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June 23, 1994

Dear Participants in the CIUE Goals Seminar:

We at CLJE anticipate our upcoming seminar with great excitement.
The seminar represents the first stage in a process designed to
encourage Jewish educating institutions to become more goals-oriented
and vision-driven than they typically are. We are especially hopeful that
as a result of our collaboration during and after the seminar, educating
institutions in your communities will become increasingly engaged in
the process of becoming vision-driven.

Our last memo highlighted the seminar’s basic purposes. On this
occasion, we hope to give you a concrete sense of the seminar’s
elements and rhythms. The seminar will include a half-day field trip,
plenary presentations and discussions, and a variety of small group
activities organized around study, reflection, the sharing of ideas and
experiences, and serious deliberation.

Each day will also include time for participants to divide up, by
community groups and along other lines, for regular work-group
sessions. These sessions provide a chance to discuss the pertinence of
the seminar’s themes to the situation back home, as well as to begin
developing a plan of action that will guide the work ahead. Along the
way, these work-groups will have the chance to share their insights,
concerns, and plans with one another.

We will be meeting from Sunday through Thursday, July 10 -14. With
the exception of Monday, when we will begin at 8:30 am., we will
begin each day at 9 am. We will be working intensively each day,

with afternoon breaks. Evening sessions lasting untit 9:30 pm will take
place on Sunday, Monday and Thursday and there will be a very special
cultural program on Tuesday night. On Wednesday night we will
conclude by 7 pm. You are on your own for dinner that evening; other
lunches and dinners will be provided by CIJE.

As background to some central themnes, we are sending you under
separate cover a packet of articles to be read prior to the seminar.

Please aiso complete the enclosed written assignment, which will form

the basis of small group discussions early in the seminar.
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The themes the seminar addresses are organically related, but each day will feature a
different emphasis.

Sunday will highlight the kinds of problems and convictions that give rise to the Goals
Project. In the course of looking at some examples of vision-driven institutions (See the
Dewey and Heilman pieces in the readings packet.), key terms, guiding principles, and
central issues will be articulated. A session orienting us to the next day’s field trip
and informal small group sessions will conclude the day’s activities.

Monday includes a field trip to Yeshivat Har Etzion. (See the Licbtenstein selections in
the packet of readings.) In addition to on-site observation, our visit will include an
opportunity to discuss the vision animating this Yeshiva and its challenges with its
renowned co-director, Rabbi A. Lichtenstein. Please dress appropriately for 2 visit to an
Orthodox Yeshiva.

In the latter part of Monday and on Tuesday, we carefully examine Moshe Greenberg's
article "We Were as Dreamers.” (See reading materials.) It is presented as one example
of the varied and powerful visions that have been systematically articulated througb the
Mandel Institute’s Educated Jew Project. Our understanding of Greenberg’s ideas will be
enriched through conversation with him and through attention to significant alternatives.
Professor Greenberg’s vision of the aims of Jewish education offers a chance to think
carefully about what elements enter into a comprehensive vision and its power as a tool
in educational planning.

Tuesday evening will offer a change of pace. We will dine at the home of Alan and
Nadia Hoffmann, followed by a visit with poet Yehuda Amichai.

On Wednesday, "How"-questions move into the foreground of our work. Using an
example from the world of informal education (a summer camp movement), we look
carefully at the major dimensions of the effort to translate a vision of the aims of
education into the design of an educating institution. (See the article on Camp Ramah in
the packet.) We also wrestle with the difficult problem of how to make progress
towards vision-driven education in institutions that presently lack any shared and
compelling vision. We will examine different strategies, share insights, and surface
pertinent questions and issues.

On Thursday, the work-groups which have been meeting daily will be asked to present
to the group as a whole their emerging plans for encouraging local institutions to work
towards being more vision-driven. These presentations, along with a review of CIJE’s
role in the process, will become the basis for the development of a shared and concrete
plan of action that will guide our joint efforts.

We are looking forward to seeing you soon.

Sincerely,

Dancd

Daniel Pekarsky



PRE-SEMINAR WRITTEN ASSIGNMENT

Our seminar will focus on some topics that are at once straight-forward and very difficuit:

1) the nature and importance of educational goals; 2) the process of arriving at meaningful
goals; and 3) the processes involved in moving from goals to educational design and practice.
But goals do not come out of nowhere. Typically, they are rooted in our very basic beliefs
concerning the kinds of Jewish human beings we hope to cultivate via Jewish education. The
Goals Project assumes that many Jewish educating institutions need to work towards a clear
and compelling vision of the kind of Jewish human being they would like to cultivate. The
Goals Project further assumes that an important component of such efforts is for the
individuals involved to clarify and develop their own personal views on this matter. The
exercise described below is designed to encourage such an effort. It will serve as the basis of
a small group discussion during the seminar.

Write up your initial thoughts about the kind of Jewish adult you would hope to see emerging
from the process of Jewish education. In what ways would being Jewish be expressed in and
enhance the quality of his or her life? In developing your view, you may find it helpful to
think about what you would hope for in the case of your own child or grandchild. Below are
three guidelines for the exercise:

1. For purposes of the exercise, don’t settle for what you think feasible "under the
circumstances.” Rather, try to articulate what you would ideally hope for in the
way of Jewish educational outcomes.

2. Be honest with yourself concerning this matter. The point is not to arrive at a
position that someone else finds acceptable, but to identify your own views at this
moment of time.

3. Approach the task not by listing characteristics but in the way a novelist might:
present a vivid portrait or image of the Jewish human being you would hope to
cultivate. Focusing on, say, a day, a week or some other interval of time, describe
this person’s life, emphasizing the ways in which the Jewish dimension enters inio
and enriches it. The challenge is to make this person (male, female, or
gender-neutral - it’s up to you!) “come alive." To accomplish this, it inight prove
helpful to give this person a real name. In addition, use any literary device you
think might be fun and helpful. You might, for example, develop your portrait as a
week-long diary entry written by the person portrayed; or you might choose to
describe the person from the point of view of a spouse or a child.

Have fun with the assignment -- and remember that nobody will hold you to anything you
say. It’s simply designed to stinulate some initial reflection on some questions we’ll be
addressing.
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We Were as Those Who Dream:
A Po i uct of an Id ion®
Moshe Greenberg

(*draft of June 1994 - for internal use only;
translated from the Hebrew by Daniel Marom and Marc Rosenstein)

I was asked to suggest aims towards which educators might consider directing their
efforts, and for the attainment of which they might plan strategies. When I conceived of
the aims which are set forth herein, I did not tailor them according to the measure of the
capabilities of the existing system, but rather by what seems to me to be the inherently
desirable and necessary aims of a Jewish education (the concept of a Jewish education will
be clarified in the next paragraph). The intent of this proposal, and the intent of the
discussion of it, should be the elucidation of the direction in which we are headed - are we
directed towards the right destination? - and not the elucidation of the ends it happens to
be in our power to reach at the moment. He who concentrates only on adapting his aims
to the powers he has to achieve them will find his powers dwindling as his fear of failure
grows, whereas he who knowingly sets himself an aim which is beyond the powers he has
1= schieve it will discover that his power is greater than he had originally thought. While
despair may arise out of the apparent chasm between the ultimate aim and the power
required for its achievement, the following counsel is available: cover the distance to the
attainment of the aim by moving towards it one station at a time, each one attainable, and
each, with its conquest, serving as a launching point for the effort to reach the next. In any
case, we need a distant aim so that we can orient ourselves with reference to it - are we
moving closer to it or not?

I want to portray the ideal product of an ideal Jewish education - that is, an education
whose purpose it is to cultivate a person with knowledge, values, sensitivities,
identification and & sense of belonging which flow from the sources of Judaism. I do not
sttempt to portray an educated Jew - a sub-species of the educated person, & Jew who has
acquired general knowledge as well as knowledge of Judaism. I assume that the person I
am portraying will have acquired knowledge, values, identification and sensitivities in
addition to those which are Jewish - for example, in the arez of science (knowledge of
nature and its laws), history (the development of nations end cultures), art (literature,
music, painting), thought (philosophy, other faiths, social criticism). An implication of this
assumption is that the ideal product of an ideal Jewish education along the lines of my
portrait will have to endure the tensions which exist between the two worlds in which he
lives - the Jewish and the general. This is an important topic which is worthy of analysis.

What is the Jewish component of the imaginary creature I call the ideal product of an
ideal Jewish education? It i the content of the accepted fundamental bocks of Judaism -
the Bible, Talmud, and Midrash, and the body of commentary which has grown up around
these fundamental books in the course of the generations, be it commentary in the narrow

i.l, ]
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senge of the word (e.g., Rashi), or systematic thought or creative literature seeking to
translate the coment of the fundamental books to a contemporary vernacular - the
languages of philosophy, of morality, of mysticism. These fundamental books contain the
axioms which define our relationship to the universe and to our environment - living and
inanimate, human, national, and familial, they contain prescriptions for ways of living
(proverbs of wisdom, commandments, laws) and archetypes and models for behavior (in
tales and legends). The role of Jewish education is to transmit significant portions of these
contents to the student, with "significant” having two connotations:

i) having reason and meaning in the eyes of the student, touching his heart, addressing
matters which concern him;

ii) sufficiently representative of the entire corpus: a measure which will be capahie of
providing an authentic taste of the original, to the degree that the student will be
impressed hy its power.

If the student receives "significamt™ portions of the fundamental books, in both these
senses of the word, he is likely to recognize the moral and intellectual power of Jewish
sources and to feel the need to resort to them through the years. The ultimate objective is
for the student to be engaged with fundamental existential issues and for him to discover
his own Jewish identity while being involved in this activity, through the encounter with
Jewish sources. Our aspiration is for the product of ideal Jewish education to feel that his
fundamental existential values are derived from the basic books of Judaism (1,2).

Jewish education is to be evaluated according to its success in fostering in its graduates
four qualities:

1. Love of | ing Torgh (i h ndam t iz in th
f Ifilim f m nd .

That is, love of experiences and activities which have no material, utilitarian purpose, but
which are good in and of themselves. All those who occupy themselves with these obtain
satisfaction from the sense of having pursued that which is essentially meaningful. Judaism
professes transcendent values above and beyond "this world," values hinted to in the
expression "eternal life" (chayeh olam), drawing their meaning from their being symbols
of & realm which is extra-personal, extra-societal, and extra-human. This love of learning
Torah finds expression in the concept of "(the study of) Torsh for its own sake" (Torah
lishma), learning which derives its value and satisfaction from the actual experience of
contact with something of essential value - the literary precipitation of the encounter of the
Jew with the realm which transcends the visible, the earthly. Fostering a craving for Torah
lishma bestows upon the student the gpiritual pleasure of activity which is of egsential
value, which involves the activation of his highest intellectua! powers and the refinement
of his understanding. One who studies Torah for its own seke experiences total self-
actualization precisely as he passes through s gpiritual world which is beyond his self.

Y]
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The commandments between man and God, are a system of symbols which point to the
transcendent realm.  Observing the Sabbath and taking pleasure in it, reciting the biessings
of thanks, prayer, and refraining from forbidden foods - the whole system of sanctification
(kedushah) - was intended to provide a symbolic representation of the transcendent realm.
Our student will minimally understand and respect the value of these symbols (3).

The purpose of Jewish education is to amplify the whisper of conscience which denies
that “I am and there is nothing other than myself." It should rather affirm the statement
that | stand commanded and will have to account for my actions. This whisper is granted
a voice and body in the study of Torah for its own sake and in the performance of the
commandments between man and God. In these, the realm which is beyond the concrets
and the visible is substantiated, in its glorious countenance, as a reality which grants
meaning to life's fleeting moments. In the individual's encounter with this realm, that which
is good and worthy in his being are affirmed, as a response to that which stands against
him. This experience is the basis for the insight thai the vigible world is not the be-all and
end-all nor is it the measure of all things. the successes and failures and the joys and
sorrows of the visible world are transient in comparison with "eternal life He has impianted
within us."

Here I am referring to two concepts:

i) The recognition thai in its moral judgements, the Torah can serve as a guide in our day
and age. Onc should begin by pointing out the six last statements in the ten
commandments - them, the deeper assumptions upon which they are based, and their
subsequent development:

Honoring of parents - a3 an expression of gratitude and as an obligation which flows from
the desire to preserve the family, the basic cell of society;

“You shall not murder," as an obligation which follows from "in His image did God make
man,"

*You shall not commit adultery,” as an obligation which foliows from the "clinging” ("and
he clings to his wife so that they become as one flesh”) which is to be created in the
relationship between husband and wife;

"You shall not steal," which affirms the concept of property and ownership of goods, and
the abrogation of which leads to social chaos,
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"You shall not bear false witness against your neighbor," the basis of trust in law and in
negotiation, without which social bonds collapse;

"You shall not covet,"a preventive measure for all of the above-mentioned prohibitions.
These are applications of the "larger principles” that the tradition identifies:

*Love your neighbor as yourself (Levidcus 19:18): Rabbi Akiva mid: This is a grest
principle of the Torab. Ben Azzai said: "This is the book of the descendants of Adam
(when God crsated man [adam], He made him in the likencss of God)' (Genesis 3:1).
This is cven a greater principle.”

Sifra, Kodaghim 4:12

And later on, in the summaries in the Prophets and the Writings of the cssence of
God's demands of man, as collected by Rabbi Simlai at the end of tractate Makkot
(Babylonian Talmud):

*Rabbi Simlai when preaching said. Six hundred and thirneen precepts were
communicated to Mosss. . . .

David came and reduced them to eleven principles, as it is written (Psalm 15) ‘A
Psalm of David, Lord, who thall dwell in Your holy mountain? « [i] He that walks
uprightly, and [ii] works rightecusness, and [iii] speaks truth in his heart; that {iv]
has no slapder in his tongue, [v] nor does evil o his fellow, [vi] nor takea up a
reproach agningt one near to him, [vii] in whose oyes a vile person is despised, but
[viii] he honours those that fear the Lord, {ix] He swears to his own hurt and changes
pot, [x] He does ot pust oul his money on interest, [xi] nor akey a bribe against the
innocent. He that does these things shall never be moved.'

...Jsaiah came and reduced them to gix [principles), as it is written, (Isatah 33:15-16)
[1] He that walks righteously, and [ii) speaks uprightly, [iif] He that despises tha gain
of oppressions, [iv] that ahakes his hand from the holding of bribes, [v] that stops his
ear from hearing of blood, [vi] and shuts his cyes from looking upon evil '

.. . Micah came and reduced them to three [principles], as it iy written, (Micak 6:8).
Tt bas been told to you, O man, what is good, and what the Lord requires of you: i)
ouly to do justly, and [ii] to love mercy and [iii] w walk humbly before God.'

... Again came Isaiah and reduced them to two [principies] as it 1s aid, (Isalah 36:1).
"Thns says the Lond: [} Keep justice and {ii] do righteouaness.’

Amos came and reduced them to one [principle], as it Is eald, (Amos 5;4) For thus
says the Lord to the house of lersel, seek Me and live.'™

The Sages also stipulated general principles, such as "Her (the Torah's) ways are
pleasant ways and all her paths are peaceful” (Proverbs 3:17; cf. Mishneh Torah, Laws of
Kings, end of Chapter 10).
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These principles and others like them should be presented to the student, together with
the prophetic vision of their fulfiliment, 30 that he will be able to find in Judaism the
answer to his aspirations for a good society and for a meaningful and just way of life, and
will not turn to foreign sources in order to derive principles of morality.

ii) One of the principal functions of Jewish education is to present the interpretation of the
moral laws of the Torah and of their delineation into laws of practice as an ongoing
process. In this process, there is a continuous tension, throughout the generations,
between the particular-national and the universal-human trends in the Torah; similarly,
there is a continuous tension between the emphasis on the mysterious element in sanctity
(kedushah), which is embodied in symbols used in the worship of God, and the emphasis
on its moral element. This tension is already apparent in the prophets' claim as to the
primacy of the moral element over the ritual element in the Covenant between God and
His people, and it continues through the generations in Biblical commemtary and in other
Jewish sources. In these tensions, we find an expression of the eternal confrontation of
generations of Jews with the obligatory implication of their fundamental books.

There are times when the Biblical source took a broad view and the Sages narrowed tt;
for example, the requiremenmt of a death sentence for murderers, which in chapter 9 of the
Book of Genesis applies to all the descendants Noeh, was limited in Israel, by the Sages,
so a8 1o include only the case in which the victim is a Jew; at the same time, they deemed a
Jew who murders a gentile to be exempt from human judgment and left his fate to heaven
(Mechilta to Exodus 21:14; cf. the reservations of Issi ben Yehuda, ibid.). The Sages
were divided among themselves with respect to the scope of the term "buman” (adam) in
the Bible: Rabbi Meir included gentiles, basing his position on the text *..[laws] by the
pursuit of which humans (ha-adam) shall live" (Leviticus 18:5), meaning that "even if a
gentile occupies himself with the study of the Torah, he equals [in status] the high priest”
(Baba Kama 38a). In opposition to this view, Rabbi Shimon bar Yochai decreed that *You
are celled agam the idolaters are not called adam™ (Yebamot 61a). The later scholars
were divided in their interpretation of the words of R. Shimon bar Yochai: did he mean to
distinguish between Jew and gentile, to say that the gentile lacks a human essence which
the Jew has (as in the opinion of the mystice), or did he perhaps mean to say only that in
the specific system of law in the Torah the term adam refers to any person and since in any
legal system "person” refers to one who is under its jurisdiction, adam in the Torah must
refer to Israel, who alone are under the Torah's jurisdiction (as in the opinion of Rabbi Zvi
Hirsch Chajes in his noveilae to Yebamot).

Proper Jewish education will turn the student's attention to the conflicts in the works of
Biblical commentators between the conscientious reading of the Bibie and the influence of
the plain sense of the text. Maimonides ruled (following the Talmud) that the law against
cheating does not apply to the cheating of a non-Jew, &s it is written: "You shall not
wrong [lit. "cheat"] one another (lit, "each one his brother”] - (Leviticus 25:14; see
Mighneh Torah, Laws of Sale 13:7). But then Kimchi, in his commentary to Psaim 15
(cited above) taught differently:
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*Nor do evil to his fellow (re’shu), nor wake up a reproach against one ncar to him
(krovo).' His fellow and ape near 10 him mean someone with whom one has business,
or a neighbor. And in saying, "nor do ¢vii 10 hig fellow,” the text does not imply that
he did so to others [who are not his fellows or neighbors}; but the text describes
ordinary circumstances (i.e., one ordinarily is in a position to do evil - or good - to
one with whom he has some bosiness, or to a neighbor), Similarly, “You shall not
cheat one another (tit. "each his comrade [@mito],” Lev. 25:17) does not mean that
one is allowed to cheat he who not his comrade. Similarly, “You shall not bear false
witness against your fellow” (reaka . Exod. 20:16) does nol mean that against
another who is not vour fellow one is allowed to bear false witness. Rather this
applies to [a person with whom one ordinarily has} business and conlact; that is the

usage of the language in many cases.”

One of the obstacles to our students' acceptance of the validity of the tradition is its
frozen appearance. They are ignorant of the history of Biblical interpretation and of the
conflicting trends within it, and are therefore unaware of the ongoing mutual influence of
the text on generations of Jews and of commentators over the generations on the
understanding of the text. Authentic Jewish culture can only arise from the dialogue
between the source and the members of each generation, a dislogue in which both the
loyalty of the people to the text and their participation in the culture of the present find

expression (4,5),

Our ideal product will want to live in a Jewish environment, since many commandments in
Judaism require a group:

“These are the things, of which a person enjoys the fruits in this world, while the
stock remains for him for the world to come: viz., honoring father and mother, deeds
of loving kindness, timely attendance gt the house of study moming and evenjng,
hospitality to waylarers, visiting the gick, dowering the bride, attending the dead to
the grave, devotion in prayer, and making peace betwesn man and man, but the srudy
of Torah leads ¢to them all.”

(Daily Prayer book, Preliminaries to the Morning Service)

Almost all of these beheviors bind people to one another, and some of them require
public-communal institutions; ¢.g., "acts of loving kindness," which are carried out (for
example) by establishing a loan fund; "rising early to attend the house of study," which
assumes the existence of a house of study - synagogue; "the study of Torah," which
requires the employment of teachers and the maintenance of institutions of learning for
adults and children. The more we underteke such behaviors, the more relations of
friendship and neighborliness emerge, as well as the shaning of resources in order to
establish the institutions needed to carry out commandments such as those referred to
here. Thus a communrity of Jews is created, participating in each other's joys and sorrows,
aiding one another in time of need, constituting an environment for the raising of children
in a Jewish way of life (6).
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A person is attracted to othera like himself. In the past, most Jews in the diaspora
shared a consciousness of unity as members of a people covenanted to God, a
commitment to & traditional way of life (to a lesser or greater degree), and a status of a
foreign body in the eyes of the other inhabitants of the lands in which they sertled. In the
eyes of the Jews, that which was shared among themselves was greater than that which
was shared with the other inhabitants of these lands. The scattered Jews were united by &
common "language"” in relationship to Jew and gentile, a common feeling of oppression in
the present and hope for redemption, a common calendar of holidays and a way of life, and
a consciousness of common "tribal” origin. Since the holocaust and the establishment of
the state of Israel, the unity of the people has been based on the sharing of a common
memory of national tragedy, a sense of tribal bond, and a common interest in the building
and future of the state. These factors are not a constant element in the consciousness of
the individual, nor are they sufficient to insure the continued conmections among the
various Jewish diasporas. Only a systematically cuhivated comsciousness (by means of
education), of 1) common origing; 2) a common existential status (members of & people
of the Covenant), and 3) a common vision of the future redemption (the role of Israel in
the "mending of the world® [tikkun olam)) is likely to maintain the unity of the people
under present conditions.

These three components of the consciousness of Jewish uniqueness are included in the
national-historical saga whose foundation is in the Bible and whose classical development
is in rabbinic literature. The internalization of this saga is the crucial factor in the creation
of a Jewish identity. The role of Jewish education is to foster this internalization, by means
of an educational program which emphasizes these three commonalties.

Fostering among the Jews of Israel the recognition that they are brothers to the Jews of
the diaspora is no less important than the cultivation of the consciousness among diaspora
Jews that they are brothers to the Jews of Israel. These two camps, each mired in very
differemt problems of existence, are in danger of increasing mutual alienation. The oaly
wiy to maintain the consciousness of unity among the scattered is to intentionally cultivate
a drawing from common sources of inspiration es well as a sharing of identical value
laden experiences (the study of Torah for its own sake, sanctity, moral values drawm from
the fundamental books in an ongoing process of interpretation). The relationship to the
"ingathering of the exiles,” and, in its religious formulation, "the commandment to settle
the land of Israel,” separates the inhabitants of the State of Israel from those of the
diaspora. It seems as though the nation is divided between a group which is actualizing a
value sacred to the whole people in the past and a group which has abandoned that value,
and has thus been tom away from the core of the people who are moving forward to
“complete redemption.” On the face of it, there was in the past a situation similar to our
own today - a Jewish settlement in Israel existed simultaneously with large and creative
Jewish communities in the exile. It is not clear to us how the Jews in the Babylonian exile
reconciled, over a period of hundreds of years, the contradiction between their prayers for
the ingathering of the exiles and their continued residence outside of Israel. Political and
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economic factors probably played a role. The masses once tended to see major changes in
their status as the result of divine initiative; in our day, hurnan initiative is not onty justified
by the majority, it is glorified. Consequently, there has been an intensification of the
confusion among us concerning the refraining of most of the nation from joining in the
task of building of the state. In the foresceable future this confusion will not be reduced,
because authentic Jewish education will maintain the confusion and the tension. On the
other hand, the "portable” basis of Judaism is certainly capable of supplying Jewish content
and meaning to the inhabitants of the diaspora. Those who seek to mend the rift between
their deeds and their prayers will generate, as in the past, a thin trickie of aliyah.

As was said above, Jewish education will be able to connect the Jewish inhabitants of
the state of Israel with the Jews of the diaspora only insofhr as it can plant in the hearts of
those who live in the land of Israel the recognition that the state is only a meens to the
higher end of "mending the world in the kingdom of God" (kecping with all interpretation
which upholds the principle that the state is only a means for the actualization of universal
values); and in the hearts of those who live in the diaspora the recognition that "mending
the world" must begin with the internal mending of the deeds of “the people of the
Covenant of God." To the extent that Jewish education succeeds in both camps, there will
be a coming together of the two: Jewish society in Isracl will move toward a way of life
which seeks to embody transcendent values, and diaspora Jews will be drawn, by virtue of
their identification with the principles of Judaism, to participate in the bold experiment
being carried out in the state - the actualization of those principles (7).

-

Even though it is not my task to discuss the means for the attainment of the product of
the education described here, I must comment on one matter which is perhaps means,
perheps educational content: the Hebrew language. This matter is, of course, only relevant
to Jewish education in the diaspora. The full Jewish weight of the concepts and values
mentioned above cannot be transmitted in translation. For us, tranalations were meant to
serve es an aid in understanding the original; therefore no transiation could replace the
original, but could only stand alongside it, as an explication of what was read or heard. In
this matter, custom has even overruleg law: one is permitted, for example, to recite the
Shems in any language he understands; however, in practice, throughout all the
generations, the "Shema” has been recited only in Hebrew, on account of the full weight
stored precisely in the syllables of the Hebrew text.

That it is possihie 1o teach the Hebrew language in the diaspora to a level sufficient for
understanding the sources in their original language bas been proven by experience -
assuming the curriculum allocates sufficient time, resources and skilled personne! to the
task. The matter depends on the willingness of the community to recognize the
acquisition of the language as an objective whicb must necessarily be achieved in order for
Jewish heritage to be acquired in a meaningfiul manner. This willingness is in turn
dependent on the degree to which the community perceives meaningful Jewisb education
to be necessary.
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It follows that meaningful Jewish education will draw those who enjoy it and are built
by it to deepen their knowledge of the Hebrew language. The more students feel spiritual
fulfillment in their studies, the more their willingness to invest effort in them will increase,
even at the expense of their full participation in non-Jewish culture. But it is doubtful that
such an identification with Judaism can be bom without direct nourishment from its
sources. On the other hand, shallow Jewish education will not justify itself in the eyes of
the students, and will surely give rise to opposition and indifference to the point where it
will defeat all the teacher's attempts to pass it on. The students will seek satisfaction from
foreign spiritual and cultural sources.

It may seem as if | have made my task easy by ignoring the difficult realities of Jewish
education, and that [ painted a portrait of a product of education which exists only in the
realm of vision, if not fantasy. My hope is that sounding the meditations of a layman-
educator like myself to the ears of professionals in the field may help stimulate thoughta
which are more directed toward a solution for Jewish education - even if, in the end, my
ideas tum out to be useful only as a foil for debate.

T 24 9d 15:30 tEHDEL INST. ISPAEL 972 ¢ 619901 are 2 el19%el F.=



JUH 29 "9d 15031 MAHDEL INST. ISPAEL 972 & 61995) 972 & 619951 F.10 =

Notes

1. My intention is to suggest an approach to Jewish content which is not based on any
special teaching about revelation, or on a-priori faith assumptions, or even on an
assumption about the uniqueness of Judaism (not to memtion the assumption of its
superiority over other religions). I -adopted this approach from the scholarly study of
religion, which understands religion to be a8 necessary phenomenon and which views
religions a3 being founded in human nature and the good society. I have expanded my
views on thig approach in my essay "Identity, Reason and Religion" (Hebrew) in the
anthology “On the Bible and Judaism™ (Hebrew), (Tel Aviv, Am Oved, 1984), pages 247-
74. Some of my meditations on the implications of this approach for the teaching of
Judaica also appear in this anthology, on pages 275-349. It is on the basis of this
approach that I assume that it is within the capacity of the basic literary creations of
Judaism to respond to spiritual needs which are paturally ingrained in the student's soul
and consequently that there is no nsed for a-priori assumptions about these works in order
to justify their being studied.

2. The study of Jewish history in the program which I imagine serves the study of history
of Jewish thought and literature - one which was created by a chain of exemplary people.
What are the prototypes in Jewish tradition which, when internalized, create a personal
Jewish identity? From one perspective, one could clsim that all these prototypes are
historical. The Bible is annotated history, the saga of the development of a nation as an
ongoing and crisis-ridden dialogue with God. Legal compendiums, the establishment of
conventional worship, texts of poetry, wisdom and prophecy are integrated into this saga
and bound up with its heroes. The sage embodies a theology, a cosmogony, a political
doctrine, ethical practices, and an eschatology - all unfold in the stream of time. The Oral
Torah also passes through the chain of tradition end its outgrowths: Biblical commentary,
Halachic literature (responsa and codifications), verse, thought, the literature of legends,
the literature of moral proverbs, Jewish mysticism. All these are included in my
conception of the fundamental literature of Judaism and its development [in tradition)
which serves as the subject matter for study. This flow of creativity is the spiritual history
of our natfon - it is an expression of Judaism. This conception of Judaism as a continuity
of confrontation with eternal ideas, a flowing creativity inspired by timeless prototypes, is
what guides my program of study.

I distinguish between the spiritual history of the Jews (whose literary crystallizations
define Judaism) and the material history of the Jews. The material history is the basis
upon which the spiritual history was created and to a certain degree, the former
deterrained the latter's characteristics (for example, its languages). It is according to this
same degree of influence that one must be familiar with the material history, in order to
understand those characteristics. However, the basic assertion of Jewish spiritual
creativity is the that the spirit is superior to matter and that it cannot be made subservient
to matter. This assertion is what' should guide this program of study as well. The
exemplary spiritual creations of Judaism crossed geographical boundaries and time periods
and skipped over obstacles of language; so too must the program of study present them as
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of an eternal nature while being given in a temporal framework, an etemnal nature which
changes s a result of internal developments and of ongoing encounters with foreign
worlds in which it situated.

Material Jewish history and Jewish literature broadly defined are within the confines of
Jewish education to the extent that they illuminate the fundamental texts, whether by
illumination of the conditions under which these texts arose and became widespread, or by
providing an account of their development and impact. I do not see the study of Jewish
material history in and of itself, nor the study of Jewish literature (and art) in all its formal
and historical manifostations as Jewish education, but rather as subject matter through
which an ideal Jewish education will motivate and encourage the student to express
further interest, These areas certainly have in them the power to deepen national
consciousness, to reinforce national identity, and to season the bond to Judaism with the
spice of aesthetic pleasure. However, when it comes to giving meaning to Jewish life,
when we wish to transmit eternal values which bind the soul to the continuum of the
generations, the shelf containing the fundamental books, shared by all the generations, is
our primary educational resource.

3. In my article, “Identity, Reason and Religion" (sce note 1), I expanded on the necessity
for religious symbols; 1 wrote:

*How is it possible to portray or to imaginc the agpects of that realm, of the invigible?
How can one conceptualize these aspects in order to meditate upon them? How can
they be expressed so to make it possible for one to ghare them with others? Only
through the medium of symbols - objects, terms, storics, texts or behaviars, the sole
purpose of all of which is to point to 2 reality which is beyond them. Subsiantial
encounters with the transcendent realm can be achieved only through symbols; and
only through them is it possible to develop the recognition of the transcendent realm,
topouduwmil.toahmitwhhamhuandtoinsﬁllitinhishmtThisilbwsuw
symbols of the transcendent reslm have the unique quality not cnly of being sble to
intimate and to represent, but also of being able to awaken one to action The
¢ymbols are instryments which sustain the exciteraent of the soul, and through them
it is posaible as well to activate the soul.

*The absolute value of religion's accessories and customs s in their symbolizing the
transcendent realm and in their infusion of the recognition of this realm into
everyday human life. There is no invention here of a realm which is extraneous to
the essence of the human being; rather, these symbols provide an outer expression
and manifestation to the invisible reaim which every human recognizes. Thus it is
made possible for a human to sense, to be awakeped and 1o waken others to this
realm. The truth of the religious soceascries is in the degree to which they express
and expand the transcendent realm  This is & truth which proves itself to the person
who utilizps these scoessaries in thet through them, hig recognition of this realm
continuousty grows, continuously deepens. Yet, at the same time, the basis for
understanding religious symbols is to recognize that the truth is not in the symbol,
but in that which is symbolized by the symbol, the system of religions symbols
intimate not only what is beyond the human and what is greator than him, but also
what is beyond and greater than the system of religious gymbols itself " (pp. 250 -
52).
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4. The shelf of fundamental Jewish books does not stand in isolation. It is possible to
derive fundamental values from books found on other shelves as well. The aim of this
approach, as was stated, is that the Jewish student will not turn to strangers in order to
draw from them fundamental existential values. In all periods, Jews entered into an
ongoing negotiation with the cultural world in which they settled. In this negotiation,
values originating in external sources were assimilated into Judaism. However, Jews
accepted these as obligatory upon them on the basis of Jewish assumptions. For example:
the value of democracy was created outside of Judaism, but Jewish thinkers sought out
and found a basis for it in Jewish sources (see for example the essay written by my father
of blessed memory, Simon Greenberg, "Judaism and the Democratic Idea," in his book
"Foundations of a Faith" pp. 113-34). This process of adopting and Judsizing all that is

"good and fair" in the culture of the nations is precisely what prevented Judaism from
becoming obsolete and fossilized.

5. On matters of the morality of the Bible and of Judaism and its problems sce the essay
by Haim Roth, "The Moral Shift in Jewish Ethics (Hebrew)", in his book "Religion and
the Values of Life (Hebrew)", (Jerusalem, Magnes, 1973) pp. 85-106; also 5.H. Bergman,
“Extension and Reduction in Jewish Ethics (Hebrew)," in his booklet_"Heaven and Eanth
(Hebrew)," Shdemot (no date) pp. 29-38; and my essays, "You are Called Human
(Hebrew)" in _Qnmlhh_mm;g_, op. cit., pp. 55-67; and "How Should the Bible

be Interpreted in Our Day (Hebrew)," in _"Chosenness and Power (Hebrew)," (Sifriyat
Poalim/Hakibbutz Hame'uchad, 1986) pp. 49-67.

6. In a deliberation with Seymour Fox on thiz section, the following clarification arose
(the following is a paraphruse): “Whoever is instilled with Jewish values will want a
'‘world' to support his values. This ‘world' could be an enclave - a community which
intentionally develops a way of life which is different than that of its surroundinga, a sub-
culture, as it were. A difficult question is whether an ideal Jewish education is not
contingent upon the developmem of a sub-culture. It could be that graduates of all
educational systems which cultivate defined ideas and values aspire to create an enclave or
sub-culture in which they can attain a maximal degree of self-fulfillment. See also the end
of the essay.

6. I have expanded on the topic of the Jewish character of the state of larael in my cssay
"The Task of Masorati Judaism,” in J.S. Ruskeay et a!., eds. "Desepeniing the Commitment:
Zionism and the Conservative/Masorti Movement,” 137 - 146.
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THe Ideology of Hesder:
- The View From
Yeshivat Har Etzion

By Aharon Lichtenstein

Half a dozen years ago, advocacy of the
cause of yeshivot hesder hefore the
American Jewish public would have seemed
largely superfluous. The impact of the Yom Kip-
pur War was then still strong, the memory of
hesderniks’ role within l¢ sdll vivid, the halo of
the hegoic studenc-toldier yee fresh, The religl-
ouas community, in parcicular, tock great pride
in a clearly perceived kiddush hathem, Almose
everyone had seen some striking plcture or

' heard some moving story: of boys (they really

were not much more) whe had gone into battle
wearing tefillin; of a4 group which hed stunned
its brigadier by inquiring, during & nocturnal
lull in-the Sinzi campaign, whether and when
they would be provided with a lulav and an
ecrog; of smocher which, after ¢ disheartening
day on the bettlefleld, improvised Simhae Torah
dancing and hakafoc by the banks of the Suez
Canall Almosc everyone had read commencs of
leading lsrsel Defence Forces commanders
praising the coursge and commitment of bnei
yeshivor, noting both che Inspirational qualides

A hasder yeshive U one In which the studenas combine
milicary servies wich tradidonal yeshive saudles. In larael
todey there is 1 universal draft for young-men with servica
required for thren yeary, Students in a post-secondary
yeshive with o hader program (hesder means errange-
menr) uet sgree to o Ava yesr program during which
mlalmum of fificen months, usually divided tn wo
periods of nine and 1ix monchy, ls devored w0 milleary
mainlng, Pollowing completion of the program the young
men enter the reserves and are subject to all les regule-
tions. In non-hesdar yeshivoc the students are complocly
enempt from milicary secvica.

The term "hesdernik’ s Tsraell’ for a hesder student.

B
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which had done s0 much to boost collective
morale and thelr vital role in the forefront of
the sctual fighting. And there was, of course,
the Hezny of suffering, the grim scaclstles of the
yeshivot's highly disproportionace casualiles, to
actest to that role. Within the context of per-
vas{ve sadness and pride, the idcological presen-
tation of hesder seemed largely unnecessary.
The reality spoke for {tself.

oday, thenk God, such a presencation is
in order. Time has healed many wounds
and dirnmed many memories. Above all, it has
opened fresh vistas and posed new challenges,
these hopefully unrelated to che bartlefrone. We
have seen the flrse glimmers of peace; and, for
the moment at least, the country appears rela-
tively secure. And as our sense of danger is
dulled, as our roseate hopea lull us into a sense
of imagined securlcy, as the percepclon of fust
how cloge Syrian armored columns had come to
swaoplng down upon the Galil and beyond be-
comes blurred=hesder and {ts cause evidencly
needs, (f not an advecate, at leasc an expaoritor.
This brief esaay fa therefore presenced as
modest exposition of the essence of hasder and
les significance—at leasr as viewed from the per-
spective of Yeshivac Har Etzlon.

he cypical graduate of an Israeli yeshiva

high school is confronted by one of thrae
options. He can, like most of his peers, enter the
atmmy for a three year stinc. Alternacively, he
can excuse himself from milleary service on the
grounde thac toraeo umnueo, "Torah Is his voca-
ton," while he attends a yeshiva whase stu.
dents recelve the Israeli equivaleat of a 4-D
exemption. Finally, he can enroll in a yeshivar
hezder, in which case, over roughly the next
five years, he will pursue 1 combined program
of tradittonal Torah study with service in the
lsraell army. While at the yeshiva, he will learn
full-ime (hesder is not an [sraeli R.O.T.C.), but
there will be two protracted absences from ¢,
one of nine months and the other of six
monchs, for training and duey.,

4

f these three courses, hesder is, in one

sense, perhaps the easiest. Properly speak-
ing, however, It is ulto the most arduous. The
advanteges, judged from & scudent’s perspectlve,
are falrly clear. Most obviously, the tour of ac-
eual army service Is shorcer, While a scudent is
tied down by hesder for almost flve years, he
only spends, unless he becomes an officer,
about sixteen monchs in uniform. Mos¢ impor-
tant, however, hesder provides 1 convenlent
framework for discharging two differenc—and
to some extent, coaflicing—obligations. It
enables him, morally and psychologically, to
salve both his religious and his national con-
science by sharing (n the collective defeace bur-
den without curting himself off from the matrix
of Torah. Soclally—and chis of caurse has religls
aus {mplicadlons as wellhesder offers him a de-
sirable context as, even while in the army, he
will often be scationed with fellow hesderntks.
And hesder enables him, pragmadcally, to keep
his fucure ncademic and vocational opdons
open. Unlike his peers at non-hesder yeshivo,
he can, upon completing the hesder program,
legally pursue any course of study and/or em-
ployment wichin the mainstteam of [sraeli
gociety.

hese are legitimate and even Important
considerations. But they are not what

* hesder, ideally considered, la afl about. Properly

underatood, hesder poses more of a challenge
than an opportunicy; and In order to perceive it
at its bast we need to focus upon difficulcy and
even tension rather chan upon conwvenlence.
Opcimally, hesder does not merely provide a
religlous cocoon for young men fearful of being
contaminated by the potentially secularizing In-
fluences of genersl army life—salthough it In-
cidencally serves chis need as well, Hesder at Is
finest seeky to actract and develop bne! torah
who are profoundly motivaced by the desira to
become serious talmidei hachamim buc who con-
cureently feel morally and religiously bound to
help defend their people and their country;
who, given the hiscorical exigencles of their
time and place, regard chis dusl commitment ae
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both a privilege and a duty; who, in comparlson
with thelr non-hasder confreres love not (to
paraphrase Byron's Childe Harold) Torah less
but Israel more. It provides a concext within
which scudents can focus upon enhancing theic
personal spirucal und intelleccual growth while
yet heeding che call co public service, and (¢ thus
enables them to maintain an incegrated Jewish
exlstence. R

To be sure, the two aspects of hesder, the
spiricual and the milicacy, are hardly on 2
par. The dispariey 1 reflected, in pare, in the
unequal divislon of cime. Primarily, however, it
concerns the realm of velue, within which ewo
elements, each {ndispensable, may yet be vari.
ously regarded. When the mishnah states, “If
there is no flour, there is no Torah; if there is no
Torah, there is no flour,” ic haedly means that
both are equally important. What It does mean
{s thac both are, in fact, equally necessary, al-
though, axiclogically and teleclogically, flour
exists for the szke of Torah and noc vice versa.
Il fauc manger pour vivre, {{ ne faut pos vivre pour
manger. ("One should eat in order to live, not
llve {n order to eat™), declaims one of Moller’s
characters; and so it is with hesder, The yeshiva
prescribes military service as a means to an end.
That end is the enrichment of personal and
communal spiritual life, the realzation of that
great orsl and religious vision whose fulfill-
ment {2 our national destiny; end everything
else 13 wholly subservient, No one responsibly
connected wich any yeshivat hesder edvocaces
milicary service per s, We avoid even the slight-
est tinge of militarism and we 2re poles removed
from Plato's nodon thac the discipline of army
life is a necassary ingredient of an ideal aducs-
tion, No lass than every Jew, the typical hesder-
nik yearns for peace, longs for the day on which

he can divese himself of uniform and uzzf and

devote his energies to Torah. In che interim,
however, he harbors no illusions and he keeps
his powder dry and his musket ready.

