER
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ONE IBM BLATA
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Re: Interview with Professor Fox

Dear Nessa:
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DRESDEN
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BARIS
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Thank you for returning my call so quickly. It was pleasure speaking with you. Please
send & copy of the article to me at my office, After I bave 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 hesitste to call me.

Sincerely,

Michael Small
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From: Suzannah Cohen

Fax No: 212-532-2646 # Pages: 3

Dear Nessa,

Aftached is what Prof. Fox received from Ramah.
Regarads,

S









Council
for
Initiatives
in

; . Jewish
Education

L/

Chair
Morton Mandel January 22’ 1997
Vi airs
B;Eecéol 1 Seymour Fox
Ann Kaufman The Mandel Institute
Matthew Maryles 15 Rehov Graetz
Maynard Wishner Jerusalem, Israel 93111
i""";‘_"ﬁl Chair Dear Seymour,

ax [misher
Board Here is the true and only authentic final version of the soon-to-be famous
David Amow essay by Seymour Fox. This version includes all the changes you dictated on
Daniel Bader Friday, as well as the two previous changes you did not recetve (mea culpa:
Mandell Berman isn’t it novel to hear me apologize to you?) These two changes are the revised
JCIL“IE; E:’“Em“ Melton Faculty Seminar List (p. 18); and the correct inention of Florence

Maurice Coraon
Sugan Crown

Jay Davis

Irwin Field
Charles Goodman
Alfred Gottschalk
Neil Greenbaumn
David Hizschhom
Gershon Kekat
Henry Koscl‘nitzlzy
Mazk Lainer
Norman Lamm
Marvin Lender
Norman Lipaﬁ
Seymour Martin Lipset
Florence Melton
Melvin Merians
Lester Pollack
Charles Ratner
Esther Leah Ritz
William Schatten
Richard Scheuer
Ismar Schorach
David Teutsch
Isadore Twershy'
Bennett Yanowikz

Executive Director

Alan Hogmann

Melton {p. 35). (Reminder re the Melton Seminar: You decided to omit
Ackerman, Ettenberg, Holtz, Leifman and Schwab from this list).

For your easyv review, Chava has placed an arrow in the margin next to each
change.

Should you encounter any further sources of dissonance or distress in these
pages, do not hesitate to call immediately. Otherwise, please notify me of
your sign-off as soon as you have finished reading. Note that I am also
sending the newly revised versions of the bibliography, acknowledgments and
biography, which also need your final approval.

Thank you for being such a terrific author.

Best,

Arda;

Nessa Rapoport

15 East 26th Street, New York, NY 10010-1579 « Phone: (2123532-2360 + Fax: (212)5332-2646
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Fifty years later, the Ramah movement consists of six overnight camps in North America, with a
seventh opening in [997; 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 Russta.
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RAMAH CAMPS AS OF JANUARY 1997

North America

Qvergight

Berkshires . 550 campers; 200 educational staff
» family camping

. pre and post season programming
for schools

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

Canada . 360 campers, 150 educational staff;
. family camping . Tikvah program . year-
round family education progrem , 1 wk.
Taste of Ramah

New England , 550 campers, 200 educational staff!
family camping . pre and post season
programming . year round family education
program , Tikvah program . 1 week Taste

of Remah program for pre-camper age kids.

Pacongs . 380 campers, 150 educational staff;
’ . family camping . camping for families
with deaf ¢children (Kesher)

Wisconsin . 425 campers, 175 educational staff,
. Tikvah program . family camping
« Artists' retreat

- Opening Soon
Bamah Darom - Opening summer 1997

. 200 campers, 80 educational staff
. will become year-round facility
similar to California by year 2,000,

CAWPWINGAWPDOCSRAMAHCAMST

P.2
Day Camps
Nvack Day Camp - 450 campers;
200 education staff

Pocongs Day Camp in Philadelphia -
. 100 campers, 30 educational staff,
. family programa

tr, e a -
Opening summer 1998 . 100 campers will
grow to 300-400

ey —>
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Overnight amps - Goldstein Youth Vill
Ramsh Seminar -230 entering high school Rgmah Hebrew Day Camp in Jsrael -
seniors; 6-8 weeks in Israel and 400 Isracli children; 3-6 weeks
Eastern Europe
Remah Semester in Israel - 200 high Ramah Enpligh Day Camp -
school students from Australia, U.S., 50 English speaking children whose families are visiting
~England ona variety of semester programs Israel 3-6 weeks
- 1,000 day school, Tikvah Day Camp in Israel -
Hebrew high school and synagogue family 50 Downs' Syndrome special needs Israel Tikvah kids,
family groups participating in 2.3 week - 3-6 weeks
educational programs in Israel
RemnalyNOAM Camp -tun by Masorti

Movement; 250 Israe] Conservative
children - 3 weeks,

Worldwide
run by individual synagogues in Argentina,
Brazil, Chile; independent of NRC

ad Camp in Rusgis - 200 Russian
ohxldren for 3 weeks at camp site near Mascow;
run by Bet Midrash in Israel

CAWPWINSIWIPDOCRRAMAHCAM.S7
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VISION AT THE HEART:

LESSONS FROM CAMP RAMARH ON THE POWER OF IDEAS 3

IN SHAPING EDUCATIONAL INSTITUTIONS

by Seymour Fox, with William Novak

INTRODUCTION

There is nothing as practical as a great idea.

Many of us, if we are fortunate, have at some boint in our
lives been part of an unforgettable educational 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 espeéially 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



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 1947. ,Fifly yeors later, there are nineteen overnight and day camps in North Amer,
[srael, South

. America, and
considered ideal of educational possibilities. Big questions Russiz.

Ramah emerged out of an ambitious dream, a carefully

were asked: What kind of Jews, what kind of people do we want to
nurture? What ideas will guide this new camp? What happens when
compelling but competing philosophies about 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 American Jews? 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 community high schools to informal educational
settings for adults. What can we learn about the centrality of
vision to the excellence of an educational institution? How can
the experience of Ramah illuminate contemporary efforts to
transform Jewish life in North America through education?

Seymoﬁr Fox, a central figure in Jewish education, was

instrumental in developing Ramah from philosophy to practice.

. 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

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
parve -- 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,AMarshall S. Smith, the current Deputy Secretary of
Education, 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 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, The

Good High School. 1In 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." sShe 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 "persistenf themes" were



expressed in more subtle 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-1980=s, The Shopping Mall High
Schoel (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 schoels
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 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 '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



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
vigion, 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 about 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 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
community? And what qualities, intrinsic to your visioﬁ, 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 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 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 not sufficient. And they are



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 ideaﬁ are out of
favor. 1In 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 to concepts such as

religicus tolerance, pluralism, and democracy.
VISIONS IN GENERAL EDUCATION
Let's look at some specific visions 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

Anerican 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
world 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
continually 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, nyit 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
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 pecople, they continually ask themselves what it would
take to translate it into practice.

Another example of a successful vision is the one developed

AB+ the University of Chicago. Robert Maynard Hutchins led 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 institution 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.

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



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, they deliberately chose to teach and study texts that
other rabbis felt were impractical, such as thé sections on
sacrifices or the regulations pertaining to the Tern le in
Jerusalem. Most other yeshivot 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 of Jewish law that you
could actually use.

But the Brisker Rav's followers insisted that to ignore the
more neglected sections of the Talmud was to miss the point. Aas
they saw it, the classical texts constituted a coherent system.
If you omitted certain sections, they felt 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.

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 considered "soft,"’

unworthy of significant attention. But in the late nineteenth



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, conceptuél 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 both
excessively intellectual and insufficiently 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,

. Lithuanian
and their influence penetrated most of the,yeshivot.

THE VISION OF RAMAH

Let's jump forward a few decades and take a close lcocok at an
important Jewish educational institution in which you were
intimately involved: Camp Ramah. In the late 1940s, 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 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 supported 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
foundexrs 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 énd 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 learn 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 crecate a real and total soci :y 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 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 hisfher 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 ehergy 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 isn't the best place to nurture a child's
Jewish emotional development. Ultimately, the apﬁilenge of Ramah
was to educate the entire child -- including hishmind. We wanted
to pay equal attention to emotional ard spiritual issues, and to

the articulation and living out of Jewish values.

THE JEWISH IDEAS BEHIND 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
primary figure in Conservative Judaism during Ramah's early
vears. 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
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 all, Dr. Finkelstein relished the opportunity to apply



12

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
guestion 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 wvolume Sanhedrin of

the Talmud in a concept known as drishah wv'chakirah, which deals

with how you may question a witness. And you cannot interrocgate
an individual in this manner.® _

This was an essential Finkelsteinian response: Americans
are sensitive 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 the 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
the volcano.

In postwar America, Dr. Finkelstein was viewed as a sage who
spoke out of a long and venerable tradition. BHe Qelivered the
invocation at President Eisenhower'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
avay from classes, although there were some prominent exceptions,
such as the Interlochen camps for students with excepticnal

nusical talent. It was only much later that summer camnps were
established

A

for the study of science or computers.

In effect, we were running a school within the camp,
complete with its own educational director. The daily classes
were mostly text-based, and it was quite possible to spend a
. par of the summer on just a few verses. Teaching ws
considered a full-time job, and the teachers on staff were not
given other duties, although multiple tasks would have made more
sense economically. 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
inguiry rather than presenting them dogmatically. We never
sought intellectual obedience. A common guestion the Talmud asks

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

that students will pose this same guestion 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 guestions, and all questions, while recognizing that a
tradition that encourages difficult guestions 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{heﬂwksﬁﬂwuto 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 authorship of

the Five Books of Moses, that 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 considerable extent, Ramah served

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

included Professor Nahum Sarna's important book Understanding
Genesis, aquedh___ﬁ_;’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™" (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
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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 conception to a personal and social this-worldly
conception of salvation. He was seen as a herétic 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
theoclogy. As the story goes, Kaplan replied that if the Seminary
greats, especially Louis Ginsberg and saul Lieberman, had dealt
with theological guestions, he would have left them alone: but
their failure to address these issues forced him to attempt to
fill the wvacuum.

Kaplan joined the centuries-old ccnversation between Judaism
and the great philosophers. He wanted Judaism to be in
constant relationship with the world around it, and he brought
the elements of music, art, and drama into central 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 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 individual to make
contact with his innermost self. The whole question of what
t'fillah [prayer] meant at Ramah was deeply influenced by Heschel
and his students, including the concept of kavannah [devotional
intention] and the idea of t'fillah as an opportunity for
contemplation and self-improvement. But Heschel was also deeply
concerned about the role of religion in the larger world. He
marched in Selma with Martin ILuther 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 there 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 belisved 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
commentators and philoéophers. 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 difficult to appreciate

outragtous

what an , 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. 1In the
Conservative movement, which was competing with other forces in

the struggle to define authentic Judaism in the twentieth
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century, 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 today 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 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, 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 stress Hebrew so
much that you distort in the other di:ecﬁig?*cuiﬁsﬁﬁgg Jewish
communities, such as Mexico and Argentina,nHebrew 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 —-- 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 components together.

I regarded these five men -- Louis Finkelstein, Saul
Lieberman, 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 as the conduit

between this older generation 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, Louis Newman, Fritz Rothschild, Nahum
Sarna, and David Weiss Halivni. To the best of my knowledge, the
Melton Faculty Seminar was the longest ongoing delibération 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
clder campers.

The Seminar was always asking: What is the rglevance of
this particular Jewish idea, and when and how shoﬁid 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 1life situations. 1In
fact, it was taboo to treat theory and practice as separate

domains.