Iq one sense, therefore, insofsr a5 army sec-
vice 1y alien to the ideal Jewish vision, hesder
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fs grounded in necessity racher than choice. It
is, if you will, b'dlavad, a past facto response to &
policical reality Imposed upon us by our
enemies. In anocher sense, however, it la very
much ['chathilldh, a freely willed opdon
grounded in mergl and Halachic decision, We—
at Yeshivar Har Etrlon, at any rate—do nog ad-
vocate hesder at » second-best slternative for
those unable or ynwilling to accepe the rigors of
single-minded Tdeah study. We advocate it be-
cause we are conyinced chet, given our circum-
scances—would that they were better—military
service [s a mitrvkth, and & most impoetant one
ac thae. Withoug impugning the paeriotlsm or
ethical posture of those who think otherwlse,
we feel that for the overwhelming majorley of
bnef torah defence; {s a moral imperative,

H ence, to the extent that the term hesder,
“agerangement,” connotes an accommo-

dadon srcived ad between conflicting sides, it ls
somewhat of a misnomer. Hesder s not the
result of a compromise between the respective
posirions of roshei yeshiva and the Minlstry of
Defence. It I racher a compromise with reality.
We do occasionally argue with the genersls over
derails end they'do not always sufficiencly ap-
preclace the preeiinence of the spiritual factor.
The batic concqrn with secutity, however, is
ougs no less than'thairs,

Of course, that concern must be balanced
against others, Knesset lirasl needs not only
securlty but spidtualitcy—and ultimately, the
former foe the sake of the latcer. Those who, by
dine of knowledge and {nsplradon, sre sble to
prescrve snd enrich our meral vision and
spiricual hericage, contribuce Incalculably to the
quality of our r?atlonnl life: and this must be
considered in determining personal and collec-
tive priorities. Hence, while we of yeshivot
hesder, feel chat trulning and subsequent ce-
serve status for men should be virtually univer-
sal—spirfrual specializadon being reserved at
most for a truly elite cadre—the lengeh of post-
training service] should be justifiably briefer
than cthat of chose unable or unwilling to make
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& comparable spiritual contributdion. The mili-
taey establishment, I mighc add, generzlly un-
derscanda chis, Junior officers, currently con-
cerned with keeping good soldiers in cheir units,
sometimes complzin abouc whart they regard as
this Inequity. However, higher level com-
manders, more keenly aware of the total pleture
and che longer term, recognize the value of the
spiricual espect of hesder a3 inspiradonally
significanc, for bnel yeshiva a5 well as cheir com-
tades; in che event of war. It should be empha-

sired, however, that from a Torah perspectlve,

the juscification for abbreviated service does noc
rest solely ot even primarily upon the yeshlva's
stimulus to bravery. It s grounded, racher, in
the {ncrinsic and Immegsurable value of Toreh
per se—indeed, in the faith and hope thac it
moves us coward the realizadon of cthe prophe-
tic vision, “Neither by force nor by mighe buc
by my spirit, saith che Locd of hoats."

he case for hesder rests, then, upon several

simple assumptions. Firse, durlng the for-
mative posc-secondary years, a ben torah should
be Aemly rooted in 2 preeminently Torsh cli-
mate, this being cruclally impoctant both for his
-personal spiricual development and for the fu-
tute of a nation in crirical need of broadly based
spiricusl commitment and moral leadership,
Second, the defence of Israel is an ethical and
Halachic imperntive—be it because, as we be-
lieve, the birch of the scate was 2 momencous
historical event and- lts preservation of greac
spiricual significance or because, even failing
chat, che physical survival of ity three million
plus Jewish inhabicants is ec stake. Third, in
lighe of the councry’s current milirary needs—
and these should admittedly be reassessed peri-
odically~yeshlva students should pacticipate in
its defence, both by undergoing basic and spe-
cialized training, thus becoming part of the re-
serves against the possibllity, God forbid, of
war, and by performing some actual service
even during some period of uneasy peace, The
need for such participation is based upon sev-
eral facrors. By far the most impoctant is the
fact that in the eventualicy of war che Israeli ar-
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my may very well need every qualified soldier ic
can muaster. And lest one think that the num-
ber is milltarily insignificant, let it be noted
that, while indeed they may not seem all that
many, nevercheless the boys currently enrolled
in hesder, noc¢ to' mention chose who have
moved on to the reserves, can man over four
hundred tanks—surely no plddling figure. This
factor relates to training more than to peacs-
time service but with respect ta the latter as well
both common fairness and self-respect dictate
that the Torah community make some coneri--
bution even if it be justifiably smailer than
others’. Moreover, the =thical moment aside,
such ' coneribution is & matter of self-interest as
well—and noc only because it (s, after all, our
own home that we are defending. Service en-
abies che individual soldier co avert the moral
and psychalogical onus of the drone and [¢ en-
ables the religious community as a whole to
avoid boch the reslity and the stigma of parasic-
lam. [c helps build personal chearacter, on the
ons hand, and opens channels of public- Impace
on the other, by producing potential leadecs at-
tuned to the pulse and the experience of their
counceymen. To be sure, the prospect of secular
criticlsm should not routnely be the declsive
factor in determining religlous policy. Never-
theless, {¢ cannot be totally ignored. Hazal, ac
any race, did noc regard fillul hathem and kid-

dush hashem lightly.

f che rationale underlying hesdes {s relacively

simple, its implemencaton is anything buc, |
described it at che outset as the most difficule of
the options open to a yeshiva high school grad-
uate; and, serlously taken, it ly precisely thae,
The difficulty s not incidental. It is, racher,
grounded In the very nacute gnd scructure of
hesder: and it is cheeefold. First, there is che
problem of dual commitment per se, che posal-
ble loss of motivation and mdmentum and the
division of tine, energles, and arrendon-inher-
ent in che fusion of the study of Torah wich tny
ocher enterprise, academic, vocational, or what
have you. “If | had been present at Mount
Sinal,” said Rabbi Shimon bar Yohai, "I would
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have asked of the Merciful One that two
mouths should be created for every person, one
wich which to study Torah and one with which
to sreend to =il hia [ocher) needs” (Yerushalml,
Berachot, 1:2). His wish is deeply shared by hes-
derniks and their mastera.

ith teference to hesder, specifically, there

is, however, an addiclonal problem:.the
conflict of values, life style, and sensibility be-
tween bet midrash and boot camp, especially in a
predom!inantly secular srmy. The danger is not
so much that studencs will lose thelr falch and
becoma non-observant. On this scare, yeshivot
hesder have a track record at leasc s good as
cthelr immediate Eastertn European predeces-
sors’. It is, racher, 1 peoblem of possible aterl-
ton—che loss of refinement and the dulling of
moral and religious sensitivity which may result
from exposure to the rougher aspects of 2 possi-
bly dehumanizing and despiritualizing exis-
cence. As che Ramban (Devarim, 23:10) nated,
the qualities of aggressiveness and machismo
which are so central to milicary life nacurally
run counter to the Torah's spiritual discipline,
and 1 genuine and conscious effort is needed in
order to avoid moral corruption and spiritual
corrosion. '

P robably the greatese difficulty, however,
concarns nelther the practical ramifica-
tlons of the diffusion of effort nor the grappling
with potentially inlmical influences. It concerns
the very essence of hesder: the malntensnceof a
renuous moral and ideological balance between
its two components. At lssue is a conflict of
loves, not just of labors. At one level, this is
simply the problem of religicus Zlonism wrie
large. On the one hand, a yeshivat hesder seeks
to fnseill profound loyelty to che State of lsruel.
On the other hand, it Incuicates spicitual per-
spectives and values which are to serve as the
basis for a redlcal eritique of a secularly oriented
scace end society. The problem scquires snother
dimension however, when thac [oyaley ineludes
the readiness to fighe and dle. Moreover, it in-
volves, at'a second level, issues which are speci-
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fically related to a studenc-soldier per se. Like all
yeshivot, a yeshlvat hesder seaks to Inatil] a love
for Torah so profound and so pervasive as ro
render procracted detachment from it painful—
and yet It demands precisely such an absence, It
advocates patricde national service even at
some cost to perzonal development, and yer pre-
scribes that studenes serve considerably less
than cheir non-yeshiva peers. These apparenc
antinomies are the result of the basic actempt to
reconcile conflicdng claims and dutles by serik-
ing a parcicular balance: one which should pro-
duce an asplring talmid hacham who also serves
racher chan a soldler who also learns; one which
percelves military service as a spirlcual smerd-
fleca—we don't wane scudents to be indlfferent o
their loss—but which proceeds to demand thate
sacrifice; one which encourages a hesdernik to
excel a3 a noldier while in the army but pre-
tcribes his return to the bet hamidrash before
that excellence is fully applied or perhaps even
fully actained. From the yeshiva's perspectives,
these antitheses are fully justified. Indeed, they
constituce the very essence of hesder as 2 com-
plex and sensitive balance. However, preserving
that balance, with its multiple subtle nuances,
encails traversing a narrow ridge~and here lies
rhe primary difficulty, existandal and not jusc
practical, of hesder. Smail wonder chac meny

" only achieve the balance imperfectly, ¢ s, how-

ever, {n chose who do suceed In attmining the
balance and who, despite the difficulty, are gen-
uinely st peace with themselves, that hesder ac
its finest can be seen. And it ia‘lnapiring to be-
hold.

hese problems ate very reel. They pose a

formidable educadonal challenge; and
while they are by no means Insuparable—che
history of yashivot hesder can actest to thatmwe
ignore chem at our perll. Moceover, it (s pre-
cisely che adherents of hesder, those of us who
grapple wich ies sophisticated demands on a reg-
ular basis, who are most keenly awace of the
problems. Nevertheless—afthough staceless cen-
turies have tended to obecure this fsce—hesder
has been che eraditional Jewish way. This ls noc

11



the place for the exhaustive analysis of preof-
cexty. But what were the milleux of Mm.he Rab-
benu, of Yeshashua, of David, of Rabbi Akiva,
a3 Hezal conceived and described them, buc
yeshivot hesder! [ndeed, on the Ramb'an's view,
the inscitucion can be traced back to our very
fountainhead. In explaining why Avimelech
was 5o anxious to conclude a treaty with Yice-
chak, he conjectutes that it may have been due
to the fact “thet Aveaham was very great and
mighty, as he had in his house three hundred
sword-wielding men and many allies. And he
himself was a lion-hearted soldier and he pur-
sucd and vanquished four very powerful kings.
And when his success became evident as being
divinely ordained, the Philistine king feared
himn, lesc he conquer his kingdom .. . And the
sons emulated the fathers, as Yiczchak was great
like his father and the king feared lesc he fight
him should: he banish him from his land.”
(Ramban to Bereshit, 26:29). This account .of
lton-heasted avot and their sward-wielding dis-
ciples may fall strangely upon some esrs. Al-
though we donlc Like to admit {t, our Torah
world, too, has it vogues, and, in some citcles,
much of the Ramban on Bereshic—the real Ram-
ban, honescly resd and unflinchingly under-
staod—ls currently passé. The fact, however,
cemuins: the primacy tradidon is hesder.

he reason (s not hard to find. The Hale-

chic rationale for hesder does not, as some
mistakenly assume, rese solely upon the mitzvah
of waglng defensive war. If char were the case,
one might conceivably argue chat, Halachically,
sixteen months of army service was to0 high a
price to pay for che performance of chis single
commandment. The rationale rather ress upon
a) the simple need for physical survival and b)
the fact that militacy service ia often the fallest
manifescation of a far broader value: g'milue
hasadim, the empathetic ¢oncern for others
and action on their behalf. This element, de-
fined by Hazal as one of the three cardinal
foundations of the world, is the basis of Jewish
soclal echics, and lts reallzadion, even at some
cast to single-minded development of Torah
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scholarship, virtually imperadve. The gemara in
Avodah Zarch is pungendy clear on this point:
“Qur Rabbls taughe: When Rabbl Elatar ben
Prata and Rabbi Hanina ben Tradion were
srrested [i.e. by the Romans], Rabbl Elazae ben
Praca tald vo Rabbi Hanina ben Tradion, ‘For-
tunate are you that you have been arrested over
one matter, woe la to me who have been ar.
rested over five mateers’. Rabbi Hanina re-
sponded, ‘Fortunace are you that you have been
arrested over flve macters buc are to be saved,
woe is ta me who have been arrested over one
macter but will not be saved, For you ¢concerned
yourself with both Torah and g'milus hasadim
whereas [ conecerned myself solely with Torah'.
As Ray Huna stated; for Rav Huna sald, ‘“Who-
ever concerns himself solely with Torah fa a3
one who has no God. As (¢ iy writeen, “And
many days (passed] for Israel without g true
God" (Divret Hayamim 0, 15:3). Whae s [the
meaning of] "without a ttue God!” That one
who concerns himself solely with Torah fa as
one who has no God’ (Avedah Zarah, 17b}). The
midrash (Kohelet Rabbah, 7:4) equates the renun-
ciation of g'milue hasadim with blasphemy; and
the gemara in Rosh Hashanah scates that Abbaye
oudlived Rabbah because he engaged [n both
Torsh and g'miluc hasadim whereas Rabbah had
largely confined himself to the former. When,
2t [n contemporary Isrzel, the grestese single
hesed one can perform s helping to defend his
fellows' very lives, the impllcacions for yeshiva
education should be obvious.
hac is equally obvious Is the face that not
everyone draws them—and this for one
of severs| ceasonu. Some (not many, | hope) sim-
ply have lictle {f any concern for the Seate of
Israel, even entectain the naive notion that, as
one roch yeshiva put lt, thelr business could con-
dnue as usual with Palastintan flags fluttering
from the tooftops. Others feel thae the spirtusai
price, personal and communal, Is simply too
high and chac firse-rate Torah leadership in pac-
ticular can only be developed within the mono-
chromatic contexts of “pure” yeshivot. Sdlil
others contend thae, from the perspective of
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genuine faith and teust in God, itis the yeshivoe

which are the true guardians of the polity so
that any compromise of their incegricy is a blow
ac national security, These contentlons cleacly
caise @ number of basic moral, Helachic, and
theological issues with respect to which 1 ob-
viously entercain certain views. However, [ do
not wish, at this juncture, to polemicize, These
are matters on which honest men of Torah can
differ seriously out of mutual respect and I cer-
talnly have no desite 1o denigrate chose who do
not subscribe 10 my own posicions, Whae [ do
wizsh to stress minimally, however, is che polnt.
cha, for the aspiring talmid hacham, hesder is at
least 28 legltimate a pach as any other. It is, to
my mind, a good deal more; but surely not less.

In‘mak{ng any assessment, it {a impoteant
thac we apptoach the subject with full aware-
ness of the millcary ramiflcations—a point not
always sufficlently heeded. The story is reliably
told of & leading rosh yeshiva who, at the height
of the conttoversy over glyus banoe, “the draft-
ing of women,” back in the fifcles, attended 2
wedding near the lscacli-Arab border in Jeruse-
lem. At one polat, gunfire was suddenly heard
and he scurried under = table, excleiming
passionacely, “Ribono shel olam, l.wane ta livel
There is much Torah which 1 yet wish to learn
and createl” Whereupon a rather {nsensitve ob-
secver approached him and asked, “Nu, rebbe,
was sage {h itzer wegen giyus banos?” (Well, rabbi,
what do you say now about giyus banot?") And
he kept qulec. Lcite the story noc becawse | favor
the Induction of women—undet present cis-
cumstances, [ very much oppese it—nor to im-
pugn the memory of a truly greas pecson but in
order to poinc out that, ac a cercain discance,
one can lose sight of the simple teuth that 2
Jewlsh soul can only exist wichin & Jewish body.

hat nagging truch persists, however, and
{ts appreciadon I8 central to the under-
reanding of an institution designed to reconclle
the conflictlng claims of spircuality and secu-
rity, of talmud torah and g'miluc hasadim, of per-
sonal growth and public service. The present
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dilemma posed by these claime 18 not of our
choosing. The response, however, is; and, In
this respecr, yeshivot hesder are a coruspectus of
our collective anomaly: a nation with out-
stretched palm and mailed flse, scriving for
peace and yet training for war. For the foresee.
sble future, this is cur sicuacion. While, as pre-
viously noted, our position appears more prom-
Ising than In the past, we are far from being gen-
vinely secure and can hardly afford to weaken
our defenses complacencly, Hence, within the
concext of our “seacion and ics duties” {to use
F. H. Bradley's term), hesder is, for bnef torah,
the imperative of the moment. May God grant
us ¢.beteer station. In the meantime, however, if
{t is to become no worse, we musc keep both our
spirits and our guacd up. Anlmated by vision
and yet chacy of danger, we, of yeshivor hesder,
pray that He may grant us the wisdom and the
courage to cope with the challenges of the tcime.

Rabbi Aharon Lichtenstein has been Roth Yeshiva of
Yeashivat Har Erdon since 1971, He was ordalned ac the
Rabbi faxse Elchanan Theological Seminaey, Is o reciplent
of the Docter of Philosophy degree from Harvard Univer-
sity and for 1ome years taught Telmud and English Litera-
rure xt Yeshlva Univensicy, He & & sondn-law of the
revered Rabbl jeseph B. Soloveicchik of Boston. Rabbi
Lichcerucein and his family moved to liral in 1971,

Yeshivat Har Exzion, located in the arez of Juah Eglon
fuse 12 miles south of Jerusalem, wes founded In 1968 im-
medircely following the Six Dey War by Rabbi Yehuds
Atnitsl whe has been ce-Rash Yeshlva eogecher with Rab.
b Licheenseein, Ite hellmark (s che high callbar of it pro-
gram in Bible, Talmud and other Jewlsh srudles combined
with  stvong Invelvement with the concerma and progrens
of che Stuze of irmel. I¢ Is & postecondery school and
there are presently 385 studena enrolied. Over alxty are
from abroad, metly from the Scates, and wiil remalin for
one to thres yésts in a program devoted exclusively to
Jewish acudies. ‘
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CHAPTER X1V

» -
lRIf?IFllltL.L'S OV GROwWTII GUIDING
SELECYTION QoF ACTIVITIES

' IN the school, education was reco,
ess, in which the young
ability 1o handte himsel
his social relationships,
growth had loug been re

. gnized as a maturing proc-
Cl].lld grows in body and mind and in
£ in his physical environment and in
The. czndi(ions for healthy bodily
: cognized, but the |
fhmk depends upon the hiealthy growth anc;lt;?r;h:: ll_:-::“f:f N
Tg of the m?chnnism of thought and its exprcfsion wzsmant-
It(:;itc:ln:s;cguue new. The bea.ring upon education of psyc'ho-
peieal s C¢ a3 a study of this mechanism, and of (he conqli-
at minisier to and prowote its nornal developnent in

IIICIII-II P(Jwﬂr a”d In ll.”l ICnt a bad !0] [ al
‘ [H. st I) it

Two psychological assum

[ : ptions of the school's | i
basic to its theory and cont i

rolling its practices, w '

: » were radicall
9

liflerent from those that underlay the prevalent ellucaliona)l'

theory an.d practice. The first of these recognized a psychologi.
cal and biological distinction between the child and the adu?t
as a'l'csuit of which it is neither physiologically nor menall ’
puss:b.]c to describe children as “Jiule men and wonen,” 'I‘hr
adult 133 person with a calling and Position in life, 'I'Iu:s;: Ha c
wepron him specific responsibilities which he must meet 'l‘lu:l cncl'i
into play f-ormed habits. The child’s prisnary callin .is r(:wll

He is forming habits as well as using those alreacly [orgmcf He is‘.
lhcre:[ore, a.bsorbcd in making contacts with persons and‘lhin s
.and in getting that range of acquaintance witl: the physical :mgd
ideul fuctors of life which should be the background and afford

the material for the specialized activities of later life. Recogni-
150
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tion of this dilference, therclore, conditioned (he selection and
arvangement ol all school inaterials and methods in order to
facilitaie [u]) norinal growth. It also required faith in the re-
sults of growth o provide the power and ability for later spe-
cialization,

‘Thie sceond asswinption was that the conditions which make
for mental and moral progress are the same for the child as for
the wdult, For one, as Tor the other, power and control are
olrtained tnough realizing peisonal ends and problems, through
personal chovsing of suitable ways and means, and through
adapting, applying and thercby testing what is selected in ex-
perinmental and socially acceptable action.

b

ACTIVITIES OF THE CURRICULUM

Thd:: studies in the curriculumn, the physical and social set.
up of the school building and classroumns, the type of equip-
ment, and the method of instruction all had to be chosen with
the idea of the growing child in mind. His changing intercsts
and needs and his ideally increasing power to act, to iniliate,
to judge, aud to accept responsibility for the consequences of
his action had w be considered. In selecting studies, it was ac-
cepeed that a child's present living contains within iself ele-
ments, fucts, and truths of the same sort as those that enter into
the various [ormulated studies such as geography or other
sciences, To constantly develop the possibilities inherent in the
child's immediate crude experience was an imiportant problem
of tlie curriculum. It was also recognized as more important,
that 1he atitudes, motives, and interests of the growing child
are identical with those that eperate in developing and organiz-
ing the subject-matier of these swudies. In other words, spe-
cialized studies were thought of as outgrowths of present
forces that are operating in the child's life. The problem of
instruction was to help the child discover for himself the steps
that intervene between his present experience and these or-
ganiwed and classified bodies ol facts known as chemistry,
physicy, history, geography, etc. Subjectanatter was not thought
of as something fixed and ready-made in itself, outside the
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child’s experience; nor was the child's experience thought of
vas hard and fast, but as something fluent, embryonic viful
'™ Ihe child and the curriculum are simply two lin;ils wt;icll
define a single process. Just as two points define a straight line
50 the present standpoint of the child and the [acts and uull:;
of sl}:tlics define instruction. It is a continuos reconstruction
moving from the ehild's present experience ou finto that re '
sented by the organized bodies of Gl that we eall studie
"On the [ace of i, the varjous studies, arithinetic, .
language, botany, etc., are themselves ex pericnce
of the race.

IHL"
5.
gt‘:ugrn[:hy,
--they wie that
] They embody the cumulative oulcnnrc of the
c-ﬂorls, the strivings, and the successes of the liuman race, genera.
tion after generation. They present this, not as a nere accumu-
lation, not as u miscellancous heap of separate hits of experi-
ence, bul in sonie organized and systematic way—that is, s
rellectively formmulated. '

“Hence, the fucts and truths that enter jnto the child’s pres-
ent f:xperience and those contained in the subject-rnatter of
studies are the initial and final terms of one reality.”

Specialized studies are the systematized and defined experi-
cice of the adule mind, While not parts of the inuediae life
u.f the child, they define and divect the movement of his actjvi-
ties. "!'hcy are far-away objectives, but ave, nevertheless, of
great importance, for they supply the guiding method in d'eal-
ing with the present. As part of he experience of the adult ming
of the teacher, they are of indispensable vulue in inlerpretin
l!u: child’s present life and in guiding or directing his aclivﬁ
Lic. Interpretation of e present in terms of 1the past [or use
in l[u.ufre activities, and guidunce in the perfotmance of these
activitics are Lthe two essendal elements in
pruccss.

-

the lustruction

! -Io tterpret a fuct is 1o see it in its vital moveinent, 1o see
Hinits .relauon to growth. But to view it as a part of a nermal
growth is 10 secure the basis for guiding it. Guidance is not ex-

1 John DNewey, The Child and the Curriculum
Chicago Press, 1908).
10p. ¢,

(Chicage, University of
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ternal imposition, It is freeing the life-process for its own nost
adequate fulfitment.”

STAGES OF GROWTIL

1t was necessary to keep in mind that the various stages of a
childl's grawth are transitional, blend ino one another, and
aver lup. 1lis present experience is but an index of certain
growih-iendencies. 1t cannot be isolated from his developing
experience. Ilis development is a definite process having its
own daw which can be fullilled only when adequate and normal
conditions are provided.

The teacher's part in this coming-to-maturity process is that
ol interpreter and guide as the child reénacts, rediscovers, and
reconstiucts his experience from day 1o <day. The teacher sets
tie stage {or the moving drama of the child's life, supplies the
necessary properties when needed, and directs the action both
toward the immediate goal of the child and also toward the
direction of that [ar-away end which is clear in her mind, but
as yet unscen by the child,

It was essential that the activiies selected for a school life
providing this sont of growing experience should be, first of all,
basic; that iy, those that provide for fundamental needs such
as [ood, clothing, or shelter. Such activities are genuine and
timeless. Vheir reality excites the interest of the child and en-
lists his effox1, for they arc what his elders do, have done, and
must continue to do.

In the second place especially for young childven these ac-
tivities should be simple. The carly modes of occupations and
industrics when primitive tools and machines were used such
as the child can rediscover, reinvent, and reconstruct or the
present small, general farm furnish activities that are both
interesting 10 the child and within his constructive powers.
They also introduce the child to raw materials which must be
made over by himn into the finished product of his imagination,
Fear of raw material has been a great handicap of the educa-
tional past, in the Jaboratory, in the manual training shap, the

Montessori House of Childhood, the Froebelian Kindergarten.

Yoo
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The demand has been for ready-made toyy aud maerials, which
other minds and hiands or machines have produced. This is
true in academic book-learning as well as in the subject-matter
of active occupations. It is true that such malerial will control
the child's operations so as to prevent mistakes, but the idea
that a child using such materials will somehow achieve without
elffert the inelligence that oviginally shaped or stuted this ma-
tevial is false,
Furthermore, these activities are not merely things a child

Is interested in doing; they typily social situations and involve
the relationships which he can feel and understand. A chitd
€an no more enter into or understand the present sacial organi-
zation without experiencing the simpler stages of living than
he can appreciate a musical symphony without haviung shared
in the simpler forms of music. Man’s fundamental comimnon con-
cerns center about [ood, clothing, and shelter, household [ur-
nishings and the appliances connected witl; production, ex-
change and consumption. They represent both the necessities
of life and the adornments and luxuries with which necessities
liave been amplified, They tap instincts at deep levels. They

are [ull of facty and principles having scientific, social, Le,

inoral qualitics and implications, Gardening, weaving, con-
struction in wood, maripulation of metals, cooking, etc, have
inuch more than a bread-and-butter value, and it is for educa-
tion to reveal their scientific implication and social worih, Gar-

dening gives an approach to knowledge of the place [arming

and horticulture have had in the history of the race and which

they occupy in the present social organization. Scientifically

controlled gardening thus becomes the means for studying facts

of growth, chemistry of soil, véle of light, air, and niosture, elc.,

or elementary botany. “These facts are thus seen’ as a part of

life and have intimate correlations wilh facts about soil, animal,
and human life. As the child matures he himself discovers prob-
lems of interest which he will want to pursue and thus pass
over into more and more adult intellectual investigations.

When the subject-matier of the elementary curriculum is

made up of these play and work activitics, a child becomes
familiar, during his formative period, with many aspects of
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knowledge in relation to living. With increasing maturity he
sees how the sciences gradually grow out from 'use[ul occupa-
tions, physics out of the use 0[- tools and mach'lncs, cht;:;u:llllz
out of processes of dyeing, cooking, {netal sinelting, etc. Ma
matics is now a highly abstract science. Geomelry, however,
means literally carth-measuring. The use of number lo.kecp
udck ol things is {ar more important to-day than when it was
m‘:c“ll—?::: most direct road [or elemenlary students into civics
and ccononics is found in the cunsideralliorl of the place and y
office of industrial occupations in social ]IIEE.
Furthennore, social occupations of this .fund'.tmenlal type
enable the child to discover and become skilled in the' use of
the scientific method. They lead his thought anc} experimenta
action farther and [ariher alield. Concrele‘expcrfeuces in l.llYng
and discovering as le lives, multiply. Horizons lift. Possibi 1[1,:3
beckon. Skills improve. Knowledge put to use becomes wis-
dom, the wool of the web of living, What has proved helph:ll in
a number of situations is drawn ofl (abstracted) an.d uiv.le. in
othiers, Abstraction thus becomes an insn:umr:nr. Iur. inte ilgcm:
action by which useful knowledge isl fed into experience, ['Iac.t:
of knuwledge are enlarged in signlﬁc‘ance, are scen in ue‘:
human as well as their physical, tr:.chnlc-a_i or economic asp;:cin:
Liutle by little the social becomes identified with the mora
lcr';‘sl:-is sort of growing experience was possibly best illusc:rz[ucd,
in e school, in those groups of c.hildren wl}o .follo'we II-?mh
the beginning the steadily developing course in cook;ncg :v;fltccr
was part of the prograin of all the elementary yt:.']ars!. : awf aler
year, us they cooked their luncheons, they teste llne:r owirls
cereals, vegetables, meats—{or the presence .0[ stat:c 1, pro e,
fats, and other constituents, At the end of this co.nllnu'ed cours t
in making a summary of these years of experimenting, gre;ld
was the children’s delight to find tlllat. they themselves lc:ou
classify all foods ("a great number”) mt? lhrcc_grea.t c assesE
in accord witli the presence or absence in varying degree o

3 Jolin Dewey, Democracy and Education (New York.’Thc Macmlllan
Co., 1916}, p. 236.



|

(1)

()

256 THE DEWEY SCHOOL

carbohydrates, protein, und fat,
cessive, carclully interpreted, ang
to a realization that their kichen
certain phase of theijr cooking was a study of e chemistry of
food. Thus appreciution grew of the cflons of 1he st which

had given them a herituge of finesse jn (he science and art of
cooking.

Without knowing it, by suc-
guided steps, they bad come
wias 2 laboratory, and (Jiat 5

TYPES OF SUBJECT-MATTER

In an article, "The Place ol M
memtary Course of Study,” Mr. D
experimentation will the school program und thiese types and
groupings of subject-mauer, He Placed the studies under thyce
hieads, finding this arrangement bol clarifying and of some
philosophic value. In the frst group are those whith arc not
50 much studies as active pursuits or eccupations, modes of ac-
tivity, play and work, which appeal to the child for their own
sake and yer lend themselves 10 educative ends, “Thiy sor of
play and work gives the pupil command of 3 metho of in-
qQuiry and experimental action, leads to inventjve
elfint ayd gradaudly 16 an wile
ences. In the second Broup iy (I
the background of social life, including history and geography,
history us the record of what has made the present forms of as.
sociated Jife whar they are, geography as the starement of the
ve of man's social activities. In the

which give the pupil cominand of
the forms and methodls of intellectual communication and in-
iy, viderstanding inguiry to include science as the organ
of sacial progiess. Such studies as reading, grananar, and the
maore {echnical modes of arithunetic are (

anval Training in e Ele.
ewey sumimarized six years'

wnel creadive
tancling of the abstiacr sej
e subjecanatier which gives

third group are the studies

» using them freely for himself, he cuy ap-
Propriate the intellectual products of civil

that they constitute he bulk of
Dewey points out that in the ¢
tion it may Le desirable 1o p

the traditional curriculum, Mr.
nore advanced stages of educa.
ecialize these subjects in such a
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way that they lose this direct relationship Lo social :llfc. ‘hu: ::
clementary education he finds that they are ‘val.ua 1;: jus "
the degree in which they larfc treated as furnishing the soc
:wting or background of life,
Stliltfli,l;]:g the I[:imrs of these 1hrec’ groups thcre.is a n;lovcmcnt:
away hom divect personal and social interest to s inc lzccl an
remate lTorms, The first group represents to lhf cIn!d the snmc;
st of activities that accupy him <!i:’cct‘ly in his daily hh?, ill'-llll
with which he is thoroughly familiar. The second group is s’l.|
social, but gives the background rather than.lhc dfrecit' rca. u)i'
of associateql life. The third group-—sucl'l sludu.:S as le:;: ing .1::
grammar ahd ihe various forms of m‘uhmcu'c—ls also social,
not in itsell or in any of its immediate suggestions and associa-
tions, but Lecause of its ultimate motives nnd' cﬂf:cls. Tll'c .{)_ur-
pose of these lutier 5 to muintain the continuity of civiliza-
ton."”

FINST CROUP OF ACTIVE PURSUITS

In the school, the studies of the firsg group includec‘l .a.l'I. p:ays
and guimes, the fenns of bodily exercise usually cl.:s'u iee ::
Physival cewlture, and the various kinds 'of manual training
comitnctive work, There weie also a variety of school rcsc;ulrccs
not usually included under this lu::ul., such as lhf: out-0 -tloor
excursions, and much of the more active obscrvalfoual and ex-
perimental work in nature study, In llu? lal'ler, it was not so
much the objective facts, much less the scEcnllﬁr:' laws, that corll
cerned the child, as it was the direct manipulation of mnlcn:.l 5
and the application of siniple formis of energy to pro;l'uct; 12;
teresting resulis. Wide use was inade of the various 1“?:(15
aclivitics belonging to this first group °_f s:udu?s 'wnh chi renf
of all ages, It was recognized that physical activity, the use od
the bodily organs, is a large part of whatever interests an

rbs a child,
abfsofmd body is a first concern fo:: normal, wholesome grc;wtlh.
Consequently, the play and physical culture program o the
school was the result of much thought and careful planning.

1 Jolin Dewey, "The ["lace of Manual Trabilog b the Elenentary Course
of Study,” Manual Training Afagarine, Vol. Il, Mo, 4 {July, sgor).
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Even with the olider children, becaose of the active life caried
on at all lines, the gymuasivm was not thought of as a place
to exercise; it was, rather, a place to play in when the weather
did not permit play outdoors. It was also the place w deat with
the particular weaknesses of children, either as groups or as
individuals. A teacher of physical culwure in charge of the work
lor a time describes the work with the various groups: *

The wark with the young children (Groups 1,
was confined chiclly to marching sleps,
were emphasized. Gumes came next, in wl
Part. These served to develop the child's ability 1o codrdinate and
control himsell, and prepare him for more difficuly Buines requiring
alertness, dexterity and strength. . . . It was sosme tine Lefore they
lenined how 1o play-liow 1o follow rules and regulations and restrain
their whale-hearted caperness, and it still seems a question, afier
some months of work with all ages, as 10 how soon regular gymnastic
work sheatd begin with the younger children, "Uhe educationul value
el spstematic games and plays for childien uider cight or uine years
is Tur preater. ‘These, however, should be developud systemasically,
from the simpler to the more coinplex, and would then be a great
factor in developing the child’s sense of colirdinution aud control,
‘This alter all is the main object of physical training.

With the older groups (I and V) more stress wis Jaid on conect
posture and regulur gymnasivn work, Vhe Plays, 4 great propurtion
of them ball gamics, wére nade more and more ditficult, thus re-
quiring increased cobrdinution and sell.control, Diills ook up part
ol the tine, the length of the drill increasing with (heir capacity,
and some apparatus work lud a marked elfect upon the standing
Position: uf the children, Each wecek, Blty minutes was spent on
pysneastic il forty 1o fifly on games, and twenty minstes on
maching, running, aml similic exercises.

The children of Group VIII spend much time learning to woik 10-
gether, Theougle their gunes o great deal was geconuplished wward
Promoting a class spirit, and a cerlain aimount of cobperution in their
sports was soon noticed, especiully when one part of the class way
pitted against the other, Added to this there
tion that in erder to win, it was not so much what cacls individual
did that counted, but what they did us a whole. With the coming
of warin weathier, bascball revived, and both boys and girls were
enthusiastic aboot it, The hoys wrganized a tewun, elected officers,

collected dues to pay for the ouwtfit, and begau praciice. The gicls
tovk up fencing.

I1 1L, ages 4-6)
when posture aml rhythm
vich running played a large

was a dawning realiza.

* Clark Peierson, Mcad of Department of Fhysleal Cullure, 1goo-igoz.
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In Group X (age 13} the m!lp]msis was Taid on pnsl.ufrc], arl::lnla
visible improvement in the carriage and general control 3 the ; ¥
was noticed, which secined Lo show that more should be done in the
way of applicd gywmnasties.

So many of the school's activities involved the child'.s \;f[llo]c
boly in such o controlled way that lu:’ clc_:vclppcd physically ;s
well as mentally, As belore staled llu:_luml:_mous of the scihood.s
cquipment and enviromment .and financial vesources. mn'n.ll:
capped the amount of dramatic and thythmic expression
poriant to a well-rounded development, .

In the spring of 1goo the bad posture of many c!u]('ren ;e-
sulted in a plan to give each child a thorough examination Tli
physical defects, Thie age at which S!.Ich an examination wsou ¢
be of help scems to have been discussed 'lhorough:ly. c')n'lu‘:t
specialists held that, as the percentage of children un er eig Is
years with slight spinal duviuuon.s is great, such cxammaln})n
wnder that age would be impracticable, r]..llﬂ l'ccon.‘ls SI.IO.W that
all the childien above Group IiL (age six) were individually
examined. Of the forty-three girls, slight spina! curvaturcs were
discovered in twenly; three cases scc.med serious; seven were
in poor physical condition ifrcspucuve ol 5p(;n:11 It:ur\ral.uil;:::i
Iifty Loys were examined; thirteen were found to rave sp
cumivalures; live cases wore scrious;. and 1welvc-“fcrc in poo(;
pliysical condition. The cxuminai'ton was a rigid Olnf:'l a:c_
all the slight deviations of the spine were noted, which
counts for the large number of curvatures. 'T‘lu? cases were re-
poried to the paienls, and when necessary, special cxerl.csc way
advised. The general conclusion was that a curvature is not a

normal condition at any age and needs remedial 'mcasurcs.l

In planaing e prograin, lal'f:f.crcncc was given llo 1l1;10;':_
physicul activities which gave ilt.ldllltfnﬂl c?nt-rol over L 1elc o
whiole organism through enlisting lns.som-nl mlcrcs:ll int “;:-n
or purpose of 1lic activily, whether climbing a lad r.r, wa IUE
a Leam gracefully, or playing a game well. The ulterior .{)'ld
pose of the teacher, however, was the dcvelolpment.ln the chi \

of contral, skill, quick thinking, and .S(J(.'Iit] almu'dcs. lltl s

scureely licccssury 1o, add that an essential (:-lcmcul nlll a: t‘;m

health promotion program, and one recognized by all the de-
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partments of the school, was iy intelligent cotiperation of the
child bimself through his inteiest iy what conttibured (g ) L
own wc]l-rounded development and the proper functionin 2;
his Lodity organs. The place on each group's program Iorglhe

lr)el'er;:nce to the ly‘pc of work that preceded and followed it,
l.lt the test of a‘aullsfaclmy period of pluy gl physical exercise
:;:: a q:lct, Polsed, happy child, Such o child went to his next
5 With a contented spirit, ready and j
, nd interest i
et y ed to enter into
f l"ll"he c!e.parunent of physical education jn this school never
lly carried the finer extensions of its meanings to their ex.

in the esthetic ang interpretative dance. In the last year of the
school, after it had moved into the School of Education buijld
fugs, un.:l there was adequate and suible sprce Tor sacly cxpui:
::::::uon, the first steps towarg such 4 development were
M:Eny of the activitics of 1his first group of studics are art
ol duily l.ifc and minisier 1o daily needs, such as the buyin 'Iand
Preparation of food, 1he making of clothing, and (he (‘on?truc-
tion of shelter, They TEpresent 1o a young child the familiar
and yet mysterious and, terefore, intensely neresting things
that ud.nlls do, They are the presents they sugpest the :'l.sbl
u.nd Point o the future, They thus provide 1 (hcaq ol lc'rmj
LNty fa any sitvation, at any time, which links (he child to
h'ls present no matter how far afield he may have gone—imagina-
tvely, s
'.“I'N‘o onc any longer doubis (he educational value of the
tratning of hand and eye and, what is of greater importance, of
hand and eye codrdination, Nor jy it necessary any lon er to
argue the fact that this training of hand and eye is also (Iigrecil
and .mdljrcclly a training of attention, constructive and re >r0)-'
ductive imagination, and power of judgment. For many yicara

thie manual tratning movement has been greatly facilitaied by
_

* Julin Dewey,” I'lie Place of Manua) T .
Jewey.” T ralnlig in the Ele
of. Study, The University Recard, vy, I No. ::.n(:\:ltlfcla:";:m:l‘rr g:muc
belare the Pedagogical Club, October g1, s8g6.) P Dewey
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its happy coincidence with the growing bmportance attached in
psychological theory 1o the motor element. The old emphasis
upon the strictly inteltlectual elements, sensations and ideas,
has given way to the recognition that a motor lactor is so
closely bound up with the entire mental development that the
latter canoot be intelligently discussed apart from the former.
Even more necessary in present-day society is the social under-
standing gained by every child who shiaves, emotionally as well
as actually, in all forms of physical labor. . . ,

"It is legitirnate, therelore, 10 inquire whether there is not
also something peculiarly appropriate upon the social side
in denanding a considerable part in elementary education for
this group of activitics. We must go even deeper in our con-»
ception of the educational position of these activities. We ought
to see where anit how they not ouly give formal training of
Band and eye, Lot lay holid of the entire pliysical and meotal
erganism, give pluy to fundamental aptitudes and instincts, and
meet [undamental organic necessities. It is not enough to
recagnize that hey develop hand and eye, and that this de-
velopment reacls favorably into the physical and mental
development. We should see what social needs tliey spring out
of and what social values, what intellectual and emotional
nutriment they bring to the child which cannot be conveyed
as well in any other way. | .

“A child is attentive 10 what relaies to his activities, in other
wouds, to whatinterests him; Jience the senses get their stimulus
from the motor side, from what the child wishes to do. It is not
necessury to make up a set of stimuli to hold his attention or
to get him interested wlien he is using the saw or plane. His
scnses are on the alert, since ie must use them 1o do something.
This is the psychological reason for beginning with the child's
activities, On the social side they introduce him to the world
of human relationships; on the individual side they reveal him
to himself as a factor in those relations.”

The carpentry shop of the schaol was ane of its main labora-
tories. The work theve brought the children into relation with
the ogcupalions of the outside world. The study of the source

- . - f
of the materials for this work Jed the children 10 many coun-
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Enes; ills tools and methads were linkedl 1o
thventions and discoveries, These activilj
f,f:_?]-:(::l' o;.' pliysics as the study of appli
Alioc . L]

et ‘VUIsko‘v;:l?l:::r::;::?lzéﬁsf;{:l'bllllluln. I:liuch of the construc-
o ik which was 1 and related o the devele :
slwp-cl._:l;uiol:‘::.lll:i_l:c[a uf :.1.” the growps was carried un”ijll:nttlr:t:
i o ber :; ?Ldl& the head of the carpentry shop con.
i o an llht“.y ollu:'rs to the worth of this forn of
et graini [tr . w ..schucfl:? curriculunt, From his experi-
i e s 1E il.u.uml 1rf||11|11g, as {or all other accuputions
rade e . 15 ot just an attempt to teach a childd

s & part of the whole educational process. o

past ways and means,
cs led to study of the
ed energy and of the

T Because we i
we expees e c;:i?;hga f’hxld to saw or plane, it does not {ollow th
the ais e chil q:u“zieoa carpenter. What we do wish i3 1o maka::
the u-lo wonder, i i
g il ke . » Qe day u child we
ho{u hl;mj :h;ra;lll"m on & piece _cnf wood and rr.-maricd o hisw“' i
you ot }lane worked, The smuall boy thus addressed nc-lﬁlll:'_ur
o e l);u C;r:[an? 50 (showing how to place the plane at :al e
e v WluI:Jn cctly level with (e edge ol the board) it w‘llll e
beeatse 1o :ll:t:sll:[:::ud why it worked nore casily, lie sni:l lr::r;t
prcause all ane was not on the Loard at once, The ¢ ile
coucn_-lf : :::;Jisldnotluug of Iriction, had discovere| ils‘}:;'iul -I'H;ld!”dl
e muu gfd case, l!lruugh his own efforts and CII)CrI:llI(-CIll r.c o
)
s lrainh:g lil:uil: f;:::an;wnly recognized that the best pln::l?:l;t:
: ower gride : : i
[m:F i between the ages of four a et the clitd S o
profic just as much ay b i
] oys [rom this wraining |
ur;{o{{cﬁl as expert and more painstaking B 71 the carly grades and
wnber work i i il and is
hopers Ey::: :!s al important skill and is closcly altied (o 11
e .I“ e ¢ nmiaking of a simpiz box calls for 4 vari? Nt
Dot .WUD ‘aymg out lh.t: five or six pants of a bLox [ro .‘-l!)' "
bece of w n{'; I:lll:lhp]lcalloll and division of inches and lfl.1 o
cuteing i ‘s I € used, Slfblraclion of [ructions cniers o the
g ol the L.I[“ slo fit the sides of the box, Addition of | ]';”u e
pracsions of inches is alio Lrought out. In fact there is o
panal ¢ ining llllal does not use the number processe e o
ard cal;c rlu various forms is olten Necessary :Ian;] o the
. ) > o e ug
o dc,"ons;:::;iﬁgz:::d: El;eo:netr{!, and a set of small nrliclz: lgfh::'li;
i ! oietry was designed
0 e esigned and made by ¢ i
E Protraclors, squares bisecred diagonally am).’l z::t ililldrtil.
o make

"Fiank H. Dall, “AManua| Training,”

val. 1, No. 7. The Elementary School Record
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lorty-five degree Lrinngles, certaln forms to demonstrate kinds of

angles and to show that opposile angles are equal . . .

In building the clubdiouse, (rom the carpenter’s point of view,
niany ideas new to the children were brought out. They were in-
terested o find it in lhouse construciion as in textile work, we have
warp and flling. and that we tic thie parts to give strengih, “The vari-
ous Lypes of juints were discussed in dutail, and mindels were made
in the shop. The bl of lumber for the louse involved much cal-
culation and use of number processes. The number of lect ol Noor-
ing, of dropsiding, the number ol squure feet to be covered by
shingles, the number and Jength nl ruflers, sills, and corner posts
were all calculated Ly the children. . . .

It hus been said, "Mapual Training is 2 distinet Lranch of educa-
tion™ Such is nol the case 1t is purt of the whole education of the
child, und by working in harmony with the other departinents it
becomes more so. . - - None of the other branches af the school lose
dignity becwuse they are made 1o dovetail into the other subjects.
Why should maposl training? Weaving is more interesting o chil-
dren Lucause they can make their own looms and spindles in the
shop, and the shop work is more interesting Lecause they can use
their vwn products, History does not become dull Lecause they have
made in miniature the same shings the people they have Leen sty

ing about made. They encounter and appreciate the ditficulties that
primitive peoples met witl, and onderstand betler the labor and
cost that ligs gone into the comforts and couvenivnces of the present.
When a group of children came last year with eager faces and asked
il (hey might make Lacks for the thermamneter bulbs they had just
finished i the sciepee departient, o them the shop-work was
of vitul imporiance for there they could make an essential part of
those thenmometers. Withoot the back it would have beeen simply

a glass tube, filled with mercury. . .

“I'his correlation of manual training with other depariments is in
a state of evolwion awd will not be accowplished in one year, Rar
Uy onc man. The resulis must be uccomplished by the coiiperation
of a1l the teachers. When the group teacher subimits atticles necessary
in hee work ancd the manwal wraining 1eacher liclps the children to
put them inte form, bringiug oul in the process the principles of
construction, clements of geometry ot of tool practice which the child
needs, guod results will be reached. Formal number work is put to
the test of prumicnl use in the shop, and in coungbess other ways too
numerous 1o mention, the work ol the shop is a part of the complete

whole.$

o Mr, l‘!all found thiat ondinary tools were much too lhicavy for the younger
childien! fle plonmed and had made a lighter set of Louls most [requently
used, cunsisting ol a hack-saw, chisel, plane, claw-hammer, and a special
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hep-i::mi-;t}:?use or Luilding houses and
[ - E

oy lhegdass. I:.:Li;.edf.ttr.l’he Manner of peoples being sigdi
(0 cach apu constantly recuming activitjes o?i ] _“'-'d
n. The four- and five.yearolds byl ;"C“m
" n 10usey
o lh):::s or ca:dPuunl and furnished theny
constructive work of he chiildren ji

CIMC 1o work wi I tlicir uwn romn
o vk with wood, iowever, (i, need | ' .th" the
sent them o the curpenter s td dor skilbed

?f.e'lgl‘:t-}'car-old boys, of thejr
Ilnllluuve, consirticted a large p
aren o paing a; .
pleasure L! worki]: f;lr-n:sh‘ Fven at this self-centered ape |
through the congj E f’l the kindergarien childrer curric:dE' ! o
0 1oof it pro ‘l““td elfort necessary 1o complete the | o
) . 1 :
child Properly, and 1o leave iy in Shane ¢ house,
dren 10 finish. pe for the younger
In the succeed;
e stony :;cfiedtlng.)'tars of their sehool Jife
‘ve oping civilizali :
housin B avilization
tople arly i )
Physicngl EnvE of c.uly‘umes had found sujtabte ;
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th while, Olier
and led the ¢y ¢ Othars were '
M . mosd sueeey
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children‘l or teachers who participaied in the project realized
the possibilities for its extension into the Felds ol architecture
and house decoration, and thence into the world of artistic
values and spiritual meanings® It remains o-day only a hint
of what might be.

The other activities used in the school were determined on
the basis of what would be most constructive in broadening
and deepening the child’s daily experience into wetl-rounded
whotes from whichi expression tlivough language and other
forms of communication would naturally evolve. Farming,
forestry, pottery-making, basket-weaving, gardening, the smelt-
ing of metals such as capper, tin, gold, silver, and many other
activities carried on sometimes in miniature held the children’s
interest and gave them a keener appreciation of raw mate-
rials, their sources and possibititics, the part they had played
with peoples of the world, and their value in our present social

organizatiort,

SUMMARY

Technique was not stressecd with the younger children. With
thern the chicf interest was in the process. If the result, how-
ever fuulty, served the purpose they had in mind, it satisfied
them. Much of the meaning of the work in the graphic and
audilory arts wouldt have been lost if this had not been true.
Painting in the early years is mevely a putting on of color.
If the surfaces of a Lox, a chair, the wall of a toy house, or just-
sheets of paper are thus covered, the end ef the process, the ap-
plication of calor, for a little child, is a realized idea. He is ex-
pressing in color his idea of grass, of sky, of a dog or a man.

To enable liiin by helpful and timely direction to increase his .

skill that it mighe be proportionale to the growth of his idea
was an ideal that taxed to the utmost the skill of the art

teacher.

» An alnmna of the school wriles as {ollows: "The builiding of the cub-
hause, more than all the books [ have read, than all the beawifol buildings
I have seen, more than any other expericice in my life, has helped me 10
see and appreciate architecture, 1 got [ar more out of helping wilh my
own hands in this real and pracilesl work than out of boaks.” Josephine
Crane (Mrs. 11, C. Dradiey).

i
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Little by little, also, in response 1o need, desire awoke for
skill in the more difficult arts of communication, and activi-
ties involving ihe use of the skills of reading, writing, or of
commensurable numbers, took their place and time in the
curriculum. Thus the list of the needful and usefu] activitics
of daily living muliiplied. Their educational import became
more and nore apparent, demonstrated as iy was, hour by
hour, day by day, year by year, Ou the basis of this proof by
practice of the educationul and social value of activity, it is
possible to draw certain generalizations which are in turn but
a vestatement of the original hypothiesis,

Social occupations such as these appeal to the interest and
powers of litile people and at the same time typily to them in
simplificd and understandable form (he general kinds of social
activity of their gradually enlarging world. Children willingly
enter into the sort of activity that occupies the adults of their
world, for ey recognize that they are genuine and worthy of
effort, Such activities are capable of the uunost simplification
to suit the powers of any age; they can also be amplificd and
extended o meet increasing interests and Browing powets,
The stream of developing conscious life in a child thas occu-
pied becores, as it were, a solvent for the absorption of uscfu)
information. Interest and effort reénforce one another in the
process of learning how to do with increasing skill the things
which occupy his larger world and are always just ahcad of
him, luring him on to beuer individuzl effort to meet indi-
vidual and social needs. '

‘The developing program thus opened up infinite 'possibili-
ties for the extension of meanings. It aided the child 1o gain
an intellectual constructiveness and a socialized dispositioa.
The play of the first two years gradually wok on the character
of work, motivated as both were Ly the saine social interest in
purposeful activity dirccied to desired ends. The only ap-
preciable difference between the two was in the child's own
idea of the larger result of his work, These occupations of both
Play aud work becaine direct instrumentalities for the exten-
sion of meaning. They became magnets for gathering and re-
taining an indefinitely wide scope of intellectual considera-
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tions. They became avenues along wh'ich and b.y means tof
which the [eeling, thinking, acting child grew into gr:: er
power, ability, and sympathetic understanchngloj him;e d}n
l is i i Id; they led to the dis-
lation to his physical and social worid; .
z:;:c:: of the sﬁirilual quality of value that attaches ll!’:;flf to
things that are of use and to relationships that are held dear.

s

A S

P et T









3?)(‘) TIIE DEWEY SCLIOOL,
ditions were so conbiolled that he

inference any :

e sty & ;l .!,'Ll haold of 4 Beneval puinciple. For exam sle
2 heac o albunen way workad aug Iy "

ot the way in whicl (e

way abile w ihigw g neeled

, y lst finding
eterminer foootich emperature of the water could Le
Soappenance—thus were winked out the

scubdding, si wing, ili
s l},. ‘I'_""}"‘-'"'b- and Lailing poine, Thie next slep way |
geet a ke ite : Jine
h_.":.'u“ g the white l::f CBE 0 cach tempaiature for vig ying
s wnumt-—thuwmg thenee aueh infeicines oy lhcyiulb
, g . woepy albmaen Lud § very Tew Hocds iy §y
du, vt 0o i iy gy i : i
-|!1 16 i is ]L!l}"llkt‘, and al gee Qg iy tough.” i
albamen is bailing, i is very liaed, aul . ry
nice and  emder,” 2y ‘
e o temder” Afier (hese wilerlying principles were
g .:spt:; + e work becaue smore deditctive, so (o sp-‘ k. ! s
lreatee e as apilicd sei : ] e
accmmluu;u.las applicl science. Extraces hom a simple clear
) s Wi i )
ot o the way this course way taught, wiitien by the
I. . ot ¥ H
O wus mainly responsible for i suceess {ollow; n

ut snnmcniug, it s very

For llle_ Youngest children {oods sucl
seleced since thuse required the gigpl
vatlativn iy lll:'mauilmlaliun uf mau:!:i
tertat was in e active wul
and served, afper veceiving
demonstzation. The vale

21 coreals and fruils were
st j:,uparulism il dignle
' uli, The children's teal in-
 the !Euu'ln.-tm which tiey (Hspaed
u,u!w(ul dircution cither words ur by
carelul me of e value Il_u.- work was i the nice handling und
and orden. A et .ln ¥ duu in the l'm’miug of Liahiy of beatiess
. elped do creute visle i Mg

of u e A this b ; : Hew no andy in doing thinge
o :ilmilar " l;::l::t: b_ul. ulso s heir thinking and lalunhiul’m?:
o the o e !I;..I.Ill.:l:d play of the kiudergarien in iy ill.l'lllb'll ;
ducing e Baniaution of the group, e olsservagion chee
. Progress of the work were valyable gy o e s
\; rc;;u!;rly Tecurring phicnoniena o

0 the Interes i ici :
(e e er ‘.I!:;f[.:'-:::'m["ur' |Im1'llul the luncheons were heoughy
el saidwiches, wmd ]

ey I (1 Mool aml vink ol fuse o :
i g.,u.u:al[y seived, ‘Pl tleaning away aaud tli;hw;::;:;f:‘
. Y l ]

her part of ihe I stess, T iy uucc‘al’-

¢ roull of o Laliperation of (he

‘ In this way the Jacking
veal were supplemented at home onrllu::c l:I;l;v:'L repersbles and

Ch'i'lhi: co'ulinfg. had pastieular cducational valu
! giving opportunity for Individua)
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independenre. 1t sboe called for group woik and cncoursped a
spivit: of helpfulness und nice adjustment of pessonalitics 1o the
work of the proup as a whole, 1L made an appeal 16 childrea which
was dupnedinte and dliveon and wis of such o ustore that it conld
e mrangal in ordely sequence. Beginning with the simple pep:
arativa ol Touedl 1o e servved Tor lunchicon, the diililien becaoe in-
weiested i the meterial wseed sl i the [Hrcesses involvesd in the
prepuration ul thess amaierials, "Fhis ouele iU possibie 19 intnelicg
simphe cxperiments previous 1o the cooking and cnusblel them o
wotk out the lopmulae and steps msed in e paepanation of 1he
Tosh, Vhe Togical sequuente of this wok foned shople nad divect
Dabiits of thinking wnd acting. Phese were built upon and developed
in later work whae processes were moe invelved, wheie the inter-
gction of the work amony the ditbdres reguired o hner wdjostinent
of cach individual 10 the sotial life of the group.

The work as given to six-year-old chiliien changed somewhat in
charscter o3 regands the manner of ity presentation. This change was
in acconsh with the corresponding change in the atitude of the chil-
dren. ‘The watcriuls were the sane, that is, cereals and fruits, Graing
were seleded o stcownt of their relation 1o the wune va Present
Ocenpativns, whidh began with the study of a typical grain farm.
The inteiest in the couking started with the desive the hild has o
catvy Bandier the work of the fanmer and the wiler and follow the
fod Dienn s pacparation 1o ils linul use. "The graius also funished
the simplest ilhative of the elfcet of heul and water on the
starch anef celliluse in preparing them for digestion.

At e beginning ol the cooking peial the duss witl the teacher
gathered in o semi cinde at @ Wackboard, The various preparations
of cerculy woere exuwmnined, and the methods of preparation con-
siddered. By ancans of actual experiments the children compared the
dilfevene preganstions as o difference in time required Jor thicir
covking, ‘Vhe reaons for this ditference were developed. In cooking
cach neparation they wirked vut sowe new point in the applica-
Gions sl Hear and witer, "Flie work stwited with the siinplest use of
fire sonb wwvater aaul their ellea on the stareh grannles of tie cereal
grain. ‘Llie points Hooglt out were the cfeq of the mechanical
Leaking up ol tic cellulose and of water on thie sturch granules,
s Ut astication, tuste, and all otler processes of qigcstiuu were
more euily accomplishad. ‘The idea i grinding the grains shortens
the process of cooking was then introduced, Experiments were made
to show in a gencral way the composition of the pgrain, the dilfer-
ence in she relative wnounts of stareh aad cellulose in the various
graing, sl the dillerent prepuarations of grain found o the market,
sucle an the hullal, cracked, ground, or Maked varietics.

Fruits and vegetubles were selected the Jollowing year because
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the probi i i P 1
e :!:'“ﬂ!iﬂlu lnml:lcc.l i thiciy preparstion Brew naturally ont of
o ‘m"“:“::l ti:;c‘i:’u:]:? cn:‘mimrm.l suggesdcdl Ly acevad wirk
; : st i

Cions of the probis ther .':r‘:. the chiklten were kel 10 solo.

The starch and coliulase
jirevious year were now four
and vegetables. The value o

found in the cercals stubicd 1he
ub in varying omditions in i

f water as a fouul g
A Cemsntuent was
binught aut, as were the fluven g priaciples, sieh as the gs-

:;::acl m!:l, vegetable acids, sugar, amd mincial sahs. Llese
el o:auhcrecl, of comse, with the youager ildren HIoNe in
past i cy have in giving characier and avor 1o the v
eh]blc thau in any nutiitive value they possess. *
m:gﬂ:eh::g:nmmt: made in ll.u's year the intcrest was in
PP appened and in makm‘g disroveries. 1'he P pose
-~ cxpeniment was ofien kst in the interey uf e im-

» example, the potatn was
to be cooked. The chikl was led w0 cotirprare it with the careals

r::;:;;l::d el I'!Iu‘a led 1o an fnalyu': of the potaty which
Completcty lmml ‘;I im for the time being. After he had dis-
e e all t:t:ll:Ic about ihe putaty, he was thrown lack to
o o E’lﬂ":]::u m of how tn,l:uoh it. "Vhis at once called
el hﬂ] plk .:;'o{ tlne_[acu dl;lmmcﬂ in the experiments,
e et Cxperimentation wasy cuntinuous through-

1€ year, and that resules were always wnade use of 10 some
f::::t;i:l:[h galve added val.ue to each experiment. Fach be-
'afgerla"d ’h“a Larger urlm.lc. I'he original prablen thus Evew

wedd any sides.

i‘l;n :.lf.?:elu acl:ical activities the chibd also cume 1o have
v lh::a value of ||.umhcr. tle used pans of a cup, as
e I..c got the rehu.on of these units 0 a latger whole;

. be!;an to have an idea of simple fractions. [,
manipulation of materials, and comparison of these b
and ncasuze, he got, in a concrete way .
Pottion which laier on was made usc.
ftract number. In connection with the

e

om the
weight
a dehnite idea of pro-
of in his study of al-
Lalancing of the grains
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to obtaia the amount af waler regnited by each, recipes were
male Lor their conkingg. e discoveied the practical impoitance
of 1he recipe: just what it is asarld for, namnely, 1o give the ma.
tetals atd ¢uamtities reguired,

ln conpcarion with the listory the chikiren took uwp primi-
ive modes of canking out-of<doais. In this tonnection they
vrisitbered prbwitive metluxds of applying of heat, sih as
pernslingg i ot ashes, oi hen soetal or stones, boiling by means
ul hrot stones in water or buticd in itlie ground. '1he dhildren
had twe o1 tHace primitive feasts whoe diey covked potatoes,
i, apples, cdrestruns, amd some sort nf meat. Application of
heit mpder thae new conditions served as an occasion foy the
chikl 1o alnnact e prindiple he lixl been using in connec-
tiorr with modersy wethads amd apparatus. ‘This absiraction
was it pueesaly step in the control of the priwitive fiieplace.

Wil the obikr childien the pepsiation and cooking of
protess was Liken up, The cooking of eggy, wncaty, amd fish
wis Jullowed by aevicew ol the milk and vegelable soups and
was concladed with de preparation of baters and doughs by
wieans ol ihe varimo saising ageins.

Daving 1898 18 and 1#py-1900, the conking program de-
veloped 10 sueh s extent thar the actical work was mned
ovet 1o ant asslint il "Thic attention of Lthe ditecting teicher was
tren devored o sclating the processes nl cooking to physialogy
amml ospecially 1o natritionn and hygiene. T'his course was with
the older children and, in its experimental approach, was de-
veloped and cavtied on with the collaboration of the science
[CHTRITU TS

Since expericace showed that conking was the adtivity in
which thie «hialidien neemt vasily learied the use of the scientific
wethal, @ ddetatiod account of e way they honght 1itough
{or Miemselves the necessary sieps in their daily procedure [ol-
lows. Al the heginning of a lossmy 1he proper utensils were
gorren out and arranged in order al use and suitability to the
cooking 16 be done. Then, with a view 1o softeriing and de-
veloping the flavor of the grain wooked, ihey developed, by

19 Afery “Tough.
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APPENDIX I1

THE THEORY OF THE CHICAGO
EXPERIMENT

’I‘HE gap between educational theory and its execution in
practice is always 30 wide that there naturally arises a doubt as
to the value of any separate presentation of purely theoretical
principles. Moreover, alter the lapse of some thirty years, there
is danger that memory will have done jts work of idealization,
so that any statement that is made will contain a considerable
ingredient of the conclusions of subsequent experience instead
of being faithful to the original conception. In the present in-
stance, the Jatter danger is avoided because the exposition of
the underlying hypothesis of the educationgl experiment is
drawn from documents written during the earller years of its
existence.! Irrespective of Lhe success or failure of the school in
approximating a realization of the theory which inspired its
work and which in some directions unexpectedly exceeded an-
ticipations, there is some value in setting forth the theory on
its own account. It will assist the reader in interpreting the re-
port of the actual work of the school, lending it a continuity,
not wholly specious, for that continuity did obtain; it will aid
in evalualing the failures and successes of ity practices, what.
cver Lheir causes; and whatever there is of lasting value in the

theory itself may suggest to others new and even more salisfac-
tory undertakings in education.?

' "Pedagogy as 3 Unlvershiy Disclpline,” Unlversity {of Chicago) Record,
18 anl 25 (September, 1858), Vol. L, pp. psy-s535. 381-38s. Brochure pri-
vately printed in fail 1Bgs.

¥ This experiment had the backing of an exceptlonal group of Univenity
experts, a [act which accounts largely for lis dating invasion with suggertive
resulis inte o many felds new In elementary aubject-matter. See adapta-
tions of experiments made by pupils of A, W. Michelson for Croup X, also
of John M. Coulier’s malerlsl later published by him In Plant Relations.

1ty
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There is a specific reason for setting forth the philosophy of
the school's existence. In the University of Chicagn, al the nut-
set, the Departments of Philosnphy, Psychnlogy, and Educa-
tion were united under a single heatl. As that head was trained
in philosophy and in psychology, the work of the school had a
definite relation in its original conception to a certain body of
philasophical and psychalogical conceptions. Since these con-
ceptions had more to do, for beller or worse, with the founding
of the sclool than educational experience or precedetl, an
account of the actual work of the school wonld be misleading
without a frank exposition of the underlying theory. The leel-
ing that the philosophy of knowledge and concuct which the
writer entertained should find a test through practical applica-
tion in experience was a strong influence in starting the work
of the school. Moreaver, it was a consequience of the very philos-
ophy which was held. 1t was intellectually necessary as well as
practically feting that the lecture ancd clasy instiuction in the
department of pedagogy (as the department of education was
at first called) should be supplemented and tested in a school
which should bear the same relation, in a broad sense, to theory
that laboratories of physics, chemistry, physiology, etc, bear
to university instruction in those subjects. The combination
ol the various departments in one aflorded the opportunity.

Reference to the article printed under the title ol "Pedagogy
as a University Discipline” (in September, 18g6) will show that
the school by intention was an experimental school, not a prac-
tice school, nor (in its purpose) what is now called a "progres-
sive” school. Its aim wat to test certain ideas which were used
as working hypotheses. These ideas were derived from philos-
ophy and paychology, some perhaps would prefer 1n say a
philosophical interpretation of psychology. The undetlying
theory of koowledge emphasized the part ol piablems, which
originated in active sittations, in the development of thouglt
and 2lso the necessity of testing thought by action i{ thought
was to pass over into knowledge. The only place in which a
comprehensive theory of knowledge can reccive an active test
is in the processes of education. Tt was also thought that the
dilfused, acattering, and isnlated state of schnol studien provided

——

e ————

THE CHICAGO FXPERIMENT A6,

an unusual sitnation in which to work aut in the conerete, in-
stearl of merely in the head or on paper, a theory of the unity
of knowledge.

Under the title of the Plan of Organization (A document
privately printed in the antumn of 1Rgr) there is a schematic
outline of the main hearings of the philmsophic theory upen
education. The account, contained in the preeeding chapter of
this appendix, may he extended further hy a summary of
the leading pnints of this document, First in impnrtance is the
conceplion of the problem of education. In substance this
probiem is the harmonizing of individual traity with social enirly
and valuey. Education is & difficult procesy, one demanding all
the moral and intellectiral resources that are availahle at any
time, precisely becanse it it 20 extremely difficilt to achieve an
eflective entirdination of the factors which proceed fromn the
make-up, the paychological constitntion, of hnman heings with
the demnnsla and apportanities af the snclal environment. 1he
problem is cspecially dificult at the present time hecause of the
conflicts in the traditiony, belicfs, customs, and fnsHontione
which influcnce social life to.day. In any case, it §s an evet.
rencwed problem, one which each generation has to solve over
again for itsell; and, since the pychological makeip varies
from individnal to individual, to some extent it is one which
every teacher has to take np afresh with every pupil.

The fnrmnla of a coéirdination or balance of individnal and
social factors iy perhaps more current today than it was a gen-
eration ago. 'The formula which then had the widest currency
was prohably 1hat of the harmonious development of a1l the
powers—emational, intellectnal, mnral—of the individual, Tt
was not eonsciomly asserted that this developinent could he
accomplished apart from social conditlone and aime But
neither wav the impnrtance of nocial values conarinualy saated.
And, espreially in progressive schonly, the emphasie tnday is
often 5o largely Upon the instincts and aptitudes of individuals
as they may be discovered by pnrely psychological anatysix, thar
cofirdination with ancial purpoeses i largely ignored. Moreover,
a doctring of individual econnmic snrcest is often pursard in
achnnls as if that were the only sipnificant aide nf social Tife. On
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for working out matcrial which was related to the vital exype.
ricnce of the young and which was also in touch with what is
important and dependable in the best modern information and
unilerstanding.

T'he thirty and more years which have passed since the school
in Chicago undertook the develuopment ol a new type of subject-
matter have seen greal improvements in the content of studies,
Thie latter are not so dead nor so remote as they once were. They
still show, however, the effect of modern increase in knowledge
Ly way of sheer quantitative multiplication, resuliing in con-
gestion and superficiality. The “enrichment” of the curricu-
lum has often cousisted in the further introduction of unre-
lutedd and independent subjects or in pushing down into the
"grades™ wopics once reserved Tor highschool study, Oy, in
the opposite direction, there are introduced under the name of
projects disconnected jobs of short time-span in which there is
emotional stimulation rather than development into new fields
and prindiples, aud into matured o1ganization.

It was an essential parc ol the conception of proper subject-
matter that studies must be assimilated not as mere itewms of
information, but as organic paits of present necds and ais,
whicl in wurn are social. I'ranslated into concrete material, this
principle meant in eflect that from the standpoint of the adult
the axis of the course of the study was the development of civili-
zation; while from the standpoint of those taught, it was a
movement of life and thought dramaticaily and imaginatively
reénacted by themselves. The phrase “development of civiliza-
tion™ suggests something both 100 ambitious and too unified
to denote just the materials actually used. Since some forms of
social lifc have made permanent contributions to an enduring
culture, such typical modes were selected, beginning with the
simple and going 10 the conplex, with especial attention Lo the
obstacles which had to be met and the agencies which were ef-
fective, including in the laiwer new inventions and physical
resources and also new institutional adaptations.

‘T'he details corresponding 1o the central principle are found
in the story of the experiinent. But some interpretative com-
ments are here indluded, based particulazly upon objections

e e am — =
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nost frequently raised and misconceptions entertained. Per-
haps the most [undamental one of these was the notion that the
material was merely “historical” in a sense in which history
signifies the past and gone and the remote, that the mate-
rial used was oo far away from the present environment of
children. I'shalk not siop here to engage in a Justification of the
cducational value of-history. What is to the point is that the
waterial was historical [rom the standpoint of the adult rather
than of the children, and that psychological and phystcal re-
moteness have little to do with one another, until a considerable
degree of maturity has been reached. That is, the fact that cer-
tain things exist and processes occur in physical proximity to
children is no guarantee thal they are close to their needs, in-
tercsts, or experience, while things topographically and chrono-
lugically remote may Le emotionally and intcilectually inti-
mate paris of a child's concern and outlook, ‘This fact js recog-
nized in wounls at least whenever the importance of jlay for the
young child is emphasized—to say nothing of glorification of
laivy 1ales and other more dubious matters.

Such terms as primitive life, Hebrew lile, early American
settlemients, etc., are, therefore, mere tags. In themselves Lhey
have no meaning. I'hey may signify material of antiquity quite
ouwide the range of present experience and foreign to any pres.
cnt intevest and need. But they may also signify perception of
elcments acuve in present experience, elements that are sce king |
cxpansion and outlet and that demand clarification, and which !
sore phase of social life—having for the adult a historical title— i
Lrings Lo the focus of a selective, coherently arranged, and grow- |
ing experience.

The word imagination has obtained in the minds of many
persons an almost exclusively literary flavor. As it is used in
connection with the psychology of the learner and there treated
as fundamental, it signifies an expansion of existing experience
by means of appropriation of meanings and values not physi-
cally or sensibly present. Unlil the impulses of inquiry and ex-
ploration are dulted by the pressure of unswritable conditions,
the mind is always pressing beyond the limits of bodily senses.
Iragination is a name for the processes by which this extension

Y
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(5) The intellectual and moral discipling, the total atmosphere, i
1o be penncated with the idea that the school is ta the hild and
to the teacher the social institution in which they fve, and that
it is not a means 1o some outside end,

T'his summary of the philosophy upon which the woirk of the
school was to be based may be concluded with an extract (rom
a writing of a later date, but one which was based upon the
earlicr theory as that was developed by the experiences gained
in the School itselk “All learning is from experience.” This
formula is an old one. lis special significance in this particular
comnection is derived [roin the conception of the act as the unit
of expericnce, and the act in its [ull development as a connec-
tion between doing and undergoing, which when the connec-
tion is perceived, supplies meaning to the act

T Every experience involves a connection of doing or trying with
something which is undagone in conscquence. A separation of the
active doing phase from the passive undergoing phase destroys the
vital meaning of an experience. Thinking is the accurate and delib.
erate instituting of connections between whal is done ansd ity con-
sequences. It notes nut only that they are connected, but the details
of the connection. It inakes connecting links explicit in the form of
retationships. The stimulus to thinking is found when we wish o
detesmine the significance of smine act, perforined or 1o he per-
[ormed. Then we anticipate consequences. ‘This implies that the
situation as it stands ia, eithier in fact or to us, incomplete aml hence
indeterminate. "I'le projection of consequences means a proposed
or tentative solution. To perfect this hypothesis, existing condlitions
have Lo be carefully scrutinized, and the implications of the hypoth.
esis developed—an operation called reasoning. Tlien the suggested
solution—the idea or theory—has to be tested by acting upon it. It
it brings about certain consequences, certain determinate changes,
in the world, it is accepted as valid. Otherwise it {s modified, and
another wrial made. ‘Thinking includes all of these steps—the sense
of the problem, the observation of condilions, the formation and
rational elaboration of a suggested conclusion, and the active ex-
peritnental testing. While all thinking results in knowledge, ulti-
mately the value of knowledge is subordinate to its use in thinking.
For we live not in a seutled and finished werld, but in one which is
geing on, and where our main task s prospective, and where retro-
spect—and all knowledge as distinct [rom thought is setrospect—
iv of value in the solidivy, security, and fertility it affords our deal-

* John Dewey, Democracy and Education, pp. 164 and 177,
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inga with the Inture, . . . To learn from experience is to make a
backward and forward connection between what we do 1o things
and what we enjoy or suller from things in consequence. Under
such conditions, doing becomes a trying, an experiment with the
world to find out what it is like, the undergoing becomes instruction
—discovery ol the connection of things.

Two conclusions important for education follow. (1) Experience
in primharily an active-passing allzir; it is not primarily cognitive,
But (1) the measure of the value of an experience lies in the per
ception of the relationships or continuities to which it leads,

A child or an adult—for the same principle holds in the lab-
oratory as in the nursery--learns not alone by doing but by
perceiving the consequences of what he has done in their re-
lationship to what he may or may not do in the future; he ex-
periipents, he “takes the consequences,” he considers them. If
they are good, and if they [urther or open other ways of con-
tinuing the activity, the act is likely to be repeated; if not, such
a way ol acling is apt to he modihed or discontinued. Which-
ever it may be, there has been a change in the person because of
the meaning which has acerued to his experience. He has
leatned snmcthing which shiould—and which will if the experi-
ence be had under educative conditions—-open up new connec-
tions for the future and thereby institute new ends or purpases
ay well as enable him to etnploy more efficient means. ‘T'hrough
the consequences of his acts are revealed both the significance,
the cliaracter of his purposes, previously blind and impulsive,
and the related facts and objects of the world in which he lives.
In this exper.cnce knowledge extends both to the self and the
world; it becomes serviceable and an object of desire. In seeing
how his acts change the world about him, he learns the mean-
ing of his own powers and the ways in which his purposes must
take account of things. Without such learning purposes re-
main impulses or becone mere dreams. With experience of

this kind, there is that growth within experience which is all
onc with education.







Jewish servicemen, returning home to make a life for themselves in
America, became pari of the move to suburbia where they would climb
still higher on the ladder of social and economic mobility. New synagogues
were built to accommodate this upsurge of Jewish population. This growth
caused a tremendous shortage of qualified Jewish leadership at the time
when it was most needed. The national demand for leadership could not be
met by the organized bodies of Conservative Judaism.* In response to this
need, the component bodies of the movement, the Jewish Theological
Seminary, the Rabbinical Assembly, and the United Synagogue, while
remaining fully autonomous, decided to pool forces and resources.5 At the
same time, the United Syngagoue began to expand ils regions, depart-
ments, and personncl to meet these needs.®

As & result of the cry for leadership, the Jewish Theological Seminary
became painfully aware of its failure Lo recruil and frain new leaders. In
1946, Dr. Moshe Davis, then Associate Dean of the Teachers Inslitule,
articulated the problem most ciearly:

We do nol train our own people. We rely virtuslly exclusively on the students
that are prepared—and | would say ill prepared—in other institutions. The
orthodox group leads this Seminary and every other Seminary. Unless we
start preparing our own leadership, the tliine may come when we will not have

that leadership.”

Tie Teachers Institute mirrored this problem most acutely; its 1946
graduating class consisted of two students.® The Register of 1944-45
reports that ""during the past few years, because of war conditions, the
Freshman class of the Teachers Institute has been discontinued.™ Dr.
Mordecai M. Kaplan, the founding Dean of the Teachers Institute,
relinquished his post in 1947 in what Davis described as “despair.” In
addition, Davis stated thal the Teachers Inslitute was in serious danger of
being closed.’® Their despair was related to the larger problem of the
fsilure of Conservative Jewish education. Davis observed:

We alone of the three religious groupings have nol estoblished a system of
Jewish schooling which will both mect our needs and satisfy our point of

view, !

Yel, at the same time as the Seminary +  beset by these problems,
circumstances were combining lo allow for their solution. First, the
growth of the Conservative movement increased the fundraising potential
of the Seminary. In 1944 Chancelior Louis Finkelstein said: "The growth
of the Seminary's support and the number of its contributors enables us
for the first time to engage in long-range planning.' 2

This practical consideration was bolstered by Kaplan's vision of an
organic Jewish community. His plans for the reconstruction of American
Jewish life influenced a generation of Seminary students. His proposals
were neatly attuned to the realities of the time. A prime example is the

synagogue-center which was intended to restore the sense of community
that had been lost in the move to suburbia. Equally influential was his
plan for a University of Judaism to help solve the leadership problem. He
once outlined the principles upon which the educational patterns of such
a school would have to be based: 1. the primacy of scholarship; 2. the
necessity I:or Judaism to be Hebraic; 3. the beliel that Jewish life must
have plenitude, e.g., through a maximum of observance; 4. gracious
acceptance of the American environment.’® These principles, incorpo-
rated into the thinking of Conservative rabbis and educators, found
expression in the various programs initiated during the era of growth, one
of which was Camp Ramah. ‘
_Leadership Training Fellowship, a program launched during this period
|l]us:lra'les the coming together of the varied concerns mentioned above.
Again it was Kaplan, in an address to the 1944 Rabbinical Assembly
Convention entitled “The Training of Teaching and Leadership Person-
nel,” who inspired the program.

I we ?onﬁne curselves Lo the raising of money we have failed entirely in our
objective. Un!esa_ we go out with the same determination for the winning of
SOl..I]!. lh;; wmn;ng of personnel for vur cause, all our efforts sre in
vain . . . Weought Lo engage in 8 campsign lor 1wo hundred |

the end of two years, !¢ P nired young people by

Lf:adership Training Fellowship (LTF) Would be a national fellowship of
high-school-age students committed to Jewish study. It was hoped that
lhey‘ would form an elite which would be inspired to study later at the
Seminary, especially in the Teachers Institute. From this cultivated group
of young people would emerge the next generation of leaders.