IDEAS IN CREATIVE TENSION
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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 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 could provide a
rich source 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
differing 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 soclety 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
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 patternlof observance. 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 pért of the story. Ramah alsc made extensive 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
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 schelars in this group were especially important
to Ramah: Joseph Schwab, the prominent philoscpher of education

and curriculum theorist, and Brunoc 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 in 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 scholaq:g’wish for immortality, which occurs when people
readﬂhek books and putd%eh‘ideas into practice. Schwab not only
generated ideas; he lived to see then 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 the conference table would actually
materialize. What was talked about in November was often part of
the camp's program the following 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 copportunity -- the possibility of making a
real impact on a society.

Schwab, in particular, viewed Ramah as an ideél 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
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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 Mississippil, where
the entire Jewish community consisted of half a dozen families.
Although he grew up Kknowing little about Judaism, he became
intrigued by certain Jewish concepts, such as mitzvah. 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 connection between the cognitive
(intellectual) and the affective (emotional) aspects of
education. There was a natural fit be:zween his ideas and our
vision.

I should explain that Ramah was built on the belief that you
have tc make contact with young 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
commentaries, or to theclogy. Ideally, of course, youngsters
will 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.

In an essay entitled "Eros and Education," Schwab argued
that the human mind is not only cerebral but also passiocnate, 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 there was no
meaningful distinction to be drawn between mind and boeody, 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 includel"to dd.“ The aim of education, he said, was to

produce "actively intelligent people," whom he described in this
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way:

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 consulted with Schwab on how best to teach
traditional Jewish texts. That was familiar territory for him
because at the college of the University of chicago nobody used
textbooks, only primary 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 the text, Jacob and Rebecca are scheming co-
conspirators against 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 terrible 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 studies that illustrate the principles and include
the situations you are likely to encoanter during your career,
you will succeed in the real world.

Schwab helped us develop a third conception, which was
essentially 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
analyzing practice in view of these principles. They must then
ask themselves: If I acquire, accept, and understand these

principles, what will my practice be like?

What was the contribution of Brunc Bettelheim?

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 Bettelheim, 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 Chicageo I had
worked at Bettelheim's Orthogenic School for 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 bhook 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, Bettelheim 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 against the inevitable
pressures and problems created by an intense milieu. Bettelheim
heiped us understand how best to bring this about.

I was influenced by Bettelheim when I asked that each camp
director show me the menu for the first few days of the summer.

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. I alsc 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 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 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 hear, and before long, Erikson's
books were being read and discussed at Ramah.

Finally, Bettelheim helped us understand that we had a
tremendous 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 counter-cultural in a way that
was attractive and yet constructive to adolescents in rebellion

against their elders.

A PHILOSOFPHICAL COMMITMENT TO EXCELLENCE

It seems to me that during its earlier years, Ramah was
unapelogetically elitist in a way that might not be acceptable
these Adays.

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



27

degree it succeeded. Ramah wash'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 THECRY TO PRACTICE

Wetve 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 to the practical is
a big one. How do you fill the enormous gap between a text, the
internalization of its message, and its incorporation 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 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 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 lead you
to reexamine your 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 return to 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
process that forces you teo constantly observe, rethink, and —-

ideally -- change and improve.

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 rele medel. When we praise God for
being merciful, we do so in order to articulate and emulate that
particular quality. If we restricted our discussion te this sort

of issue, we would have a philosophical treatment of prayer.

Level Two might ask: - What is the role of prayer in your
philoscphy 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?

With Level Three we move inteo 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 pecple sensitive to words, because
the whole assumption of prayer is that reading or chanting
certain words will set off something inside yocu. 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, will teachers help
students develop a sensitivity to words or te 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 cobserve or

learn? Does your experience support your theory?

As long as wetre talking about préyer, 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 need to experience
it, and at Ramah you could experience religious services under
optimal conditions. As Schwak used to say akout music, the
sonata form isn't something you immediately respond to. It takes
hard work and experience before you appreciate it. Similarly,
for t'fillah to succeed you have to work at it and experience it.
Eventually 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. O©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

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 understand
and appreciate. After all, the majority of these youngsters had
never experienced any daily prayers. oOur educational analysis
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 their decision on educational
considerations rather than halakhic principles. It was a
difficult debate, and ultimately -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?
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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 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 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 included Hebrew, daily classes,

morning services, kashrut, the recitation of birkat ha-mazon

{grace after meals] -—- and, in a very different sphere,

instructional swim.

Let's return te the five levels that move us from the
theoretical 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 gquestions:
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 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 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 losers —-— or good winners, for that matter? What are
your methods of teaching these values?

And in Level Five you would take a critical look at your
program and measure your accomplishments. Have your students
internalized 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
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 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-
year-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 bathroom. If they arrived too late, they would wake him up
and change his sheets so none of the ovther campers would be aware
of the mishap when they woke up in the morning. The driving

force here was the principle of ha-malbin et p'nei chaveiro

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.
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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
the situation finally got out 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 socon found myself interrupting. "You know," I
told them, "I appreciate what you're doing. 1 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 embarrass
our fellow human beings. What if we studied a text together that
deals with how people should behave toward one ancther, and then
each girl can do her own self-evaluation privately?"

At this point, because an alternative was available, the
more sensitive girls prevailed and the study session was

accepted. Each night we studied the sixth chapter of Pirke Avot

and discussed, among other things, wha: it means to be re'a ahuv
-- an intimate friend, somecne you could confide in, who would be
supportive and would help you muster the strength you need to
change and improve. We read this chap:ter 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.



314

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. Finaﬁcially, 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 campef.
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 you tc dgrapple
with the text and stretch your mind. If there were problems, it
was up to the counselor to pick up the pieces.

We also coopted an idea from the kibbutz movement, which saw

itself as an edah mechanenet [an educating community], of having

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.

pesition _

An even more unusualhfor a camp was that of the librarian,
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 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 step back from the camp community to consider a
constituency that is critical to the success of any educatiocnal
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 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 interested
in education: Sam and Florence Melton of Columbus, Philip Lown
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 are coming 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, this view has
become fashionable, especially as part of the "continuity"

With his brethers, gstoklished
agenda. Mort Mandel, whq“\ the Commission on Jewish
Education in North America, launched this movement in a serious
way, which led to 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
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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 coentribution to Jewish education. There
are Jewish leaders and philanthropists 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 and
intimidating process, although it's essential if you're hoping to
build or sustain a meaningful project. I'm referring, of course,
to the whole gquestion of fund-raising.

This may sound strange, but I firmly believe that money is
not the biggest problem. Although funids 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 strength
of your ideas, your commitment to those ideas, and your
enthusiasm. I have never asked anyone to suppert 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 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 judginé each other and asking: "Is this person
genuine? Is he sincere?"

Another thing: I always start with the assumption that the
person I'm meeting with is at least as intelligent as I am.
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 him. Only if
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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 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 professionals still ask: "How can
this person make an informed judgment if he can't even read
Hebrew?" And the communal leaders still think: "This quy is a
shlepper. If he were really successful, he'd be in my business."

" This is unfortunate, but it's true.

What are the biggest mistakes you see in fund-raising?

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 all my fﬁnd—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 are often untrained or
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unmotivated, and certainly underpaid, what can you expect? When
your mission is to conguer 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. 1It's too early to ask
whether the investment is too great, or whether it will take too

long.

VIBION VS. BUDGET

Still, there must be times when a well~developed educational
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 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 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 Ramah'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 conduct any systematic
evaluation of our work. Ralph Tyler cnce told me that not doing
this 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 teday, when educational institutions embark on a self-
evaluation, it's more likely to be used as a fundraising
technigque 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 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 successful at it only because Hebrew was their chief
concern.

I must accept some of the blame for this failure. My
attitude was: 1If 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 anchor fbr 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 something right in this area.

For years I did my best to keep Israelis out of our camps,
because the Israelis I had met at 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 ycuth
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 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
formalized the various camp programs, although some of them were
remarkable. There was some sharing of ideas among the camps, but
not nearly encugh. Over the years, we failed teo 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 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 ycungsters who refused toc 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 ocur campers 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 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 grew our own tomatoes, That is, much of our
staff consisted of former campers. We had some terrific
directors, and most of them, too, camé 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 with a variety of groups,

such as staff, campers, pafents, rabbis, educators, and communal
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leaders, not to mention such complex issues as religious ideoclogy
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 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
éctually 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 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 American and Israel, you can find young pecple whose

parents -- and increasingly, grandparents -- met each other at

Ramah.

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 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 alsc about investing in talent, and the vital

importance of communal supporters. 1In 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, 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 exist. At
some point we will probably see the creation of institutions that
combine 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 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 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. TIt's far better, in my view, to 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 | know you were planning to send
me YOurs {omorrow.

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.

Msa

Nessa
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The Man He Always Wanted to Be

The Bruno Bettelheim we knew was an invention, says his biographer.

THE CREATION OF DR. B
A Bisgraphy of Brung Betlelheim.

By Richard Pollak,

HMustrated. 478 pp. New York:

Simon & Schuster. $28.

By Sarah Boxer

RUNO BETTELHFEIM'S neow
hiographer lays his cards on the
table right away: he thinks Bet-
tetheln was a pathological lar,
Richard Poilak, the former executive
editor and literary editor of The Nation,
aat inlerested in the famous peychother-
apist and author in order Io learn more
about his own younger brother, who died
m a family wacalion in 1848 when he
slipped through a hayloft clute during
game of hide-and-sesk. The huy had
been at the Drthogenic School fnr emo-
tionally disturbed children at the Um-
versity of Chicago Tor five years befare
ke died, so, in 1968, Mr. Pollak figured
Bettelheim, the directdér af the school,
could tell kim about his dead brother.
Tnstead, Bettelheim called Mr. Pol-
Tak's father a simple-minded *“schile-
miel” and his mother a false martyr,
Then he bhuntly announced that the child
haud committed suicide. And, he added,
Mr. Pallak’s mnlher was largely to
blame, because she had rejected him at
birth, “*“What is it about these Jewish
mothers?" Bettelheim [umed,
Mr. Pallak leli reeling. On reflecliun,
. though, something seemed [ishy. He re-
called that the hayleft his brother died in
wns 50 treacherous that he himseil had
almost fallen, too. And his mother, what-
ever her quirks, was not the harpy Bet-
telheim described. Mr. Pallak began ex-
ploring other options. What if the great
Dr. Bettelhieim, the champion of emotion-

Sarah Boxer is an editor at The Weelk in
Review section of The New York Times.

ally disturbed children and the author of
“The Uses ol Enchantment,” *““Freuwd
and Man's Sou)” and “The Empty
Forlress,” was In fact a bitter, sadistic,
anti-Semitic. mother-hating llar?

That is the hypothesis Mr. Puliak [ol-
tows in '“The Creation of Dy, B." Although
Bettelheim declined to be interviewed for
the book. Mr. Pollak interviewed two of
Betielbuim's three children, bls Nrst wite
and a slew of colledgues, editors, stu-
dents and fviends. And many of them
agreed that, In the words of Jacquelyn
Seevak Sanders, Bettetheim's successar
at the Orthogenic School, ' you couldn’l
Lelieve anything he said,”

Theg trauble with Lthe baok is Lhat Mr,
Pallak aeems Lo think he must dig up
malice and lies at every turn. The result
15 a shocking but cutiously unnuanced
biography of a psychologically vomnplex
ligure, Here {5 a man who comes out of a
concenlration camp with the ilea that
prisoners are like children, and later
turns the ndea au its head to suggest chil-
dren are like prisoners. And herea is a bi-
oprapher who pursues this disturbed
man’s fibs 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, tock autistic
children inte his home, earned three de-
grees from the University of Vienna,
was part of an underground movement
to vid Vienna of fascism, slocd up Lo the
Nazi guards in Buchenwald and Dachau,
was rescued from the camps by Eleanor
Roosevelt and never spanked children.