_LTF was created also in reaction to the lack of Jewish educalion on the
high school level. Davis noted:

J‘cwish high school education is virtually non-existent in our congregalional
life ... It is in the high school age that we should begin (o seek our future lay
and professi>nal leadership. These 1eenagers will be our immediate suc-
ceasors. Moreover, il we sre serious about organizing s Halutziut for
American Judaism, this is the age group with which to atert. . . . The
Leadership Training Fellowship is a small step in the right direction. s

This was no isolaled attempt on the part of Jewish educators, but a link in
a larger plan to rebuild Jewish education from nursery school up. Both
ll(aplar'l and Davis were deeply committed to this goal. Davis presented his
ideas in "The Ladder of Jewish Education,” a paper delivered at the
Seco::td Annual Rabbinical Assembly Conference on Jewish Education
held in December 1947.1 Atid (a rursery school project), LTF, and Camp
Ralma::lgwsere three elements of this plan.
n 1945, a plan for the fellowship wa
Rabbie Aspsembiy_ hip was presented to and approved by the

RE$QLVED. that ‘lhe Rabbinical Assembly adapt the plan for a Leadership
Training Fellowship which will have as ita primary objective 10 direct the






The Noar Haivri Organization also left its mark on the development of
Camp Ramah, though indirectly. Begun in the 1930s, it grew from the
following convictions:

1. That the Hcbrew movement must serve as the foundation and guide lor an
organized Jewish community in America. 2, That 1he Hebrew langunge ia not
nuly a means for imparting knowledge but is the very soul of Jewish culture.
3. That the insteuction of our childeen in lebrew cultural values, past and
present, through the medium of llcbrew lamguage, is n prime essential in
building s gencration of Jews capable of preserving and enriching the cultural
irrasures of the Jewish prople. 4. That 1the establishing of lichrew cultural
institutions in America in no way negates the Zionist idea: on the contrary,
such cultural organizations are fundamental to ils fulfiliment. ?

The group met regularly and becanie involved in a number of projects; a
dance group; an orchestra; and a Hebrew newspaper, Niv.?* One such
project was a Hebrew camp where all of the above values might find
expression. The spearhead of the project was Shlomo Shulsinger: the
camp he founded was Massad. Moshe Davis and Sylvia C. Ettenberg, who
helped him establish Massad, were later among those primarily responsible
for the founding of Camp Ramah. Together, they determincd the goals of
Massad, its educational philosophy, and the actunl program that would

best reflect 1hose goals. Opened in 1941 as a day camp in Far Rockaway,

New York, Massad quickly grew into a success{ul venture, until, in 1945,
it purchased its first summer camp in Tannersville, Pennsylvania
According to Shlomo Shulsinger, the main aim of Massad was

to create a Hebrew environment and to provide the children with those
elements whicli are lacking in the Hebrew school. This aim is achicved
thenugh the mediow of diversified culiural activities and through the normal
daily life at camp withoul recoorse to formal classroom studies.

The educational program at Massad was guided hy the following princi-

ples:

1. That the Zionist ides . . . should be the backbone of all cubtural work.
2. That religious traditions should be observed in a positive spirit . .. 3. that
the Hebrew language . . . shoold be used throughout the camp . . . 4. That

Aniericen cultural values be reflecied in camp life. 5. That the Haluiz spirit be
emphasized and that a nucleus for Aliysh be prepared a1 camp. 6. That the
need [or an organized Jewish communily life in America, bolstcred by Hebrew
cducational institulions, he emplasized in the program. 7. Thal the lervent
linpe of instituting justice and righteousness in socicty [ind expression in the
daily life of the camp.®

A greal majority of these involved in Ramah in the carly years—lounders,
stall members, and parents—developed their first conception of and
expericnce with Jewish camping at Massad. It was the only lebrew-
speaking sunmmer camp at the lime; many committed Conservative Jews
worked at or sent their children to Massad.3” Thus, Massad had a profound
elfest on the development of Ramah on all its levels.

The Sollel experiment of 1947 deserves special mention. An outgrowth
of Massad sponsored by the Histadruth Ivrith, Sollel was a work-study,
Hebrew-speaking camp which brought together seventeen-year-olds of
different Zionist ideologies. Some early Ramah stall members deeply
inspired by the Sollel experience were Rabbi Alexander Shapiro and the
late Rabbi David Mogilner. Run by Gerson D. Cohen and Naomi Weiner
{Later Dr. Naomi W. Cohen}, both of whom also took part in Ramah in
later years, Sollel influenced Cohen's concept of camping as well. "I
became [irmly convinced by the Massad and Sollel experiences of the
educational value of living together, working together, and studying
together.™38

In many ways an oulgrowth of Massad, Ramah was geared to an
American Conservative constituency rather than a yeshivah group with a
good grounding in Hebrew. Shlomo Shulsinger himself acknowledged the
need for a camp that would serve supplementary school childrcn, though
he himself did net wish to accept campers from that milieu.

If children with poor Hebrew background make such excellent progress at
Massad, why co we require sdequate Hebrew training of 90% of the children?
Because the primary aim of Massad ia to create a richly Hebraic atmosphere.
+ 1+ I we do nel insist on this principle, the entire project would lose its Hebrew
characier and become devoid of Hebrew content. Nevertheless, there is no
denying the greal need of establishing school-camps witich would cater to
children with weak Hebrew backgrounds.™

Sylvia C. Ettenberg championed the cause of this other type of camp.

We feli that there were many siudents whe did nol have a chance a1 day
school education. . . . Though many were good students in their supplemen-
tary schools, we didn’t (eel that these schools would ever bring them 10 the
point where they could feel truly at home in a Jewish environment. There jusi
wasn'l enough time in the curricula of the supplementary schools, and we
believed that if we could find these people, bring them (o camp, and increase
their knowledge and expericnce, they would surely become an assel to the
Jewish commanity.®

Spurred on by the success of Massad, Conservative Jewish leaders were
inspired to found a camp to meet the needs of their movement, needs
which Massad was never meant to satisfy. They hoped to adapt the Massad
program to {it a more American, Hebrew-school population, to meet the
pressing needs of Jewish education and leadership and insure the future of
Conservative Judaism, as described above. In many ways, Ramah was an
offshoot of Massad, yet il also represented a parting of the ways. As
Massad began to take on more anll more the character of its director,
disagreements multiplied. Sources of conflict centered around the follow-
ing issues: 1. American v. Jewish nationalistic orientation: Massad was a
very Zionisl-oriented camp.*! Some people wanted an American camp with
Americanized campers and counselors. 2. Hebrew: Hebrew as an end in
itsell was the preoccupation at Massad. Sylvia Ettenberg recalls: “A



number of us felt that although Hebrew should be the langunge, Hebrew
was only an instrument. It couldn’t be the goal.™? 3. Religion: Some
people desired a camp where Conservative religious ld.eoiugy would
prevail. They were put off by what they saw as the liypoerisy of ll\'I'-'.lssnd,
Orthodox in theory yet with many staff members who were not religiously
committed."* 4. Discipline: There was disapproval of the rigid discipline
and thoroughgoing anthoritarianism of Mnssml."“lMany’chplc: fc|l that
the total program should be an integrated one in which religion and
edducation would stem from the same ideology.*® Many of these people
later constructively channeled their discontent with Massad by founding
and working in Ramah. _ .
Ramali’s genesis, then, was heavily influenced by Massad, both posit-
ively and negatively. The negative elements may have looned |ar5c at the
time, thus providing one impetus to embark on o new venture. Ultimately,
however, the positive aspects of Massad had an equal if wot more
important cffect. They played a crucial role in shaping the carly educa-
tinmal philosophy and program of the camp. . ‘
In sum, many forces within American Jewry at large, the Conscrvative
movement in particular, as well as the Jewish camping scene combined in
the founding of a Conservative llebrew-speaking educational summer
camp. Yet, infloences alone did not a camp create. Munths of work on
many fronts were needed (o transform the Ramal ideology into reality.

The Founding of Camp Ramah

While the idea of a Conservalive summer camp was crystallizing on the
East Coast, similar efforts were launched in the Midwest. Rabbi Ralph
Simon was the pivolal figure who introduced the idea of such a camp to
the Chicagu area and then closely supervised its development. His original

impelus (or [orming a camp was personal:

Like so many ideas . . . we respond 10 the needs of our ewn lamily. My
childeen were the first campers in Massad, and when we moved to Chicago [in
1913]. the suestion was what to do with them in 1he summers. .. There waa
o eanig that iad an MHebraic character in the Chirago aren, so for several
years my children would iravel to Massad. '

First, Ralbi Simon turned to the Chicago Board of Jewish Education for
support. Yel, he soon realized that any camp run by the Board would be
dominated by the Orthodox in order to satisfy the greatest common
denominator. Rabbi Simon, negatively influeured by what he saw in
Massad, insisted on a Cunservative emphasis for the camp he envisioned.
e consequently turned to the Chicago Counril of Conservative Syn-
agogues, one of the strongest branches of the United Synng.ogma al the
time, and presented the idea to them."” Most members, particularly the
Council chairman, Reuben Kaufman, were receptive to the idea, for they
were eommitted 1o mecting the needs of Chicagn’s Jewish youth'® At a

meeting in August 1946, the same year as the Rabbinical Assembly passed
its resolution to initiate elforts to create a national youth camp,*

Mr. Kaufman anncunced that the Council officers were in agreement on the
need for an intensificalion of the progrem of youth activities in the
Conservative Movement, with particular attention 10 the esiablistuncnt of 2
summer camp in 1947. . .. This camp will be or children of parents affiliated
with a Conservative Congregation and will be sponsored by 1he Council only;
tliat is not in connection with the Board of Jewish Education.®

The Council heartily supported this venture. Yet, who would supervise
the project? Rabbi Simon was friendly with Moshe Davis and knew of
Davis’ feelings about Jewish edueation and the state of the Conservalive
movement. Simon proposed to the Teachers Institute an arrangement
whereby the Chicago group would operate the camp while the Teachers
Institute would hire and supervise the educational staff.

As has been shown above, the Seminary, {or reasons of ils own, was
simultaneously investigating the possibility of running a summer camp.
The Teachers Institute in particular had an interest in its success. Yel,
despite Seminary eflorts to undertake this type of venture, opposition
began to surface when the concrete opportunity arose. Certain people at
the Seminary expressed reservations about Simon's proposal.® Chancellor
Finkelsicin's reservations were primarily {inancial, lor he feared that
Ramah would involve the Seminary in a great deal of expense. Also, a
summer camp would be a grave responsibility. For example, what if there
were an accident ;n camp? Would the Seminary be sued?52 However, these
reservations were eventually overcome. Perhaps the poor condition of the
Teachers [nstitule at the time encouraged even risky experimentation in
order to save il. Also, since the Teachers Institutc was the branch of the
Seminary devoled to training Jewish educators, it was the department that
was best able (o sialf and supervise the camp in addition to beneliting most
directly from its success.5® [t was decided that the Teachers Institute
would respond to Simon’s proposal by offering to undertake the educa-
lional supervision of this camp. As Dean of the Teachers Institute, Moshe
Davis became the guiding genius of Ramah.

In January 1947, Sylvia Ettenberg, Administrative Secretary of the
Teachers Institute, was sent to Chicago by Davis to describe to the
Council how such a camp would be run. She was sent by virtue of her
position, but also because of her camping experience: al Cejwin, as one of
the founders of Massad, and as Massad's head counselor in 1945,

The details of the camp’s program,were as yet undetermined, bul Sylvia
Ettenberg made clear the general principles that would guide the camp’s
program. Her description of the camp as a Jewish living experience with
Hebrew and formal study as major elements in the program met with some
opposition. Council members were particularly skeptica! of the possibility
of recruiting campers for a study camp. "Some of them suggested to me
that when I meet with those potential campers, I shouldn’t mention it [the



study aspect].”"" Eitenberg strenuously disagreed with this approach.
Personally interviewing many potential campers, she found few who
refused to come because of the study program. Vindicated, Ettenberg
returned to New York and began to hire stalf for the camp. Hiring quality
staff, she felt, was the most important guarantee of a successful summer.5®
Thus began Sylvia Etlenberg's long association with Ramah. Now the
Seminary’s Dean of Educational Development, she is the one person
whose guidance has nurtured Ramah throughout all the years of ils
existence.

Both the Teachers Institute and the Camp Ramah Committee of the
Chicago Council worked (everishly for the opening of camp. [In October
1947, the Committee was abolished in favor of a separate Camp Ramah
Commission.™| One important point to note here is the crucial role played
by laypeople. Reuben Kaufman is an outstanding example of such a
person; he was instrumental in the physical and linancial aspects of the
founding of Ramah. Louis Winer, later chairman of the Commission,
recalls:

This cemping movement was an important laymen’s movement. People gol
invelved inv this camp and warked for and hefped develop it. The funds for this
eamp were proctically all raised locally.”

This was a {inc example of the coming together of different clements of
the Conservative movement for a conunon goal. According to Winer,

The Ramah commitiee [of Chicago] - . . developed a close relatienship with
i¢ educators in all matters relating to camp, and a deep intereat in the camp’s
wellare was always upon the minds of those who were insirumental in ils
operation. ™

Needless to say, all was not idyllic. Policy disagreements arose at all times;
some of these disagreements will be discussed presently.

It was impossible to pinpoint how the name "Ramal’ was chosen. The
(hicago Council minutes report that ""'Kinneret' could not be used
because it was a duplicalion of other camps. The name ‘Camp Ramah’ was
decided upon.”" It seems that the name was cliosen by Sylvia Etteuberg
based on a number of suggestions provided by the late Hebrew poet Hillel
Bavli, then DProfessor of MHebrew in the Teachers Institute of the
Seminary.®

The purpose of the camp was clear. Hoping to satis{y the needs of the
Cliicago community, the Scminary, and the movement as a whole, Ramah
"was to Irain an indigenous Conservative leadership—both lay and
rabbinical —and thereby insure the perpetuation of the movement.”®!
This is borne out by the report of the late Henry Goldberg, the first
director of Camp Ramah, after the 1947 season.

Aware of the fact 1hal the Conservative Movement should and must draw its
Muture leaders From ils own ranks, Camp Ramab should serve as a laboratory

for preparing a select group of boys and girla for leadership in the American-
Jewish community. ®

Ramah, thereforc, was to be a hothouse environment, designed to
cultivate leadership. Many people—rabbis, Teachers Institule representa-
tives, Jewish educators, and laypeople—contributed their views as to
which elements were pivotal to the development of leadership. Though
complex in nature and varied in scope, Ramah ideology does generally fall
into three major categories: Jewish living, Hebrew, and study. These
values were at once both intertwined and separate, rooted in realily and
transcending it.

The relationstip of each facet of the ideology to the abstract goal of
leadership was sclf-evident: in order to train Conservative Jewish leaders,
one must first immerse the young people in Jewish living and teach them
the basics ol Judaism and the Hebrew language, for knowledge is a
prerequisite to Jeadership. The experience will propel these youngsters o
beecome commitied to Jewish life, to observe its rituals, and to continue to
study on a higher level. Note how beautifully this ideclogy meshed with
the various needs of the time.

Jewish Living

First and foremost, Ramah would allow a child to Iivr.;lcwish[y. This was a
crucial concept. Most children whose families were affiliated with Conser-
vative synagogues had never experienced intensive Jewish living. Ramah
hoped to supply that atmosphere. Ralph Simon explains:

It put a child in a 10tal Jewish environment and enabled him 1o live ihe so-
called ideal Jewish life from the time he got up untib he went to bed. . . . And
that was of tremendous value. Most children had never lived o complete
Jewish life. Here they not only lived it, but they lived it without tension. It
was the normal way ®

For Ramah’s ideologues, Jewish living meant both ritua) observance such
as kashrut, daily prayer, Shabbat observance, blessings before and after
meals, and moral behavior. Thus, Ramah ideology stressed Jewish living at
all times, not merely during religious ceremonies. “We were also con-
cerned,” recalls Chancellor Emeritus Cohen, ""with teaching values on the
baillield. We spoke a great deal about that.”®

Conservative Jewish living was stressed by those whose previous experi-
ence had been shaped by Camp Massad. Implicit in this was that Ramah
would be noted for its Conservative Jeligious practice and for tolerance of
those wlhose observance level was different from the camp's norm. By
"Conservalive,” these ideologues also had in mind a camp that would
successfully synthesize the American and the Jewish environments.
Ramah was to be an American camp with American staff and campers who
chose to live Jewishly together, not a European-run or Palestine-directed
venture.®s



lichrew

Educators hoped Ramah would become a summer arm of Jewish educa-
tion. Since Hebrew was central to the curricula of the alternoon schools,
it naturally assumed a role in its summer counterpart. Yet, Hebrew in
Ramah was 1o do more than this. Educators were convinced that Hebrew
would be learned much more easily in a camp setting. By creating a
Hebrew-speaking camp, these ideologues had in mind the improvement of
both the campers’ [lebrew and the quality of the supplementary schools as
n result of the higher Hebrew level of the returning students. Iebrew
speaking was crucial in yet another way, lor it was considered fundamen-
tal 10 the background of any knowledgeable Jew. Since knowledge was a
prereiuisite for leadership, Hebrew would have to pldy an important role
in Ramah. Clearly, one can see the mark left by the work of both Benderly
and the Noar Haivri Organization on these Ramali ideologues.

Study

Study was the third pillar of the ideology. It, too, was rooted in the reality
of Ramah’s potential constituency. First, since the potential campers
would not be fluent in Hebrew, formal study was cssential to 1each them
the language. In class, campers could first learn the basic vocabulary
withou! which no Hebrew-speaking cnvironment could succeed. Second.
many campers lacked basic knowledge of Judaism. In order to live a Jewish
life, they would first have to lcarn some fundamental skills. Finally, the
ileological base for study was rooted in traditional Jewish values. "Living
a full Jewish life meant studying every day.”® As such, study of Judaism
becmme an ideal for all. Built into the Ramah ideology was the notion thal
everybody, including the stalT, would study in camp.

While there was general agreement on the importance of these values to
Ramah, different people stressed one or another of the values in accor-
dance with their individual philusophies. Conscrvative rabbis stressed the
lact that Ramah would be “"Conservative in conception and in execution,
aud il would be open 1o anyone who shared our point of view.”*
Fiucators, on the other hand, were less concerned about the religious
idcology of the camp than with Ramah’s potential as a place to teach
children a maximum of Judaism. According to Solomon Feffer, a former

Ramal director:

[We wanted] 1o give them in those eight weeks of the camp 1hie equivalent of
al Irasl a year or 1wo of the typical Canservative Tlchrew schoul education

A smaller though inlluential group of conunitted Hebraists hoped that the
camp would teach youngsters enough Hebrew to create a vihrant Hebrew
atmosphere, perpetuating the Hebrew movement in America.

Not to be forgotien amidst this emphasis on Ramah’s unique ideology
re |lll‘ rl‘:l'llr(‘s common fo suinimer l'ﬂ.nlpﬁ “?hil'h wore rl"“trﬂl o Rﬂl“ﬂll

ideolc';gues as well. Their philosophy did not preclude swimming, physical
exercise, adventure, sports, and games. Rather, they firmly held that
Ramah’s particular ideology would best flourish in a total camp setling.

Ramah in Wisconsin, 1947

Despile severe hardships on all levels, the summer season of 1947 was an
undeniable success. :

The writer |Henry Goldberg) believes that all who have had ample time to
observe the camp in action and who were objective in their judgment would
agree that despite the many handicaps under whicl we labared, we achieved
many ol the goals that we set up for ourselves.®

The camp’s director, the late Henry Goldberg, was principal of the East

Midwood Jewish Center Hebrew School and one of the most respected,

innovative Jewish educators of the time. In October 1946, Goldberg had

assumed the dircctorship of LTF. Evidence of the intertwining of

Leadership Training Fellowship and Camp Ramah is the fact that one part

El' Co:dbcrg’s LTF responsibilities was the running of its summer camp,
amah.

Suaff

The stall of 1947 consisted primarily of counselor-teachers, specialists, a
swimming counselor licensed by the Red Cross, a division head, a
proflessor-in-residence, a secretary, a hostess, plus some non-Jewish cooks
and dishwashers. [t was a small but very devoled stafl, most of whom had
had previous camping experience at Massad, Yavneh (the school-camp of
whal was then called the Hebrew Teachers College of Boston), or other
Jewish camps.™ David Lieber, then a rabbinical student and now President
of the University of Judaism in Los Angeles, was the head counselor. It
was he who set the program, though most decisions during the summer
were made by the stall as a whole.

The position of professor-in-residence was an innovation embodying the
value of study in Ramah. Dr. Abraham Halkin, then Associate Professor
of Jewish History at the Teachers Institute-Seminary College of Jewish
Studies, held this position in 1947. For the campers, he served as a model
of a Jew who continues to study.”

The stalf in general seems to have been very competent. Counselors
were responsible for their bunks as well as for teaching campers one-and-
a-half hours a day. Specialists led activities in their area of expertise, e.g.,
arts and crafls, drama, and music. The Director reported tha

in evalualing the work of the counselors, the writer can wax enthusiastic
hecause in his spinion it would be difficult to find anywhere else a staff that
conld be matched in their sense of idealism, devolion, conscienliousness,
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libgh vinendued fep Toernip Ptk 7

Campers

Campers, too, were generally of a high caliber. According to the Director’s
report, eurollment in 1947 was one hundred campers, ranging in age from
8 1o 19 {though the camp was intended for those age 10 through high
school). There were 65 regular campers and 35 trainees (LTFers). The
camp drew thesc individuals from eighteen communilics: only one lourth
came [rom (he Fast. [n keeping with the Ramali ideology, campers were
required

10 have o ninimum of two years of lebrew education for the ten yrar olds,
{licee years for the eleven (o louriren year ubds amd [our years for the [ilteen
year olids niud abuve ™

Goldberg made it clear in his report, however, that in reality quite a few of
the campers were unqualified in this respect.™ Tuition for the eight-week
session was $350 for the children’s camp and $200 for the leadership
-group.™ Notable among the campers that first season were Burton Cohen,
now National Ramah Director, and Yochanan Mulls, now Seminary
P’rofessor of Bible.

Program

The camp’s program closely reflected its goals. Mornings were devoted not
ouly to prayer and study but also to breakfast, cleanup, and a general
swim. In the afternoon, campers went as a bunk to various activities
including sports, arts and cralts, and music. Evening aclivilies consisted
of campfires, social dancing, movies, and vaudeville night for the
chiliren’s camp. The Leaders Training group had similar activities plus
distussions and lectures.’®

Jewish Living

Intensive Jewish living was au integral part of the program. Yet, in the
translation of this aspect ol Ramah ideology into practice, many problems
arosc. Central lo the dcbate were the basic questions of who determines
ritual policy for the camp and the specilic nature of Conservative Jewish
ritual. While its idevlogy made some aspects of Jewish living givens in a
Ramah environment, other arcas were open lo question. Daily prayer,
kashrut, blessings before and afler meals, and general Shabbat observance
were hasics, contral to the camp's programn. Probleins arose in deciding the
details of such concepts: how much to include in the prayer service, how
it would be run, what constituted Shabhat observance.

T o i mmarsrmlilorrm Invod mlom pmn

Some decisions were made by the Teachers Institute without much
disturbance. For example, swimming was permitted on Shabbat but
swimming instruclion was not given; boating, on the other hand. was
forbidden. Mixed seating was permitted at services. Other issues, bowever,
caused a furor. Notable among these was the issue of the use of electric
lights on Shabbat. The Seminary's policy for the camp was cautious. Since
lolerance was one clement in their ideology. the Teachers [nstitute
representalives wanted to offend neither traditionalists nor liberals, and
decided that the camp should officially refrain from using clectric lights
on Shabbal though individuals could turn lights on and off il they wished.
Some local rabbis, more liberal in their orientation than the Seminary,
pointed lo this as evidence of violation of Ramah ideology. To them,
Conservatism was implicitly more lenient. They were most annoyed with
this and other policies which, in their eyes, typilied the Orthodox leanings
of the camp. Debate over issues ol this sort started with the 1947 season
and continued {or many years to come.”’

Disagreements, however, rarely burst into open confrontation. They
were an undercurrent, disturbing but not seriously disruptive. Since the
problems were not unique to Ramah—they were ones that plagued the
movement as a whole—debatc was never focused on the camp alone.
Nonetheless, it served 1o heighten the sensitive points ol Conservative
ideology. ’

Other aspects of the Ramah ideology of Jewish living translated more
casily into practice. Rituals such as grace alter meals and daily prayer were
scheduled as a normal part of the day. Both stafl and campers participated
in them, and group spirit was stressed. In addition, rituals were height-
ened by a sense of ceremony; (or example, campers all wore white clothing
on Shabbat.

Hebrew

The camp was oflicially conducted in Hebrew. Yet, since quite a number
of campers were deficient in Hebrew, it was necessary to teach them the
language quickly so that they could parlicipate more comlortably in camp
life. Goldberg felt:

It was ouly because of the zeal of the stall and the presence among the
campers of a sufficient number of students who were st home” in Hebrew
that we were able to carry out most of our plans.’™®

In this area of Hebrew speaking, ideologies invariably clashed with each
other and with reality. Committed bdth to enrolling supplementary school
children and 10 speaking Hebrew, ideologues were {orced to compromise
their views in light of reality. Hebrew was central to camp activilies. Camp
routine and all public announcements were conducted primarily in
Hebrew. Nonetheless, campers rarcly spoke Hebrew among themselves.
Many could not do so cven had they wanted to. Others gave in because of
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this contractual arrangement, the ultimate authority in Maine was the
camp’s owner and not its cducational supervisor, the Ramah input was
secondary lo the owner's input.”!

Relations between the owner and Licher were extremely tense, and
problems constantly plagued the camp. Lieber spent most of his lime
trying to resolve these conflicts, leaving head counselor Bernard Lipnick,
a young rabbinical student, with much of the responsibility for imple-
menting the program. (Lipnick is now rabbi of Congregation B'nai
Amoona in St. Louis.) Problems reached such proportions that Licher was

ready to resign. Moshe Davis came to Maine and convinced Lieber to
finish the scason.”

As if these tensions were nol enough, Ramal in Maine had a problem-
atic physical layout. The site had two levels: in order to reach the athletic
ficlids, it was nccessary lo climb a steep incline. Lipnick had to drive
campers up to the ballfields every lime a group was scheduled to play.
Besides the constraints on spontaneity and scheduling, this also presented
impussible supervisory problems. There is evidence, as well, thal the stalf
was younger and less experienced (hau that of Wisconsin in 19477

Despite the many problems in Maine in 1948, the camp opened {or a
second season. Lieher, disgusted with his experience, left Ramah for
several yrars. Once again, a director was brought from Wisconsin,
Solomon Feffer. He had run the Wisconsin LTF group for the previous
two vears. As word of the camp's physical condition spread, it became
increasingly difficult to recruit campers even from supporters of the
Ramah idca.”’ After strenuous elforts, the camp was filled; yet, the same
probicms confronted Feffer, his staff, and campers.

Ramabt in Maine is a perlect example of how a good idea can be crippled
by poor implementation.” The camp was closed alter 1wo scasons. In
addition 1o the unworkable relationship with the owner and the physieal
limitalions uf the site, the enrollment from New England was small.% The
Philadelphia area, on the other hand, had sent a large conlingent to
Ramal beginning in 1947, primarily because of the enthusiastic support
given Ramali by Rabbi David Goldstein of Har Zion Temple in Phila-
delphia. This community, through its Board of Jewish Education, had
made several attempts to establish a camp.?” None of the plans mate-
rialized, and as carly as December 1948, inquiries were ade aboul the
feasibility of establishing a third Ramah camp in the area.™ The Phila-
delphia Branch of the United Synagogue. whose executive Director was
Rabbi Jerome Labovitz, formed a commiltee chaired by David W.
Niescubaum, Esq.

Afier 1the Maine fiasco, it became clear that a campsite must be
purchased or, at the very least, leased with an option to buy. After

investigating various sites, the committee learned that Rabbi and Mrs.
Grossmaun, long-time directors of Camp Tabor, were Inoking to sell their
camp. Rabbi Bernard Segal, representing the interests of the national
United Synagogue, David Nicsenbaum, and Jerome Labovilz were instru-
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mental in working out the negotiations. The original plan was to sell the
camp to the Philadelphia Branch of the United Synagogue. However, the
branch had insufficient [unds. Abraham Birenbaum saved the project by
personally buying the camp and leasing it to the Philadelphia Branch.™

Camp Ramah in the Poconos was much more successful than its
predecessor in Maine. Like Wisconsin, it enjoyed the support of a devoted
committee.’™ [ts director in 1950 was Feller, who opened the camp in its
new location. He ran a strict camp and was concerned primarily with
furthering the learning and Hebrew aspects of Ramali idcology. A member
of the facuity of the Seminary’s School of Jewish Studies, Felfer was
especially interested in encouraging older campers to continue their
studies on a higher level.

There is evidence that Feffer, by stressing these elements of Ramah’s
peogram, may have neglected other areas of camp life. The details of the
situation are not clear, though it is certain that many problems existed.
Bernard Lipnick, returning from Israel in the middle of the season, was
sent to camp to stabilize the situation. Lipnick, arriving as an outsider
alter the season had begun, failed 1o have a major impact that summer,
and in fact could never quite determine what the problem was, though he
and others recalled tensions between the staflf and Feffer.i™ [n addition,
Felfer incurred the wrath of some local rabbis because of his religious
policy which was, in their eyes, oo Orthodox.!?  *

The Camp Ramah Committee minutes echo this dissatisfaction. Some
members did not want to rehire Feffer for the [ollowing scason.'®
According to Feffer, representalives of the Teachers Institute asked him
to run the Wisconsin camp in 1951. Not wanling to change camps again,
he refused and left the Ramah movement. He was replaced as director of
the Poconos camp by Rabbi S. Gershon Levi, then rabbi of the Jamaiea
(New York) Jewish Center. Rabbi Levi directed the camp for only one
year. That he was a Conservative rabbi made him more acceptable to local
rabbis.!** Yet he, too, had problems running the camp. In 1952, Levi
Soshuk was appointed director. An experienced Jewish educator with a
background in Jewish camping dating back to Camp Achvah, Soshuk ran
the Pocorios camp until 1960, when he was asked to open Camp Ramab in
Canada. He stressed the three pillars of Ramah ideology and raised their
implementation to new levels.

Whlie. Ramah was attempting to establish a second camp on firm
footing, its original camp in Wisconsin continued to do well. With the
help of a concerned lay committee, notably Louis Winer, the late Daniel ).
Glasser, and the late Maxwell Abbell, this camp was well provided lor both
monetarily and in terms of moral sipport and concern. It took a number

of years to build a solid constiluency, though, and an intensive recruit-
ment progran continued to be necessary.
. Henry Goldberg continued to serve as direclor of Ramah in Wisconsin
in .1948, providing nceded stability during the second season. Upon
ordination from the Seminary in 1949, Hillel Silverman assumed e






In conp, we wani (1) lo creale living situations through whiel nl] people,
campers, conuselors, and all workers will hecome better humn.n'belngs. e
We want (2) (o Iransmit to our campers the knowledge of traditional Jewish
values. . . . We believe that the experiences of our prople ns a Wi'lt.lll‘. and of
sutstamding Jews individually, offer crilrtia to aid anyone rhonsing arnn:1g
alicrnate ways of brhaving. We want (3] to 1cnc.h a working knowledge of the
Hebrew language both in reading and canver salion.!”

This stress on personal growth, Whilf“. umlt-rsluml‘ in the early Ili'mmh
ideology and by each of the preceding (III‘(‘CI(.)I‘S as bieing part of growth as Ia
Tew, had never before occupied so prominent a place in the Ramah
constellation. : . .

Newman faced a lack of available models: no other Jewish camps it
Newman's expericnce had tried this synthesis before. Thus, ona practical
jevel, Newman had only concrete examples of what he did not want; he
had seen cnough activities managed from above by staff which ended up
highlighting the talents of the leaders at the expense of the (.‘\:JIIT‘I!'I('TF-.
Furthermore, not only were the child’s needs olien neglected bui Newman
also felt that certain arcas of camp were palcnl]y.harmfu]; for example.
raids, stealing food, compelition, and incentives. These were annll}cn_m o
i, and he wished to structure an t‘1'|\'irl‘llllt|l"'ll|'?\'I!Il"h mtuhl r-lmun.:mj
the need to pecform useless or destructive aets. Ihat a c-lnhl‘ may enjoy
~uch activities is nol a suflicienl eriterion {or encouraging their continua-
tion. Newman was convinced of the necessity of hiring older, nm‘rrm],
mature stall capable of dealing with the emotional problems of children
and adolescents and serving as role models, He felt that younger stalf who
lad not yet1 found their cmolional——]mr'licularly snxual::dt-nltllos rould
nol properly guide their young, impressiunable campers.”

The closest Newman could get to a successful campng mml.c[ from
which to learn was the National Experimental Camp of Pioncer Youth of
America. A record of its first six summers was published as a 1100]:(.
Creative Camping, by its director, Joshua Licherman. Describing Iln(s]:
experiment in actualizing Progressive ideology. the boak deeply alfecte
Newman's thinking. Earlier in his carcer, Newm.:m had even considered
working at the Pioncer camp and had met with Licherman, However, the
book did not incorporate the traditional .Clt‘lll'(‘.llls of a Ramal camp—
study. Hebrew, aml intensive Jewish IIVHllg. Mus, hy ullc:l:;phng this
integration, Newman was embarking o a pioneer mivenlure, .

Newman understood both his strengths and weaknesses. “""lule e wasa
good theoretician, be was limited as an nrluali'z.or of ideas. Therelore, he
cclected Hernard Lipnick as head counselor. The two mel regularly on
weekends daring the winter and spring of 1950-1. Lipuick would read and

listen as Newman conveyed his ideas: Lipnick beeame persnaded by the
approach. The 1wo were well-suited complements to carh other——Newman
the idea man and Lipnick the executor.!!? o

Most nther members of the stalf met with Newman individually once
duting the year when he came to Chicago. There, he shared a few of his

ideas.!’* While they expected the summer to be different, no one,
including Newman, knew cxactly how it would be differcnt.

Al the beginning of the summer of 1951 Newman created a {uror by
announcing thal there was no schedule. No longer would campers go by
bunk to prescribed activities. It was now up to the individual camper,
Specialists and counselors were available and eager to help, but staff
would nol enforce a schedule or push campers to participate in an activity.
Their example, and not their direclive, would be the best teacher.t18

The first weck was chaotic. Campers wandered around doing very
litle."¥ Slowly, though, things began to take shape. Classes remained a set
part of the day, since this part of the program was fixed by the Seminary.
In the afternocn, campers were given a choice of activilics, Bernard
Lipnick devised a method whereby individuals could create their own
schedules based on their interests. This was an extremely difficult method
to actualize, yet it was essential as a way of giving structure to this open
environment. In working oul the mechanism, Lipnick had to reconcile the
theory of giving children a truly [ree choice with the reality of schedul-
ing activities. The availability of facilities, the number of participants
required for certain team activilies, and the age and sex of the campers
tnvolved were just a few of the variables that had 10 be built into a
schedule of free ehoice; all of this had to be done cach week. Together
with the staff, Lipnick offered the campers a wide range of activities
including sports, arts and cralts, music, drama, and even more study. He
made il possible for the campers to choose any of these and also to be able
to schedule a frec period during the day il they so desired.!7

Scheduling difficulties, however, were only half of the burden placed
upon the staff by this new arrangement. The other part, more subtle, was
in a sense more demanding. First, it was the counselor's responsibility to
neet with each camper to determine his nceds and help him make the
choices which would be best for him. A child could conceivably spend the
whole day in arts and crafts and never cngage in sports activities. In

general, such a child would be encouraged to diversify his interests, but
such a program might be right for the given child. Only personal contact
with and concern for the child could determine which was indeed the case.
Second, counselors had to keep abreast of their campers’ weekly schedules
in order to know il the children were participating in activities. Clearly,
this need to know cach camper and his weekly program placed an
enormous burden upon the staff.1®

Other areas of camp life were equally affected by the new ideulogy;
since campers spent most of their,_day pursuing individual intcrests, a
conscious cffort was made to encourage bunk projects which would foster
group feeling. There were frequent bunk meetings and votes to decide
whal to do and how to do it. When the time for the Maccabiah arrived,
Newman put the question of whether or nol to have color war up for a
vote. Newman was very much opposed to having a MAlaccabiah; the
compelilive spirtt and adult management of the event ran counter lo
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A _New Vicw of the Problems in Education

The conditions of today's world derand that fundamental changes are essential not only in the ways we
educate our young but also in the entire education system that supports the schools in their work.
Students today who simply memorize a body of facts will soon find themselves ill equipped to apply those
facts. Not only wili the facts be out of date, but the student may not have acquired the ability to

process new information and apply new learnings. Until recently, most of the reform activities
concentrated on things that students, teachers, principals, and others could do to perform their work
better; now educators are beginning to realize that repairing the current system is not enough. We must
change fundamentally the way we think about and provide schooling to the nation's young people.

Given their compiexity and scope, the challenges we face in education constitute a metaproblem,
problematique, or, to put it bluntly, a "mess."! As such, they are too extensive and multi-faceted to be
handled by any single organization, no matter how {arge or skilled. Moreover, in every state the number

of actors has increased geometrically and now inchludes governors, legislators, state boards, associations and
community groups, social service agencics and businesses, as well as educators at several levels. Because

the mechanisms for overall coordination are not well developed, solutions are pursued in isolation from one
another and may be based on conflicting values. Actions and reactions add to the turbulence, compounding
the already complex problems.

In order to keep moving forward despite the furbulence, many people ignore the larger reality, devising
solutions to fragments of the metaproblem. The result is piecemeal action that drains energy and results in
loss of meaning.

It is possible, however, to create and sustain the large-scale, complex educational improvement that system

rebuilding requires by identifying and using as tools elements inherent in a given situation and by
embracing the messiness of reality rather than ignoring it.

Seeds of a Strategy

To do this, the current repertoire of change strategies must be expanded to include approaches that are
designed to work in large-scale, highly complex, and rapidly changing situations characterized by potent:al
high conllict among concerned parties.

If indeed we are in the midst of rapid social change and need to transform the education system, we necd
seriously to consider what our overall strategy of change should be. We cannot expect a successful major
transformation with a shotgun approach or one that does not recognize the amount of complexity, conflict.
diversity, and interdependence involved in the education e.rterprise.

First of all, the strategy must be founded on collaboration and inclusion, for very practical reasons. The
turbulence caused by multiple actors acting in multiple, unconnected ways; the bad policies that result from
successive, disjointed compromises; the "you may win this one, but 1"l get you next time” orientation that
one state-level actor calied "cowboys and Indians™ -- those are all too costly to allow to persist.

In facing complex problems, it is critical to have diverse perspectives in order to frame problems and craft
workable solutions. We can no longer afford to leave anybody out; our fates are inevitably and

inextricably linked. We must move, then, beyond maximizing the self-interest of a few to maximizing the
sclf-interests of all. Collaboration and inclusion must be the very essence of the strategy, not just
something done at the beginning of some scquence of action as a step called "building ownership” or under
the heading of "overcoming resistance.,” The inclusion must be based on the use of cooperative rather
than controlling power. Vision building and action among and between organizations must use enabling
power to motivate and energize others, because traditional hierarchical power loses potency the farther it
travels beyond the baundaries of individual organizations.
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Mobilizing and sustaining individual motivation and energy are the critical objectives here. As Harlan
Cleveland notes:

In an information-rich polity, the very definition of control changes. ... Decision making
proceeds not by “recommendations up, orders down," but by development of a shared sens
of direction among those who must form the parade if there is going to be a parade. . ..

Not “command and control” but "conferring and networking” become the mandatory modes
for gerting things done.2

Second, the strategy must be based on a new vision of what education is all about. As has been so well
argued in the Carnegie and other reports,” our economic future requires people not only with basic skills
but also well-developed capacities for creativity, problem solving, and high level integration and analytic
thinking. Additionally, we must actively support the diversity that characterizes our nation by developing
much more flexibility and creativity in instructional and organizational approaches, This vision must be a
vision of the whole: it must include not only what we want for the whole chiid, but for the entire

education system. Adults must model the same behaviors we expect the young to develop. We must finally
begin to "walk our talk."