The rea! Bettelheim felt that “peo-
ple regarded him as ugly, small and
Jewish.” He grew up in a hourgeois 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 studled
art histary ai the University of Vienna
and read Freud backward and farward,

But when his father died of syphilis,

Bettelheim suspended his intellecteal
aspirations and took over the family’s
lurnber business. He married a teacher
named Gina Altstadt. Then came Lhe
Ansehiluss. [n June 1838, Bettelheim was
taken by train lo Dachau, then to Buch-
enwald. Thar seems 10 have been the di-
vitding line between the real Bettelheim
and the false one.

One of Bettelheim’s lies, according
1o Mr. Pollak, was an anecdote about his
heroic, uncomplaining survival in Buch-
enwald that Mr. Pollak calls ''the Frost-
bite Story.” Bettelheim said ke persuad-
ed a guard to acmii him to the camp clin-
ic by asking him lirst to cut away dead
[rostbitien  flesh, thereby aveiding
“pleading, deference or arrogance.” Viv-
id as the stoty is, Mr. Pollak suggests |t is
probably false. In real life, he reports,
Bettelhelm had a comparatively soft job
in Buchenwald, mending socks indoors.
And, he says. Bettelheim's freedom was
probably bought by a bribe ta the Nazis in
1939, hefore he war began.

Whether it was survivor guilt,
shame, anger or lhe chance tq start
over, once DBettetheim was freed, Mr.
FPallak 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 Chicageo, where he eventually
married Trude Weinfeld, whom he had
fallert in love with hefore the Anschluss.

Socn afller, Mr. Pollak says, he be-
Ban 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 met)
sald of him, “This is exactly the person
we need for psychoanalysis to grow and
develop.”' He ended up claiming a clas-
sic Viennese academic record, Mr. Pol-
lak says: *'14 years at the University of
Vienna, studies with Arpold Schoen-
berg, summa cum loude in three disci-
plines, twg books published, training in
all fields of psychology and mem-
bership in an organization that studied



the emactional problems of chil-
dren and adolescents."

And why not creale such a
life? The Mazis, Mr. Pollak says,
“expunged the real gne” and no
one in America had the gall to
doubt a man who had spent titme
in cencentration camps. Soor,
Bettelheim was wowing stu-
dents with his Viennese accent,
his casual references to Freud
and his habit of psychoanalyz-
ing students’ dreams, memo-
ries and parents.

In 1943 he sealed his reputa-
tion with the publication of
“Individual and Mazss Behavior
in Extreme Situations,” a pa-
per in which he observed that
the prisoners in concentiration
camps were effectively turmed
inle children. He said Lhat
rather than lghting their cap-
tors, they fought with ane an-
other, daydreamed and ad-
mired, even emulated, the
Mazis. Thus, they were “more
or less willing tools of the
Gestape.” The paper caused a
huge stir, catching the atten-
tion of Meyer Schapire, Dwight
Macdonald, Dwight D. CEisen-
hower, Theador Adorno and
Max Herkheimer.

Mr. Paliak, though, seems
mast  impressed by Beitei-
heim’s shoddy science. He
points out that although Dettel-
heim clajmed his article was
based on interviews with at
least 1,500 prisoners in five dil-
ferent barracks, this kind of re-
search was impossible since he
lived in only 1wo harracks.

Then Mr. FPullak goes on Lo
the fip he thinks was the foun-
dation for Bettelheim's career:
Beltelheim claimed that Patsy,
a troubted giri tus Tirst wife had
taken in, was autistic and that
it was he who cared for her.
Neither was true, Mr. Pollak
suggests. Later, Bettelheim
embellished more, saying Lhere
had heen two aulistic children.
Partly on the basis of this puta-
tive sexperience, Mr. Pollak
writes, the University of Chica-
go asked him {o take npver the
Orthogenic School, which he
did in 1944,

HERE Betielheim

buiit a kingdom for
children. With anoth-

er Viennese immi-

grant, Emmy Sylvester, he cre-
ated the first formal “‘thera-
peutic milien,” which Mr. Pal-
lak deseribes as a permissiva,
“all-encompassing healing at-
maosphere.” The children paint-
ed their rooms whatever colors
they iiked and ate from ex-
pensive china. Meanwhile,
though, in books like “Love Is
Mot Enough' apd “Troants
From Life,"" Bettelhelm exag-
gerated his successes and, Mr.
Pollak says, lied about how
gentle his methods really were.
Bettelheim ‘‘scught to shape
the Orthogenic Scheol in the re-
verse image of the concentra-

tion camps,” Mr. Pollak writes,
and in that new waorld, mothers
were geen as villaing, even
Nazis. Bettetheim ordered
mothers nat to visit their chii-
dren at the school or take them
home. He praised the kibbuiz-
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.

R. POLLAK con-
tends that despite
Bettalheim's  be-
nign  mission, he
was often cruel. He bullied his
staff o much that one counselar
catled his tralning style the
‘‘Wazi-Socratic method ™ He
made some of hiz patients un-
dress and shower in front of one
anather. And though Bettethelm
said he was agalnst slapping
“because It's a brutal and 1llogi-
¢al method," he often spanked
his patients. Indeed, Mr. Pollack
devoies an entire chapter to
Bettelheim and punishment.

When Beueiheim retired
from the Qrthogenic School in
1973, he lost his strange king-
dom and moved to California.
There he wrote the work for
which he is best known, “The
Uses of Enthaniment,” in
which he argued that such
bloody tlales as "Hansel and
Gretel” and *'Sleeping Beauly'”
were a needed outlet for chil-
dren’s [ears and anxieties. Mr.
Pullak shows that this too was
based on a lic; large chunks of
the book, he maintains, were
plagiarized from a 1963 wvol-
ume, "4 Psycoiatric Study of
Fairy Taless Their Origin,
Meaning and lisefulness,” by
Julius Heuscher. Mr. Pollak
gives a damning passage-for-
passapge comperison of the two.

On March 12, 1990, the very
date the MNazis had invaded
fAustria 32 years earlier, Bel-
telheim, who at 86 was suffer-
ing from civculatory problems
in his legs, heart trouble, dia-
betes, arthritis, an enlarged
prostate and & blockage in the
esophagus, “swaliowed some
drugs and whisky and tied a
plastic bag over his head."”

He once said, “We must live
by tictions — not just to find
meaning in life but W make it
bearable.” What is striking In
“The Creation of Dr, B" is that
mast of the lies Richard Poilak
ascribes to him feem sp unnec-
essary. A counselor at the Or-
thogenic School, commenting
on ane of Bettelheim’s inflated
reports of success there, put it
well: [ felt like saying: ‘You
don't have to exaggerate, Dr. B,
it was dramatic engugh' ™ Mr.
Pollak’s boolt 1s a startiing and
thorough account of a life of
lies. 4 less vengeful blographer
might have paused to analyze
the psychic uses of the elabo-
rate {airy tale Bettelheim con-
structed for himself. a
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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.huiji.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 fo be to the designer next Monday, so that | can send you
a clean set of page proofs for your final approval.) | 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 | 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: [ have checked all comrections 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.

Many of us, if we are fortunate, bave at some point in
our lives been part of an unforgettable educarional
experience —a school, a summer program, an owut-
standing teacher —thar has touched owr souls or
perhaps even changed owur lives. We look back on
such moments with gratitrude and awe, and with the
bope that others—our friends, our colleagues, and
especially owr childven—will be exposed to simmilar

experiences that offer inspivation 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 powerfil one eveyr since its
Sfounding by Dy. Moshe Davis and Svivia Ettenberg of
the Teachers Instirurte ar the Jewish Theological
Seminary. The idea for Ramab gained acceptance
in 1946, and the first Ramah camp opened in
Wisconsin in the sumwmer of 1947 Fifty vears
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latey, there are nineteen overnight and dayv camps in

North Amevica, Israel, South Amevic  nd Russia.

Ramak emeyged ont of an ambitious drveam, a care-
Fully considered ideal of educational possibilities. Big
questions werve asked: What kind of Jews, what kind
of people do we want to nuriure? What ideas will
Aunide this new camp? What bappens when compelling
butr competing philosopbies about the meaning and
purpose of Jewish life must coexist within one insti-
tution? How should Ramalb address the varvious
£C ICLIORS, CcONtroversies, and anxieties prevalent
Armurryg Novth American Jews? How can Judaism be
transmitted to childven and to teemagers as vital,

engaging —and necessary?

We live in a time when the Jewish community is
searching for wavs to revitalize existing institulions
and to build new ones, vanging [Fom cormInunity
bigh schools te imformal educational settings for
adults. What can we learn abour the centralitv of
vision to the excellence of an educational institution?
How can the experience of Ramakh illuminate
contemporary cfforts to rransform Jewish life in

North America through education?

Sevmownr Fox, a central figure in Jewish education,
was instrumental in developing Ramalb from phbil-

osophy to practice.




133 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 ro 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 cridcize you for being grandiose cor for “too
much thinking.” And it is true that in the normal course of
events you will invaniably fall short of vour carefully thought-out
vision. Thar is the way of the world: If you start with cognac,
vou’ll be lucky to end up with grape juice. Bur that’s not a bad
result when vou consider the alternavve — if vou starr with

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

Let me pur it another way. Education thar is essentially —
that’s neutral and doesn’t take a srrong stand — has lirde caice
of succeeding. In my experience, ali effective educarion has at its
foundation a distunct and well-considered vision. The proof of
that proposition is all around us. A few years ago, Dr. Marshall 5.
Smith, the curren” "eputy Secretary of Education, wrote a paper
analyzing the ma!  uwtempts to reform American schools during
the 1980s. He found that despite a grear deal of new legislarion
and the expenditure of huge sums of money from both public
and private sources, very little had actually iimproved. Among the
few exceptions were those schools and insurutions with a clear

and substantial vision.

Sara Lawrence Lightfoot, a professor at the Harvard Grarar~
School of Education, made 1 similar poinr in her 1983 book




L

Good Fligh Schoeol. 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 nwo
were “elite.” She found that each of these schools had a distinet
vision, and that the atternpt to realize that vision was precisely
what motvated the headmaster and the staff. In some of the
schools, the concerns of reachers, administrarors, and students
were easy to identify because they were articulated explicitly; in
others, the “reperitive refrains” and “persistent themes” were
expressed in more subtle and indirect ways. Bur 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
Sehool (by Arthur G, Powell, Eleanor Farrar, and David Cohen),
exarnines the other side of the coin — thar is, what hapoens when
you maintain a school without a clear vision. In most American
high schools, almost evervthing is avaiable in small doses, and
everything tends to have the same weight, the same rarking. The
authors contend that in trving ro 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 insttution,” they write, “are profoundly «
suiner-priented. Both wy to hold customers by offening son
thing for everyone. Individual stores or deparuments, and sal
people or teachers, try their best to attract customners by adv
tisements of various sorts, yet in the end the customer has the
fnal 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.”




Daes this mean that viston is a tough sell?