Third, the strategy must allow us to build a new infrastructure that will support and sustain the rebuilding
effort -- one that connects intra-organizational and multi-organizational frameworks. Such an
infrastructure would occupy the space between organizations and the society as a whole. 1t would include
what Trist has called "referent” organization activity, which acknowledges and works from the
interdependence of organizations in a problem domain. According to Trist, "So far as this process gains
ground, a mode of macroregulation {in the biological sense] may be brought into existence which is
turbulence-reducing without being repressive or fragmenting. Its virtue will be that it will have been built
by the stakeholders themselves.” Such referent organization activities would bring together multiple
perspectives, without which metaproblems cannot be add ressed

Finally, the approach has to be quite different from the linear and fairly top-down and impersonal
planning/change strategiex that are so familiar to us all: establish the goal, imptement the plan, and
evaluate the results agains: the goals. Because the type of change we are projecting is wision-based,
strategies beyond mandates must be used: one can require minimums, but not maximums.

The master planning or formal analytic strategics were developed in times and for conditions where the
target of change was fairly clear and stable, making it possible to analyze the situation rigorously and
develop a detailed implementation plan. Over the years of the industrial society, highly refined methods of
formal analysis, goal setting, and implementation strategies have been produced and have been very
effective. In situations of low conflict and low complexity, it is entirely appropriate to continue to use
these 'stmtcgicsi.5 However, for complex and often conflictful situations, a different approach is needed.

Based on an extensive review of ideas about change strategies for complex situations, we suggest that
states consider an approach for moving forward on reshaping their education system that consists of three
components, al premised on collaboration and inclusion. First we must move toward a shared vision of
what the education system should lock like and why that vision makes sense. We need to understand when
to embrace diversity and interdependence and when to try to eliminate it. Second, we must stimulate
productive and meaningful action that starts to make that vision a reality throughout the system. Third.,
we must have reflection for sensemaking -- i.e.. ways to reflect on our progress and make sense out of

what happens as people begin to act to implement the vision.

These are not linear steps, however. This approach is more like managing a three-ring circus where the
emphasis on each ring shifts based on complex orchestration, where the rings sometimes overlap and blend
together, and, above all, where actions of those involved, though guided by a common sense of theme, are
not fully predicted or controlled. Simply put, its management requires creative thinking.







Further, the evolving infrastructure of the education system is likely to be less hierarchical, with a new
consciousness of the significance of how and what we choose to standardize, what we leave to professional
judgzment, and what is allowed to be resolved through musual adjustment within schools and communities.
Mintzberg makes a compelling case that, as organizational work becomes more complicated, there is a shift
from direct supcnns:on to standardization of work processes, outputs, and/or skills, and finally to mutual
adjustment.® Currently the educational reform discussions are heavily dominated by attention to
"standardization of cutputs™ (student performance assessment) and standardization of skills (especialily those
of teachers and principals), but mutual adjustment -+ antong top-down, centralizing pressures; bottom up,
decentralizing pressures; and middle-out, balancing pressures -- is increasingly a salient theme. We need

to attend to the interplay of these forces as we seek a new infrastructure for education.

Task-oriented groups with cross-role membership drawn from sectors that have previously had littie
communication (boundary-spanning groups} and special forums for discussion and d=:wate around the shaping
of a common direction and vision will ~eed to be increasingly used to bring parties together that have
previously been jsolated. This style recognizes conflict and manages it by letting the parties directly

exmress their views to one ancther with the goals of mutual understanding and development of a meta-goal
that advances all needs. These informal structures used in building the vision are also actually playing a

role in flattening the hierarchies of the past and encompassing the groups that previously were seen as of
minor or peripheral importance.

Now, in terms of what is taught, we expect that an education system more in keeping with today's world
will continue to emphasize basic skills and content but that communication, problem solving, and thinking
ability will be critical processes for all students -- and the adults who work with them. Indeed, basic and
higher ability skills will not be taught sequentially, but in interplay, moving back and forth between the
parts and the whole, Highur order thinking will be an integral part of the education of all students,
Greater emphasis will be placed on synthesizing and gaining meaning from the mushrooming volume of
available information and helping students develop schema to organize the bits and pieces that are an
inevitable part of today's world. We would also see greater attention to the fundamental philosophics of a
democratic society, again how individual parts combine to make a whole.

in terms of how teaching and learming occur, we see a future in which students are much more actively
involved in learning rather than being the passive recipients of the techniques of today. For example,
middle school and high school students are likely to be more involved in learning activities that also
benefit their community. We would also see greater emphasis on cooperative learning.

These are examples of the issues that need to be debated as people within a state focus on developing a
shared vision of the transformed education system appropriate for their state.

Developing a shared vision of a transformed education system is no simple task, As we have studied the
literature on strategies of change for turbulent times, it appears that activities that help build the shared
vision have some or all of the characteristics below:

1. Mujti jves a sented to enhance understanding. People involved in different ways
with education have markedly different views of the purposes, goals, and processes of education.
These views need to be truly heard and understood by other involved partics as a first step in
the transformation of our vision of education.

2. able people keep refining the best ideas of what the ould
mm;mmﬂmms&mw@:_ Because it will not be mmcdlatcly apparent

what the system should look like in ali its detail, a group of people needs to keep synthesizing and
articulating the evolving view of the system to ensure that the vision is on course with the reality
of the state’s situation. This group of people needs to attend carefully to inclusion because all
perspectives must be included in the development of a vision for a shared future.




3. People directly experience the type of leamning and envirgnment that is being espoused for use in
the schools. To the extent that people can experience the new type of learning and environment

and personally recognize how much more they can learn, the more likely it is that they will grasp
the importance of the change. For example, if meetings are conducted where people are actively
involved rather than passively observing, they can begin to see how the rate and nature of iearning
changes.

4. More and more people develop awareness and commitment. To establish 2 new norm for the
education system, increasing numbers of people must become aware of and committed to the
change. Careful communication strategies are needed to accomplish the adjustment in people’s
views,

5. Credibitity is built through changing symbols and ways of talking about the schools. Public officials,

other leaders, and respected citizens can be extremely influential in building credibility {or
undermining credibility) by the way they use symbols and talk about schools.

6. MNew viewpoints arc fegitimized and tactful shifts are made at key moments. Leaders must
understand how personal and organizational change typically proceeds and strategically legitimize

new viewpoints to build the new vision,

Pa-tial solvtions are implemented to sefve as building blocks. To the person unfamiliar with the

overall cnange process, a partial solution can look very weak or unimportant. Yetif it is
strategicaily undertaken within the context of a larger view of changing the education system, it
can be very powerful in reshaping people’s views of education.
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8. Political support j5 continually broadened. Any major change in a system as broad and significant in
society as the education system is going to affect the power base (real or imagined) of many people.
People who feel they are losing power must be shown how they can adjust, avoid the loss in the
new system, or cven gain power, especially through developing a broader undersianding of what
constitutes power. As they adjust their perspective on power, they are more likely to give the
necessary political support to the new approach.

9. Opnosition is co-opted or neutralized. Some people may never be fully supportive of the new

approaches. Leaders will need to move forward in ways that dampen their opposition.

Stimuiating Productive and Meaningful Action

The building of a shared vision in and of itself typically begins to motivate people to action that will
make that vision a reality. However, uther stimulators of action are needed as well. We have identified
at least 10 “energizers” that can be used to encourage productive and meaningful action.

Energizer 1: Harnessing self-interest. Many people act as though self-interest and the interests of the
collectivity or organization are mutually exclusive. However, it does not have to be that way. Paying
attention to what people want and what they are concerned about is a step in the direction of imagining
the future.

Success in ameliorating an overriding problem is dependent on hamessing the energies of multitudes of
individuals What sparks engagement of a given person might be a task she or he needs to do anyway, a
set of relationships that necds to be built or repaired, a desire for professional and personal growth, or
just the prospect of having some fun; with amy luck, it is a combination of all these. Most people want
to do a good job, to have impact, so self-interest may cven be engaged if individuais perceive an
opportunity really to make a difference, to accomplish a larger purpose -- or vision.




Energizer 2: cting tasks. This energizer is an antidote to the busyness that takes on a life of its
owm. [t is using the larger purpose to find linkages, overlaps, and concentricity that exist in the tasks of
one individual and across the tasks of many individuals in the same domain. 1t is also packing more than
one meaning into a task so that for a small amount of extra energy -- or none at all -~ there can be a
more significant outcome. The same kind of energy people put into negative games that undermine the
direction can be put into positive games: getting two-fers, three-fers, and four-fers. This does not mean
working harder or longer hours; it means working smarter, as the saying goes, ¢r exponentially.

Energizer 3: Acting for cumulative impact. At the same time one focuses on compacting tasks, one should
be assessing one's actions for their contribution to the overall goal. One needs to have an understanding
of what others are doing so that each can adjust somewhat to ensure that the resulting whole is bigger
than the parts, that each action magnifies the benefits of the others. Likewise, the result ot each task
necds to be seen as only a resting place on a journey to a future that is always slightly beyond our grasp.
The tasks shouldn’t be seen as ends in themselves,

Moreover, we have seen that multiple small actions can create a large effect, especially when the
individual actions are taken strategically. For example, one vocational techn;:al school in the Northeast
recently assesseq its offerings and decided that its priority for action 'was writing. Each member of the
faculty -- from plumbing to science and math -- agreed to do two activities rels.:.1 to writing; it was
reporied to be the first time that the entire faculty agreed to do semething jointly.

The faculty was amazed at the impact that the activities had on the students, wko felt that the school
was serious about writing. This gave them increased motivation (o explore other activities, and they have
organized a series of professional development activities to foster further steps.

In science, too, researchers have acknowledged the heretofore uncalculated but possibly very large
cumulative impact of small actions.

Energizer 4: Recasting conflict. The competitive world we live in leads us alf to believe that there is

only one right way, only one truth, only one winner, and so on. However, multiple perspectives remind us
that each offers a version of reality -- cach needing to be understood in order to build a metatruth, One
can move from there to the kinds of action that will address the whole problem -- and ail the
stakcholders' shares of it -- rather than just one part of it. Multiple nerspectives are a potent force
because they offer us more information about an issue than az:’ »f us would have access to individually,
Moving one’s focus from battling out "which one is right?" to "-. 1at’s the overall picture?” allows more
energy to be concentrated on the problem and its solution. Whzn that happens. the vicious cycle of
winning and losing can be transformed into joint forward movement.

Energizer 5: Epabling communication. Communication is the main way we construct, reflect upon, and
mirror reality; it is the major way we transfer meaning. We spend a lot of tim= these days coliecting all
types of data; much of it remains just that: "undigested, undifferentiated cbservations, unvarnished fact...”
We spend far more time “managing” (i.c., “coping with") data and information than we do analyzing or
plumbing its depth.

Organizations overwhelmed by data are discovering that they can leamn a lot about themselves and others
by using sampling techniques for collecting data; they then spend proportionately more time setting the
raw bits into context, giving them meaning that enables them to know more about less, which actually
means knowing more.

Communications that enable are messages and processes that allow others to fit the parts to the whole, to
see their individual actions and those of others in a new light; they are communications that successfully
attach multi-dimensional meaning and significance to activities and tasks, Sensemaking is an example of an
enabling communication.




Energizer 6: Fostering coherence by focusing on the larger meaning. This energizer helps to make
meaning by encouraging people to find the larger connections among things rather than proceeding in bits
and pieces. It is related to Energizer #2, compacting tasks, and Energizer #5, enabling communication, but
is aimed at building a whole out of what might otherwise appear to be fragmented or unconnected
activities. The central offices of successful school districts assist individual schools by weaving together
disparate federal, state, and local initiatives into a coherent fabric of intents and actions. State
departments of education facilitate the operation of districts and schools to the extent that they move
beyond categorical to integrated action, with each policy initiative conceived and implemented as part of

an articulated approach that guides statewide action.

Energizer 7: Transforming reactivity to proactvity. The use of cooperative power rather than coercive
power spreads responsibility and control among the multiple players. Enabling leaders do not “give up”
power; they multiply it by helping individuals focus on what they need to do for impact in their respective
situations rather than for approval from same higher authority.

Energizer B: Building knowledge and skills to undergird change. Successtul improvement efforts are ones
in which somebody has carefully measured the "amount of required change” -- that is, the gap between

what is and what should be -- and has translated that into support and assistance for thoss involved. In
almost all cases, this means professional development -- nct scattered, one-shot. inspirational sessions, but
knowledge and skill-development activities that are carefully targeted to the needs of both the
organization and the individuats. 10

Energizer 9: Modeling desired behaviors as the quickest way to producé change. This energizer has been
captured in the expression, “walk your talk"; practicing what one preaches is not only good for one’s
internal consistency, it makes it possible to transfer quickly behaviors that are hard to talk about. For
example, if people experience collaboration in a positive and useful way, they will be much more likely to
consider collaboration in other settings. In like manaer, teachers must themselves experience active
learning before they can help their students to do the same.

Energizer 19. Creating productive collaborations. Collaboration of any kind, let alone cross-role or cross-
organizationai collaboration, is considered time consuming, cumbersome, task multiplying, resource
fragmenting, not related to one’s main work, and, to be frank, likely to result in credit either being

diluted or going to someone else. Such perceptions are particularly likely to be held when one is looking
through the lens of traditional hicrarchical power. However, weli-established collaborations can motvate
and insnire people, generating new ideas that would not otherwise result. Therefore, collaboration is an
energizer as well as being a basic theme of the strategy for rebuilding. Successful cross-rele and cross-
organizatienal collaboration has the following attributes:

e Trust between partners based on interdependence: Trust comes from mutual recognition of 2 need for

partnerships in order to accomplish goals. Participanis must agree that a new opporrunity requiring
partners exists, and the organizations must have sufficient capability and maturity to develop
systematic linkages.

e Autheptic communication: It is essential to have a two-way exchange of information to enhance the
public image of the partners, to encourage risk taking and to allow participants to learn from
mistakes.

o (oals, tools, and purposes: Collaboration should begin with an analysis of the problem from muitiple
perspectives and the action needed to solve it. Resources available from the collaborators need to be
determined. Goals should be defined, and it should be clear that results will be achieved more
efficiently with partners than alone. The "big picture™ behind the goals and purposes must be clear.




e Power used with mutual respect: Participants must be skilled in the collaboration process and
overcome feelings of independence or dependency. There must be an equitable exchange among
collaborators with visible and mutually enhancing outcomes.

Hindrances to effective collaboration include iiatemnal confusion and conflict that prevents successful trust
building; territorial conflicts or incompatibilisy between partners’ organizations;, doubts as to the utility of
the goals or vision or a high monetary, social, or "ego"” cost; and poor performance history of some of the
partners or little knowledge and few skills in the collaborative process.

Once energy has been stimulated, it needs to be guided to productive action. Although it is important to
allow people the freedom to act as seems right for their situation, the orchestration of the process needs
to use the cncrfy to shape the consensus and coalitions that will make the shared vision a reality. Itis
important to:1

1. Solidify progress that has been made. Care must be taker to move to new activities that do not
undermine the progress made by an earlier set of activities.

2. Create packets of commitment based on positive results achieved. People need to see positive results

to have a sense that progress is being made. The positive results motivare people to continue.

3. Manage coalitions to empower people at all levels. Reformers frequently talk of teacher
empowerment, but systemwde change is highly unlikely unless people at all levels are truly
empowered to carry out their responstbilities in ways that give them the sense that they are making
the new vision a reality. Particular attention needs to be given to people such as school board
members, community members, parents, superintendents, and principals. Coalitions can be extremely
important in the empowerment process.

4. Find and reward champions. We are fortunate in education to have a history of recognition
programs, These programs are just one tool taat can be used in new ways to reward people who arc
playing significant roles in transforming the education system.

5. Erode copsensus (yes, not all consensus is helpful) that interferes with the long-term dynamic process
of improvement and renewal.

Implicit in the strategy of stimulating action is a very different notion of power and leadership than the
authoritative, hicrarchical one that exists in many organizations.

Many people are writing about the need for a change in our conception of powcr.13 In the traditional
view, power is defined as the probability that a person or group can enforee its will despite resistance. A
finite amount of power is assufed to exist -- sorme will have it and others will not. Some will win, some
will lose. Competitive, adversarial, controlling, manipulative, directive -- these are the characteristies of
interactions.

In situations where interdependence was of less importance, these approaches worked for many groups,
organizations, and individuals. Control over individuais within an organization is possible; but exercising
power over individuals outside one’s organization or in a multi-organizational feld is a major chulienge,
because sanctions are much more difficult to sustain. The view of power for today's interdependent
environment is a mobilizing power, one characterized by leadership that creates an organizational vision,
energizes people into action and emphasizes negotiating and bargaining to create win-win solutions,
decentralized decisionmaking, worker involvement, andjgctting results. Here the "power comes from choice
and cooperation rather than manipulation or control.” 14 These are the ways of thinking about power that
lead to the establishment of new norms and perspectives that can handie the stresses and strains of a
turbulent environment and perhaps even reduce that turbulence.
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Reflecting for S ki

Individuals need to step back from the daily routine to reflect on a) the larger purpose of their actions b)
the connections and fit between their actions and those of others and c) next steps. What we have called
sensemaking is making time to do that. While individuals could (and should) engage in this behavior on
their own, having multiple perspectives brings both more and different information te bear along with
different sets of analytical and synthesizing skills. The result is a better reckoning, a more accurate
reading on the situation than would otherwise be the case, Sensemaking operates on multiple parameters,
then. It should include among other things: both global and linear thinking: big-pichure and little-picture
views; insider and outsider perspectives; pdst, present, and future orientations; oral and written
communications; technical, psychological, sociological, and political insights; vision and task relabhonthips,

; and muitiple stakeholder perceptions.

A

t

% It has been said that a concept is useful when it differentiates reality. Sensemaking is an occasion lor
i bringing collective information and knowledge to bear on the subject at hand, the better to differentiate
i and therefore get a handle on that reality that swims all around us. It has a centering effect.

{.

[

;: In the sensemaking process, we have found that it is especially crucial to ask the following questions:
: 1. Is the vision being refined and made more fitting for the situation? Are more and more peopls
< grasping its meaning and importance?

f 2 Arc we expanding awareness and commitment to the vision?

3. Arc we experiencing successes? Is what we az¢ doing working? How do we know? How can we
teil others?

4. Are we "minding the gaps?” Are we blending effectively the multiple perspectives?
5. Is the enerpy of people shll at a high enough level to keep going?

6. Is empowerment of people at all levels cccurring? Who is getting left out?

7. Are people throughout the effort leamning to think better?

8. Are we attending to unanticipated consequences?
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Using the Strategy

Using the preceding strategy is not easy. It requires people in a variety of roles both within and outside
a state who arc committed to building a new and self-renewing education system that can function in
today's world in such a way that adults model behaviors that will help students better prepare to face the
challenges of life. _

Assuming that the strategy is to be applied within a given state to adjust that state’s sysiem, we propose
that the approach used include at least three types of activitics that typically are fairly weak or
nonexistent jn most states. These activitics need to be undertaken 1n ways that begin to open up the
hierarchical system, complementing and enhancing its valuable features while giving it the opportunity to
shed the dysfunctional parts, the parts that should not be included in the new system.

The three activities are:
1. Establishing moderating and centering groups
2. Establishing system-linked pilot efforts at different places in the system

3. Modilying system characteristics

Moderating and Centering Groups

First of all, we recommend the establishment of what we refer to as "moderating and centering groups”

-- groups where multiple views tend to moderate narrow perspectives and where people keep refocusing
and centering on the shared vision being developed for the schools. We would sce a number of such
groups developed tn a state -- some focused on statewide cancerns, some on individual community issues
-- with links among them in the form of individuals. Trist reports the operation of a number of such
groups working on metaproblems in ficlds other than education.]d Although we will not fully elaborate
here on the features of a moderating and centering greup or MCG, as we call it, we do want to point out

a few critical elements. Based on the understandings gained about groups over recent years that are
playing roles such as this, it is imp ortant that members of the group are well regarded by their role-

group peers -- are opinion leaders -- and understand and can articulate well the views of their fellow role
group members. On the other hanA, they must be willing and abie to adjust their perspective as they grasp
more fully the changing nature of today’s world and the views of other role group holders. And while the
groups are relatively small, they are not exclusive; on the contrary, every effort is made to make sure no
onc is left out as the vision and actions are formulated, The meeting of multiple realities in a group where
the norm is that of pushing for more and more creative and forward thinking is critical to breaking the
barriers of the current limits of our structures, vision, and actions.

Indeed, the wide array of groups affected by education and already actively involved in attempting changes
need to be represented in the MCG. It may take people outside the state to help identify the full range of
groups that need invoivement in the MCG, and it will take extensive discussions with people behind the
scenes or uninvolved in the education bureaucracy to find the people who wou!d U =pecially effective
members of the group. Group members are likely to include teachers, students, community members.
business people, principals, district staff, state and local school board members, legislators from both Houses
and from [eadership, finance and human services committees as well as education committees, state
department of education personnel, higher education institutions, governing hoards, the governor, and
his/her staff. Many factors such as organizational representation, the dally duties of the people involved,
and the mix of interpersonal skills need to be taken into account. Above all, the group must have a large
number of individuais who are¢ ready to move beyond narrow concerns of turf. As Cleveland describes,



They are, by and large, men and women who are not preoccupied with formal power or getting
their names in the newspapers, people whose concern exceeds their confitsion and may even
preempt their cgos, because they are busy (and having fun) doing tomething that hasn't been
done before. But what makes them the shock troops of the get-it-all together prolfession is,
above all, their overriding concern for the ggperal outcome of their efforts. )6

Such a group is likely to be led best by a small steering committee of its own members with the

involvement of a few people from outside the state who are well connected to what is happening in other
states as other groups undertake changes in their education system. They also need to be well connectes

to a wide array of researchers and creative thinkers working on various factors that could have impact on
how the education system might be effectively adjusted. These outside people also need to be able to help
mobilize resources that can assist the MCG. These outside people should also be able to represent the
developing work of the MCG to natjonal networks and groups that are shaping the national and public view
of how the education system needs to be transformed.

System-linked Pjlot Efforts

Typically, pilot efforts operate as isolated activities within a school, ¢istrict, or statc agency and are
treated as a "project” that can come or stay with little impact on the total organization or system. If the
intent is to change the education system fundamentally, pilot efforts need to be designed in such a way
that the pilot activities not only initiate changes in the targeted organization -- be it classroom or state
agency -- but also inform and involve people in other parts of the system who need to modify their
activities to create the climate necessary to support the new ways of operating. For example, it is
important that the redesigned cfassrooms and schools are able to concentrate on the changes they need to
make rather than having to spend considerable energy being at odds with the rest of the educational
system.

In this sense, pilot efforts are not fragments of activity but microcosms of the vision, of the strategy we
are progosing. They are like the fractals that have been discovered and described in the new science of
chaos.” As a fractal, the strategy -- collaborative vision, action, reflection -- can operate from the
macro-level down to the smallest behavior,

Recent work in one state illustrates the type of pilot design needed as a part of an overall effort to
impact the system significantly. In this case, districts volunteered to participate in a consortium to enact
a new vision of the skills, knowledge, attitudes, and attributes of all high school graduates, The vision
had been developed by a broadly based group of educators and citizens. The districts participating in the
consortium selected areas that would move them toward the new vision of a well-educated graduate.
Personnel from the state department of education and regional service centers were also participants in
the consortium, not to tell districts what they should do but to look at what they themselves need to do
differently to collaborate with schools and districts to make changes throughout the education system.

Anrother approach is being used in several states where fitnds have been made available for schools to
structure for better teaching and learning. In these cases, the unions, district, and state have to agree to
waive any rules or regulations that the schools request. Such an approach then encourages the nonschool
components of the education system to rethink how they need to restructure their activities and views of
their roles and responsibilities.

As the moderating and centering groups begin to grasp more deeply and fully the nature of the changes
needed in the education system and as pilot efforts in schools and classrooms demonstrate more
appropriate teaching and learning, the type of changes needed throughout the education system shouid
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start to become more apparent. Where to start in the complex maze of a highly intertwined system is no
easy decision. There are many ways one could loosely segment the system to organize an effort to think
through needed systemwide changes. We are currently using the following seven:

1.

Assessrtnent and accountability systems -- with emphasis on the content and reporting of student
assessments and accountability for student fearning

Staffing -- with emphasis on school [eadership and teaching and on certification, selection, training,
support, and redefinition of responsibilities to reduce incumbering bureaucracy

Resource allocation -- with emphasis on the levels of decision making and the match between
state/desired priorities for srudent learning and where resources actually go

Curriculum and instruction -- with emphasis on the mix of basic and higher-level leaming, the degree
of active involvement of students in their own learning, and the alignment of instructional materials,
student asscssment devices, and priorities for student leamning

Planning and innovation strategics -- with emphasis on how innovation can be sparked throughout the
education system and become an ongoing characteristic of the education system and how planning
activities at district and stale levels can be used to move the education system strategically toward

the new vision of what the system should be like

Special assistance -- with emphasis on having a balance of assistance to adjust not only technical
aspects of the system (e.g., changing actual structures of the school schedule) but also social aspects
(e.g.. changing interactions among people) and political ones (e.g., changing the distribution of power
among groups and individuals)

Parent/community involvement -- with emphasis on the choices parenis have and the way the
community and school work together to improve the community as well as to improve the school

Naote that we have not divided these system aspects up in .1 way that says some are the responsibility of
the schools, some the district, and some the state. Rather, we see all these aspects as needing to be
locked at by groups of people who represent all of these [evels. Each of these system elements is
influenced by every level; it is looking at the connections (or disconnections) among levels that is [ikely
to be especially informative in determining how to adjust the system.

Neither have we separated them by preschool, elementary, middle, secondary or other types of schools
because these aspects need to be looked at across levels. Of course, once these system aspects are
studied and reconceptualized in terms of how they support a new vision of how the education system
functions, actions will need to be taken within the various state district, and school units.

In many states, the functions and types of schools are not really connected to one another except
bureaucratically, They tend to operate as nearly autonomous fragments without mutual adjustment either
laterally or vertically. In other states, the Rinctions are organized vertically -- or categorically -- 50

that, for exampie, curriculum people at the state level talk and work with others of their role type at the
regional, district, and school levels. In only a few states is integration -- or horizontal connections --
manifestly a major concern. In such states, the individual specialists at different levels view their

particular operations as part of a whole and are interested in the mutual adjustments that can be made to
make the whole enterprise move forward, These are organizations where individuals are encouraged to pay
as great or greater attention to the boundaries of their work -- where their tasks bump up against those of
others -- and to think about the needs of others as they design and conduct their activities
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An cxample comes from one state where the testing and assessment people in the state department of
education work closely with curriculum people to think about the impact of statewide tests on curmiculum,
The state likewise works closzly with local districts to understand what they would iz to learn from
testing programs. Activities become user-centered rather than task-driven. Overarching all these strands
of effort is a policy vision focused on achieving equity of schooling outcomes at high levels -« higher
order thinking, for example.

!In the same state, a district and community, concerned that their curriculum was overcrowded, has
undertaken what might be cailed a centering and focusing effort to determine what their real priorities are
and how 1o configure for them. They want the experiences their children and young people have in school
to constitute a whole rather than bits and pieces. For them, too, the components need to relate to the
larger picture.

To proceed in this work, they are learning the skills of facilitation and participatory group process,
learning effective ways to get everyone in on the act without having to have everyone at every meeting.

Even in such a state, cross-level, multi-organizational capacity and participatory processes are only
minimally developed. For example, state or district agencies still too often act in their own self-interest
rather than on behalf of all the stakeholders in education; they operate as paternalistic solution-givers, as
though they are the only ones who can figure out the answer to the problem, rather than in 2 way that

all perspectives become a part of the solution, In such a situation, as Peter Drucker hag observed, "Each
institution pursues its own specific goal. But who then takes care of the common weal?'18 The answer is
that we all must.

Here We Go

None of us can expect to act on more than a tiny carner of the great complexity. But in our
interretated society, itself part of an uncompromisingly interdependent world, we have to think
about the whole complexity in order to act relevantly on any part of it.1

The strategy we have described is neither a quick fix nor a one-shot effort. It must become an inherent
part of the way we furiction. The strategy is one that cannot operate solety by commonications up and
down the formal hierarchical or bureaucratic lines, It is highly dependent on effective, authentic, trusted
communications among peers working in a varety of settings and among people with differing roles where
each is viewed with respect and with a responsibility to change in ways that increase the understanding
and actuality of the new vision of the education system.

Such communication is especially important in times of major transition because many people are trying
new approaches and gaining insights to both anticipated and unanticipated consequences of actions,
implications for consequences of actions, implications for next steps, and conditions that affect success
that need to be personally shared and discussed. Of course, "diseases" can also spread quickly among
groups. Thus, key people in the groups must be asking tough questions and thoughtfully probing to ensure
that experiences and ideas transmitted via the groups are critiqued and viewed from multipie perspectives.

The above activities all need to be operating simultaneously and strategically as the change effort
proceeds. These activities are, of course, not the only ones that need to be undertaken, but they are
essential ones that are frequently not put in operation because they are not a regular part of the existing
hierarchical system.

So to answer the questions that readers may have about next steps, we can say that the place to begin is
where you can. with the people who are affected. While this paper reflects on the issue more than it
offers specific strategies for forging ahead, we have tried to offer some helpful suggestions, (e.g., the 10
energizers to action in the first part of this paper). And we can assure you that our visions and
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reflections are based in large part on our first-hand knowledge of real action in several states by
committed individuals. To join them, the only initial obligation is to desire to go “beyond cowbays and
Indians.” beyond turf issues, beyond individual self-gain. to see the intersect of many diverse interests in a
shared future, It’s the obvious choice.

Let us emphasize that a strategy to focus on the shared future is not a do-good approach. It is pure
pragmatism. We have run out of room to move on, leaving behind problems for others to deal with. The
rallying cry at the time of the American revolution -- that we must all hang together or else we shall all
surely hang separateiy -- is more compelling today than it was then. Qur new frantier is bringing the
inter-personal, the task, and the larger purpose together as we enact the future.
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“The followers werr seiting the
terms of acceplance for their
leader, He could nof issue calls
they were unpn:pa.l'ed to hear.
(He could do it. of course—as
Owen Glendower can shout
summonses down into the
deep. But it would be a waste
of time.)

This Lincoln has disap-
poinied people who think fol-
lowers should submit to a
leader's superior vision—
those who want the leader to
be active and the followers
passive. Lincoln’s leadership
was a matter of mutuaily de-
terminative ectivity, on the
part of the leader and the foi-
lowers. Followers have a say
in what they are being led to.
A leader who neglects that
fact soon finds himself with-
cut followers. To sound a cer-
tain trumpet does not mean
just trumpeting one’s own
ceftitudes. It means sounding
a specific call to specific peo-
ple capable of response.

Does this remove or reduce
the heroic note in Lincoln's
leadership—-as if he were only
allowed 1o lead, by followers
who could refuse to respond?
Well, what is the alternative—
peopie who cannot refuse to
follow? If that were the case, the leader would be marshaling
automaions, not voluniary respondents.

[t is odd that resentment should be felt toward the de-
mands of followers when the limiting power of circumstance
15 so readily accepted. Even the most ardent hero-worship-
pers of Winston Churchill admit that he needed an occasion
for the exercise of his skills. But for the Second World War
we would never have known how he could rally English
spirit. Yet followers conform more closely to a leader than a
leader does to external circumstances, The leader can have
both the skill for his or her role and the occasion for its use
and still lack followers who wiil respond to the initiative or
the moment.

So much for the idea that a leader’s skills can be applied
10 all occasions, that they can be taught outside a historical
context or leammed as a “secret” of the control of every situa-
tion. A leader whose qualities do not match those of poten-
tial followers is simply irrelevant: the world is not playing
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his or her game. My favorile example of this is the leader-
ship of Synian holy men in the fifth century A.D. Those men,
who made policy for whole communities, were revered for
their self-ravaging austerity. The man who had starved him-
self most spectacularly was thought the best equipped to ad-
vise pious consultants. So delegations went to consult Sime-
on the “Stylite” (“pillar-man™), perched in his midair
hermitage. Leadership was conditioned entirely by the atti-
tudes of contemporary followership, Who would now write
a manual called The Leadership Secrets of Simeon Stylites,
telling people to starve and whip and torure themselves into
command positions?

Closer 1o our time, Thomas Jefferson thought that the
French Revolution had been less successful than the Ameri-
can one, not because the French lacked leaders but because
they lacked disceming followers. A corrupt people is not re-
sponsive to virtuous leadership. The French spinit had been
sapped, he claimed, by superstition (Catholicism) and despo-
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Those who wanted ideological consistency,
or even policy coherence, were rightly exasperated
with Roosevelt. He switched economic plans

as often as he changed treatments for his polio.

So far | have been discussing just two things—leaders and
followers. That is better, at least, than discussions dealing
with only one thing—leaders. But the discussions cannot get
far without the goal. This is not something added on to the
other two. It is the reason for the existence of the other two.
It is also the equalizer between leader and followers. The
followers do not submil to the person of the leader. They
join him or her in pursuit of the goal. My father and I were
working together for the success of his new business. Of
course, he had separate motives for wanting me there, and |
had motives for not wanting to be there: by definition, we
could not share those motives. It was the thing we couid
share that created the possibility of leadership.

It is time for a definition: the leader is one who mobilizes
others toward a goal shared by leader and followers. In that
brief definition all three elements are present, and indispens-
able. Most literature on leadership is unitanan. But life is
trinitartan. One-legged and two-legged chairs do not, of
themselves, stand. Leaders, followers, and goals make up the
three equally necessary supports for teadership.

The goal must be shared. no matier how many other mo-
tives are present that are not shared. Go back to the meeting
that called for a protest against employer discrimination. The
speaker may have had many ancillary motives for speak-
ing—1to show off her rhetorical style, to impress a sexual
partner in the audience, to launch a larger political career.
Her listeners would surely have many motives—some to im-
prove their prospects with the employer. or their standing
among fellow workers. But the followers become followers
only insofar as they agree with the speaker on a plan of ac-
tion against the employer.

This plan s cast in terms of justice, though it is easy to
think that this is only a rationale for the various motives,
some shared, some not. Each is in this to get something dif-
ferent. David Hume, the eighteenth-century philosopher,
said that people obey others for their own advantage; this
writhing of various wormlike urges for advantage is far from
the picture of idealistic leaders and docile followers.

Yet Hume, perceplive as he was, knew that people follow
most reliably when they are convinced that what they are do-
ing is right. He knew the utility of that belief. If, at the meet-
ing to discuss discrimination, only those who would benefit
directly from the protest were to join the speaker, that would
limit the followership from the outset. And that small number
would always be fraying away. The boss could buy off dis-
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sent by special favors to a few
of the activists, or threats to
the weakhearted. Once a given
person got what she wanted,
she would have no future mo-
tive for supporting her sisters.
Private advantage shifts con-
stantly, and is a poor basis for
public action, That is why Lin-
coln based his policy on the moral claim of the Declaration of
Independence, Some thought that he did not go far enough,
others that he went too far; but the moral ground of the Dec-
laration was both broad and narrow enough to accommodate
many positions while remaining fixed itself.

Lincoln had to persuade voters. He could not force them.
VWhere coercion exists, leadership becomes unnecessary or
impossible to the extent of coercion’s existence. Loose use
of the word “lead” can mislead. We talk of a policeman lead-
ing his prisoner to jail. But the policernan is not a leader in
our sense—nhe is a captor. Though he is mobilizing another
loward a goal, it is not a goal they share. The prisoner’s goal
is to get as far away from the prison as possible.

A slave master buying labor can “leed” slaves to his planta-
tion, but that does not make him their leader. He is their own-
er. If [ had worked for my father only because [ needed the
money and could get it nowhere eise, I would not have been a
follower, just an employee. Coercion is not leadership any
more than mesmerism is. Fotllowers cannot be automatons.
The totalitarian jailer who drugs a prisoner into confession of
a crime has not led him to some shared view of reality,

Nor does a leader just vaguely affect others. He or she
takes others toward the object of their joint quest. That ob-
ject defines the kind of leadership at issue. Different types of
leaders should be distinguished more by their goals than by
the personality of the leader (the most common practice).
The crisis of mere subsistence on a life raft calls for one type
of leader, democratic stability for another, revolutionary ac-
tivity for stil] a third. Lincoln’s compromise and flexibility
were appropriale for his kind of leadership.

A Great Leader in Qur
Century: FOR

E like to believe that in some goilden age there

were leaders of such recognized integrity that the

American people simply accepted their determt
nations, issued from on high. But even George Washing
ton, in the deferential eighteenth century, was solicitou
enough of public opinion to be called cowardly by some ¢
his critics.

Only one twentieth-century President is consistently rate
among the top three or four chief executives of our histo
ry—Franklin Delano Roosevelt. He has been take_n as
model of leadership by many authors, notably Richar
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Neustadt, who wrote, in Presidential Power, the most influ-
ential modemn book on that subject,

No President in this century has had a sharper sense of
personal power, a sense of what it is and where it comes
from; none has had more hunger for it, few have had more
use for it, and only one or two could match his faith in his

" own compelence to use it Perception and desire and self-
confidence, combined, produced their own reward, No
modemn President has been more nearly the master in the
White House.

- The emphasis is all on the leader’s intermal qualities—main-
ly his confidence, ambition, and determination: “Roosevelt
had a love affair with power”™; “Roosevelt's methods were
the product of his insights, his incentives, and his confi-
dence.” Neustadt describing Roosevelt sounds like Thucyd-
ides describing Pericles—here, at last, is a ruler who can, by
sheer mastery, impose his views on the multitude.

But another school of historians—including the eminent
Richard Hofstadter—has described Roosevelt as one who
veered with shifting popular responses. “He was content in
large measure to follow public opinion,” Hofstadter wrote in
The American Political Tradition, because he was “a public
instrument of the most delicate receptivity.” Roosevelt
proved that “Rexibility was both his strength and his weak-
ness.” The result was great energy employed in “harum-
scarum™ ways: “Hoover had !acked motion; Roosevelt
lacked direction.”

Some more-recent treatments of Roosevelt, notably Ken-
neth Davis's multivolume biography, have been more hos-
tile than Hofstadter was in describing Roosevelt’s sub-
servience to public opinion. And, in fact, FDR’s record
seems hard (o reconcile with the Neustadt picture of irm
control. In New York politics Roosevelt first opposed and
then cooperated with the Tarmmany political machine. He
supporied and then opposed Al Smith; promoted and then
abandoned the League of Nations—"the first Democratic
candidate (for President) who explicitly repudiated the
League,” Hofstadter writes. He fluttered back and fonth on
Prohibition. As President he reversed himself on the bal-
anced budget, on business consolidation, on farm subsidies,
on labor protection, on aid to Europe. Friends as well as
foes, from both the nght and the left, noticed that the pro-
business “First New Deal” of 1933 was profoundly at odds
with the pro-labor “Second New Deal” of 1935—and many
ascribed the change to Roosevelt's fear that the populist
Huey Long was taking away some of his support on the left.

Which s it to be—ihe masterful R oosevelt of Neustadt or
the scrambler after popular acceptance of Hofstadier? Can
the two be reconciled? Mot if we keep as our ideal the Peri-
clean man, above the need for popular acceptance. If Roo-
sevelt had power, it came precisely from his responsiveness
10 public opinion. And that came, indirectly, from the crush-
ing blow that took from him, at the age of thiny-nine, all fu-
ture use of his legs.

THE ATLANTIC MONTHLY

Forced Maiaration

TUDENTS of Rooseveit are agreed that the polio at-

tack of 1921 profoundly changed him. He might have

become President without having had to surmount
that obstacle, but it is unlikely that he would have been a
great, or even a good, President. Before he was crippled,
Roosevelt had been a genial glad-hander, an acceptable
politician considered lightweight by the pros (men like Al
Smith)}—ltoo anxious to please, clumsily ingratiating. Even
in pictures from that time he seems a dithery Bertie Wooster
in his straw boater. His caustic cousin, Alice Roosevelt
Longworth, cailed him a sissy and a mama’s boy. As the
sole child of the frosty patrician Sara Delano Roosevelt, he
had been sheltered from hardship, cushioned in privilege.

Al the least, then, the struggle to walk again—always de-
feated but never quite given up—loughened Roosevelt. His
legs withered away, but from the waist up the willowy youth
became a barrel-chested man able to swing the useless parts
of his body around to give an anful impression of overail
strength, Some say that the suffering deepened his sympathy
with others who were afflicted—and that was certainly true
among his fellow “polios™ (their favored term) at Warm
Springs, the Georgta clinic Roosevelt established for his and
others' use, He had a comradeship in that setting never ex-
perienced elsewhere: with its patients he shared his other-
wise fonely fight to achieve mobility.

While granting all this, we should resist the sentimental-
ism that creeps into much of the discussion about Roo-
sevell’s polio. Some talk as if polio sealed him with a re-
demptive mark of suffering. The Byronic hero is marked by
deformity or defect in a way that drives him from the com-
forts of the prosaic world into the enforced solitude where
genius creates an entirely new human vision, brilliant even if
one-sided. The anist suffers, but he gains from his suffering,
because it severs him from the herd.

Roosevelt's polio did not separate him from others bui
drove him out toward them—and not to crave sympathy. He
would accept no pity. The shrewdest judges of polio’s im-
pact on Roosevelt are two authors who themselves suffered
from polio—Geoffrey Ward and Hugh Gregory Gallagher.
There is no sentimentality in these men’s views of Roo-
sevelt. They both see that what polio did was to make him
pretematurally aware of others' perceptions of him. This in-
creased his determination to control those perceptions. Peo-
ple were made uncomfortable by his discomfort. He needed
to distract them, to direct their attention to subjects he pre-
ferred, to keep them amused, impressed, entenained. That
meant he had to perfect a deceptive ease, 2 casual aplomb, in
the midst of acute distress. He became a consummate actor.

For Roosevelt to “walk” in public, he had 10 balance on
his locked braces and pretend (0 be using his iegs while he
was actually shifting back and forth from his cane to the man
{(often one of his sons) whose anm he gripped on the other
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the sight of his helplessness. Frankiin Roosevelt had atways
wanted to imitate his admired cousin Theodore, and had usu-
ally failed—at Harvard, as a warrior, as a writer. But that
day he displayed the same sangfroid Teddy had when an as-
sailant wounded him during the 1912 campaign; TR gave his
scheduled speech anyway, though blood was gozing from
his shirt,

In less dramatic daily ordeals FDR kept control of others’
reactions when he was lifted in or out of cars, carried up
stairs, or straightened up again when he had tiited over in a
seat without arms, He did this by tetling jokes, or locking
their eyes to his, or teasing others, making thern think of
their own vulnerability—as one polio has called it, “walking
on your tongue.”

When he had no one to carry him upstairs, he sat on the

bottom step, reached backward to the higher step, and pulled
" up his body with his powerful arms, engaging in distracting
talk as if he were not doing anything extraordinary. Some-

THE ATLANTIC MOMTMHLY

ane had to be with him always. He was uneasy when no one
could respond to a sudden threat—an accident, ar the need
for help to the bathroom, He was especially worried at the
thought of a fire in his house or on his boat, Despite this ex-
treme dependence on those around him-—he was camied o
and from bed, lifted into and out of his bath, clothed by oth-
ers—Roosevelt kept up a tiring regime of public activity,
during which he looked only slightly inconvenienced. This
“spiendid deception,” as Gallagher calls it, involved careful
stage-management of all his appearances, ruthless suppres-
sion of any camera in his vicinity until he had settled into the
pose he wanted to strike, and carefully constructed ramps,
bathrooms, and rails wherever he was going to appear.
When he could not get out, he drew others tn around him,
maintaining a crowded schedule of inlerviews, entertain-
ments, meetings with members of Congress, with the press,
wilh celebrities. His press conferences were frequent, two a
week or more, well staged to seem informal. The reporters
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clustered around Roosevelt’'s desk, so he did not have to
move. They could not quote him directly, but that made the
banter on both sides freer and more revealing. Roosevelt
probed and learned from them while showing his dexterity in
avoiding their attempts to learn anything he was not ready to
say. His aides marveled at the bits of informatien he had
managed to acquire. He liked to keep some mystery about
his sources: it was another way of demonstrating that he was
in touch.

To avoid podiums, where he might fall, Roosevelt invent-
ed the “fireside chat.” Again, he could sit at his desk while
the world came to him. For people used to seeing political
oratory on newsreels or hearing speeches broadcast from au-
ditoriums, where the acoustics and the size of the audience
made for slow and pompous delivery, Roosevelt's seated-in-
the-same-room-with-you style gave a shock of intimacy.
Cousin Theodore had been a tub-thumper. Woodrow Wil-
son was mellifluous but exalted. Herbert Hoover was
pinched and pedantic. People felt that Roosevelt, unlike his
predecessors, was confiding in them and consulting them.
The man who seemed immobilized had ghosted himseif into
their front rooms.

Invaluable Hisirionics

OME might think it an insult to call a President an ac-

tor. 1t was certainly intended that way when Ronald

Reagan was dismissed as “just an actor.” But all
politicians need some of an actor’s abilities. They must feign
welcome to unwanted constituents® attentions, cooperate
with despised party allies, wax indignant at politically cho-
sen targets. This is the work not of inferior politicians but of
the masters. The three Presidents nonmally at the top of his-
torians’ lists—Washington, Lincoln, and Roosevelt—all had
strong histrionic instincts. Roosevelt could not go to the the-
ater—or to church, for that matter—because of his logistical
problems; but Washington and Lincoln were both avid the-
atergoers. Washington's favorite literature was Joseph Addi-
son’s play Cato. Lincoln’s was Macbeth. Lincotn read aloud
the speeches of Shakespeare to anyone who would listen to
him.

Washington was a master of the telling theatrical gesture.
Even his Christmas Eve assault on Trenton was more a cup
de thedtre than a strategically meaningful step. His various
resignations of office were choreographed. When he could
not count on a response from his audience, he hesitated to
act, Lincoln knew the impact of his haunting features, and
loved to pose for photographers. A great storyteller., he could
milk a line for laughs as surely as Roosevelt did in his Fala
speech—the one that feigned shock that enemies would
think his Scottish terrier a wastrel.

An actor is not, as such, a leader. The appreciation of an
audience is not motion toward some goal shared with the ac-
tor. Fans are not followers. But a popuiar leader must use
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some tricks from the actor’s stock. Above all, a good leader
must know what is appealing to followers and what risks los-
ing that appeal. Roosevelt had that sensitivity to others’ re-
actions, developed to an almost morbid degree, because of
his awareness of their attention to his physical condition, He
had to know, to a centimeter, the line that divides pity from
compassion, condescension from cooperation, mere sympa-
thy from real support. The French philosopher Denis Diderot
said that the best actor sits inside his own performance as a
cool spectator of the effects he is creating in an audience.
Such actors will sense if an audience thinks they are playing
a scene loo broad, and will rein in the effects. The actor is
working at several [evels of awareness—fiery in the charac-
ter’s emotions, icy in the adjustment of those emotions to the
intended effects on onlookers. Feigned tears must be used to
elicit real tears.

Roosevelt’s manipulation of others' reactions to his own
body perfectly prepared him to be an actor in Diderot's
sense. He could change pity into admiration. He could keep
intruders into his privacy off guard by a teasing challenge
that made them look to their own defenses, too flustered to
advert to his problem. He could put people at their ease or
deliberately cause discomfont. He controlied people by the
use of nicknames (a familiarity not to be reciprocated).

As President, Roosevelt ministered to a sick nation. Eco-
nomic cures were being proposed on all sides, and Roosevelt
was ready 1o try any of them, often in bewildering succes-
sion, He was criticized as an ignoramus because he hesitated
between competing promises of cure. But he knew that the
soul needed healing first, and the brand of confidence he had
institled in the patients at Warm Springs was the most mea-
surable gift Roosevelt gave to the nation during the Depres-
sion. He understood the importance of psychology—that
people have ta have the courage to keep seeking a cure, no
matter what the cure is. America had lost its will to recover,
and Roosevelt was certain that regaining it was the first order
of business.

in 1932-1933 a long interregnum between the election and
a March inauguration was still constitutionally mandated.
Poor Herbert Hoover had to lead the country as a lame duck
for a third of a year. He tried to recruit Roosevelt’s suppon
for measures that FDR was in fact considering and would fi-
natly himself take—bank regulation, manipuiation of farm
prices, monetary control. But Roosevelt would not be drawn
into these plans, sound as they might have been. He realized
that the nation needed a clean break, a slap in the face, a
sense that the past was being repudiated. It took cool nerves
to watch the country slide farther into trouble. knowing he
would have to pick up the pieces. But Roosevelt was confi-
dent to the point of foolhardiness in all his ways, and that was
the thing called for in this desperate situation. When he took
office, he closed the banks, imposed regulations far-reaching
enough to be called (in time) unconstitutional, and filled the
nation with a bustie of make-work, fake work, and real work.
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Stevenson rented a house in Princeton, near where Adlai was
going to classes. Both Roosevelt and Stevenson were poor
students who had troubie getting through law school—Roo-
sevelt never did get his degree at Columbia, and Stevenson
flunked out of Harvard Law,

Both men wed socially proper wives from whom they
were estranged by the time they had national careers—the
Roosevelts ceased having conjugal relations after Eleanor
discovered Franklin's love affair with Lucy Mercer, and the
Stevensons were divorced. Each man depended on the min-
istrations of a devout female acolyte—Missy Le Hand was
Roosevelt’s indispensable social secretary—nurse—companion
as he made his corneback from polio, and Dorothy Fosdick,
of the State Department, helped assemble Stevenson's for-
eign-policy brain trust for the 1952 presidential campaign.

Though neither was much of a reader or writer, Roosevelt
and Stevenson enjoyed the company of peopie who were,
and delivered the speeches they wrote with great style. Nei-
ther was an ideologue, but both were progressive enough to
be praised and damned as left-liberals. They were moderate
reformers in their lerms as governor, though both had been
elected with the help of strong state machines—Tammany
in New York and Jacob Arvey’s Chicago organization in
[linois. (Arvey ordered Stevenson to run for govermor after
Stevenson had decided to run for senator.)

The liberals of 1952 were aimast right—they almost got
another Roosevelt. Stevenson was Roosevelt without the po-
lio—and that made all the difference. He remained the dilet-
tante and ladies’ man all his life. Roosevell was a mama’s
boy who was lorced to grow up. Stevenson had noble
ideals—as had the young Roosevelt, for that matter. But
Stevenson felt that the way to implement them was to pre-
sent himself as a thoughtful idealist and wait for the world to
flock to him. He considered it beneath him, or wrong, 1o
scrambie out among the people and ask what they wanted.
Roosevell grasped voters to him. Stevenson shied from
them. Some thought him toc pure to desire power. though he
showed ambition when it mattered. Arthur Schlesinger Ir.,
who wrote speeches for Stevenson and worked for him in
the 1952 and 1956 campaigns, thought that Stevenson might
feel guilty about wielding power because he had accidental-
ly killed a playmate when he wielded the power of a gun in
his boyhood.

Stevenson believed in the Periclean ideal of leadership—
that a man shouid be above the pressures of the multitude,
telling people uncomfortable truths. His admiring brain trust
found this charming at first, but concluded that he overdid it.
As Schlesinger said., “It was a brilliant device to establish
Stevenson’s identity. As a permanent device, it was an er-
ror.” Stevenson kept some distance from the crowd by mak-
ing “inside” comments that played to the intellectuals. This,
too, got on the nerves of his entourage. Carl McGowan, the
head of Stevenson's staff, had these rueful memories: “His
Wit was not as great as it was popuiarly assumed (o be. but it
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was not as damaging as was believed, either. He always had
a risky sense of humor—some of it was not funny at all."”

Liberal intellectuals stayed true to Stevenson in the 1950s,
despite misgivings, because they were horrified by what they
took 10 be the anti-intellectual alternative of Dwight D.
Eisenhower. It was literally inconceivable to these people
that a rational electorate would prefer Tke to Adlai—which
shows how far out of touch they were with the American
people, and just how far Stevenson was from Roosevelt.
Louis Howe, Roosevelt's great admirer-manager, would
have had no trouble understanding Ike's appeal.

Not oniy did Stevenson think voters should come to him
instead of he to them, but once in office he thought the pow-
er of the office would be self-enacting. He did not realize
that it is only what one makes of the office that creates real
followers. Installed as the U.S. ambassador to the United
Nations, he clung to that position, with the perks he relished
(parties every night, a delightful “harem" of adoring ladies),
though his liberal friends repeatedly urged him to resign
rather than keep on defending American actions in Cuba,
Latin America. and Indochina.

When Stevenson found that he had presented false infor-
mation to the world in the aftermath of his government's in-
vasion of Cuba (at the Bay of Pigs), he was indignant that his
own President had lied to him. He went to the New York
apantment of his [riend Alistair Cooke, the British journalist,
and poured out his trouble over a drink. Cooke tried to com-
fort him with the thought that men who resigned from intol-
erable situations have made their contribution to history.
Stevenson was shocked at the mere suggestion he would re-
sign. That would be buming his boats, Cooke says he
replied. Even then Stevenson did not grasp his real position
with John F. Kennedy, who treated him like a patsy because
he considered him one.

Later, when the left broke from Lyndon Johnson's foreign
policy, Stevenson doggedly defended it. The journalist Mur-
ray Kempton, writing in the name of former Stevenson sup-
porters, sent a private letter to Adlai begging hirn to resign.
The government was telling lies. “The need now is for com-
moners, for men out of office. . . . [ know that I am asking
you to do one more messy and exhausting thing; but could
you come out here and lead us?”* But Stevenson was having
too much fun on the embassy party rounds. His doctor
warned him that his sybaritic life was & form of suicide.
Friends were telling him the same thing. He died after a
diptomais’ lunch in London, at age sixty-five.

Roosevelt, too, drove himself to an eariy death (sixty-
three}, but that was in his grueting fourth term as President
during the Second World War. His talents had been put to
maximum use because he could find common ground with
those he sought to lead. He succeeded not by being a Peri-
cles, as Thucydides presents Pericles, but by being what
some of Pericles’ defenders called a “demagogue.” The
word means, etymologically, “people-leader.” &
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gently unto your children.” Scripture explained it further: “Train the
young man in the way he should go, and when he is old he will not
depart from it” (Proverbs 22:6). The codes were most specific: “‘Every
father must educate his young children in all the obligations, whether
they be commandments from the Bible or those of the rabbis, each
and every obligation according to the understanding of the young boy
or girl. [And thus] one protects and separates them from all that js
prohibited.” * And more recently, in the words of the Hafetz Hayim in
his commenzary on those codes: ““He who does not root in the heart of
his children after him the faith in God and His Torah and command-
ments and does not care whether or not his children go in the ways of
God, does not at all fulfill his obligation as 2 Jew.”*

Among haredim, education was everything: the purpose of Jewish
existence and at the same time a barrier against its decay. It was the
essence of what they believed was demanded of them as Jews. To this
end, they created a network of schools that embraced life from youth
10 age and that, whenever possible, evaded the harmful influence of
secuiar education—what was called by insiders “alien wisdom” (choch-
mos chizonios). In their schools the young were turned into haredim.
They were 1aught 1o speak and write in a separate haredi version of a
Jewish language that kept outsiders at bay— Yiddish, encrusted with
acronyms and insider expressions, even more than modern Hebrew.
They were confirmed in their distinctive appearance and dress that
made assimilation in the outside world impossible. Thev were intro-
duced to their own customs, folkways, values, and versions of the life
that made them conscious of their own tradivions, which were also
presented as the true Judaism. Anything short of that was “puttng
darkness into light.”

In an open, modern, urban, and pluralist society—such as the one
surrounding today’s haredim—where all sorts of influences threaren
to besiege and bombard unprotected individuals, the school is a sanc-
tuary, a culrural stronghold, a sheltered environment where external
influences are institutionally controiled. Of course, even before the
start of school, these children unconsciously have absorbed a great
deal of what it means to be haredim. The way they dress or groom
themselves, for example, the demands they have already accepted as
natural—including having to recite blessings before eating or after
defecating (that is, bracketing their newly gained autonomy over their
bodies with a series of ritual and religious practices)—are all reflections
of their culture and sociery. But it is in the school that they first
directly encounter the formalized world of Jewish learning and join
their peers in a framework that harnesses and tames their exuberant
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their children. And it is also one reason that schools for girls—an
institution that in the last forty years has grown in popularity but was
unthinkable a little over a hundred years ago when females were still
considered to be exempt from the need to concentrate on Torah learn-
ing—are now an accepted feature of even the most Orthodox commu-
nities." Moreover, the idea that the responsibiliry for education is to
be shared with a teacher outside the family is deeply rooted in Jewish
tradidon.

Learning Torah is not a part-time occupation but rather a full-time
preoccupation, contguous with life itself. Jewish learning, especially
for males, is considered 1o be an endless religious obligation supersed-
ing all others. This notion is based on at least two well-known proof
texts, one scriptural and the other talmudic. In Joshua (1:8) the mes-
sage is simple: “This Torah shall not depart out of thy mouth; but
thou shalt meditate upon it day and night.” In a contemporary gloss
on this imperative, Rabbi Schach explained that in order to “‘be
strengthened,” every Jew “‘is obligated to set a time to study each day,
so that these days are not lost forever.” " Whether or not the school is
really the impenetrable fortress and protective shell that many, like
Rabbi Schach, have claimed it is, 1o haredum it has become the ideal
Jewish environment, and the scholar, the talmid chacham (literally,
“the wise student’) has become the ideal Jew. Here the chain of being
and conunuity with the past 1s most vividly experienced. “‘Always,
when the Jew is not cur off from the heritage of his fathers, then he is
linked with the rabbis of the Mishnah and all the zaddikim, with
Abraham, Isaac and Jacob—they Live.” "

Tinokos Shel Bars Rabban

In the parlance of the haredi community, “tinokos shel hais rab-
ban” is a talmudic phrase that means “‘the littlest children.” Also
called the anointed ones or “messiahs,” they are, according to tradi-
uonal doctrine, the most precious of all children, sull pure and free of
all transgression. For Jews there is no such thing as onginal sin; chil-
dren begin as a tabula rasa on which the traditon ¢an and must be
inscribed. And yet, while they are free of sin, they are not free of the
tendency to sin. On the contrary, they are at risk both from internal
and external sources. On the one hand, children are suscepuble to
domination by their inner tendencies of base instinct. On the other,
they are most easily attracted by the corrosive influences of the outside
world. -

*“What is the way of youth? Not to study and not to pray but rather
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elements. First are the texts: The *“plain bread’ of Talmud is a staple
in the higher grades—usually sometime after eleven years old. Before
that comes Scripture. And perhaps earliest of all come stories drawn
from the tradition. By the later years of yeshiva, the Talmud is the
framework for all sorts of other discussions, including matters of ethics
and esoterica that may even include some mysucism {(although this is
iimited to a select few) and specialized rabbinic literarure.

But there is another side to the haredi curriculum, such as it is.
First here comes the matter of faith. ““A father must implant the faith
in the heart of his child.”* That faith need not be based on reason.
Indeed, “one should accustom the child {to believing] without reason
and explanation, and then even when he ages and his rationaliry is
strengthened and he can think about matters sensibly and get to the
truth of matters, he will not depart from the true path and observance
[even when it does not make sense to him]; or when he cannot under-
stand the sense or reach the depths of truth, if he has been trained in
such faith from his youth, he will not depart from the faith, and will
not depend [only] on his understanding.” !

Second is the matter of fearing God. “It is a commandment of the
Torah to implant the fear of Heaven in the heart of children from the
tume they are small so that they might be God-fearing all the days of
their lives.” 2 As the Psalmist put it, “The beginning of wisdom is the
fear of God.”"®

Then there is the element of holiness. For the haredim this means
pracucally separating the student from all that is prohibited, “espe-
cially from the sins of youth, which needs extra watchfulness, care and
energy.”** Making the child holy—a moral creature—is no easy rask:
“There are children who in their nature are base and wanron, who
cannot be affected by words, and even when they are instructed with
words meant 10 strengthen either their resolution zgainst their base
passions or their fear of Heaven it is like talking to stones, for they
have no feelings.”

While there are many concrete examples of this base character,
primary among them being lust and licentiousness—in the very young
this takes its expression in their touching themselves in prohibited
places. “Wam vour little boys of five or six (or even younger) that they
should not touch their holy bris [penis (literally, “covenant of circum-
cision”)] even at the time that they make water, nor should they touch
thar of their fellows, nor even look there.”? With age, this taboo
includes feeling lustful passions or looking ar sights likely 1o arouse
them, something demanding constant vigilance.

To belp them maintain their holiness, the young must be taught a
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protocol of life. This agenda is called Seder Ha-Yom. This means
knowing about the holy days, nituals, customs, where one may go and
what one may eat, how to act in various contexts and in general what
are the proper human qualities, the importance of Torah, attendance
in the synagogue, and self control. The mandate to keep themselves
under control is often articulated in terms of the commandment to
honor their parents, for “it is the parent’s obligation to guard his
children to see to it that there not be within them an evil nature and
wickedness.” ¥

Yet while many of these obligations of education are incumbent on
the parents (indeed tt is primarily as a teacher that a parent earns the
respect due him or her), it is the teacher whose role is paramount, as
even the youngest children quickly discover.

The Teacher, or Rebbe

In Orthodox Jewish life, teachers or rebbes, as they are called, have
always been endowed with an often larger-than-life authonity. They
must be treated with reverence and respect, sometimes even in prece-
dence over one’s parents. Says the Talmud, “Anyone who teaches his
fellow's child Torah, it is as if he gave birth to lum.’" # But teachers do
more than act tn loco parentis or embody the community’s norms and
mores; they are at times stand-ins for God. Said Rabbi Eleazar ben
Shammua: ‘“May the {ear of your tcacher be like the fear of Heaven,”
for “anyone who teaches his fellow’s child Torah is privileged to sit in
the council of Heaven.” ¥ And while there are some who have reinter-
preted these dicta in other ways, the fact remains that for many hare-
dim the teacher or rebbe is a sublime figure.

And who makes the best teacher? As one haredi parent explained,
while (raining in a teachers’ seminary was useful and she certainly
wanted people who knew what the job entailed, the best teachers, she
thought, were the ones who came from families who had a tradition of
teaching passed down through the generations. Of course, after a
while, evervone got better with expenience.

Although most scholars aspire 1o be a rosh yeshiva, the head of an
academy, even the primary-school teacher, the melamed, is esteemed
—although often more in principle than in practice, which is probably
why the Lubliner Rebbe, a hasidic master of the nineteenth century,
once pointed out: “If people knew the status that the melamed has in
heaven, everyone would rush to teach the little children.” ®
If adults do not necessarily view the melamed as the incarnation of
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the ideal, the rinokos shel bais rabban do. In kindergarten, at a ume
when they begin to move from helpless childhoed into the relatively
greater autonomy of the juvenile era even as their capacity to make the
correct intellecrual connections remains often incomplete, the teacher
seems the incarnation of complete and unfathomable wisdom.** As the
child is told again and again by evervone, “The rebbe knows.” And
he knows about everything. Unlike them, he seems to see how things
are all connected.

Often the most common question a child 15 asked either at home or
by members of the community is: “Vus hot der rebbe gesugt?>”’ (What
did the rabbi say?} In a sense, the reiteration of lessons [earned [rom
one’s teachers is one of the endurting patterns of haredi Jewish intellec-
tual life. Life ofien becomes a series of citations and quotations, each
ol which is appropriate to the needs of the moment.

Teachers, and in particular primary ones, are thus kev figures. And
when schools need them, haredim announce in their press and broad-
sides throughout their neighborhoods: “Help! The children of Israel
need you! Come, while there is still ume, and save the children of
Israel from spiritual destruction.” ¥ This is no idle or exaggerared call.
For haredim the teachers are the first Line 10 the offensive to save those
who are the “true Children of Israel” from spiritual destruction. After
all, in the haredi world—as indeed in all cuirtitre, “predecessors and
successors are as much made as born.”* And it is the teachers who
make them, acting as the bridge between past and future.




Primary School

“Ever}' child, school, group, aims at a common goal: to raise a
generation that will continue, that will be one more link in the
chain of generatons of the original Judaism, as it was—something
closer to what was,”” said a Belzer hasid to me once. This was an
expression of what Margaret Mead once called “postiigurative cul-
ture.” Postfigurauve culrure, as she explained, was a way of life in
which the present was made to appear as part of an *‘unchanging
conunuity” with the past.'! Haredi society was very much a postfigur-
auve culwre. In some ways the primary school was a kev instrument
in this process.

The trip from the gan to the primary school was a walk of a few
minutes. On a quiet street, barely wide enough for two cars (o pass
each other, in a house faced with rough-cut Jerusalem stone, its goiden
blocks covering a drab interior, I found grades one through five. There
was no sign on the building, which was really litle more than wo
stories of rooms, a long veranda, and a courtyard. Only the sound of
the chanting voices of the boys helped me find it on my first visit.
Opening the closed but unlocked iron gate, I climbed the stairs to the
upper floor and, walking along the veranda, peeked hesitantly through
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the partially open doors to see which room I might go into first. I knew
that word of my arrival had preceded me so that the teacher would
know who this obvious stranger coming into his classroom was, but
slipping past the half-open door, I felt all the reticence of a newcomer
to school coupled with the discomfiture of an interloper. Nevertheless
—and perhaps this is what my anthropological discipline had done for
me—1] endured these qualms and quietly sat down to warch. [ was
greeted with sidelong glances, nods, children pinching and signaling
each other to look at the stranger, and a hand gesture by the teacher
mouoning me to sit down.

Books and Fews

Again, days stretched into weeks as I spent time in the various
classrooms. Gradually, a sense of the primary school took shape in my
mind. If the gan had been a place of songs and stories, the yeshiva—
into whose first tier I had now entered—was a place where everything
went on over, around, and through the pages of an open book. Fasten-
ing the boys to the books and in turn to the world inside the texts in
them, and finally 1o the tradition that tied text to peoplehood and
Jewish ways and values became the primary concern here.

In the youngest grades this meant harnessing the boys’ attention,
sull very much unbridled and childishly untamed, and nurturing their
sense of restraint. Practcally, it meant getting them to know all the
letters of the alphabet and how to read the Bible and other sacred
volumes, to be comforrable for long hours over an open book that had
no pictures, and then making them believe that the book and the
tradition that stood behind it were the best places to express and
preserve themselves.

This 1s perhaps what is embedded in a comment by one of the
Lubavitcher rebbes, Yitzhak Yosef Schneerson (1880-1950), which
articulates the relationship between the book and the essenuals of
faith: ““Fortification through the study of the pure Torah routs and
breaks all obstacles and impediments, and the crux [of this] is teaching
tnokos shel bais rabban . . . who must know the shape of each letter
and 1ts sound, which was given at Sinai, and [who] thereby will be
fortified and implanted with an internal essence that is [none other
than) the essence of Judaism, so that their heart will be loyal to God
and his Torah forever.”?

Over the course of their lives, books would not only become objects
of veneration and study, they would also become a cultural and moral
preserve. In the years ahead it would be over books that they would
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spend time with their peers, the chavruse, or learning partners. When
they passed through the outside world, while sitting on a public bus
or when waiting for custommers in a shop, the beok would serve as an
“involvement shield,”” a barrier against the temptatons and invasions
of a foreign cufture.’ The book would be a guide 19, and an instrument
of, piety. Hymnals, prayer books, Psalters, Bibles, volumes of the
Talmud, and other sacred books were always at or in hand.
By itself, literacy has no value. Haredim do not learn to read so
that they can explore the beaury of writing or revel in the pleasure
house of literature. For these Yidn, literacy is an expression of, and a
medium for, Jewish fidelity, a means of Jewish learning, a vehicle for
plumbing texts and getting at the essence of what God has revealed in
'= the Torah, a ticket for enuy into the house of study. It is a matier of
faith. “The letters of the Torah are the names of God.”*

Leamning about the letters begins early. According o rabpinic tra-
dition, a five-vear-old must be taught to read, For many haredim,
learning the sounds of letters may come even carlier. But only in the
first grade can reading begin in earnest for, as Talmud puts it, and as
the haredim who go by the book believe, “whoever tries to 1each a
youngster below the age of six to read Torah, runs after him but can
never reach him.”?

From the start, reading—like prayer—is oral recitation. One does
not begin reading sacred texts only with the eves—ar least not at first.
Nor does one read alone. At the outset it is rather a kind of group
chant. The text is externalized rather than internalized. Perhaps this
sounds like rote learning—and 10 an extent it is. Bur as [ listened 1o
these chants day after day, I sensed there was something else at stake
here, something social. The child who could not read the letters or
whose attention wandered was carried by those who could and re-
mained focused on the page. A child found his voice first in the chorus
of others. Even before they realized it, the way they learned to read
made thern dependent upon and part of a group expenience. It might
begin as echoing and joining in with others, but later it could become
something one could do alone. Yet even then the echoes of the group,

though silent, forever reverberated in the mind’s ear. And even soli-
tary reading, particularly of sacred texts, which were the only books
studicd with any serious attention in the haredi school, was commonly
intoned, as I would see even more dramaticallv in the yeshiva later.
The solitary voice was a chorus of one rather than a solo.

While haredim teach their children to read words at about five or
Six vears, by about age seven, they begin them on Bible texts. Along
with prayer, this confirms reading as a sacred act, freighted with all
sorts of symbolic meaning. The portion of the Bible they read first is
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the more complex and intricate logic of the Gemara, the talmudic
elaborations of the Mishnah. But by then, thev take for granted the
notion that the study of books is their life. And at least for the scholars
among them, enthusiasm comes from getting mnto ever-more-recondite
texts and fnding their meanings and significance. And perhaps most
importantly they have been stamped with values and perspectives that
allow them to overlook everything deviant. By then they have entered
the domains of postigurative culture.

Into the Classroom

“When one is faced with a society which is still alive and faithful to
its traditions, the impact is so powerful that one is quite taken aback,”
Lévi-Strauss writes upon his encounter with the Bororo, deep in the
Brazilian jungle.” For me, walking through the door and then watching
from a comner as the man [ will call Reb Moishe Palefsky took his
fourth-grade class through its lessons engendered many of the same
feelings. Even more than what I had witnessed in the gan, this room
secmed to be the incarnaton of the east European Jewish past I had
seen only in photographs. At first, it was easy to forget that I was in
Jerusalem in the late 1980s and 1o 1magine that I was situng in a Polish
or Lithuanian cheder. The walls were quite bare, except for a poster
in the rear that listed the biblical judges of Israel and the length of
their reign. No more pretty pictures as in the kindergarten. The oniy
review here was from the pages of a book. Thirty-five boys sat around
worn tables on long benches that filled and framed the room. They
leaned against each other. At the front center was the teacher and his
large table. On each table there were open books side by side. Some
boys held their fingers in them to mark a spot, others draped their
artns across them. And the language of instruction was Yiddish.
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this school and the other, which | presumed to be far more extreme in
its haredi character, he scratched his head through his large black
skullcap, tilted it slighdy, and, pulling on his beard, replied that there
was only one difference he could think of: the color of the clothes the
boys wore. At the Torah v'Yirah the domunant colors were black trou-
sers and white shirts, whereas here the boys put on all sorts of colors.
Did brighter colors refiect less piety, I asked? Perhaps, he answered,
it might be a sign, but he was not certain how significant it was.
Af this age—seven to nine years old—the differences were nearly
imperceptible.

Palefsky was a teacher caught up in his material more than in his
students. More than he loved teaching, he loved learning. In action he
reminded me at times of a concert pianist who plays mostly for himself
and forgets all about the audience. For the already inspired in the
audience, nothing is so engrossing, but for those not vet fully initiated,
such a teacher or performer remains a distant presence. Perhaps he
might have been better appreciated in a higher grade.

Palefsky seemed to know all the boys by name. At first, I thought
he had the attention of only 2 minimum of them and addressed himself
only to those, but he always surprised me (and them) when he turned
to those who appeared inattennve and asked them a question. With
gende questions or an occasional pinch or slap, he managed to bring
them toward the text from their orbits somewhere in outer space. He
did manage to absorb 2 number of boys in his own enthusiasm.

Not that this class was a picture of cooperation and involvement—
far from it. Much of the ume it was rather more Like a three-nng
circus, always on the edge of chaos. While Moishe went on with his
lesson, a series of gquestions and answers punctuated by recitation of
the text, followed by a formalized explicarion of it in Yiddish, students
at vanous tables went on simultaneously with their own acuvities of
talking, hirting each other, pushing and pulling on their common
desk, or imitating the movements of the teacher—often in bold
mumicry,

One boy in particular imitated the teacher almost constandy, at
times coming perilously close to getting caught but always managing
10 look involved just when the teacher nurned toward him. This cat-
and-mouse game absorbed many of the boys around him, who rttered
with muffled excitemnent at the risk of the game. Occasionally, the
teacher caught a boy either misbehaving or not listening. This would
bring a rap of the rod or a box on the ears. Yet while corporal punish-
ment was frequent—pinches on the ears were common—it did not
seem 10 trouble any of the boys. They took it as part of the normal
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routine. “‘One should love admonitions,” wrote Rabbi Yoelish Teitel-
baum, the rebbe of Satmar.” If they did not necessarily love admoni-
tions, these boys were at the very least accustomed to them. Perhaps
they took for granted that life consisted of outbursts for which there
was swiit and sure retribution. '

Paiterned Thinking

For all the fooling around, more often than not when Moishe called
on a boy, even one who seemed to me 1@ be totally detached from the
proceedings, the boy—1to my amazement—managed to come up with
an answer or comment the teacher found satisfactory. Either the ques-
tions were too easy and obvious, or the answers-—no matter what they
were—were sufficient to satisfy the teacher (though my knowledge of
the text belied both possibilities). There was a third possibility: these
boys early on had leamed patterned responses to the kinds of questions
their teacher might ask. This capacity would epitomize haredi con-
sciousness: a kind of consciousness that ailowed one’s mind to wander
in the secure knowledge that it had a kind of ingrained capacity always
to return to the straight and narrow, as if thought patterns as well as
replies and responses were so ritualized that they were on a kind of
automatic pilot. One might call this “patterned thinking,” a mind
set by cultural norms rthat went along prefigured lines of review and
repetition.

For all their fooling around, by fourth grade these boys had already
learned more Talmud than most other Jews would know in a lifetime.
Not that they were scholars. But compared with the talmudic illiteracy
of contemporary Jewry, these fourth-graders were masters. They were
familiar with legal concepts and talmudic terms that few of their peers
outside the haredi world were likely to know. They knew, for example,
the length of the daily term of the Sanhedrin, the supreme rabbinical
court, and when ripe wheat had to be eaten according to Jewish ntual
law, the matter the Sanhedrin was considering in a case before it. They
knew many of the laws that distingwish berween commandmenis con-
tingent to performance within the boundaries of Biblical Israel and
those possible beyond those boundaries. They knew a variety of laws
pertaining to service in the Holy Temple, destroyed more than two
millennia before. They knew how to find parallels in scriptural texts
based upon principles of exegesis set out in the Talmud. This knowl-
edge, even in its rudimentary fourth-grade form, served as a way of
separating them from secular jews. “Chiloinim are boars," as one boy
put it
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Moishe did more than just recite the words and review the laws
with the boys; he bracketed the recitation with questions that required
them to elaborate or explicate the Mishnah so that the principles
emerged from it. It was a methed aimed at getting them to learn not
only the simple text (which they would have to learn by heart) but to
embed the passages along with their patterned explanations into mem-
ory. Only when this last step was complete and the boys could reiterate
the text along with the explication and discussion would the teacher
move on to something else. That at least was what was supposed 10
happen.

The musicality of the process was striking. They would read text,
sing explication, and then repeat it all over again. The rise-and-fall
sounds of text and explanation had a kind of chant quality to il.

But while fifth-graders, as I would see later, did this smoothly,
these boys, still new at it, had not yet. perfectly learmed the conneclions
between the text and its explications. Postfiguratively, they knew
where they should end up, but they could not always get there easily.
To deal with these gaps in their knowledge, they would handie trou-
blesome passages by slurring or swallowing their explications in the
singsong that made up their recitations. The trick was just to get the
cadences of the refrain right.

A few giggled when they met my eyes and saw that | noticed they
were faking it. Absorbed in his own thoughts or else not wanting 10
exarnine his students too closely, their teacher seemed sausfied with
the sound of things. Seeing this, some of the students settled into their
chants. Occasionally, there were one or Iwo who broke out of this
chant by asking direct questions.

Although most of these boys spoke Hebrew at home and among
themselves—something more and more of the young haredim, partic-
ularly those associated with the Lithuanian yeshiva world, were doing
—_Yiddish remained the predominant language here, unlike in the gan.
Yiddish would separate them from other Israelis.

Learning to Pray

Teaching children how to pray is a central concern in traditional
Jewish life. The Talmud and codes are filled with charges 10 initiate
the young into worship." Most haredi parents, whom their children
commonly see at prayer, instruct their young in some kiturgy as well
as in basic blessings over food. Haredi neighborhoods are dotted with
synagogues, and the day is often oriented around morning and evening
trips 1o them so that children grow up with the sights and sounds of

Inaicra

ad

A ]

L L







e i

PRIMARY SCHOQQL

have learned 1o imitate their fathers.” These boys, I was told, had
fathers eminent in the community for their piety: their demeanor re-
flected their parentage. Waiching these peers would help the others.

Bur was this really prayer, or was it simply a display? Children,
especially third- and fourth-graders, could hardly be expected to know
about spirituality. But they could acquire the techniques of davenen,
as haredim refer to prayer in Yiddish. Perhaps what I was witnessing
was what could be called imitatio fidei, an emulation of fidelity to praver
more than actual and deeply felt worship?'

On the other hand, even if this was nothing more than a show, this
was a show that most other children their age did not feel a need, or
have any idea how, t¢ put on. And s¢ even if what [ saw was less than
full-blown prayer, it was still an exhibiuon particular 1o haredim.
When other kids their age were wrving to show how good they were at
other things, these boys were orying to show they were caught up in
the throes of praving to God—that was striking.

More than that, the parucular davenen style they exhibited was
haredi. It was characterized by an Ashkenazic, sometumes even a par-
ticularly Lithuanian, accenung of the words, echoing a sound associ-
ated with a Jewish past in eastern Europe, and an exuberant swaving
characteristic of hasidim (even though this was a misnagdic school),
along with faces meant 10 show they were imploring someone for help,
blessing, and grace. All this was what haredim normally did when they
prayed. But it was particularly impressive 10 see in a lLittle child. Un-
doubtedly, haredi adults were as impressed with it as I was-—which
was probably why they put so much effort into gesting their voungsters
to pray. Put simply, a child at praver could stimulate the adut to
doing no less. So here again was a case of the little child leading them.

Learming Creeds

Although texrual study in these grades was [ocused on Talmud and
the codes, the teachers still spent time orally reviewing the biblical
passages of the week. Where the emphasis in the gan had been on
narrative——even when the concern was with law and practice—stress
in the upper grades was put increasingly on the matter of creed.

Reading through the final chapters of the book of Numbers,
the Afth prade reviewed the encounters between the Israelites and the
tribes on the east bank of the Jordan River. Among these were the
Moabites, whose refusal to allow the ancient Israelites to pass through
their territory on their way to the Promised Land resulted, according
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“Yes, of course the Almighry could do anything He wanted. He
could make a young girl come out of Moab. But a young girl needs a
mother, and the mother needs a husband. And the husband has to
make a living, and they have to have a house. And if they need a
house, they need someone who will be a carpenter. And of course they
will need someone who makes clothes, and so on.” The teacher paused
and gazed around the classroom to see if the boys looked convinced.
“So you see for Ruth to be born, they needed a whole community of
people, because no single person can exist alone. Only Adam could be
alone, and even he needed a helpmate.™

It was a message crafted 1o explain the complexity of a divine
master plan; it was also a way of reminding the boys of another prin-
ciple by which they lived: no single person can exist alone. All of us
are part of a community. Wartch out not to ask an putsider's question.

For these youngsters and their teacher Bible lessons were clearty
far more than a literary foray into a text or a recitation of a narrative.
They were pretexts for passing along values, tools for deflecting here-
sies, and, perhaps most importantly, means for helping give substance
to what it meant 10 be a Jew in the world they inhabited.




ga/a hféd”f’ VII
The Good (Mgt Sedont

On Goodness in
High Schools

THE IMPERFECTIONS OF COODNESS

The search for “good™ schools is elusive and disappointing if by good-
ness we mean something close to perfection. These portraits of good
schools reveal imperfections, uncertainties, and vulnerabilities in each of
them, In fact, one could argue that a consciousness about imperfections,
and the willingness to admit them and search for their origins and solu-
tions is one of the important ingredients of goodness in schools.