Yes, but it’s gering easier. Five or ten years ago you had to con-
vince people abour the importance of vision, but today the idea
is increasingly accepted — if only because we’ve all seen whar
happens in its absence. There is a professor at Stanford University
who argues tharin the business world, vision is even more impor-
rant than leadership. He claims thar if a company has a clear
vision, and that vision becomes part of the culture and is inter-
nalized, the company can survive periods of weak leadership or
even a1 move toward control by the burcaucracy. 1 believe this is
true of educational institurions as well.

Anyone can claim that a particular idea constitutes a vis-
ion, so let’s take a moment to establish what an educa-

tional vision is — and what it isn’t.

A vision is a vibranr enntv. It’s a portrait of ideal human beings

shaped by educanon — an imaee rich and ¢x

ision is inspired by vour
belief about human possibility, while being influcnced by your
experience of humnan fallibility,

An educadonal vision must be able to answer certain questions:
What kind of people will graduate from this school, camp, or
other educarional 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 whatr qualities, inmnsic to your vision, will enable
them to keep growing and learning?

Vision, then, is inherentdy 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 educa-
tional setring, or ¢ven 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, commuunity leaders, and students, who will apply or rrans-

late thar vision into concrete programs.

A great vision will inspire educators to creativity and even to the
mventon of new kinds of instturions. Goals certainly matrer, but
by themselves thev’re not sufficient. And thev are often so
pedantic as ro leave no room for vision. A vision that is intelli-
gent and worthwhile is guided by greatr ideas thar will survive
pericds when those ideas are our of favor. In philosophv, for
example, trends come and go, but vou sull find Platonists in
everv generacion.

I would add that it’s often easier to nspire peopic if you’re pre-
senting them with a vision thar is essendally extremist or fanade,
thar depicts the world in srark, well-defined, black-and-white
polarities. The challenge is to inspire them with a vision that
mcludes a commirment to concepts such as religious tolerance,

pluralism, and democracy.

[/isiom in General Education

ol

Let’s look at some specific visions in American education,

John Dewey has been on my mind of late 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 wridng
during the 1920s and 1930s, there’s a renewed interest in him and
his ideas today, just as [ 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.




Dewey had avision of the world as ev  anging, as people con-
dnually tried to modify themselves s dieir environment. He
believed the best wav to approach such a world was through
ratdonal efforts at perceiving problems and inventing solutons.
Dewey had an unlimired oprimism abour what could be achieved
by the combined powers of science and the intellecr, and his

vision led to a revolution in American educaton.

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 rthat “for a generation no issue was clasified undl

Dewey had spoken.”

Dewev’s followers rock many of the ideas he wrote abour and
applied them to pracrice, The same is true of the followers of
the spiritual philosopher Rudolf Steliier, who established hun-
dreds of Waldorf schools across the country. To this day, his fol-
lowers discuss every issue, down to what color to painr the walls
in order to achieve a particular result that is part or Steiner’s
vision. Whenever vou have a vision that excites and inspires
people, they contnually ask themselves whar it would take tw
translate it into practice.

Another examnple of a successful vision is the one developed ar
the University of Chicago. Robert Maynard Hutchins led the
school during the 1930s and 1940s, but his infuence endures
to this day. His vision had to do with the centrality of great
ideas, which in turn generated the Grear Books movement.
Over the years, Chicago has probably produced more Nobel
Prize winners and university presidents than any other institu-
ton of higher learning. It was a uniquely dynamic place that
was guided by a vision, and it has remained a great center of

intellectual exciteruent.




v {viom 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 direcred, either

explicitly or implicidy, at the larger Jewish world, Maimonides

wanted to prepare young people for a sociery that would reflect

his concept of Judaism, in which the intellect played a central

role. Centures later, in a very different era, the modern Zionists
reate A new, vibrant sociery in the Jewish home-
educate a new tvpe of individual.

imporrant family dynastes in Jewish education
enth and early owendeth centuries was thar of
of Lithuania, whose descendants irclude the
s followers of the Brisker Rav established a net-
it and intluendal yeshivor. In some cases, they
: to teach and study 1o thom b esbRi fely
such as the sectons ¢ ila-
o, _ © the Temple in Jerusawm. sos. ou.cL yesiliv-
ot in those days concentrated on secdons of the Tamud that
were more immediately relevant — texts thar dealr wich topics
such as civil damages, marriage and divorce, the rimals of prayer
— cases of Jewish law thar you could actually wse

BUI el n Palnlraw Do Eallmaer tmcicred rhoare ™y i

L ths
saw it, the classical texts consttuted a coherent .
omirred certain sections, they felt 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 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 sitzvor ben
adam Pcharero [the commandments perrainu

relations]. The Musansts intreduced a seriou,

moral and spiritual issues into the yeshiva wor

most veshivor, Musar  hic  had been «

unworthy of significant attention. But in the ki

tury, the followers of Rabbi Israel Salanter

insttutions that emphasized Musar. They

exclusive emphasis on pilpul [the concentratiCu. v vuvws, svgas,
conceprual differences| in most yeshivot could lead to a distor-
tion of JTudaism and the inability of the students to develop suf-
ficient social and ethical sensitivities. The Musarists were reactng
to a world they viewed as both excessively intellectual and insuf-

ficiently concerned with morality and personai responsibiliry.

Their opponents countered that the Musansts were demeaning
the power of the text, which in iwself contained the power to
affecr people’s behavior. Bur over ume the Musarists prevailed,

and their inBuence penerrated most of the Lithuanian veshivort.

1 iston 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 1940s,
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 educaton had to
confront in the years following World War 1l — problems that
we still face today. First, mosr Jewish children were not being
exposed to meaningful Jewish experiences dunng their early, for-
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mative 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 sup-
ported the values of Judaism. In an era when children of imni-
grants were busily trying to become Amencans, 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 whart the familv and the communiry were

no longer willing or able to do.

We wanted to create an educadonal serting where voang people
would be able to discover their Judaism and learn how 1o 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

Amencan socieryv.

Why a camp? Because even the best school operates only part of
the day. We wanred to create a real and total sociery thar would
respond to the whole person, twenty-four hours a dav, even
though we could maintain that seciery for no more than eight
weeks ar a tme. Within thar framework, which would include
daily classes for every camper, our ams conld be educarional 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 hic cue during a performance? Because Ramah was a round-
the  ock society, our basic source, often explicitly, was a vibrant,
iv...,, halakhah.

Take the inevitable conflict between competence and compas-
sion. It’s good to improve your basebail 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 berween 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

I('\‘!}'PI" T']'\P ﬂ(\EE;I‘\:I;H? Fﬁ" l'lllr'l' \\l;fhﬂl1f CP?‘;(\‘\CI!( .‘r\mnrnm;c;n(r T']'\P

schools. Ultumately they chose camping, because the issues that
they t " needed ro be addressed could not be addressed by
a sche ot even a day school. Among other limirations, a
$cho0: wou « wie best place o nureure 2 child’s Jewish emortional
development. Ultimately, the challenge of Ramah was to educate
the encre child — including his or her mind. We wanted 1o pay
equal attention to emotional and spiritual issues, and to the artic-

ulation and living our of Jewish values.

1}"3 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 Ramah’s early vears.
He was president of the Seminary during the 1940s, when
Ramah was established, and chancellor during the 1950s and
1960s, when the camps flourshed. He believed the Talmud
embodied a great ethical message, a2 message that spoke not only
to Jews but 1o the larger sociery as well. In 1957 ~ ¢ was featured
in 2 cover story in Time Magazine as the le..r of a Jewish
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renaissance in America. In 195  r. Finkelstein even wrote an
article on business ethics for F., ..#ne¢ Magazine as a result of a
meeting with Henry Luce, the magazine’s founder, who had
called him in 1o discuss the negative image of Jews and Judaism

in the business world.

Above all, Dr. Finkelstein relished the oppormunity to apply
Talmudic principles to the issues raised by living in a modern
Amercan society. During the McCarthy hearings, he actually
wanted to be summoned to testfy. He wanted to rtell the
Committee: “I will not answer vou, because vou have no righr to
question me this way. America is based on the ideal of human
digniry. In our tradition, we also have a conception of human
digniry. Parts of it are delineated in the volume Sanbedrin of the
Talm ' . a concept known as drishak v'chakiruh, which deals
with L.... vou may queston & wirness. And vou cannot inrerro-

gare an individual in this manner.”

This was an essential Finkelsteinian response: Americans are sen-
siive 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 Amercan marketplace of ideas
from withi= ki are eeadician armacislhe venrh samaed ra arhice
and sociz
on top o:
we there:
to under

In postwar America, Dr. Finkelstem was viewed as 2 sage wio
spoke out of a long and venerable radition. He delivered the
invocation at DPresident Eisenhower’s inauguraton, and
Eisenhower used to consult with him surprsingly 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 varety of world views and tradi-
tions would address a single theme, such as peace or equaliry.
Louis Finkelstein’s most significant influence on Ramah was his
passiom +n create educated Jews who svere active and responsible
CITZt lext, I would cite Professor Saul Licberman and his
emplisws vn 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 casses?” 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 onlv much later rthat summer
camps were established for the study of science or compurers.

In effect, we were running a school within the camp. complete
with its own educadonal direct The daily classes were mostly
text-based, and it was quite possunc to spend a large part of the
summer on just a few verses, Teaching was considered a full-ume
job, and the teachers were not given other dutles,
although muldple rasks would have made more sense economi-
cally, They therefore had ample ume to prepare tor class and were
availab’ > any camper who might seek them our.

At Ramah we believed in exposing ideas to critique and nquiry
rather than presenting them dogmarically. We never scught intel-
lectual obedience. A common question the Talmud asks is:
Minah hani mili? How do you know? The risk, ot course, is thar
students will pose this same question about the central assump-
tions of religious belief. How do you &now there’s 2 God? How
do you know God ~ Mnges wrote the Torah? One must allow

these questions, an uestions, while recognizing that a tra-




dirion that encourages difficult questions will every now and
then produce a Spinoza, an Einstein, or a Freud, who will oper-

ate ourside of the system.

The main purpose of text study at Ramiah was to uncover the basic
ideas of Judaism, which isn’t always a simple proposition. In those
days, the Semninary didn't allow the Five Bocks of Moses to be
raughr in the Rabbinical School because it would have to be stud-
ied cdrcally and scientfically. Biblical crtcism was so rdfe with
conrtroversy, especially the issue of the authorship of the = oks
of Moses, thar the Seminarv responded by avolding t.. siawy of
these texts endrely, The Prophets? Fine. But not the Torah.

Meanwhile vere experimenung with the curni-
culum on wuuvers war wao prepared by the Melron Center for
Research in Jewish Educanon. { The Melton Cenrer was founded
in 1959 at the Seminary; among its actvities was a4 program to
develop a new curriculum for the teaching of Bible in Jewish
supplementary schools.) To a considerable exrent. Ranuh
served as a testing ground for Melron marenal, This material,
which included Professor Nahum Sarma’s important book
Understanding Genests, argued that wherher or not the Biblical
text was divine in origin, it contained profound erhical and reli-
gious messages.

In the early 1960 e volume on Genesis was in gallevs, but we
still didn’t have ouucial approval to use it. I went to sec Professor
Lieberman — not because T had to, but because ir would have
been irresponsible not to check with the Seminary synagogue’s
rabbi, whoe was officially responsible for the interpretation of
Jewish law at the Seminary. T 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 contexr, myths and legends).

“This 1s what we're up aganst,” 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 mighr find todav in some quar-
rers of “~-dern Orthodoxy.” Ramah, however, was willing to
rake ris a order to achieve irs educatonal goals, and the

Seminary faculty was generally sympathetic to those reeds.

Another important influence was Professor Mordecai Kaplan's
view of Judaism as a civilizadon. He Jdehned God s "power that
makes for salvaton.” He wanted to reconstruct rraditional Jewish
theological ideas so as o transform them from an otherworldly
conceprion 1o a personal and social this-worldly conception of
salvaon. He was seen as a heretic by some of hit Serminary
colleagues, who regarded his views as a demythologizaton of
God. Some of Kaplan’s colleagues believed thart he was essennally
a sociclogist who had wandered off inro theology. As the story
goes, Kaplan replied that if the Seminacy grearts, especially Lows
Ginsberg and Saul Licberman, had deale with theological
questions, he would have left them alone; but their fallure to
address these issues forced him to arrempr to &ll the vacuum.

Kaplan joined the centuries-old conversation between Judaism
and the grear philosophers. He wanted Judaism to be in constant
relationship with the wordd around it, and he brought the ele-
ments of music, art, and drama into central focus as legirimate

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 rruals and symbols embcedied a
deep and profound message abour the way human beings should
live. He viewed Shabbat as a grear gift to the world, a sancrifica-
ton of time in a soclety where that sanctity was connnually being
violared. 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 individua. to make
contact with his innermost self. The whole question of what £fil-
Iah [prayer] meant at Ramah was deeply influenced ty Heschel
and his students, including the concept of karannah [devorion-
al intention] and the idea of #fiilab as an cpportunity for con-
templation and self-improvement. Butr Heschel was also deeply
concerned about the role of religion in the larger world. He
marched in Selma with Mardn Luther King as an expression
of his own religious tradition. He believed that the most pro-
found ideas in Judaism speak directly to contemporary social and

political concerns.

Finally -~ was Professor Hille! Bavli, a poet and professor of
Hebrev  erature. Dr. Bavl functioned as a kind of watchdog
who made sure we really were using enough Hebrew ar Ramah
— no easy task. All of us believed that if you wanted to under-
stand and be part of Jewish history, you had no choice but to
master Hebrew; that was how you joined the ongoing conversa-
tion with Rashi, Maimomnides, and all the other great commenta-
tors and philosophers. Hebrew was also a vital link to the State
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of Israel, although it must be acknowledged that Finkelsten
Zionist at first, and neither was 1.

Afrer years of success, it may be difficult to appreciate what an
outrageous idea it was at the dme to try 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 competng with other forces
in the struggle to define authendc Judaism in the tventieth cen-
mury, to have Hebrew as the official language of Ramah was an
addidonal 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 acquire the same ideas in translation,
why go through all the trouble of studving a whole new language?

At Ramal we believed that Jewish education, effectively carried
out, would resuit in young people who were deeply rooted in their
rradition through their arrachment to Jewish texts, which they
could now grapple with because they had already mastered the
necessary skills. Once vou introduce students into the mzthod, any-
one can join the ongoing conversagon. In our wadiden, there is
no way around it: The merthod must involve Hebrew.

Bur it’s also possible to go too tar, to stress Hebrew so much thar
you distort in the other direction. In some Jewish commurudes,
such as Mexico and Argentina, there are schools where Hebrew
has become the main goal of Jewish educadon, and content Is
secondary. While Hebrew is essenual, it is nor sufficient. You
need several other components — miéizpof, prayer, and a com-
munal consciousness on several levels: one’s immediate commu-
nity, the extended Jewish community, one’s natonal society, and
the world ar large. At Ramah we tried to bring all of these com-

ponents together.







The Seminar was always asking: Whar is the relevance of this par-
ticular Jewish idea, and when and how should it be raught? 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 applicadon in real life situations. In facr, it was taboo to

treat theory and practice as separate domains.

_Lims in Creative Ter

Two of the Seminary professors you mentioned, Hesch!
and Kaplan, had such different outlooks that they
generally seen as representing two opposites poles of c¢
temporary Jewish theology. Did these differences le:
to problems in a camp that was searching for a clour

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
pur into action, and where an eclecric approach could provide a
rich source of energy. The fact that both ends of the theological
spectrum were represented ar Ramah added intellecrual rension

and excitement.

The Seminary professors who served as mentors represented dif-
fering and sometmes conflicting ideas. Bur their various
approaches had already managed to coexist within the framework
of the Seminary. Ramah tied, and was often able, to take their
different conceptions a step further by building a society that was
guided by a similar multiplicity of wvisions. Fortunately, the
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people embodying these various visions were wilhng to affirm
that all of us had far more in common than not.

But even when there is agreement on the fundamenral principles
of Judaism, 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 secdon of the Talmud] — Torah, avedal,
and g'millur 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 mtellects, which was preciselv what concerned the
Musarists. Focus only on praver, and you risk becoming exces-
sively inner-directed, which can lead to reclusiveness, removal
from the world, and a passivity thar is inconsistent with main-
stream Judaism. Finally, sérzpak on its own can lead ro a sim-
plistic and mechanical pattern of observance. Piery is 9 beaunful
thing if you’re living in an uncomplicated world, but that’s not
our reality. The ¢ answer is to try to integrate these three
forces so they all form part of the same picture.

];J'B Educational Ideas hind Ramah

We’ve looked at the major Jewish influences on Ramabh,
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
invidng some of the leading scholars in the humanities, social sci-

20




ences, and educadon to join us. We were determined to have the
worlds of general and Jewish education “interpenerrate.” The
addidonal scholars who formed the Melton Adviscry Board
included some of the most thoughtfill, creative minds in the field,
such 1s Goodwin Warson, the social psychologist; Fritz Redl, the
psvchoanalyst; Ralph Tyler, ~=an of Social Sciences at the
University of Chicago, and a _ . serful force in American educa-
rion; 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 mv doctoral thesis abour Freud and educarion
under the guidance of both men at the University of Chicago.

The members of our Advisory Board were not paid for paruci-
pating. They were arrracted to Ramah by the scope of the pro-
ject and were excited by the idea of being parr 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 to lead serninars for the stff

Rece—-" -~—-~body asked me what mouvate:
prof little or no interest in Judaism
o ackgr 1w, ro contribure so

cnergy to Ramah. The answer, [ think, has

wish for immortality, which occurs when peo

and put their ideas into practice. Schwab not ¢

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




the conference table would actually marenalize. 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 discussmg it with them and paying close artenrion to their
comments. We were giving these scholars an unusual opportuniry
— the possibility of making a real impact on a society.

Schwab, in partcular, viewed Ramah as an ideal place to create
disciples. Cerrainly he was the most important force in shaping

my own ideas abour educarion.

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 Mississibpi, where
the entre Jewish communitv consisted of half a dozen families.
Although he grew up knowing lirtle abour Judaism, he became
intrigued by certain Jewish concepts, such as mirzraly. He devor-
ed a grear deal of his time to Ramah; berween 1952 and 1966 1
spent at least tvo davs @ month with him. He helped us think
through issues such as the connection berween the cognitive
{intellecrual) and the affective (emotonal) aspects of educacion.
There was a natural fir benween his ideas and our vision.

I should explain thar Ramah was built on the beliet tha: you have
to make contact with voung people on all levels — the intellec-
tual, the emortional, the spiritual, and the aesthetic. Some people
are touched by music, while ¢ T
respond especially to prayer, or t

to the mntellectual challenge in

Ideally, of course, youngsters w .
of the many components within Judaism. Qur tradition offers a

great deal, and the mind is not the only means of access to it.
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tend to see only black and whire? Freud wrote in Civilization
and its Discontents that the way most educarors prepare young
people for the world is the intellectual and moral equivalent of
sending explorers on a polar expedition cutfitted in summer
clothing. How do you tell young people the truth about the
world withour doing damage to their innate idealism and hope?

Schwab was also involved in our work in leadership educaton. If
you look at how leadership training has evolved In recent years,
you will see ewo main schools of thought. The British school says:
Study the greats. Plaro, Aristorle, and John Locke will provide
you with all the principles vou will need. Alfred North Whitehead
claimed that everything he had ever required to live the good life
he found in the Bibie and the literature of ancient Grzece,

The American model. as vou may expect, s more directly prag-
maric. The Harvard Business School says: If we can provide
enough case studies that illustrare the principles and include the
situarions you are likely to encounter during your career, you will

succeed in the real world.

Schwab helped us develop a third conception, which was essen-
tially 2 blend of the other two and which fir in perfecty with the
goals of Ramah: Teach young people the principles that have
guided your traditon, and give the students exercises in analyz-
ing practice in view of these principies. They must ther ask them-
selves: If I acquire, accepr, and understand these princpies, whar

will my practice be like?

1t was the contribution of Bruno Bettelheim?
___;, 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
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their Jewish background, thar wasn’t che case with Betrelheim,
who regarded Judaism and all religions as anachronistic. And
yet he clearly appreciated what we were trving to do educa-

tionally.

As a graduate student at the University of Chicago I had worked
at Bettelheim’s Orthogenic School for emotionally disturbed
children. Once, with cthe chutzpah of youth, I said to him that
the school didn’t always measure up to his descriptons of it in
his book, Love is Not Enough.

“You’re right,” he replied. “The book outlines what the school
was supposed 10 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
creadon of a *home haven,” a comfortable and safe setting for
the children. To make this happen, Berttelheim used every
resource at his disposal — from architccrure to food. We believed
that a camper’s cabin at Ramah should function in a similar way,
as a supportive environment against the mevitable pressures and
nrohleme creared by an intense milieu. Berrelheim helped us

1o bring this abonr

Bettelheim wher

menu for che first few days of the summer.

e that all our camps were serving famiiiar

ers — foods that would faciitate che

ansition from a youngster’s home to this

uso made sure that we were prepared to
. ) ional 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




night. We were a bit extreme when it came to foed, 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 educarional figure than the teachers or other profes-
sionals. Ar Ramah we paid close artendon to the characrer 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 thev 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, quire often, the pro-

fessor-it  :sidence.

Betretheim stressed the distincrion berween education and ther-
apy — that while education could be enormously therapeunc,
we shouldn’t confuse the two. He also taught us thar there
ought to be a place in camp where campers could be wild and
noisy, and another place where a voungster could find peace and
quier. And it was Bettelheim who introduced me to the cistn-
guished Harvard psvchounalyst Erik Erikson. In his biographies
of Martin Luther and Gandhi, Erikson portraved charismaric
individuals as unreconstructed adolescents who continued to
believe thar the world coud be changed and thar history was
reversible. This was an idea educarors needed to hear, and before
long, Erikson’s books were being read and discussed at Ramah.

Finally, Bettelheim helped us understand that we had a wemen-
dous built-in advantage that we hadn’t fully been aware of:
Because Ramah was in opposidon to "~~~ American suburban
values, the camp was inherently coun eural in a way that
was attractive and yet constructive t¢ auulescents in rebellion

againsr their elders.
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A Pl phical Commitment

v zllence

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-
ton, and nobody questoned 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 ger in, and there were waiting lists, We believed that
if vou invested in the right people, they could change the
world. We believed that with ralent and hard weork, anvone could
make it to the rop. Bur we also believed there 45a top.

_F vom Theory 1 Practice

]
~1

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 Jeap from the theoretical to the practical is a big
one. How do vou fill the enormous gap berween a text, the
internalization of its message, and its incorporation into behav-
ior? How do you move from mastering an idea ro living 1t? 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 firsr level is philosophy, and it asks theoreucal questons. What
is your conception of Judaism, of an ideal Jewish society, and of
the individual? What is your concepton 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 educarion.
How dees your philosophy guide your conceprion of education?
In our case, how do your ideas about Judaism shape the vision of
what education should or can be?