This orientaticn towards imperfection was most vividly expressed in
Milton Academy, whete the philosophical ideals of humanism invited
tough self-criticism, persistent complaints, and nagging disappointments.
Amaong students, faculty, and administrators there was a clear recogni-
lion of the unevenness and weaknesses of their school. Criticism was
legitimized, even eacouraged. The stark visibility of the institutional vul-
nerabilities was related, I think, to a deeply rooted tolerance for conflict,
idealism, and to feelings of security. In trying to press toward idealistic
goals, there were always disappointmenls concerning the present reali-
ties. Headmaster Peih, for example, saw the strengths and vulnerabilities
of Milton as the “flip sides of the same coin.” The individualistic orienta-
tion and collective authority of Milton offered npportunities for power,
dutonomy, and initiative to students and teachers, but it also permittcd
criticism and abuse from members who attacked the non-authoritarian.
decentralized structure. The “house of cards” was fragile and vulnerable
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students reaching out to one another through a haze of drugs in order to
reduce feelings of isolation and dislocation. Drugs are the great “leveler,”
providing a false sense of connection and lessening the nagging pain. A
minority of students are spared the loneliness and only a few can articu-
late “the problem,” but it is visible to the stranger who misses “the
school spirit.”

Ideological fervor is an important ingredient of utopian communi-
ties. Distant from the realities of the world and separated from societal
institutions, these coinmunities can sustain distinet value structures and
reward systems. In his book Asylums, Erving Goffman makes a distinc-
tion between “lotal institutions” that do not allow for any intercourse
with the outer world and organizations that require only a part of a
person’s time, energy, and commitment. In order to sustain themselves,
however, all institutions must have what Goffman calls “encompassing
tendencies™ that wrap their members up in a web of identification and
affiliation, that inspire loyalry.?

Schools must find way of inspiring devotion and loyalty in teachers
and students, of marking the boundaries between inside and outside, of
taking a psychological hold on their members. Some schools explicitly
mark their territories and offer clear rules of delineation. Parochial
schools, for instance, are more encompassing than public schools because
they vigorously resist the intrusions of the outer world and frame their
rituals and habits to purposefully contrast with the ordinary life of their
students. Parents who choose to send their children to parochial schools
support the values and ideological stance of the teachers and the clear
separation between school life and community nonms.!® Quaker schools
often mark the transition from outside to inside school by several min-
utes of silence and reflection at the beginning of the school day. After the
noise, energy, and stress of getting to school, students must collect them-
selves and be still and silent. Those moments separate them from non-
school life and prepare them to be encompassed by the school's culture,

Although [ am not urging schools to become utopian communities or
total institutions, 1 do believe that good schools balance the pulls of con-
nection to community against the contrary forces of separation from it.
Administrators at Kennedy vividly portray their roles as a “balancing
act.” They walk the treacherous “tightrope” between closed and open
doors, between autonomy and symbiosis. Schools need to provide asy-
lum for adolescents from the rugged demands of outside life at the same
time that they must always be interactive with it. The interaction is essen-
tial. Without the connection to life beyond school, most students would
find the school’s ntuals empty. It is this connection that motivates them.
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For Carver students, it is a clear exchange. “Fli commit myself to school
for the promise of a job ... otherwise forget it,” says a junior who de-
scribes himself as “’super-realistic.” Milton Academy symbolizes the at-
temnpts at balance between separation and connection in its public rela-
tions material. The catalogue cover pictures the quiet, suburban campus
with the city looming in the background. The director of admissions
speaks enthusiastically about the meshing of utopian idealism and biy-
city realities. The day students arrive each moming and “bring the world
with them.” The seniors speak about the clash between the school's hu-
manitarian spirit and the grueling requirements of college admissions.
The protection and solace good schools offer may come from the precious
abundance of land, wealth, and history, but they may also be partlv
approached through ideological clarity and a clear vision of institutional
values.

FEMININE AND MASCULINE QUALITIES OF
LEADERSHIP

The people most responsible for defining the school’s vision and articu-
lating the ideclogical stance are the principals and headmasters of these
schools. They are the voice, the mouthpiece of the institution, and it is
their job to communicate with the various constituencies. Their personal
image is inextricably linked to the public perscna of the institution,

The literature on effective schools tends to agree on at least one
point—that an essential ingredient of good schools is strong, consiste |
and inspired leadership.!* The tone and culture of schools is said to
defined by the vision and purposeful action of the principal. He is said
be the person who must inspire the commitment and energies of ! -
faculty; the respect, if not the admiration of his students; and the trust .
the parents, He sits on the boundaries between school and communicy
must negotiate with the superintendent and school board; must proti *
teachers from external intrusions and harrasment; and must be the pub i
imagemaker and spokesman for the school.!? In high schools the prin
pals are disproportionately mate, and the images and metaphors thai
spring to mind are stereotypically masculine. One thinks of the military.
protecting the flanks, guarding the fortress, defining the territory. The
posture ls often seen as defensive, the style clear, rational, and focused.
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coach and father images. His constant references to “being part of the
team.” to “‘hustling hard,” and to “benching” those who didn’t play hard
and tough wete vividly reminiscent of the jock world in which he had
risen into prominence. His regard of teachers as childlike and submissive
matched the father-principal role. He would keep teachers in line
through strict rules, firm regulations, and hard punishments. He would
nourish them through their bellies (not their heads or hearts) by feeding
them a good, southern-style breakfast every moming.

With great restraint and subtlety, the rector at 5t. Paul's also rein-
forced fatherly refationships with faculty and students. His image com-
bined a benign, autocratic style that felt both protective and frightening
to all of those below him. The vision of consummate poise and serenity
seemed even loftier than most father-figures. Male rationality and predi-
sion marked his approach and made his cover almost impenetrable. The
title “"Rector” means “ruler” and his fatherly leadership had the qualities
of distance and cool dominance that match the imperial stance. Many of
the older faculty appreciated the protection and security of the classic
father, while some of the younger faculty quietly resisted the childlike
urges it encouraged. Feeling great respect for the calm and efficient lead-
ership the rector provided, they wanted to break out of the suffocating
restraints of his autocratic directives. Theirs was a position of great am-
bivalence—one that has distinct analogies in family life. They enjoyed
the rector's clearly powerful position when it provided protection and
solace, but when it felt limiting to their autonomy and aduithood, they
quietly resented the inhibitions.

Principal Benson at Highland Park represented an imperfect example
of leader as military man. Certainly his style was softer and he worked
very hard at “keeping a low profile,” but he did exude the polish, ration-
ality, and steely toughness of a military leader and saw his role in terTito-
rial terms. Thet is, he sat on the uncomfortable boundaries between pat-
ents and teachers, acting as buffer, interpreter, and negotiator. He
received commands from his superior, the superintenident, and he acted
smoothly and decisively. The weariness that he spoke of seemed to stem
from the endless demands of defining and defending territories, and his
attempts at rationality in the face of passionate battles waged by parents
on behalf of their children.

Although in the examples of Kennedy, Carver, 5t. Paul's, and High-
land Park one sees evidence of the imprint of exaggerated masculine
stereotypes, | am struck by how each of the four leaders has adapted the
stereotype to match the setting and his needs, There is an uncanny match
between personal temperament, Jeadership style, and school culture. For
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example, the abundance and stability of St. Paul's permitted a subtle
cool vle:adership, almost understated in its character. Whereas the newl ’
emerging, fast-building Carver High School required the visible charismz
of Dr. Hogans—aggressive, undaunted, relentless—combining a pro-
found cumm.it.n?enl to Black youth and community and some measurlz of
personal ambition, Both Hogans and Oates are visible leaders who cut
clear ﬁgum, but part of their effectiveness lies in the adaptation and
rnafchmg of leadership style and institutional life. One cannot imagine
their changing places with one another. Hogans would be too brashB nd
colorful for the restrained and cultured environment of 5t. Paul's andaBilI
8::&; w;uld be overwhelmed by the neediness and vulnerabilities of
Vim:l;;ma.ach would feel uncomfortable and lost in the other’s en-
Looking at the match between institutional life and leadership style
alt.ers‘ somewhat the view of dominance etched by the three caricatll:resy f
principal, Coach-principals are unlikely to take hold or wield power inoa
school that resists being molded into a team. Fatherly principals must be
?upponed by teachers and students who are willing to respond with th2
1mpulses. and associations of a big family. If we recognize that, in or¢ J
be effecuve, leaders must pick up cues from institutional cultu‘re the e
spotlight on power shifts. Leadership is never wholly unidi’recti; <]
le\ﬂen when there is stark asymmetry of power between leaders and fvl:
t:::rs.thﬂ-;ere are always elements of interaction, even symbiosis »:-
leader: tmea ltlaaier? and t_he organizatiort. If the match is unworkable, il t-e
rader & wmyn ;:l;tes ::-r ;E;::s deeply ingrained institutional imperatives,
o ’Tl':je t.h’ree caricatures of Principal are further altered by exami g
€ leaders’ perceptions of their own needs. The caricatures picture a man
st.andlng strong and alone without support or guidance from others
Wllhol:lt the need for personal relationships or intimacy. However. :h;
Portraits reveal contrary patterns of self-perception even in the inqt:;nces
‘where the ’leaders more closely match the caricatures. Rather lhan’ stand-
ing alone‘, it appears that these principals and headmasters recognize the
ne'cd for intimary and support as essential ingredients of effective leader-
.Shlp.. They seem to need an intimate colleague, one whomn they trust
::Lphntlly, whorr} 'Ilzney turn to for advice and counsel, and from whom
o yh\ive come criticism. At 5t. Paul’s, this intimate colleague seems to be
ﬂ: istorical ﬁgm.-e of Rector—the deeply ingrained traditions of the
;31 ce that offer guidance and shape to Bill Oates's actions and decisions.
He can look backward to well-established rituals and practices, to th
imprint of time, for help in guiding him forward. e
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closely. Their intimacy with students and the immediacy of their invoive-
ment with the substance of schooling puts them in a privileged and spe-
cial position. In addition, school leaders, who are more distant from the
daily interactions, must depend upon teachers as major interpreters of
student behavior and vatues. They are positioned at the core of educa-
tion. They give shape to what is taught, how it is taught, and in what
context it is transmitted. In turn, their behavior is most directly shaped by
the responses and initiations of students. Teachers experience the quality
and pace of human interaction and the shifts in mood and tempo during
class sessions. It is their closeness to students and their direct engagement
in the educational process that make teachers the primary adult actors in
schools and the citical shapers of institutional goodness.

The high regard for teachers and their work express<d in the six high
schools | visited marked them as different from a great many schools
where teachers are typically cast in low positions in the school’s hierar-
chy, and not treated with respectful regard. In the worst schools, teachers
are demeaned and infantilized by administrators who view them as cus-
todians, guardians, or uninspired technicians. In less grotesque settings,
reachers are left alone with little adult interaction and minimal attention
is given to their needs for support, reward, and criticism.”

The careless or negligent attitudes towards teachers within a large
proportion of schools are reinforced by negative and distorted cultural
views of them. On the one hand, they are expected to be extraordinary
human beings with boundless energy, generosity, and commitment o
their pupils. Their work is supposed to consume their lives and they are
expected to be more dedicated than most mortals. These idealized images
of teachers are often interchangeable with expectations of the clergy; that
they be clean, pure, devoted, and otherworldly. On the other hand,
teachers are seen as lowly, uninspired, and boring people who are unfit
to do anything requiring talent and ingenuity. Lacking substance and

resourcefulness, they are relegated to teaching. Teachers usually recog:
nize that they do not match these extreme, opposing stereotypes, but
they often feel threatened and defensive about the molds into which they
are placed. These contrary cultural views, often held simultaneously, are
experienced by teachers who receive mixed and sharp messages from
parents and the community. In the same moment, they are jdealized and
abused.™ The cultural perceptions are shaped by passion. Parents feel
protective of and deeply identified with their children while their views
of professional caretakers are highly charged and often unrealistic.”* Cer-
tainly, there are many teachers who are dull and stupid, even malicous,
and they deserve harsh criticism. But there are also competent and cap-
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ble teachers whose work is i igrati
D e wider commmanity, subtly undermined by denigrating mess s
.A_ central theme of the good schools I visited was the consis  t
realistic messages given to teachers and the non-stereotyped view n}
them. Teachers were not expected to be superhuman, neither were *h-
regarded as people of meager talent and low status. In some sens — ‘hy
.schoo!s sought to buffer the mixed societal perspectives by buildi:’ P
intentional context that supported and rewarded teachers’ work E 3:
school developed different ways of expressing kind and consisle.nt P
gard. The lhefm of nurturance became a central metaphor. l'e'
19,,3;11::[ Pl:::;:.l .scho-ols, 'in parﬁFular, were faced with the difficult chal-
b cu[:-bacungp:::ifcu::iho; ]mda .tune of dsevere retrenchment. With
s osings, an i
parthial schools, public schools facedgsthe pr:s:i::,:ruosblt:mP::a::' ua .
nating an unmoving teacher staff. Weary and uninspired tenured t:a:::
ers can drag a school down, and with no new blood there are few oppor-
tunities for the challenge and criticism that used to be voicer:lptl))
unco?'pm.mising and optimistic novice teachers. ’
. lersritrc:glp:l u;l;n::f,ﬁ at ng_hland Park, described the static conditions
2s the single cult dilemma that will be faced by his system in
s. Ten years ago, Benson remembers hiring thirty to forty new
teachers a year. Now he struggles to get rid of “"deadwood,” flis the rare
v‘acancy with two part-time teachers, and searches for innovative strate-
glees to encourage teacher growth and challenge. Now, more than ever
nson worries about providing an environment for teacher salisfactior;
and renewal. In l-!lghland Park, teachers seem to be nurtured by what
:}a:ys::: to :‘s 'a sense .of professionalism” that combines relatively
angd - sso:li!a:j :n c:::l;n:m:‘y, alutfogorny and respect, creature comforts,
. schouol of fine reputation. Every teach
l[;::lpresdsed their apprer:iation for the many rewards !-?i'ghlan; r['la:Eo::
o an al;:omrnared their good fortune to schools in neighboring towns
v ch]ulhezrr: uent po!:ulahcrns, but with a less respectful and benign
e Of thels ea‘chm. E:'u-st, Highland Park teachers were most thankful
e g ogmzed as intellectuals whose responsibility it was to define
shape the curriculum, In concert with colleagues, teachers were ex-
E::::‘d.m dweloP the intellectual substance of their courses and decide
. ;;r“:ppm;;nate sequencing in the student’s career. There were few
e aﬁnt fn:uuu-"n from abo've, and many teachers spoke of the rejuve-
o bgs :.'p: ;e: ohl::teUectual discovery that their autonomy permitted. In
o bema . students co!.nld witrless the teacher’s intellectual adventure
me a part of the improvisational effort.
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Second, Highland Park teachers were given the freedom to express
their own personal style in their work. Benson believed that staff homo-
geneity was deadly, 5o he encouraged individuality among teachers and
permitted idiosyncrasies to flourish. Even those teachers whose style and
behavior were somewhat controversial received his protection. He be-
lieved the nonconformist behavior added spice and vigor to the schoal,
and he hoped the controversies engendered by stylistic conflict would
disrupt the institutional inertia that he saw looming ci the horizon.

The protection and benign regard teachers received from the admin-
istration were reinforced by the generally positive feedback faculty re-
ceived from the community. Parents applauded their fine work, ex-
pressed most vividly in the statistics of college attendance rates and
admissions into prestigious universities. When individual parents were
disappointed by their child’s school career, Benson sought to protect
teachers from their harsh assaults. Teachers appreciated the safety ol
their position and they certainly enjoyed the warm glow of community

approval. However, a few observed that protection and safety encour-
aged a subtly dangerous complacency among them.? Their professional
and personal growth required a less secure environment with more struc-
tures designed for direct, piercing criticism.

Benson interpreted teacher nurturance, therefore, as providing au-
tonomy, protection, and support {or individuality among them. Similar
themes were present at Brookline where teachers were regarded as intel-
lectuals, where diversity among them was encouraged, and where they
were asked to take a responsible role in the authority structure of the
school. Only in Brookline was there an even stronger emphasis on teach-
ers as “academics” and a great admiration for teaching as a craft. When
teachers talked about their work, they would frequently refer to the intel-
lectual puzzles they were trying to unravel or their search for the appro-

priate pedagogical strategies that would meet the diverse needs of
students.

A teacher, applauded by her colleagues as one of the “stars”’ on the
Brookline faculty, told me about the struggle she was having getting the
students in her advanced writing class past their defensive, secretive pos-
turing with one another. After trying various strategies to encourage
spontaneity and expressiveness in their writing, she decided to read them
a very personal letter she had whrittan to three dear friends after the death
of a fourth friend. The letter, composed in the middle of the night, was
unguarded, reveaiing, and painful. The teacher hoped her own openness

would inspire similar responses in her students. In deciding whether to
use this personal piece as a pedagogical tool she struggled with herself,
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:':: t:v :sn:’:;pab? the poes] ible repercussions, and reflected on her mo
. ing overly seductive by revealin :
son? Could she tolerate makin, B et Vo her o
g herself so vulnerable? Would h
::::see :.b:aeled:\er in(:entions? Would it destroy the needed sepa:artiit:s
acher and students? In the end, at the | i
. : . . ast minute, the teach
:;:?sd ;gau'ist r-eadj'ng the letter in class. “My gut told me it :::s:':
oy ‘; 3; ,T, said wllvt:dhngeﬁng ambivalence, What is important here is not
€ reso this educational dilemma, bu i
e re : . but the intellectual
::);cl:;looglcal h],l:um;y this teacher traveled and her perceptions of I:e:e‘;::
urceful and responsible actor. The school
: . . ool cuiture supported thi
;ar::\::ﬁ:\e h::, o:l:.-:;nal adventure by its generous apprecirt?:n of h::
y ox s
Feesgun 2 style, and through the criticisms of a few close
. t’fe\:zl;l less cll:'rity and fort':e, I saw this resourcefulness in other Brook-
fine teac erp who were wOfkmg hard on developing an innovative curric-
inary l:\fuf;:mt;y thlstcll'u;"al documents; who were teaching interdisci-
at sought to provide different angle i
phenomenon; who were trying to teach i B sdonts o
complex ideas to stude h
were regarded as less academicall efuiness
. y capable. [ also saw resourceful
::-:::f I::;oklme teachers in their combined criticism and support l:)fn:::
. Many expressed concern for issues beyo ir i
: nd their immedi
view and traced the connections betwe ) itution
‘ en larger cultural and instituti
forces and life in their class S voers a forme
: rooms. One of the housemasters, a f
: , 2 form
?:ﬂfhote;;her, showed me a piece he had written for the New Yo:;
e P : page. it was a sensitive, witly essay on the recent cultural
and. hxahon@ trenc!s that he felt encouraged student conservatism and
lsn . thi}‘ns“ taking so crucial for inspired learning.
i worr:ob;n:},‘;_hmlf;)re, teachers are nurtured by the substance of
. ir collective reputation as a spin
| coll pirited faculty, by col-
C(I':E::os;p{??rttand cngmsm, and by moving beyond the myop}':c vi):.w:uof
ife to consider the larger institutional cul its i
classro _ ’ ulture and its interac-
neat;:’:il:; tz:dw:::: Iconunl unsity. They are encouraged in their autonomy
. ence. “Star” teachers are bigger than li ’
models for their collea By and competiive,
gues. Rather than the usual envy and iti
ness that often surfaces within t i i  eachers ove 2p.
iauded 2t Brookline n teaching faculties, star teachers are ap-
gosul;; My:qho: IJ:n:at:le‘:'r:y, teachers are also viewed as thinkers and peda
. Most have been trained in elite universiti |
: es and a substantial
proportion have advanced degrees from igi ;
prestigious graduate schools.
:;hh?'o lexud; a self c.on.ﬁdence about their intellect that is rare among h?gsh
teachers. Within the faculty there are striking differences in teach-
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i hese acts of incredible love for the

ional community. But more than t ; .
:.::i T will rer:;mber the general attitudes of respect and gnod m:]
towar'ds all students in these good schools. In every case, ac:‘ults;nle::: -
i d their strength and power.

ith adolescents in ways that underscore :

gicc:;ionally | heard faculty voice words of discouragement, fru_stratu?:;;

and even outrage to one another about difficulties they were having wi
students. But even the backstage conversations in the faculty rooms were

not abusive of them. Teachers did not use students as targetshof th;ire:\n;r:
jecti i knesses. There must have be
e or projections of their own wea There
;:agst a fswlangry teachers who purposefully vll‘cunuzed stud::;si,:L:L:
i i tive behavior was mu
ither missed seeing them, or their nega
2;:;::] regard of their peers. Good schools are places where students are

seen as people worthy of respect.

STUDENT VALUES AND VIEWS

Good high schools provide safe and regulated environments for l}a‘uildingt
i i d behavioral codes are the mos
tudent-teacher relationships. Rules an : : '
quplicit and visible symbols of order and str:ch.’lre, :uﬁt t:de ;;h::,::'::.
i i i thority defin
feelings of security also spring from an au f
shipsgby coordinated interactions among mlembe.rs.. A strong sense |:.
authc:rily is reinforced by an explicit ideological vision, a cle:r Tnc:nd
i ducation. 1declogy, authority,
tion of the purposes and goals of e cation. oity. and
i t institution that supports
order combine to produce a coheren man
institutional frameworks and structure
i tion and growth, These institutiona ar -
::;Z: [lor adoleicenls, whaose uncertainty and vulnerz.:hthty call for p:t.er
| boundary setting. In their abrupt shifis from childls.hnef.s to maturity,
't:ey need settings that ate rooted in tradition, that will give them clear
ignals of certainty and continuity. .
S's“a'l‘he abrupt :sychic transformations experienced by adolesct;r::
should not be interpreted as a reflection of their unorthodox o:';dtsp;\ -
neous natures. Quite the contrary. 'I'hese.cycles from adulth‘s :doles-
hood occur against the backdrop of heightened conservat m. pdol
cence is not a time of diminished inhibitions and greater nski- a rr;g
despite some behavior that seems to point to abanc'lon ana::i r: ee:sm-
lease. It is a time of great uncertainty and conservatism, and the exp

L3
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sion of the former seems to demand the inhibitions of the latter. Adoles-
cents want clear structures that will order their periods of disorientation,
They want visible rules that wil] keep them from hurting themselves and
others. They want relationships with faculty that underscore the teachers’
adulthood. In other words, students do not want adults to behave like
peers or buddies. They want to be able to distinguish between their
friends and their mentors, The need for underscoring differences in pow-
er, knowledge, and perspective between adults and adolescents in high
schools does not mean that relationships between students and teachers
cannot be intense and deep. It means that close relationships are rarely
formed when adults assume the style of teenagers. Adolescents tend to
distrust adult attempts at peer-like friendships. They want and need
adults who will behave with maturity and confidence; who will define
the traditions and standards of the institution; who will reach out to
them, but not try to join their fragile and changing world.”

The students at Carver, for example, welcomed the structure and
order imposed by Dr. Hogans. The soar in attendance rates partly reflect-
ed the students’ comfort in the safe and conservative environment. Be-
fore Hogans, the disorder and institutional chaos invited student restless-
ness and violence and did not provide an environment in which
adolescents could thrive. They stayed away from school in great nu
bers, perhaps not wanting to risk the dangers or not seeing a clear ¢
tinction between the violence in their community and the chaos
school. The lack of distinction made school less appealing. The rigid a
visible structures imposed by Hogans now sometimes fee] inhibiting
students. Many complain about pleasures that are denied in the sty
environment. But the complaints are often interspersed with expressions
of comfort and relief. It feels right that there are behaviors which are -
allowed. [t assures students that they will be protected, that people care.
that adults perceive the world differently, that they are not more power-
fui than their teachers. These assurances of adult tradition and order
inevitably inspire adolescent criticism, but they also appeal to the pro-
found conservatism of students, who often recognize their own vulnera-
bility. Said ane worldly young woman of fourteen, a freshman at Carver,
“Listen, I have to fend for myself on the streets. When I'm here [at
school] I want to relax and let them take care of me.” A perceptive young
man put it another way. “The best teachers around here are the strictest
ones. They act like grownups.” For students, who in their other lives may
have to take on adult roles prematurely, Carver becomes an asylum for
expressing childlike impulses; for letting go of the brittle fagade. It is also
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cllite” position. Most of these students do not even claim to need the
money: rather, they seem to be searching for feelings of productivity and
competence as well as visible and tangible rewards. Many aspects of
school seem to work against the competence and stature that students 1
feel they gain from their jobs. A Brookline student spoke about the surge

of energy that comes at 3:00 when he is about to depart for his job at the

local McDonald's. “Suddenly | feel like | could take on the world . . . I'm
ready.”

Many of the same sentiments are expressed by studenis who are
actively involved in producing a school play, working on the school
newspaper, of practicing on the swim team. Those activities offer stu-
dents the opporiunity to join with others in a common goal, work on
skills whose development makes a difference, and experience the re-
wards of applause, acclaim, or their words in print. The Carver students,
whose work is often necessary for survival, can also feel the satisfaction
of contributing to the welfare of their families. “When 1 make money, |
feel big!” exclaimed a small sophomore with a large grin,

For many students, high school stands uncomfortably between intel-
lectual play and real work, and the no man’s land stretching between
them tends not to be very appealing. Adolescents are inspired by the

rediacy and practicality of work and the adventure and intrigue of
intellectual play. One requires tenacity and responsibility; the other in-
vites imagination, analysis and fantasy. Both reward different aspects of
their being. Good high schools try to respond to the inevitable tensions
that these adolescent needs produce and seek to create environments that
will connect their students to the wider world and protect them from it.
Said one Kennedy senior forcefully, 1 like this school. it's going to pre-
pare me for the real world, but in the meantime 1 can figure out who I am
and what [ think.”
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St. Paul’s School

Certainty, Privilege, and

the Imprint of History

THE AESTHETICS AND COMFORTS OF ABUNDANCE

It is a magnificent spring day. The sky is clear blue, the air crisp, and the
sun goiden in the sky. The landscape is lush green and the azaleas are
exploding with blossoms of magenta, lavender, and deep orange. In
short, it is the perfect day to visit 5t. Paul’s School, which seems to
stretch on for miles before me—aristocratic, manicured, perfect. [ arrive
midafternoon, the time for athletics, and see playing fields full of hockey
and baseball players—lithe, graceful. and practiced bodies moving across
the grass,

Everyone is helpful and welcoming. A man in a blue truck—proba-
bly one of the custodial crew—finds me lost on the rad and tells me to
follow him to my destinabion, the School House. Everyone waves greet-
ings. A young man on a small ractor mower offers a wide, enthusiastic
grin, and a tall, distinguished, slightly graying man gives a stiff and for-
mal wave. | park behind the School House, next to a car with windows
cpen and a young child inside, Having just arrived from the dty, [ won-
der immediately how anyone could fee] safe about leaving a precious
child in the car. Fearing that | will frighten her, I smile and speak softly to
the little girl. She babbies back, unafraid. The child’s mother returns after
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a couple of minutes. A plainly attractive woman of about thirty-five, she
is one of five females on the teaching faculty. She greets me warmiy,
introduces me to her daughter, and drives off quickly to play tennis. [ am
struck by how safe, secure, and beautiful it feeis at St. Paul’s. [t is a place
where windows and doors are left open, people exchange friendly greet-
ings, and babies wait in cars unattended.

The land belonging to St. Paul’'s seems to stretch on forever. There
are 1,700 acres of woods and open land surrounding over 300 acres of
fakes and ponds, and over 80 buildings, A shimmering lake carves out a
graceful shape in the central campus landscape. On an early evening
walk from the School House to dinner in the dining room, you can coss
the lake by way of a quaint stone bridge. The evening light makes the
lake a mirror; the lily pads that dot the water gently sway back and forth;
and all feels serene and stll. The traditional and graceful architecture of
New England characterizes the campus buildings—sturdy brick struc-
tures with ivy growing up the walls and white, flatfaced houses with
black and green shutters.

Among these quietly majestic old buildings are three sleek modern
buildings that house the programs in dance, theater, and the plastic arts.
A parent of a student at St, Paul's, who was interested in supporting the
development of the arts program, gave three million dollars for these
new bulldings. Elegantly designed and highly functional, the buildings
were conceived o be adaptve to the artistic mediums that they house.
The theater in the drama building is layered. movable, and sparse, allow-
ing for myriad rearrangements of space. The stage can be dramatically
transformed from one performance to the next.

Mr. Sloan, the director of dance, worked closely with the architects
and builders in the design of the dance building, and it shows the wis-
dom and inspiration of the artist’s experience. The major dance space in
the building is used for both classes and performances. Bleachers and
balconies surround two sides of the dance floor, with mirrors and dance
bars lining the other walls. Sunlight sweeps in the high windows and
casts tree shadows on the dance foor. The internal lighting is soft and
effective, The most extraordinary detail can only be fully appredated by
dancers. Mr. Sloan takes me into his office and proudly shows me the
miniature model of the dance floar. It is a five-layered construction that
took severa) months to build, and it moves and ripples when it is jumped
on. "It is the best in the business” says Mr. Sloan. “The American Ballet
Theater has the same floor.”

The arts buildings symbolize one of the major missions of St. Paul’s
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School. In his ten-year leadership of the school. the Rector says that the
building of the arts program is one of the developments of which he feels
most proud. Along with the superb physical facilities, new faculty posi-
tions have been added in the arts; students can receive academic credit
for course work; and there are numerous opportunities for students to
give concerts, performances, and exhibitions. In his 1979 Annual Report,
William Qates, the rector, stressed the connections between ant and cui-
ture, art and intellect, and art and personal growth:

"“Work in the arts provides an opportunity for participants to learn about
themselves. And this opportunity is particularly valuable for students at St.
Paul's School because it allows, and in some ways demands, considerahon
of fundamental issues through observation, and testing, and experimenta-
hon. From fourteen years old through eighteen this chance is eagerly sought
and required. This 1s the peried of questioning and exploring. of self-doubt
and braggadocdio, the period of developing seli-confidence and of matunng
personality. In the arts are found cuiltural conmradictions and condlicts, in-
sight, informed speculation, radition and discipline, and a general partern
for testing achievement and apparent success. The ans aHord the use of
uncommitted space for thoughtful and considered growth through consoli-
dation of experimentation, And increasing knowledge of the self promotes
and supports its realizanon.”

In stark contrast to the angular jines of the art buildings, the chapel
of St. Paul and 5t. Peter stands as a symbol of classic beauty. The hun-
dred year-old brick structure was the first building on the St. Paul’s cam-
pus and its stained glass windows, omnate wood carving, and regal di-
mensions mark the history and roots of this school. It is in these modem
and traditional edifices that St. Paul’s reveals its connections to past and
present, its committnent to sacred traditions and contemporary change.

A BINDING TOGETHER

Chapel is the most precious moment in the day. It binds the community
together. The 500 students from the third through sixth forms, and 80
facuity of St. Paul's come together at 8:00 four mornings a week. There is
time for peace and reflection, for beautiful music and poetic words.
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Streams of sunlight filter through the magnificent stained glass windows,
shining down on all inside. They seem like the enlightened people, the
chosen ones. There is the connection between mind and soul, body and
spirit, the sacred and the secular. The baroque organ with pure and clear
sounds is “one of the best in New England.” t fills the space with rich,
reverberating sounds. The organ playing is impeccable.

Chapel services are an expression of unity, fellowship, and a com-
mitment to Christian traditions at St. Paul’s. As a church school, it has
had a long-time assocation with the Episcopal church, and the rituals
and structure of the Episcopal ceremony still form the basis of morning
chapel services. However, the denominational ties are nao longer deeply
engrained. The school catalogue stresses the relationship between spiri-
tual commitment and community life:

“Chapel services, studies in religion, and our comumon life in Christian fel-
lowship are expressions of the unity and fundamental faith of St. Paul's
School. . . . The school supports the beliefs of each faith, encouraging stu-
dents to recognize the strength and loyalty of the commitments of their
families. The school recagnizes that all its members should discover the
meaning of the Christan tradition in their own lives through free inquiry,
and the experience of community life in that tradition.”

The beautiful and old architectural lines of the chapel are in contrast
to the ruffled and contemporary people sitting in the long, carved pews.
Dressed in typical adolescent garb—rustic chic—the students’ faces are
still and attentive. Some slump over in weariness, some eyes are half-
closed, but most seem to be captured by the ritual. When their fellow
students make music, they receive full attention and generous appiause,
The day [ visit, the service is an all-musical pregram of Bach. The first
piece is played well by a trio of flute, harpsichord, and violin. It is a slow
movement that requires sustained and disciplined tones. Occasiconally the
violin is clumsy in technique and flat in tone, but that is the only evi-
dence of this being an amateur performance. The second piece, which is
the first movement of Bach’s Third Brandenberg Concerto, begins ener-
getically, but quickly degenerates. The students, led by a faculty condue-
tor, barely struggle through the difficult string variations, but no one
winces at the grating sounds. There is strong applause for the ambitous
attempt. I am struck by the extraordinary difficeity of the music and the
willingness of the students to do less than well in public. I am aiso im-
pressed by the sustained elegance with which this musical disaster is
carried off. This seems the ultimate in certainty and style. There is no
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embarrassment, a full acceptance of the efforts made, and the expectation
of applause.

The faculty sit in the upper pews, aiso in assigned seats. Chapel is a
compulsory cormmunity event for faculty as well as students. Along with
the formal evening meals, chapel is considered one of the important ritu-
als that symbaolizes community and fejlowship, emphasizes discipline
and ceremony, and reflects a sense of continuity between past and pre-
sent, Looking down the row of faculty, the dominance of whiteness and
maleness becornes jmmediately apparent. Most are wearing tweedy jack-
ets and ties, and the unusual ones stick out—the blond and pregnant
history teacher; the bearded, tall, Jewish head of the English department;
the casually dressed dance teacher with a head full of irreverent ringlets.
It is not that there is no diversity within the faculty, it is that their same-
ness is exaggerated in this setting as they sit lined up in the back pews of
chapel.

It is also in chapel that one experiences the impressive orchestration
of the school. All seems to flow so smoothly and evenly, almost effort-
lessly. Behind this smooth scene is the hard, disciplined work of many.
“Chapel Notes” for the week tell what music will be played, what hymns
sung, and what lessons will be read. A faculty member is assigned to
regulate the acoustics system just in front of her chape} pew to insure the
right volume for each microphone. Notes are delivered to the rector well
in advance of the “Moming Reports.” The rector arrives the dav | am
there and opens an elegant note from the senior class, The script is like
calligraphy, the image above the writing shows a bird in flight, and the
message inside combines poetry and allusions to scripture and praver.
The senior class has decided that this sunny day will be their senior-cut
day and they are off to the beach in rented buses. Their absence is no
surprise to anyene, Their actions are certainly not devious or even asser-
tive. This is part of the anticipated ritual. The person sitting next to me
whispers, “Of course the rector was informed about this well in ad-
vance.” It is beautifully orchestrated—the anticipated “'surprise” event,
the ceremonial note to the rector, the annocuncement to the assembled
pecple, and the restrained approval of everyone.

The supreme orchestration of events and people at St. Paul’s reflects,
I think, the abundance and privilege of the school. In order to be able to
anticipate and coordinate life in this way, one must be abie to foresee a
future that is relatively certain. Years of experience rooted in tradition
seem to guide the present. Some things seem to fall into place without
conscious effort. It has always been that way, History has cast a form on
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things. In his concuding remarks on graduation day, the rector under-
scores the mark of tradition and history, “This ceremony has become
traditional, and, therefore, mandatory.” In schools where things inevita-
bly fall apart, where pattens of the past are not clearly defined, and
where futures are neither certain nor promised, one doesn’t sense this
feeling of an orchestrated and smooth existence.

“Moming Reports” follow chapel. All gather outside on the chapel
steps as the rector announces the day's happenings. He begins by formally
welcoming me into their midst. “We have the pleasure of & visit from
Professor Sara Lawrence Ligthfoot, and I would like to introduce her to
those who have not yet met her.” Applause and smiles follow with some
picture taking. Then an announcement that startles me: “Robert Brown
has been off bounds for smoking marijuana and will return on Friday.”
This is said with the same tone and demeanor as the welcoming words of
the tector. This is the first time at St. Paul’s that [ have heard words of
public discipline or sensed the exclusion of 2 community member—off
bounds. It is also the first ime in a very long time that I have heard “pot”
referred to as ‘“‘marijuana,” its real name. It seems a throwback to the old
days and sounds more forbidding and dangerous in its three-syllable
incarnation.

Four times a week, faculty and students gather at the close of day for
a formal, family-style mea! in the dining room. This is the second major
community rtual that echoes the traditions and ceremony of St. Paul’s
and encourages fellowship among students and facuity. On Wednesday
evenings and weekends, eating is done cafeteria-style and dress codes are
relaxed.

Ms. Susan Thompson, a vivacious, middle-aged woman, has been on the 5t.
Paul's faculty since the school became coeducational a decade ago. She leaves her
office at the School House in the early evening with just enough time to freshen
up and change into a slightly fancier dress. The door of her apartment on the
second floor of a girls” dormitory is wide open. For me, it stands as another sign
of the feelings of trust and safety at St. Paul's and as a first sign of the obscuring
of public and private boundaries between faculty and students. Anyone, at any
time, can walk in and talk, make requests, and seek counsel. There are two other
faculty members who live in the dormitory. A young, single woman lives on the
third floer, and a married woman with a husband and chitd has the most sumpru-
ous accommadations on the first floor. Each is primarily responsible for supervis-
ing the dormitory on alternate evenings. Ms. Thompsan speaks of all three facul-
ty as “strong’* dormitory counselors and feels pleased at the disciplined and
camfortable rapport that has developed among those who live there. Among
students, this dormitory has the reputation of being overly strict and inhibiting.
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In late spring, when students make room selecnons for the following year, most
do not list this dormitory as thew first chaice because they want to escape the
rigorous superision. More than a few girls, however, seem to seek out the peace
and security of this more disaplined satting.

Ms. Thompson's apartment has four rooms—a large living room, a study,
bedroom, and nny kitchen. It 15 simply, barely decorated wath modest furmirure.
One bright, colorful canvas dominates the living room, a picture of brown people
in a bustling market place. It seems strangely out « f place contrasted with the
severe, colorless environment that surrounds it Hot e does not seem to be im-
portant to Ms, Thompson. She describes herself as a “workaholic,” not much
interested in homemaking. Life is not centered here, but in the school 2s commu-
nity. . Within a few rmunutes we are off to dinner. The campus is alive with sm-
dents converging from all directions, walking briskly up the hill to the dining
hall.

Srudents and faculty congregate in small groups in the outside hall of the
great dining mom. waiting for doors to open for dinner Boys must wear jackets
and girls the “comparabie’ attire. After the cut-off jeans, bare feet, and T-shurts of
the daytime dress, the students look transformed in their formal artire. lromically,
the third-form boys appear even younger in their jackets and Hes while the sixth-
formn girls look like marure. fully forrned women in their spning dresses. The great
dining room with high ceilings and stained glass windows is only used for formal
evening meals. On the wooden paneling that lines the walls from floor to ceiling,
names of the students in each of the school's graduating classes are carefully,
aesthetically carved. A boy at my table can rumn around and see his uncle’s name
carved in the wall behind him. It is misspelled.

Each faculty member sits with eight students at a long rectangular wable with
straight, high-backed chairs. Seats are assigned and rotated every three weeks,
and students are chosen to create a mix of grade levels and interests. Grace 15 said
by a man with a booming voice as everyone stands behind their chairs with
bowed heads. Dinner conversadon is somewhat formal and subdued. My pres-
ence may have been inhibiting. but [ hear many students and some facuiry com-
plain of the forced quality of these occasions. The adults ask most of the ques-
tions, with polite responses from students. A willowy, biond girl in the fifth-form
has come from upstate New York to study in the exceilent dance program. 4
lively, bright-eyed, Black boy from Chicago is practicing for the Ladn play to be
given on the weekend of graduation. He telis us about an invention which he s
trying to patent and seems to be knowledgeable about the legal steps that will be
required to protect his idea. A sixth-form girl from New England 15 the most
socially sophusticated and smooth. She speaks of her plans to go to the University
of Colorado next year.

Dinner is swiftly consumed despite the ceremonial conversabon When the
students are finished. each says dubifully, “Miss Thompson, may ! be excused?”
and she grants them permission. The permission granting seems almost archaic.
As they seek permission to be excused, they appear suddenly childlike. Many
times during my visit to 5t. Paul's, ] am struck by the swiftly changing adolescent
inages. At any moment, the smooth exterior of the mature, worldly, adult-like
itnage fades and exposes the awkward vuinerability of a child.
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ELITE PORTRAITS
THE EDGES OF REALITY AND UNREALITY

The incredible beauty, seclusion, and abundance of St. Paul’s makes it
seem far away from the reality most pecpie know. It is hard to conceive
of anyone growing used to this magnificence. It is easy to imagine that
people might quickly forget the ugly facts of life beyond this serene place.
Occasionally, rumblings are heard undemeath the smooth facade of St
Paul's.