The third level denls with the theory of practice; and takes the
process cne step further. How does vour philosophy of educa-
don shape and alter your educational goals? How does it shape
your conception of curriculum, or of reacher education, or of

informal educaton?

The fourth level brings the discussion & ractunl pracrice: ped-
agogy, in-service education, and classroom management.

The fifth level consists of monitoring and evaluation, which serves

as a correctve for each and all of the levels.

But these levels are not linear, and yvou need not move from Level
One to Level Five. Some of the most effecuve work in education
begins with Level Five — with a careful, critical look at your
ongoing program, which often demonstrates that vou 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 mrn {ead you to reconsider your basic assumpnons about
Tudaism 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 Four. 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 loo ~ specific area, such as #fillah
[prayer], in light of the.. .ive levels?

If you are considering how to deal with ¢3iab in an educaton-

al serring, 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 mercitul, we do so in order to ardeulare and emulare
that partcular quality. If we restricted our discussion to this sort
of issue, we would have a philosophical trearment of prayer.

Level Two might ask: Whar is the vole of praver in vour phiioso-
phy of educaton! What specific ideas about it do vou wanr to
convey to children? How do vou muake contact with the inner
spintuality of a child?

With Level Three we move into ideas thar will guide education-
al practice. Can these ideas be raught to younger children? You
might decide that vou really can’t accomplish much in this area
untl vou make people sensitive to words, because the whole
assumpdon of praver is that reading or chantng certain words
will ser off something inside vou. Or vou might ask whether
mediration fits into your understanding of Jewish proyer. And if

it does, how will vou reach ir?

Actually, that last question brngs us to Level Four, which deals
with pedagogy. How, in the dassroom, will teachers help stu-
dencs develop a sensitivity to words or to nusack [the tradidonal
chant of the prayer service]? How will teachers be trained to

carry out these assignmencs?
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Level Five asks: As you monitor this actvity, how will vou make
the necessary changes as a result of what you observe or learn?

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?

In order to reject something you first need to experience it, and
at Ramah you could experience religious services under opumal
conditions. As Schwab used to say about music, the sonata form
isn’r something you immediately respond to. It takes hard work
and experience before vou appreciate it. Similarly, for t’fillab to
succeed you have to work at it and experience it. Eventually it
becomes meaningful — or it doesn’t. Rejection is always an

option, as long as it’s thoughtful and considered.

We believed thar most voung people who experienced Judaism at
Ramah would become deeply involved in it. Of course, al educa-
tion works on that premise. If vou are introduced to a
profound idea by a fine teacher in the rght environment, there’s
a good chance you’ll accepr i, This is a fath assumpuoon of

education.

But while Shacharit [morming]| services were compulsory at
Ramabh, afternoon services were not. This was an importanr dif-
ference between Ramah and the Seminary. Halgkiically, dic
Minchah service is also compulsory, but there were Limits as to
how much the uninitnared 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 thar if we insisted on Minchab at camp, we were
likely to lose much of the impact of Shackhariz.
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In the end, the Seminary faculry voted for an opdonal Minchab
at Ramah, basing their decision on educaronal considerarions
rather than kalakkbic principles. It was a difficult debate, and ulb-
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 mainrained as a
religious preserve, We didn’t legislate against the use of a radio
in the privacy of a cabin, for we made a distnction berween the
public space and private space. We enabled campers and staff
alike to experience as close to a total Shabbar as possible within
the public areas of the camp. As with the issue of Minchab, our
policy allowing the private use of electricity rather than its pub-
lic use was not a balakhic decision but an educational one.

On the other hand, many other practrices and acoviges at Ramah
were non-negotable. These included Hebrew, daily dasses, morn-
ing services, kashrut, the redration of #irkar ha-mazon [grace atter
meals] — and, in a very different sphere, instrucdonal 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 relatonship between mind and body? Why do you
need a healthy body? How is the conceprion 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
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in your conception of educanon? You might, as John Dewey
did, discuss the importance of rules, fairness, cooperaton and

competirion.

In Level Three you would think abour whart role sports might
play in your program. Are you prepared to let a camper complete
the summer with no significant athleric experiences! What about
those campers who simply don’t like sports? Or swiinming?

In Level Four you might think abour how vou will teach respect
for rules and fairness. How will vou teach youngsters to be good
losers — or good winners, for that matter? Whart are vour meth-

ods of teaching these values?

And in Level Five you would take a crigcal look at your program
and measure your accomplishments. Have vour students intemal-
ized the values of fairness and good sportsmanship? YWhar changes

or improvements fieed to be introduced in vour 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 thoughrttully, and you
constantly reinforce the message that they really matter, vou can
make those principles come alive. We once had a thirtee  sar-
old camper who used to wet his bed. We used to have late ..ght
staff meetings, but no marter what we were discussing, or how
important it was, at 11:45 PM cach 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 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

(g)
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dnving force here was the principle of ba-malbin et p’nei chaveiro
Frabim — that you must avoid 2 situarion where a person might

be embarrassed in front of ochers.

That brings to mind another case involving this same principle.
We had a problem one summer with adolescent girls who, after
lights our, 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 invariabiy ended with girls in tears, and with some of the

girls being scapegoarted.

I was the camp director that surmmer, and when this developed
into a serious, continuing problem, I was tempted to oudaw
these sessions. But I knew that the campers coulc 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 to the girls.

“We don’t understand,” they told me. “Were just trying to help

each other.”

“That sounds fine,” I said, “but may I sit n#” I staried lstening,
and 1 soon found myself interrupting. “You know,” I told them,
“I appreciate what you're doing. I accept your aims, but [ have
a problem with your method. One of the things we don’t do in
a Tewish communicy like Ramah is publicly embarrass our fellow
human beings. What if we studied a text together that deals with
how people should behave toward one another, and then each

gitl can do her own self-evaluadon privately?”

At this point, because an alternative was available, the more sen-
sitve 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 auy — an intimate
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friend, someone you could confide in, who would be supportive
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 sorr of thing was part of
the director’s job definition.

L‘Pﬁﬁiﬂé : 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 dif-
terent functions. This was part of the audaciousness of the place:
We were rying to do it ail.

The best specialist was somebody who pressured you and
strerched you, and sometimes that led to problems for the
camper. Whether in sports, music, drama, or any cther area,
competition and striving for excellence can cause problems.
Classes were demanding, too, because the reacher would force
you to grapple wirh the text and stretch vour mind, If there wer
problems, it was up to the counselor to pick up the pieces.

We also c~~>ted an idea from the kibbutz movement, which saw

itself as .. .&ab mechnr ¢t [an educatng community], of hav-

ing the teaching staff avauable throughour the day. The kibbut:

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
anvone, 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 encourage intellecrual somulation. He or she was
there to listen, to teach, to prod, to critcize, and to help the
camp community respond to halakkic problems that would
invariably arise durng the course of the summer.

C ommunal Leaders as Partners

Let’s step back from the camp community to consider a
constituency that is crirical to the success of any educa-
tional institution. I’m referring to the communal leaders,

T . | v JEN U . [PUN. SRR

Diaspora, and that American Jews should be investing significant-
ly in Jewish education. Fortunately, this view has become fashion-
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now that we didn’t hay
a  communal leaders all over North America who care about
Jewish educadon and see it as important. Jewish stucies courses
in colleges and universities are one of the big success stones of
American Jewish life. Families roday can draw on a wide variety
of programs. There are hundreds of day schools in North
Amenca and any number of excellent orgunized trips to Israel.
There are young Jews In general education who are inrerested in
making a conmibuuon to Jewish educavon. There are Jewish
leaders and philanthropists publicly proclaiming that Jewish edu-

cation is a top priority. For ull these reasons, I'm oprimisuc.

This may be the right moment to ask for your thoughts on
what, for many would-be institutior suilders, is a difficult
and intimidating process, although u’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 surange, but I firmly believe thar money is not the
biggest problem. Although funds have not always been casily 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. |
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have never asked anyone to support an instituuon 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, vou should-

't be trying to raise money for it. You have to start with vision
and commirment, 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 bemgs we’re continually judging
each other and asking: “Is this person genuine? Is he sincere?”

Another thing: [ always start with the assumprion that the per-
son I’m meeting with is at least as intelligent as I am. There’s no
inherent reason for him to support my project, because he has
many other valid claims to consider. Therefore, it s my job to
convince him — or, better sdil, to educare him. Only if you rake
the time to educate pecple about a project will they be able to
make intelligent decisions abour it. If you treat potential donors
as people who can joinn with you and help vou in creating this

new enterprise, you may get somewhere.

Although the situation is far betrer chan it used ro be, the rela-
tionship between fewish educators and communal lezders is siil
too adversarial. The professionals sl ask: *“How can this person
make an informed judgment if he can’t even read Hebrew?” And
the communal leaders stil chink: “This guy is a shlepper. If he
were really successtul, he’d be in my business.” This is unfortu-

nate, but it’s true.
What are the biggest mistakes you see in fund-raising?

I see three common mistakes, and they’re connected, The first
mistake 1s to treat the donor as if he or she were naive. The second
mistake is arrogance. And the third one is nor disclosing the full
rruth abour the underraking, including its problems and failures.
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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.
' * answered the boy.

ke bk ywith what?” Sam asked.

s ' LI I} -

Ana rne poy I
At that momer

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 instrumenis weren't sterilized?
As long as teachers are often untrained or unmotivated, and cer-
tainly 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 vears of research. On the contrary:
You invest addidenal meney unul vou do. We have just begun
doing that in Jewish educadon. It’s too early to ask whether the
investment is too grear, or whether it will take too long.

pisz'an vs. Budget

Still, there must be times when a well-developed educa-
Honal vision and a prudent business plan are at odds with

each other.

At Ramah that happened often. We couldn’t always justfy the
educadonal 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 prowising high
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school graduates who agreed to serve as counselors for nwo 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 thar you're
helping their child become a mensch, you can ask for a great deal.

When Ramah first started, we had to make a critcal decision:
Who would head the camps? Should it be an educator with
vision who could then hire 1 ralented business munager, or did
a talented manager who would hire a creanve direcror?
inary, in parmership with an outstanding board of com-
raders, decided that Ramah should be led by educators,
> with a vision. Each of the camps had a capable busi-
ager, of course, and that job was vitally important, but

wic vaurp was always led by educarors.

pphere 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 with grape juice. Looking back on it,
what are some of the areas where Ramah missed the boat?

[ can identify five significant fatlures.

To begin with, we failed to conduct any svstematic evaluation of
our work. Ralph Tyler once told me that nor doing this was the
educational equivalent of not carrying out diagnostic tests until
the patient was leaving the hospiral. In other words, we often
had no feedback on what we were deing undi it was too late to
do anything abour it. If our results were really as promising as
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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 ar Ramah! We were
so busy bullding something new that we didn’t ever stop to

evaluate ir.

Conduchng a serious evaluation of an ongoing project is tme-
consuming and expensive, and it may sound like a luxury. Even
today, when educatonal ingtitutions embark on a self-evaluation,
it’s more likely to be used as a fundraising technique rather than
a way of improving the enterprise. Bur it’s somerhing we should

have done.

Ramah’s second failure was thar, despite all our efforts, we never
really became a1 Hebrew-speaking camp. Hebrew was 1 clearly
articulared goal thar was central to the philosophy of Ramah, and
while Hebrew was the official language ar camp, we simply didn’z
do well enough in this area. It’s true that most of our counselors
didn’t know enough Hebrew, bur 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. Bur we did
neither. We had no graduated curriculum for the teaching of
Hebrew at Ramah. We had no language labs. We didn"teven look
to Camp Massad for guidance in this area. We assumed they were

successful ar it only because Hebrew was their chief concern,

I must accept some of the blame for this failure. My atutude was:
If there’s a conflict berween understanding ideas and learning the
language, let’s go for undemstanding. In the Melton Faculry
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, & 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 peacemnaker berween warring factions.

On a related issue, [ made a similar mistake with regard ro Israel,
which didn’t always receive its rightful place on our agenda. On
the other hand,
now live in Isras
thing nght in tt
ForyearsI did r
the Israelis I ha
cators for Rama

:es. But eveniualy 1 joned [ose WNo deciaed to onng
over an Isracli delegation every summer to serve as tecchers and
speciatists. They turned our to make a real contribution.

Qur third failure was in not establishing a year-round program.
One reason we hired full-ume camp directors was our expecra-
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 vear, cr 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 ment being called a failure.

Qur fourth failure was that we didn’t establish a curriculum  for
the camp program as a whole. It’s amazing, bur 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 innovatve 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




afraid of formalizing what we had because it might have inhibit-
ed creativity. But this was a mistake.

The fifth failure that comes ro mind was that we didn’t achieve
an effecrive transition berween 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 ofren discussed how to help campers,
newly excited about Jewish practice, who return to a non-kosher
or otherwise non-observant household. Because we respecred
the campers’ family relatonships, we did not encourage them to
tell their parents what they should or showdn’t ear. or do, in

their own homes.

But more ofren than we anticipated, the reentuy protlems arose
not with the campers” families but with their svnagogues. After a
summer at Ramah, campers found it hard to return o a service
that suddenly seemed stilted and complacent, and to a rabbi who
seemed formal when conrtrasted with the informality and warmth
of camp. We even had voungsters who refused to arend syna-
gogue services after camp because the service no longer felt
authenrtically Jewish to chem.

i ha " some sense we were creating mis-

rrogant enog. to think our campers could turn

ve movement around. And they did, rc some

extent, although it took vears.

Jzexpected Successes

In addition to the successes we worked hard for, we had a few
others that we hadn’t really antcipated. Many Ramah campers
went on to become rabbis, professors of Judaica ar American and
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Israeli universities, or prominent community leaders. Today,
Ramah graduates are extremely well represented in professional
Jewish life and in institurions of Jewish 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 professior

= camp director. These people were given tenure, just like uni-
ersity faculty. Being a Ramah director was a difficult job that
involved dealing with a variery of groups, such as staff, campers,
parents, rabbis, educarors, and communal leaders, not to men-
rion such complex issues as religious ideology and finance. Most
of our direcrors had been tra

a dear and obvious career lin

tmes in formal education c¢

they were really going out on a limb in rerms of their future
careers — some of them for years, and others for their endre pro-

fessional lives.

Despite our failures, Ramah worked. [’ve been in rhe Jewish edu-
cadon business a long tume, and nowhere else have I seen a clos-
er correlation berween what we set out to do and what we actu-
ally accomplished. The uldmate proof, of course, are the
campers. They may have hated Hebrew school, but they really
learned, loved, and lived Judaism ar Ramal.

They also loved and appreciated the pesple at Rumah. I have no
idea how many deep and lasting friendships began it Ramah,
but there have been a ereat many. And many marriages, too. :
over North Americ  and Israel, you can find young people
whose parents — awu increasingly, grandparents — mer each
other at Ramah.
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1 sessons 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 mortivate 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 theoreucal discussions with the most
concrete and mundane nitty-gritty details.

Ramah was also abourt investing in ralent, and the vital impor-
tance of communal supporters. In our case, the communal lead-
ers protected us from arrempts to dilute the educatonal compo-
nent. They believed in the project because they uncerstood ir,
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 artempt 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 abour
insdturions that didn’t exist, and that s#l don't exist. At some
point we will probably see the creation of institudons that com-
bine the day school with the community center, breaking down
the conventional walls berween formal and informal =ducation.
Just as the students of John Dewey hoped to produce an actve
participant in a democratic sociery, 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 tradirion is




all abour, and our job is to take that tradidon and present it in
contemporary terms that speak ro them. From tme 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, to build places
where potential Heschels and Kaplans will be nurrured, develop,

and flourish.
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An Understanding of the Adolescent
Our thinking was very much influenced by the writdngs of two psychoana-
lysts, Eric H. Erikson and Bruno Berrelheim.

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

“Youth: Fidelity and Diversity,” Daednius {(Winter 1962).
Totsng Man Luther (New York: W.W. Norton & Company, 1958).

Gandhi’s Truth: On Origins of Militance and Vielence (London: Faber
and Faber, 1970).

Bruno Berelheim’s volume on the Crrhogenic School, Love is Nor
Enough (N.Y.: The Free Pres *"7"" vas carefully studied and applied
to the camp setting.

THE MELTON CENTER FO RCH
IN JEWISH EDUCATION

The Melton Center was established in 1960 at ° : Jewish Theological
Seminary of America, New York, by Samuel M. Mt 1 of Columbus, Ohio,
and plays a key role in the development of the theory and practice of Jewish
educati  The Melton program for the teaching of Bible was piloted at the
Ramah  mps. The Melton Faculty Seminar developed the papers that
guided ....ch of the educational thinking at Ramah.

Durng the years of my direct involvement with the Melton Center, Louis
Newman served as its director. Joseph Schwab was the leading educarional
consultant to the Center. The reader may find some of the publicativns ot
the Melton Center of interest, particulacly:

Nahum Sarna, Understanding Genesis {New York: The Jewizh Theolo-
gical Seminary of America and McGraw Hill, 1966).

Moshe Greenberg, Understanding Exoedns. -~ New York: Behrman
House, 1969).

THE MANDEL INSTITUTE

The Mandel Institute is an international center for the study 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 to revitalize Jewish educadon. Among its
publications are:

Seymour Fox and Tsrael Scheffler, “Jewish Education & Jewish Conti-
nuiry: Prospecrs & Limirarions” {Jerusalem: The Mandel Institute,

1996).
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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. Tts recommendations
were published in:

A Time o Act: The Reporr of ~* Commision on Jewish Education in
Noreh America (Lanham-Ne» ork-London: University Press of
America, 1991).

One of these recommendations was the establishment of the Council for
Initiatives in Jewish Education

THE COUNCIL FOR INIT S IN JEWISH
EDUCATION (CIJE)

CIJE is an independent, non-profit organization dedicated to the wansfor-
mation of Nerth Amercan fewish life through education. Among CITE’s
publications are those of The Best Practices Project in Jewish Education,
directed by Barry W. Holtz.
Best Practices: Supplementary Seloo! Education (New York-Cleveland:
CITE, 1993, 1996) argues the case for the centrality of vision to
models of excellence in this carring,
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Feb. 13, 1997

Dear Sylvia:
Here. at last. is a final draft of the Ramzh essay, which will be published by
CIJE at the beginning of March. (There are a few very minor changes stiil to

be included, but they won't affect your “eading expericnce!)

Seymour and CIJE thank you for your invaluable help and prodigious
memory, without which the essay woulc not have stood the test of accuracy.

Kol tuv,

ey

Nessa Rapoport

CC: Sevmour Fox

15 East 26th Streer, New York, NY 100(0-1579 » Phone: {212)532-2360 = Fax: {212)532-2646



Thursday late -7/-25 /7 7

Dear Chava:

Attached are cover letters for Sylvia Ettenberg and Shelly Dorph, both of whom are in our
data base. Please send out the letters and a copy of the Ramah essay to each, TODAY, but
wait for a call from me after my meeting with Seymour (beginning at 9 am) before you post
them! (Just in case....)

I took care of all the Liz Sheehan material and disc today. I’d be grateful if you’d do two
things:

See if Tova Halbertal’s essay arrives before you go. If not, call her at the numher on my
rolodex to find out what happened.

Call the Cataloguing-in-publication data office, the ISBN office, and copyright office to be
sure we get answers on both by Tuesday am. (Make sure they have our fax number.) For us

to create the copyright page, we need to get this info to Liz on Tuesday.

Thanks,

Nessa



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 camp 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.

NR Comments

Under Ramah unanticipated successes: Chavurah movement; Jewish feminism.



Vision at the Heart: Education on the Page
3/97

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.ii
CC: Nessa Rapoport, 74671,3370

From: Chava Werber, CWerber

Date: 5/29/38, 6:03 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.









W S: rON Seymour Fox

with
AT THE William Novak

HEART

Intraductian
There is nothing as practical as a grear idea.

Mamny of us, if we are fortunate, have at some point in
our lives been part of an unforgettable educational
experience —a school, a summer program, an out-
standingg teacher —thar has touched oy souls oy
perbaps even changed our lives. We look back on
such moments with gratitude and awe, and with the
hope that othevs—our friends, our colleagues, and
especially our childven—will be exposed to similar

experiences that offer inspivation and purpose.

What does it take to create these kinds of experiences?
While Camp Ramahb is only one example, it has
been a prominent and powerful one ever since its
Jounding by Dr. Moshe Davis and Sylvia Ettenberg of
the Teachers Institute ar the Jewish Theological
Seminary. The idea for Ramal gained acceprance
in 1940, and the first Rawmah camp opened in
Wisconsin in the sumwmer of 1947, Fifty years



later, theve are nincteen overnight and day camps in

North Amevica, Isracl, South America, and Russia.

Ramah emevged out of an ambitious dveam, a care-
Sully consideved ideal of educational possibilities.
Big gquestions were asked: What kind of Jews, what
kind of people do we want to nurture? What ideas
will guide this new camp? What happens when
compelling but competing philosophies about the
meaning and purpose of Jewish life must coexist
within one institution? How should Ramahb address
the varvious convictions, controversies, and anxieties
prevalent among Novth American Jews? How can
Judaism be transmitted to childven 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 omes, ranging from community
bigh schools ro informal educational sertings for
adults, What can we leavn about the centrality of
vision to the excellence of an educational institution?
How can the experience of Ramab illuminate
contemporary efforts to transform Jewish life in

North America through education?

Seymour Fox, a central figurve in Jewish education,
was instrusmental in developing Ramah from philos-

ophy to practice.

Eg 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

wious 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?

yvou 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,
vou’ll be lucky to end up with grape juice, But that’s not a bad
result when you consider the alternative — if you starr 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 Educatdon, wrote a
paper analyzing the many attempts ro 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 litte 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,

?
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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, rwo were suburban, and two
were “clite.” 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 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, Elcanor Farrar, and David Cohen),
examines the other side of the coin — that is, what happens when
you maintain a school withour 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 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 “take few stands on what is educadonally or moral-
ly important.”

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, viston is even more impor-
tanr than leadership. He claims that if a company has a clear
viston, and that vision becomes parr of the culmure and is inter-
nalized, the company can survive periods of weak leadership or
even a nove toward control by the bureaucracy. I believe this is
true of educational institutions as well.

Anyone can claim that a particunlar idea constitutes a vi-
sion, so let’s take a moment to establish what an educa-
tional vision is — and what it isn’t.