Last year, just two days before graduation, several sixth-form boys decided
to steal away into the woods and drink beer. Knowing well that aicohol con-
sumption was against the school rules, these boys—some of them schoal lead-
ers—decided to tempt fate in the final hour. Slightiy high from their beer party
and elated with the anticipahon of their graduation celebrations, they sang loud
songs and walked back along the public highway towards schoel. When they saw
a car coming their way, the rowdy group stuck out their thumbs to hiteh a ride.
As luck would have it, these normally good boys were picked up by a faculty
member who smelled liquor on their breath and felt compelled to report them.
Disaiplinary measures were harsh. None of them was permitted to attend gradua-
tion even though many of their families were already enroute to the ceremony.
The boys were sent home immediately.

Although this sounds like a typical adolescent prank with grave re-
percussions, the underside of this near-perfect place reveals more serious
problems of alcoholism. plagiarism, cohabitation, and drug abuse. One
suspects that these cases are few and that the surprise at their mention
reflects their relative infrequency. Mostly, St. Paul's seems to proceed
without severe crises. The tempestuous peried of adolescence is subdued
in this serding, or at least it appears that the tempests are channeled into
productive energy.

Although “real-life” often feels distant from life at St. Paui's, the
truths told here sometimes seem unflinchingly real. Many times | was
surprised by how students and faculty confronted worldly issues that
usually remain unspoken or camouflaged, particularly in the context of
school life.

A Pulitzer Prize-winning journalist from the Bostor Globe is a visiting
speaker in a sixth-form cjass on advertising and the media. The speaker is in-
tense, witty, and probing, This semester, he is a visiting professor at Yale and his
style with Lhe St. Paul's students bears the same dry humor and sophistication
that he must use with university students and colleagues. There is no talking
down, no attempt to simplify. He begins his monologue on political advertising
with a high-level, penerrating discussion about the packaging of political candi-
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dates. His sentences are laced with difficult concepts and words. He speaks of
metaphors, symbolism, conceptions of human nature, and the creation of images
in political advenising, Uncertain about whether he is reaching his audience,
from time to time he encourages questions, The students need little encourage-
ment. Student: “"Newspapers are historically known for having commitments to
certain political candidates. . . . Is it rue with television networks? Do they show
favoritism?”’ Speaker: “CBS is a little to the left. ABC is to the right. NBC is
asleep. .., Mostly the networks research the prevailing attitudes of the audience
and they match those fundamental biases.” )

Inspired by this line of thought, the speaker wants to make a more general
point about ideclogical influences in the media. “In the media, being 'objective’
does not mean being without bias or prejudice. It is a bias towards the main-
stream, It means being white, middle-class, Christian, and capitalist.” Even
though these characteristics would seem to describe most of the students sitting
in the classroom, the listeners seem unthreatened by ihe harsh critidsms. They
listen intently, but their faces show no change of expression. no signs of emotion.
The speaker’s provocative words are heard. but not visibly challenged. The
teacher, who has remained silen: since introducing the speaker, fears the bold
eynicism of the message and tries to offer baiance to the discussion by refernng to
the democratic nature of the political process, the opportunity for people’s voices
to be heard through the baliot box. The tescher’s coounenis are measured and
reticent compared to the biting criticisins of the speaker, who continues to assert
his pessimistic perspective, “Everyone gets to vote, so that seems to validare the
demoxratic process. Consent implies democracy, which implies consent. ... If the
citizenry cannot make informed choices, should they be making uninformed
ideoiogical choices?” The dialogue between the teacher and the speaker grows
increasingly intense and obscure. A student lost in the barrage of words inter-
rupts with what he thinks is a straightforward question about Anderson's chances
for success in the presidential race. However, the speaker responds with compli-
cated notions, refusing to submit to facile generalizations or easy answers. “Con-
sider the effects of not advernising. If you are not advertising, journalists will not
take you seriously—the case of Anderson—because they think if Anderson
doesn't advertise he will not be abie to bring out votes. 5o journalists think he s
not serious and generally disregard him,”

In this discussion, I am struck by the pursuit of truth, the recognition
of competing truths, and the spirit of inquiry and debate. The adults are
not afraid to disagree publicly, nor do they alter the nature of their dis-
course in order to present a simpler, prettier picture of the world to their
students. The speaker underscores the ugly undersides of the political
process and attacks any remaining illusions of a fair race. The reality
presented by the speaker seems very faraway from the serenity and per-
fections of St. Paul’s. Ironically, the accounts of real-life events are far
meore truthful and probing than the stories normally told to students in
other high school settings where ideals and illusions are more carefully
guarded. The students at 5t. Paul's seem to greet the uncovering of truths
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with a certain detachment. When the class is abruptly over, the students
rise quickly and pour out of the room. The teacher offers a few last
words, “"Wrestle with the issue of democracy. . . ."”, but the students have
moved on, seemingly undisturbed by the disturbing message they have
just heard.

THE INQUIRING SPIRIT

The rector’s address at the Anniversary Chapel Service on graduation
day points to the “developmentalist perspective” that pervades the cul-
ture of St. Paul’s. It is a stark and clear essay on facing the ambiguities
and uncertainties of life beyond the relatively safe and nurturant environ-
ment of S5t. Paul’s. “Can we leam to reconcile ourselves to imperfect
choices. . . . We send our sixth-form friends on to a complex world, but
we do 50 with confidence.” In negotiating the myriad commitments and
pursuits of 5t. Paul’s, the rector is confident that the graduating class has
"tested and explored options,” met difficult and competing challenges,
struggled against temptation, and emerged from the four-year odyssev
ready to face the world. The challenges confronting St. Paul’s students,
however, are cradled in an environment nurtured by certainty, abun-
dance, and respect. These qualites are deeply rooted in history. “St
Paul’s is the center of love and care for many generations,” says the
rector after warning the graduates of the possibility of growing rigid and
threatened as one faces life’s imperfections, The certainty of love and care
allow one to take risks and ask probing questions. ““The inquiring spirit
turns the words of the psalm inte a question.”

There is a connection, it seems, between feeling safe and protected
and daring to move beyond safety. There is an invindble quality about
these young people that probably reflects their privileged station, but
also grows out of the maturity and confidence that come with positive
and productive intellectual, social, and psychological experiences, Never
once at St. Paul’s did I hear a teacher diminish or undermine a student in
any way. Never once did I see students act disrespectfully of one another.
With no fear of abuse, there is plenty of room for open inquiry, for testing
limits, and for trying very hard.

In an advanced dance class, the teacher is a benign but rigorous task master.
A dancer with the American Baltet Theater for over a decade, Mr. Stoan has
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“retired” to teaching. He approaches it with the same seriousness and dedication
that must have sustained his successful dance career. Nine students dressed in
traditional ballet garb go through their practiced motions at the bar. Without
much talk, the dance teacher demonstrates the next step and then walks around
the floor offening individual support and criticism. Suddenly, he claps and says
“*No.” Music and motion stop. One dancer is singled out. *Maria, get your arms
down, ., in the same rhythm, open your arms and plié.” Maria, a tall, angular
Hispanic girl, wies the step again without embarrassment, as everyone tums si-
lently towards her. An hour later, when the dancers are doing complicated, fast-
moving combinations across the floor, the teacher singles out Michelle, a pretty,
petite Black girl, whose steps have been tentative and constricted. “That’s a good
start, but take a chance, a risk. . . . Go for it, Micheile.” he bellows. It is a tough
chatlenge as he makes her do it over and over again. She is awkward, unbal-
anced, and almost {alls several times, but the dance master won't let her stop. As
Michelle struggles to master this complicated step in front of her classmates some
watch attentively, without laughter or judgment. Others practice on their own
around the edges of the floor waiting for their tum. Everyone, including Mr.
Sloan, exerts great energy and tries very hard. Imperfections are identified and
worked on without embarrassment.

There is a rsing crescendo in the mood and tone of the class as the steps get
tougher, the music gets more rigorous, and the instructer and students more
charged. The exhilaration and vigor of the final moments contrasts with the seri-
ous and subdued attentiveness of the early bar work. As dancers execute the swift
steps across the floor, the wide range of skill and talent is revealed. Kara 15 a
precise and elegant dancer whose hopes of becoming a professional dancer seem
realistic and promising. Even when she is tackling the most difficult step, she 1s
smooth and graceful. Yet she doesn't escape crincisen, Mr. Sloan insists on the
subtle, almost invisible points. There is always room for improvement. A very tall
and lean young man, who looks awkward and pnmitive in comparison, tnes just
as hard, but never produces a step that even vaguely resembles the one deman-
strated by the teacher. No one laughs or grimaces as he breaks down half-way
across the floor. The chailenge remains: “You'dl do it like that for awhile and
you'll build up to doing it better. ... It's a very difficult step.”

Anather example: Thirty sixth-form students sit in scattered chairs, vaguely
forming a semicircle, facing Dr. Carter Woods, in their first period class on human
personality. Siting, Woods Llts his chair back with arms clasped behind his head
and begins to speak thoughtfully and tentatively. As a prelude, he says. “We're
all good friends in here. We know each other well.” Then, without notes and
looking up at the ceiling, the teacher begins to ruminate out loud, “Freud had a
little help from hus fmends, but they started out on a really good tack. . .. They ali
came out of biology. . .. Free association was an amazing thing . . . totally exs-
tential, totally client-centered, a total departure from tradition. Carl Rogers wasn't
even imagined in those times.” The contemplative monologue soon tums into a
conversation as students move in and out of the discussion. The words are often
sophisticated and the thinking convoluted as Woods and his students explore
logether the murky waters of psychodynamic theory. The teacher encourages
them to think out loud, and search for meanings by modeling that approach
himself. “I am not sure what it means to get in touch with one's senses. | thought

231

o e

A - )

!




ELITE PORTRAITS

1'd work that out with you. Let me struggle with it for a moment.” Then, in even
more searching tones, Woods says, “1 find myself wanting to know how [ can
best instruct myself in finding out what Frederick Perls means.” Not everyone is
with him on this exploraton. Somne are visibly confused, some attentively listen-
ing, others daydreaming, a few are not quite awake for the first period in the
moming,. Six or seven students are completely involved and challenged by the
probing questions. Ocrasionally, @ down-to-earth, concrete question is asked of
Woods as some students seem to want to establish boundaries and limits to the
wandering conversation. Woods resists getting pinned down, “I den’t know, I'm
asking you." When Woods approaches the board to review material covered
before, most students respond ta the certainty by copying the categories and lists
from the board. The pedagogical message is clear: In order to understand, you
must inquire and souggle to ind meaning. To explore the full range of ideas, one
mus! take risks and tolerate ambiguities. But this must be done in 4 nonjudgmen-
tal and accephing environment. When one of the students begins to slightly ridi-
cule the "simplistc thinking™ of the early psychotogists, Woods responds imme-
diately to her cynicism and encourages her to appredate the slow evolution of
ideas. “Science changes very slowly, We have the advantage of history. It is hard
to move away f(rom former, earlier authority.” When the class is about to end,
Woods says exuberantly, “The struggle—!'m happy in it.”

Although the styles and substance of these two classes are very dif-
ferent, the themes of “love and caring” are prominent in both. The en-
couragement of risk-taking and moving beyond the safety zones are also
stressed by both teachers. The success of the latter seems to be dependent
on establishing the former,

Although it is likely that the nurturant and challenging experiences
of students at St. Paul’s help to build a community of trust and kinship,
the careful selecuon of applicants is supportive of that goal as well.
Choosing one out of every thirteen students who apply, the admissions
committee makes a conscious effort to select young people who will
thnve in the St. Paui’s setting. When | ask one of the two psychologists at
the school what kind of students are most successful at St. Paul's, he lists
a number of characteristics: those with ego strength, a commitment to
relabonships and comrnunity; those who are outgoing, intelligent, and
academically able. The applicants who are unlikely to survive the selec-
tion process tend to be those who are inward and withdrawn, who seem
to be able to do without other human beings—the “young savants” who
feel awkward sodally, There are a few admitted who may at first “appear
to be unresponsive” to people, but “manage to respond in mare indirect
ways.” 5t. Paul’s feels it can tolerate these more reticent souls if there is
promise that they will make a unique contribution to the life of the com-
munity, There is some sense that diversity of backgrounds, styles, and
temperaments is an integral part of a rich community experience, Learn-
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ing to relate to those different from oneself is an imporant preparation
for fadng a diverse society and a critical part of articulating one’s self-
definition.

The best way to describe “the ethos of the 5t. Paul’s community is
that it is Eriksonian in emphasis.” That is, there is a stress put on trust,
industry, and autonomy. The rector, who admits to being profoundly
influenced by Erikson. speaks of an evolutionary change in the school
under his decade of leadership; “The school has moved towards a mare
developmentalist approach.” From an administrative point of view, the
“‘new approach’” was visibly initiated by hiring two school psychologists
who have become an integral and critical part of community life. One
trained in counseling and consulting psychology, the other originally
trained as a researcher in psycho-biology, these two men have carved out
unusual, nontraditional roles at St. Paul’s. Along with teaching half-time,
they participate in all community responsibilities, including attending
chapel and dining room meals, coaching sports, and living in student
dormitories. Beyond these regular daily duties, they offer counsel, advice,
and suppont to individual students and faculty. Carter Woods's office
door is always open. “'I had to work very hard to keep my door open, At
first, everyone thought of the psychologist's work as secretive, mystical,
something that happens behind closed doors.” Now when students come
to see him about personal dilemmas and stress there is little separation
made between the intellectual and psychic spheres of life, but an attempt

to see students as “whole.”
The developmentalist view offers a “different view of human na-

ture”—a view that can anticipate universal patterns of behavior and ath-
tude formation. The psychologists seek to convey the progression of
these patterns to students and faculty alike so that neither group will be
surprised or upset by characteristic human dilermmas that tend to emerge
as prorminent at different stages of development. As one student said
with enormous relief, this new knowledge of human development “helps
me forecast my life,” offers new interpretabions, and some solace when
things feel as if they are falling apart. For facuity, the developmentalist
view changes their perception of students as “good or bad.” Now when
they have lost all patience with the antics of the thirteen year-olds, they
can be gently reminded that these are antidpative and appropriate beha-
viors for third-form students, and that these characteristics are transi-
tonal and transforming. By fifth form, these students will appear as
changed human beings and “we know some of the reasons why.”

Not only do the psychologists offer individual counsel and guide the
interpretations of behavior, they also give direct consultation to faculty
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who are struggling with problem students or having difficulties negotiat-
ing with one another. For a few years now, Derek James has sat in on the
faculty meetings of the history department, where there are a couple of
“volatile members.” After their not infrequent fights and disagreements,
James helps them discover the origins of their struggle and supports them
through a temporary resolution. Carter Woods offers the same sort of
listening and counselling role for the religion department, 2 department
often fractionated by polarized views of the appropriate curriculum for
adolescents facing contemporary realities. And every Monday at lunch
time, the rector, vice-rectors, chaplains, and psychologists meet with the
trainer, who runs the school infirmary, to share information omn any stu-
dents who seem to be having academic difficulties or physical and mental
health problems. They go around the circle oHering their pieces of infor-
mation on individual students, encouraging other perspectives and inter-
pretations, gauging the seriousness of the problem presented, and finaily
assigning one of the group to follow-up action. It is an attempt at gather-
ing and synthesis of information, orchestraton of efforts, and careful
attention to detail. Says the rector, “We don’t want anyone to fall
through the cracks.” The Monday lunch is also another indication of St.
Paul’s efforts to work with “the whole child.” Tt is here that “experts” of
the body, mind, and soul gather to piece together their perspectives and
offer their images of health.

The academic courses taught by the psychologists provide an oppor-
tunity for students to leam important materiai on culture and human
behavior, as well as confront and express their own feelings and attitudes
on questions of personality development, sexuality, and human relation-
ships. The psychology courses are filled with sixth-form snrdents who,
having already met the academic requirements for coilege entrance can
now take the more freewheeling courses that might be considered less
than serious by cotlege admissions officers. Envious third- and fourth-
form students, and some unconvinced faculty, continue to refer to the
psychology curriculum as “breeze” courses. It is likely that the readings
and written assignments are not as demanding in these courses as in
others, but the intensity and seriousness of the issues raised must sur-
prise and baffle some unsuspecting sixth-form students,

Dr. James, a thin, bearded man with a gente and inquisitive style, teaches
the seminar on human sexuatity. Twenty students sit around a large, rectangular
oak table, many of them draped casually on chairs, some sitting on the edge of
their seats with intense animation, Several students wander in late and the atmo-
sphere is easy. No one opens a book or takes notes. James begins by presenting
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statisics on a study reported in the New York Times that surveyed attitudes
towards homosexuality, “What would you do if your best friend said that he/she
was a homosexual?”’ James merely recites the study's findings. He does not elicit
responses from his students because he judges it to be “an invasion of their
privacy,” and in opposition to “the cultural norms™ well established in this class-
wom. Almost without direction or provocation from the teacher, the discussion
heats up to an animated pitch. Semetimes James makes brief comments or tenta-
tive suggestions, but mostiy students direct their comments to one another, offer
opposing opinions, and disagree vehemently, The girls. sounding womanly and
worldly-wise, dominate the conversion. One very straight, handsome young man
seems to have accepted the role of “traditionalist,” or worse, male chauvinist and
weicomes the abuse that is hurled lowards him. The discussion of homosexuality
is short-lived. It quickly tums into a discussion of differences in the wavs men
and women express feelings of rage, sadness, joy, and Jove. James willingly fot-
lows the shifts of direction and mood and says, “"The culture comes down so hard
on males being tough and hard...they are not supposed to be tender. . .af
you're not hard and strong, you're net male.” A rush of responses follow as the
conversation grows increasingly autobiographical. One girl challenges. “But I've
seen both my parents cry.” The “iraditionalist” shrs a response by claiming that
only the weak cry, "My mother rarely cries and my father never cries.” Another
boy speaks up for the first time, with some embarrassment, “My father comes
home, walks down into the basement. and hurls pyrex giasses-—{he's a chem-
ist}—against the wall. .. comes upstairs, lakes a deep breath, and eats. ... He
takes his anger out on objects rather than people. . . . It is sort of bizarre.” Family
stories are revealed as most students try to make distinctions between themselves
and their parents. They recognize the profound influence of parental values and
behaviors, but they also stréss their conscious intentions to find their own style of
expression. Affect and intellect, information and expression, are fused in the stu-
dent conversation. The atmosphere remains nonjudgmental. Trust s high and the
discussion flows from being charged and [orceful to moments of humorous re-
lease. When the bell rings to mark the ¢nd of class, | am startled. For the past fifry
tinutes, this has not felt like school and | am shocked by the intrusions of school
sounds. The students seemned undisturbed by the abrupt transition. Immediately,
they are out of the room and on to the next class without apparent confusion. To
them, this is part of school.

Although St Paul's explicitly recognizes the dimensions of the
whole child and the inextricable interdependence of the psyche, the soul,
and the intellect, it views its mission and purpose as clearly educational.
“St. Paul's does not try 1o be a therapeutic community,” wams Carter
Woods, who is constantly having to delineate the boundaries between
educatignal and therapeutic efforts. These boundary lines are not aiways
50 easily drawn. “St. Paul's goes to every length, uses every resource to
provide educational resources for a student. . .. We spend thousands of
dollars a year on an individual student, trying to help him or her over an
academic hurdle. .. we would rather spend it on a student than on a
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building.” But when problems seem to originate-in families, beyond the
boundaries of school, and when the response of the student is to be
disruptive in a way that “infringes upon the good of the community,” or
the space of other individuals; then the student is asked to leave. Woods
has recently retumed from the West Coast, where he accompanied a
troubled boy home on the airplane. After months of trying to “incorpo-
rate this boy into community life,” St. Paul’s felt it had no more resources
or energy to offer. The boy’s problems were too profound to be addressed
by the faculty, and his acting out was beginning to negatively affect the
lives of other students. At the other end of the flight across country,
Woods had to face the sensiive task of communicating the bad news to
the parents, their harsh defensiveness, and then their sense of defeat and
guilt at their son’s retum.

On many occasions, families are included in the school’s attempts to
help a student who is having major problems. The parents of a girl who
had serious trouble with alcohot were asked to come to 5t. Paul’s to meet
with the psychologists and members of the faculty, Attempts were made
to expiore the history of alcoholic problems within the family, and long-
distance calls were made to a psychiatrist in the Midwest who had
treated members of the family for mental distress. As parents, siblings,
and outside professionals rallied together to pool information, offer sup-
port, and express their feelings, Woods orchestrated the combined effort,
carefully negotiating the terrain of family and school responsibilities.

In seeking the counsel and support of parents, St. Paul’s has begun
to take a different view of family-school reladonships. Traditionally, fam-
ities were systematically and purposefully excluded from particpating in
school affairs, Told when they delivered their child to the campus in
September that they should retumn at the close of school in June, parents
were expected to be invisible and silent, uninvolved in their child’s accul-
turation to St. Paul’s. Never did anyone suspect that parents and teachers
would disagree on the basic values and cultural perspectives that should
be imbued in their young charges. Trust and partnership were assumed
because there seemed to be harmony of values between home and
school, an unspoken consensus. Besides, many of the fathers had them-
selves been students at St. Paul's and were confident and knowledgeable
about what happened behind the closed gates. As the world beyond 5t
Paul’s has become increasingly complex, as family structures grow more
diverse and uncertain, and as 5t. Paul’s adopts the developmentalist per-
spective, it has seemed increasingly important to welcome families as a
vital resource and as an important source of informaton. Woods speaks
of families as a critical “connection to the culture,” and recognizes their
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pilv in the lives of students. Some families are not
profound and primat¥ g€ in the school’s view of them. The father of a
comfortable with th1* ' * .. asked to come up to 5t. Pauls, felt awkward
toubled bay, whe |1rl""|n- sat talking together in Wood's living room.
and inappropriate #* eSS, he said, “I'm feeling uncomfortable here.
Expressing his initla! * palent, families were made to feel unwelcome.”
¥hen [ was here an *

il (IMPEACHABLE POWER

,vtwids great power. Everyone describes Bill Oates

AtSt. Paul’s, the ree "' | s defined both by the traditions and expecta-
as powerful—a pow"! )\ aracter of his person. He is energetic, uncom-
tions of his role aml 1" 1 his goals, Yet he does not wield power care-
promising, and focm! | authority, always held in check and used
lessly. 1t is a resll"“ aliy emphasize his great powers, they also talk
sparingly. Although o <, his keen understanding of decision-mak-
about his political IH'" auphtful and balanced consultation of the people
ing patterns, and hi% " jwne are fifteen facuity and three students on the
involved. For exarnl"' ., w1 work for months reading and making judg-
admissions commi“"" _anl folders. After reaching carefully negotiated
ments on over a " .nunendahons to the rector. The final decision
decisions, they maks ! | yests with the rector, “'but he is wise enough to
about who gets adri!" ,unned decision would greatly violate a difficult
recognize when an ""'." jrocess or offend an imporant constituency.”
and consuming seh " [lwee are inevitably the rector's choices; students

In every entering cla4” IIII1,,mt donors to the school or who have connec-
whose families are 11 , v power that the Rector wants to tap into.

Hons to external solll' " vith the rector, or even dare to disagree strongly,
Faculty rarely sip'" " .neetings with him. People who normally seem
No one risks being ' .. woles appear strangely submissive and accom-
strong and sturdy i1 " One teacher, who challenged the rector with
modating in his Prm-l an® ."‘" planning meeting, told of his restrained but
an opposing view I " Luse of bravery and risk-taking in even raising
scathing response, Iu‘l ) and the buzz around the faculty room when the
the issue in his prcn"“ , had acted irreverently.
word leaked out tha! * .,,.nnance is without question, his style is not
Even though M ,ears supremely civilized and benign in man-

dominating. Rather. b !
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ner. He takes on the demeanor of the rectors who were his predecessors,
The weight of the role, already well established and deeply forged by
history, seems to shape perceptions of him just as much as his own
actions. As a matter of fact, many students describe him as friendly and
approachable, He knows every student’s name and can speak knowl-
edgeably about their spedai and unique styles, personal struggles, and
important triumphs. Every Saturday night, he and his wife host an open
house with punch and their famous chocolate chip cookies. Most stu-
dents stop by at some point during the evening. Says one, “It's fun to go
and shake his hand and chat with him, [ have a friend who goes to Exeter
and she says they never see their headmaster. He just disappears and
never comes out.” Some faculty say that with reference to student life,
Bill Oates is the best rector of a preparatory school in the country.

They speak differently about the iife of the faculty, who seem to be
the least powerful, most disenfranchised group at St. Paul’s, Faculty re-
ceive no contracts or terms of appointment. In December, they receive a
letter from the rector stipulating the next year's salary, (The one [ saw
was a Xeroxed form letter with name and details written in hand), Occa-
sionally there is a2 mild word of encouragement or support, but mostly
letters are short and only explicit about the salary. Faculty do not view
these letters as perfunctory. Even those faculty who feel confident about
their work and contributions to St. Paul’s silently worry about their fate
on that December day when letters arrive in the mailbox. One young
faculty member spoke of seeing an elder of the faculty, "a “lifer” as the
kids call them,” who had been at St. Paul’s for over forty years, arodously
awaiting his letter, trembling when he opened the envelope. "It was then
that { began to think something was wrong with the system.”

Although the notion of a system that works without contractual ar-
rangements seems archaic in this day and age, all faculty do not see this
as a problem. As a matter of fact, there seems to be a fairly clear line of
demarcation between the old and the new faculty. The old, themselves
raised in preparatory institutions, many from very privileged back-
grounds, steeped in the tradjtions and habits of 5t. Paul’s, see little prob-
lemn in the established patterns of the faculty role. At times, they view the
new faculty’s demands as irreverent, whining, and threatening to the
comfortable stability of the place. New faculty, who tend to come from
less affluent backgrounds (without independent incomes), many of whom
were not raised in exclusive schools, are more likely to view their role as
a professional one and want some legalistic and contractual safeguards.
Says one new faculty, “On almost every vote there is a divided faculty. It
makes it impossible to make any progress on most of these issues.”
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Even though there is a divided view of faculty privilege within the
current system, most seem to agree that beyond the walls of St. Paul's the
faculty have options open for them that are indeed extraordinary. One of
the first things the rector mentiens in my conversation with him is his
attempts to provide support and encouragement for faculty growth and
development. He has gone out and raised funds for the generous provi-
sions of faculty leaves, travel, and study. The faculty have a full paid year
of leave, travel grants for the summer that will be raised to $3,500 next
year, and study and tuition grants for further graduate study. Recently,
the rector arranged for the endowment of the “Dickie Fellowship Pro-
gram”—a program of visiting scholars and expents in the various felds of
study offered at St. Paul's. Every year, each department is able to invite
to the campus for two days a nationally renowned person in their feld
who will offer counsel, support, and advice to the faculty. These visits
offer renewal and an opportunity for reflection and self-criticism.

All of these life-giving benefits seem critical to the survival of faculty
members who must give seven days a week, bwenty-four hours a day to
their work at St. Paul’s. It is 2 special kind of work that demands an
extraordinary level of commitment and partidpation. All faculty must
live on campus; all must attend chapel and evening meals with students,
Beyond their classroom teaching, they are required to coach sports every
afternoon, counsel and advise students on a daily basis, and serve as
dormitory residents with disdplinary and overseeing chores. This is a
total institution that blends the realms of work and play, private and
public roles, and parenting and teaching. The rector chooses faculty
whom he judges will embrace the totality, not resist it. Some faculty are
superb in the classroom, but are let go because they do not give totally to
the community. A faculty member must be ready to offer his full and
complete commitment, “It is a life with a diffierent kind of rhythm,” says
the rector—a rhythm different from those that shape the work-life of
most other adults, The full-time comurutments of faculty are balanced by
“22 days off at Christmas, 22 days for spring break, and 13 weeks of
summer vacation.” Despite the generous periods of time off, the de-
mands on faculty are extreme and one wonders why faculty do not break
down under the pressure or rise up in revolt. Surely some people thrive
on this lifestyle. The totality of commitment feels comfortable; the inclu-
sive quality embraces them as well, Others must find ways “to get others
t0 nurture them ... so they don’t go dead in the process. .. unless we
give to ourselves or find others who will give to us, then the demands of
this life are too extreme.” Retumning to graduate study provides this nur-
turance for some. As one faculty member put it when he began to take
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courses at Harvazd, “Finally [ had to do something for myself.” Outside
study may offer intellectual stmulation, aduit interaction, and a great
escape from the boundaries of St. Paul’s. However, most speak of their
sojourns at the university as nurturance, as a time to give to themselves
in a way they have had to give to athers. It is what the students call “a
feed,” a filling up on goodies that helps sustain them through a work life
that often feels selfless and other-directed.

Faculty life, therefore, is precariously balanced between giving out
and taking in, with pressures that impinge from above and below. They
must be willing to fulfill the multiple roles of teacher, counselor, parent,
and even confidante to students, all requiring adult-like responsibilities.
Yet they must be willing to leave their fate in the hands of a benign, but
authoritarian rector, assuming a childlike role in relation to the supreme
parent. There could be tension, then, between the demands of the mature
authority they must exude in relation to the students, and the dodlity
required to submit to an even greater authority. For some, there may be
comfort in the ultimate submissiveness of their position—a comfort that
allows them to respond fully to student needs and demands. For others, [
would imagine, there is a basic contradiction between how they are treated
and the roles they are being asked to assume in relation to students—a
contradiction that forces some to leave, somne to find external sources of
stimulation and support, and some to become stagnant and dissadsfied,
no longer in touch with their needs.

BETWEEN TWO WORLDS: A MINORITY PERSPECTIVE

The majority of students at St. Paul's come from families of affluence and
privilege. They exude the casual certainty and demeanor of entitlement
that reflects their upper middle-class status, Many already have the sa-
voir-faire and cosmopolitan style of people much beyond their years.
Their Calvin Klein T-shirts, Gloria Vanderbilt jeans, L.L. Bean jackets,
and Nikon cameras dangling from their necks show restrained opulence.
Their sophistication is accompanied by an open friendliness. Every stu-
dent [ spoke to willingly and spontaneousty responded to my questions.
Some approached me with generous words of welcome and eagerly told
of their experiences at St. Paul's. Their stories of life at the schoal were
uniformly positive. They praised the rector, their teachers, the academic
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program, and the school’s rituals and ceremonies. Mostly, they echoed
the rector's words of “love and caring,” There were the typical and ex-
pectable complaints about dress codes and dormitory rules, but surpris-
ing praise for the food. For most students, St. Paul's is an inspiring and
demanding place where they feel challenged and rewarded.

A decade ago, St. Paul’s became coeducational and now girls make
up 40 percent of the student body. The theme of the graduation sympo-
sium this year focused on the first decade of coeducation at St. Paul’s.
Several fifth- and sixth-form students (including a boy from Central
America and a Black girl from New York) and a femate faculty member
with the longest tenure at the school, gave short presentations about their
experiences with and perceptions of coeducation. The presenters were
carefully selected by department heads and the rector. Speeches were
written, criiqued by faculty, and rewritten several times. One student,
exasperated by the close scrutiny, complained of the “censoring” of her
ideas when she tried to speak her mind. But the public stories that
emerged conveyed the success and richness of coeducation at St. Paul's.
Said one student enthusiasticaily:

“As males and females living together, day to day, we see each other both at
our strongest and at our most vulnerable moments. We encounter each other
in the classroom—and at breakfast. Superficiality cannot survive fried eggs
in the moming. Casual, regular interaction compels a benter knowledge of
ourselves. In my personal experience here at 5t. Faul's, | have seen a great
change in my pwn ways of thinking. One that [ had not been consdously
aware of, but a change that | had wken for granted. In my first year, I tended
to think of people in distinct male or female roles. Now [ realize, by encoun-
tering people in a coeducational setting, that I must free them to be individ-
uals, free them to develop the full spectrurn of human responses and
potential.”

The audience of parents and alumni greeted the messages with po-
lite, but restrained response. Even with the rector’s encouragement of
candor, the audience did not speak of what was on their minds: the issue
of sexual norms and practices among the boys and girls.

To a visitor, the girls at St. Paul's seem fully integrated into the
setting. They are serious athletes, sensitive artists, bright and inquiring
students, aggressive joumnalists, and student leaders. In ten years, the
comfortable assimilation of girls into the historically all-male environ-
ment appears to have been accomplished There are other signs of the
incorporating arms of St. Paul’'s. Admissions comumittees stress their con-
cern for diversity among the student body. In a small history seminar that
1 visited, students came from ail over the country and the world: Germany;
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Japan; New York City; Capetown, South Africa; Denver; Maine; and San
Frandsco.

Less impressive is the minority presence at St. Paul's. Black and
Brown faces are few and far between. A Black student says that they are
now 4 percert of the student body; a more knowledgeable source claims
a 7 percent Afro-American presence. | was eager to leamn about the his.
tory and experience of Blacks at St. Paul’s and tumed to Lester Brown,
one of two Black faculty and the new assistant dean of admussions,
Brown's perspective reveals an intriguing blend of historical recollections
and contemporary views.

A student at 5t. Paul’s from 1969-73, Brown graduated with an engi-
neering degree from the University of Pennsylvania and has returned to
his alma mater for his first job, Lester Brown was born and raised in West
Philadelphia and calls himself a “Philadelphia boy.” He went to school
not in the familiar Black territory of West Philly, but in Kensington, &
working-class, Irish Catholic neighborhood where he experienced open
hosdlity and some violence towards Blacks. [t was a fiery, dangerous
time. He rode the elevated street cars and buses on his hour and a half
trek to school. His walk from the streetcar to the school sometimes had to
De protected by police and natonal guardsmen. Because Kensington was
2 magnet school with special resources and a more academic climate,
Brown decided to become “a sacrificial lamb.” He soon discovered that
the white kids inside were friendly and good, while the white kids out-
side were hateful. Tt was not a matter of race, but of how you behaved
that counted.” He and two other buddies of his from West Philadelphia
were discovered and “adopted” by a generous Jewish woman—a volun-
teer in tne school who offered them “cultural enrichment,” friendship,
guidance, and support. Brown called her “my fairy Godmother.” Every-
thing she touched magically turned into something good. It would hap-
pen invisibly. "We didn’t know how things happened. Suddenly, every-
thing would come together.” So it was with Brown’s coming to St. Paul's.
When he was about to go on to high school, this woman asked him about
his plans. He had thought of going to Central High School, a Philadel-
phia school with a good reputaton, but she said, “You know, Lester,
there are other options you should consider.” Without much effort, he
and his two friends found themselves spread apart in fancy private
schools, faraway from family.

Brown remembers the transition to St. Paul's as immediate and easy.
His experience with “good whites” in the Kensington School made him
not prejudge or stereotype his white peers at St. Paul’s, When Brown
arrived in 1969, a sorong, cohesive group of Black students provided so-
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lace, support, and a source of identity for individual Blacks. {Brown re-
members there being forty-five Blacks in the school as compared to twenty-
three eleven years later) A strong group consciousness permitted
individuals to move forcefully out into the sea of whiteness and not feel
overwhelmed or confused. Brown remembers the leader of the group, a
strong articulate, political figure, who gained respect and some measure
of fear from faculty and students. He was not considered radical, but he
was disciplined and outspoken, and everyone knew he was serious.

Blacks were a clear presence on the campus in the early seventies.
“Believe it or not, we even had a Third World room—a space we could
make our own, decorate the way we wanted to, a place to gather.” The
energy and vitality of this cohesive Black group infected the campus spirit.
Aretha Franklin's and Ray Charies’s sounds could be heard acress the
manicured lawns; poetry readings portrayed Black voices; and parties
were dominated by a Black spirit. “We were so sure of ourselves, we
invited the whites in!"" The irony of their success as a strong and dynamic
force on the campus is that it led to their own demise and failure. Soon
there was little differentiation between Whites and Blacks. The bound-
aries that had helped them establish their identity and made them strong
enough to reach out eroded, fading into biurred distinctions.

Now the Afro-American Coalition has become the Third World Cui-
tural Group. The “Coalition” labe! was seen by faculty and students as
an overly political symbol, and the "Afro-American” image was deemed
as too exclusive. In its recent incamation, the Third World Cultural
Group is an integrated club, generously sprinkied with whites. With no
clear idenlity or purpose, many say it should be disbanded. “It's not
doing anything for anybody.” Others say it should be expanded to in-
clude a more generalized service role. There are more than fifty people
signed up for the the Third World Cultural Group—"1t lcoks good on
their college applications.” However, rarely are there more than ten or
twelve who show up at meetings. This year, a white girl seems to be a
favorite choice in the slate of nominations for president—a far cry from
the spirit and ideclogy of the early seventies.

All recognize that the transitions within 5t. Paul’s are a reflection of
changes beyond the walls of the school. With fewer dties bursting into
flames, with a lessening in the threat of violence and force, and with a
softening in the rhetoric of Black consciousness, the thrust of affirmatve
action has diminished. Additionally, many Blacks feel more reticent
about becoming “sactifical lambs.” In the last several years, the Black
applicant pool at St. Paul's has yielded fewer and fewer qualified stu-
dents. Increasingly, prospective students have been turned off and in-
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tmidated by approaches and images that have worked well with th
more privileged and white counterparts. Since his return, one of Brow
major roles has been the recruitment of minority students. His active 2
sustained efforts have produced a significantly larger applicant pool t:
will bring fifteen third-form Black students to the school next fall-
major ripple in the still waters of St. Paul’s.

Even those who have worried about the invisible and weaken
status of Blacks at 5t. Paul's do not seem to be suggesting retrenchme
or a return 1o isolation and separatism. But many Black students do spe.
of the need for a swelling of numbers and an encouragement (or at lea
validadon) of togetherness. Group consciousness now seems to symbc
ize weakness rather than strength. The third- and fourth-form boys, wt
play junior varsity basketball together, have found a way to withstar
these negative perceptions of their groupiness. They justify their toget:
emess by claiming that they have athletics, not necessarily race, in corr
mon. According to Brown, the Black girls have no such vehicle for grou
awareness, and so they suffer more from isolation at the school.

Class atso divides the group. Most Black students come from wor}
ing-class, urban backgrounds in New Yerk, Chicage, and Boston. Whe
they come to St. Paul's, they are overwhelmed by the abundance an.
plenty that surrounds theen, At first, nothing is taken for granted. “The
appredate the green grass and woods; they appredate the gym foor
they appreciate the room accommodations.” It takes them almost a yea
to make the major cultural shift, cross the class/ethnic boundaries, anc
begin to feel comfortable. At the same time, they are required to make :
difficult academic leap. Courses at St. Paul’s demand a kind of thinking
they may have never experienced in their prior schooling. “They’ve nev-
er had to think before.”” They are expected to be questioning and articu-
late, and their academic skills are not as practiced or sophisticated as thei:
peers’. The dual demands of cultural assimilation and academic compe-
tence bear down on them with great force. It is amazing that they han
in, survive the onslaughts, and retum the next year ready to face the
challenges.

But where does this lead? Most likely, a prestgious college caree
will follow. Next fall, Cheryl will go to Amherst. Others have gone tc
Harvard, Yale, Princeton, and Williams. Stephen, the only Black boy i
the sixth form, will not go immediately on to college. He'll travel to Spair
with no clear plans, no job lined up, and no fadlity in Spanish. His caree
plans seem to be distantly related to his travels. He hopes one day tc
enter the foreign service, and he wants “to get Spanish under his belt.’
He seems apologetic about his vagueness, adrift and alone in the school
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stephen and Cheryl will be sad when school ends and they will have to
-eturn to New York and Chicago for the summer. ‘“We have no friends at
nome,” they say. Away from their farnily and friends for four years, they
ire strangers at home, feel distant and awkward in their old neighbor-
100ds, and will miss returning to the now-safe environment of 5t. Paul’s.
Their profound connection to the school, and their sense of disconnection
ind alienation from home, seem to be related to what Lester Brown de-
aibes as the “breeding of arrogance.” He fears that successful accom-
nodation by Blacks to St. Paul's means that they are likely to leave as
“different people” with well-socialized feelings of entitlement and supe-
riority borrowed from peers, from faculty, and from a culture that inevita-
sly separates them from their own peopie and, perhaps, from them-
seives. The naturally smiling and open face of Lester Brown grimaces at
_he thought, He, too, feels implicated and guilty about his participation in
this process of cultura] and personal transformation.