A vision is a vibrant entty. It’s a portrait of ideal human beings
shaped by education — an image rich and exciting enocugh 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 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. Goals are important, but they are specific to a particular
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cducational setting, or even a specific class or text. You might
have one goal for teaching scicnce and another for the study of
Talmud. Out of your vision will flow a scrics 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 thcmselves 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 stll 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 fanaric,
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.

pz'siom tn General Education

Let’s look at some specific visions in American education.

John Dewey has been on my mind of late because I’ve been read-
ing Alan Ryan’s book, Jobn Dewey and the High Tide of American
Liberalism. Although Dewey did most of his significant wriring
during the 1920s and 1930s, there’s a renewed interest in him and
his ideas today, just as I believe that m the Jewish world we will
soon see a similar renewal of interest in the idcas of Mordecai

Kaplan, who viewed himself as a student of Dewey.

Dewey had a vision of the world as ever changing, as people
continually 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 revoludon 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 ahout and
applied them to practice. The same is true of the followers of
the spiritual philosopher Rudolf Steiner, who estahlished hun-
dreds of Waldorf schools across the countury. 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 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 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 mote Nobel
Prize winners and university presidents than any other institu-
tion of higher learning. It was a uniqucly dynamic place that
was guided by a vision, and it has remained a great center of

intellectual excitement.



pisiom tn 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 central
role. Centuries later, in a very different era, the modern Zionists
believed that to creatc a new, vibrant society in the Jewish home-
land, you had ro educate a ncw type of individual.

One of the most important family dynasties in Jewish education
in the late nineteenth and early twentieth centuries was thar
of the Brsker 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 cascs, they
deliberately chose to teach and study texts that other rabbis felt
were impractical, such as the 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 vou could actaally #se.

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 constitured a coherent system. If you
omitted certain sections, you were not only in danger of
distorting the tradinon; you were also liable to overlook
some grear 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 ninetecnth-century educational reform move-
ment was the Musar movement, with its emphasis on mizzver ben
adam l'chavero [the commandments pertaining to interpersonal
reladions). The Musarists introduced a serious concentration on
moral and spiritual issues into the yeshiva world of Lithuania. In
most yeshivot, Musar [ethics] had been considered “soft,”
unworthy of significant attention. But in the late nineteenth cen-
tury, the followers of Rabbi Isracl Salanter developed entire insti-
tutons that emphasized Musar. They believed that the exclusive
cmphasis on pelpwl [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 Musarists werc reacting to a
world they viewed as both excessively intellectural and insuffi-
ciently concerncd 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
3

affect people’s behavior. But over time the Musarists prevailed
and their influence penetrated most of the Lithuanian yeshivor.

ﬂe Vision of Ramab

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 1940s,
the founders of Ramah could have invested their energies
in any number of projects. Why a summer camp?

Ramah was a response to problems thatr 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 exposcd to meaningful Jewish experiences during their

9



early, formative years. Second, most Jewish families did not
significantly contribute to the Jewish cducation of their child-
ren, Third, most North American Jews didn’t live in an environ-
ment thar 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 entre 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 oniy 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 cight
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 counselers treat
campers? How should the drama coach react when a child miss-
cs his cue during a performance? Because Ramah was a round-
the-clock society, our basic source, often explicitly, was a vibrant,
living halakhab.

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 the lives of the campers. There was an empha-
sis on cthics 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
emotonal development. The challenge of Ramah was to cducate
the entire child — including his or her mind. We wanted to pay
equal attention t¢ emotional and spiritual issues, and to the

articulation and hving out of Jewish values.

Ee Jewish Ideas belind 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
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 preat 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 busincss cthics for Fortuse Magazine as a
result of a mecting with Henry Luce, the magazine’s founder,
who had called him in to discuss the ncgative 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 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 arc delineated in the volume Sanbedrin 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 cthics
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 2/ living on top of a volcano.

In postwar America, Dr. Finkelstein was vicwed as a sage who
spoke our of a long and vencrable tradition. He delivered the
invocation at President Eisenhower’s inauguration, and
Eisenhower used to consult with him surprisingly often on
ethical matters. One of Finkelstein’s proudest achicvements was
the Seminary’s Conferences on Science, Philosophy and
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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 influcnce
on Ramah was his passion to create educated Jews who were

active and responsible citizens.

7o

Next, I would cite the great Talmudic scholar Professor Saul
Lieberman and his cmphasis 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 elasses?” In those days, young people went to camp to
get away from classes, although there were some prominent
exceptions, such as the Interlochen camps for students with
exceptional musical talent. It was only much later that summer

camps were cstablished for the study of science or computers.

In effect, we were running a school within the camp, complete
with its own educarional 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 considercd a
full-time job, and the 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
availablc 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? How do you know? The risk, of course, is
that students will pose this same question about the central
assumptions of rcligious belief. How do you knoew there’s a
God? How do you know God or Moses wrote the Torah? One
must allow these questions, and all questions, while recognizing
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that a tradition that encourages difficuit questions will every
now and then produce a Spinoza, an Einstem, 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 Five Books of
Moscs 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 entircly.
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 for
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 mterpretation 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.

o

Another important influence was Professor Mordecai Kaplan’s
vicw of Judaism as a civilization. He defined God as “power that
makes for salvadon.” 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 Semunary
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 rephed 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 ro
address these issues forced him 1o attempt to fill the vacuum.

Kaplan jomed 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 efe-
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 belicved that Jewish rituals and symbols embodied a
deep and profound message about the way human beings should
live. He viewed Shabbat as a great pift to the world, a sanctifica-
tion of time in a socicty 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 individual to make
contact with his innermost self The whole question of what
¢f3llap [prayer] meant ar Ramah was deeply influenced by
Heschel and his students, including the concept of kavannah
[devotional intention] and the idea of ¢’fiilak 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 tradidon. He belicved that thc most
profound ideas in Judaism speak directly to contemporary social
and political concerns.

Ce7o

Finally, there was Professor Hillel Bavli, a poct and professor of
Hebrew literature. Dr. Bavli functioned as a kind of watchdog
who made sure we really werc using enough Hebrew at Ramah
— no casy 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 grear
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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 difficult to appreciatc 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 Ramaly was an
addidonal 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 acquire the same ideas in translation,
wly go through all the trouble of studying a whole new language?

Ar Ramah we believed that Jewish educaton, 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 <an join the ongoing conversation. In our traditon, 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 directon. In some Jewish communities, such
as Mexico and Argentina, therc are schools where Hebrew has
become the main goal of Jewish education, and content is sec-
ondary. While Hebrew is essenual, it is not sufficient. You need
scveral other components — mirzvot, 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 Licberman,
Mordecai Kaplan, Abraham Joshua Heschel, and Hillet Bavli —
as our teachers. I spent hours talking with them, and ro some
extent I'saw myy mission as one of serving as the conduit between

this older generation and the next.

Lims into Action:

8

The Melton Faculty Seminar

In addition to these five professors, Ramah was also influenced
by the Mclton Faculty Seminar, which discussed and debated
the essential principles that would guide the camp. The
Seminar, which ran through the latc 1950s and 1960s, includ-
cd sonme of the younger scholars at the Seminary, such as Walter
Ackerman, Chaim Brandwein, Gerson Cohen, Sylvia
Ettenberg, Lloyd Gartner, Avraham Holrz, Joel Kracmer,
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 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 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.

Iims in Creative Tension

Two of the Seminary professors you mentioned, Heschel
and Kaplan, had such different outlooks that they’re
generally seen as representing opposite poles of con-
temporary Jewish theology. Did these differences lead
to problems in a camp that was searching for a clear

religious ideology?

No, because from the start Ramah recognized that Judaism is
too <omplex to be guided by a single perspecrive. 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 idcas 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 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 cven when there is agreement on the fundamental prin-
ciples of Judaism, there are incvitable differences as to how
thosc findamentals should be combined. Dr. Yochanan Muffs,
a Seminary Bible scholar, once pointed out that the three basic
principles of Judaism sct forth in Pirke Avot [ Ethics of the
Fathers, an accessible and well-known scction of the Talmud] —
Torah, avedan, and g'millut chasadim [study, prayer, and acts of
loving-kindness] — while mutually supportive and reinforcing,

are not always in harmony with cach other,

Focus cxclusively on the study of Torah, and the result will be
discmbodied intellects, which was precisely what concerned the
Musarists. Focus only on prayer, and you risk becoming cxces-
sively inner-directed, which can lead to reclusiveness, removal
from the world, and a passivity that is inconsistent with main-
streamn Judaism. Finally, mitzvalk on its own can lcad to a sim-
plistic and mechanical pattern of observance. Picty is a beautiful
thing if you’re living in an uncomplicated world, 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.

1;;6 Educational Ideas bebind 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 whar we were trying to create required a wider range of
expcrtise, we decided to supplement the Seminary faculty by
inviting some of the leading scholars in the humanities, social sci-
ences, and education to join us, We were determined to have the
worlds of gencral and Jewish education “interpenctrate.” The
additional scholars who formed the Meclton Advisory Board
included some of the most thoughtful, creative minds in the ficld,
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 Amenican educa-

tion; and Lawrence Cremin, the eminent historian of education.

Two of the scholars in this group were cspecially important to
Ramah: Joseph Schwab, the prominent philosopher of education
and curriculum theorist, and Bruno Bettelheim, the renowned
psvchoanalyst, 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 partici-
pating. They were attracted to Ramah by the scope of the pro-
ject and were cxcited by the idea of being part of it. They were
also impressed by how serious we were about training cduca-
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 cven Jewish — to contribute 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 in which
to try out their ideas. Somehow we were able to inspire in them a
confidence thar 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 undertook 2 project without
first discussing it with them and paying close attention to their
comments. We were giving these scholars an unusual opporninity

— 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 idecas abour 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 familics.
Although he grew up knowing little about Judaism, he became
intrigued by certain Jewish concepts, such as mirzvah He 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 young people on all levels — the intellectual,
the emodonal, 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
mtellectual challenge in the rabbinic commentaries, or to theology.

Ideally, of course, youngsters will respond to several or even all
of the many components within Judaism. Our tradition ofters

a grear deal, and the mind is not the only means of access to it.

In an essay entitled “Eros and Education,” Schwab argued that
the human mind is not only cerebral burt also passionate, and that
the intellect is not an emotion-free arca. He also belicved there
were hardly any emotional areas that did not include cogmuve
clements. Schwab was convinced that for education there was no
meaningful distinction to be drawn between mind and body, or

between inrellect 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
include “to do.” The aim of education, he said, was to produce

“actively intelligent people,” whom he described in this way:

They fike 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 actons pat-
terned 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 him 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,
Rebecea, 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.
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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 of Isaac’s sons is qualified to
forge a nation? How can you teach tecnagers to consider the idea
thar a great leader can have great flaws, a persistent theme in the
Torah? How do you convey to them that there arc often shades

of gray, when adolescents tend to see only hlack and white?

This is a tremendous challenge, and we discussed it with Schwah
at length. Freud wrote in Cévilization 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
cxpedition outfitted in summer clothing. How do you tell young
people the truth about the world without doing damage to their

innate idealistn 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 cxpect, is more directly
pragmatic. The Harvard Business School says: If we can provide
cnough case studies that illustrate the principles and include
the situations you are likely to 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
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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 must then ask
themselves; If I acquire, accept, and understand these principles,

what will my practice be like?

What was the contributiou 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. Sccond, although some members of
the Melton Advisory Board responded to Ramah in terms of their
Jewish background, that wasn’t the case with Bettelheim, who
regarded Judaism and all religions as anachronistic.