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This study of the nursery school in Reform Jewish 

education :ts divided into three main sections. The first 

part sur¥.eys the historical trends in Jewish education and 

suggests the need for a new orientation fo:r' the Reform 

educator. The foremost consideration of this new perspeo-

tive is to employ those means which will influence the 

character formation of the preschool child. One such device 

is the nursery school, in wh:lch the child may benef'i t from 

physical and psychological values available only in a 

nursery class situation. To aid the rabbi who wishes to 

introduce a nursery school in his educational program, a 

guide is included in this first section, acquainting him 

with those details of implementation and. operation of a 
A or fivc-dc\:J-

nursery school, whether it be on a one-day·Kper-week basis .. 

Part two, after a.esc:r.ibing the status of the 
t.'r' 

nursery school in the cons€1:evative educational system, pre-

sents a statistical summary of the number of one-day and 

five-day nursery schools in Reform congregations. In 

addition, the answers to a questionaire sent to all Reform 

rabbis occupying pulpits are tabulated in detail and ~~ 

~arranged' according to their geographical locations. 

This questionaire tried to ascertain what explanations are 

given by the rabbi or teacher in answer to children 1 s ques

tions concerning God, pr:ayer, and de::ith. It also sought 

more specific information dealing with festival observance 

and the actual operat:i.on of the nursery school. Correlations, 

where indicated, and brief conunents to these answers follow 

the tabulations. 
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The third part of this study ma.y also be considered 

in the nature of a guide, for it contains the recommendations 

based upon the results of the answers of the questionaire. 

Each statement of the questionaire is analyzed and criticized 

according to our present knowledge of the psychology of the 

. preschool child and then is followed by the suggested ex

planation. In this way the subjects of God, prayer, death, 

and festival celebrations are discussed, the unsuitable 

elements eliminated, and the possible replies elaborated 

upon. In the appendix, the names of al). Reform congregations 

with a nursery school program are presented. These are 

divided into categories based upon the size of the member

ship and the type of nursery school they operate. 

J ,. 
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I. Introduction 

A. Jewish Education 

Jewish religious leaders and parents, tb.roughout 

the years have been vitally concerned w:l.th the religious 

eduoat:l.on of the child. '11hese people believed that Judaism 

could be vigorous and dynamic only as long as its prj,nciples 

and practices were imparted to its children, for rel:i.gious 

earnestness, nurtured in these impressionable years remained 

with the child throughout life. The practice of introducing 

the child to a religious atmosphere extends as far back as 

Talmudic times. During th:ts period, the father taught his 

little son to recite the Sh 1ma and one or two Biblical verses. 

The child also lea:r.ned to sing some of the religious songs 

of the synagogue and home. The legends su.rround:ing the color

ful personalities of the Bible anc1 the symbols of religious 

observance such as the m'zuzo~ phylacteries, and tsitsis, , 
became an intimate part of his everyday experience. 

This early initiation of the child into a. re

ligious mode of living has persisted in every period and in 

every land where the Jew has found himself. Whether in 

Europe, the Orient, or in .America, the religious education 

of the child has been a matter of primary concern. In 

Europe, the little boy, about the age of three, was given 

a four-cornered garment with the tsitsis and was taught to 

recite the proper benediction over the fringes. As soon 

as the child opened his eyes 1.n the morning, he recited a 

short prayer, thanking God for restoring his soul to him. 
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Then, upon arising, he would pour water over his hands 

three times in a ritual of cleanliness. In the synagogue 

there were religious celebrations in which the child could 

participate with enthusiasm. On Purim, he joined with the 

older boys in 11 beating11 Haman. On Simchat Torah, he took 

part in the Torah procession, holding his flag with its 

Hebrew inscriptions a11d marching arouna. the bimo with his 

father. On the eve of the Sabbath, the child would run 

eagerly to the dhazan :f'or a sip of the Kido.ush wine. Whether 

:tn the synagogue or the home, the child lived in an intensely 

religious atmosphere. 

In eastern Europe particularly and in varying 

degrees in central and western Europe, religious education 

was not an incidental appendage; it was an essential part of 

living. Actually little distinction was made between the 

religious and the secular·. The activity of the Jew, at 

some time, would bring him in contact with his religione 

Judaism permeated the home, the school, and the place of 

business. When the Jew left this religious milieu and 

emigrated to America, he soon adopted new modes of living 

and thinking. In .America a thoroughly secular atmosphere 

prevailed, and Judaism no longer could make its presence 

felt in everyday activity. This cop.dition confronted the 

Jew with a problem: how could he retain his Jewishness and. 

still live in an entirely different cultural millieu'? He 

answered this question in part by ins ti tutj_ng a system of 

religj.ous education. The orthoa.ox and conservat:lve elements 

perpetuated an adaption of the European-type Cheder, and. the 

Reform Jews established the.Sunday School. 

:.: 

,:i 
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a. Re:E'orm and Orthodoxy 

Half of the problem was solved, that of giving 

the children religious education in Judaism; the other half 

remained as a heatedly debated question. What should we 

teach our children about Judaism? What aspects should be 

emphas:i.zed and what shatil..d be omitted? Most Jews agreed, 

in principle, that a good Jew'Wl3.S not only an observant Jew 

but also a virtuous person as well. For orthodoxy, ethics 

and observance were of equal importance, however, it soon 

became apparent that orthodox relie;ious education stressed. 
n 

ritualism and academic lear~ng to the almost total exclusion 

of ethical instruction. Th:l.s situation developed, because 

orthodox leadership realized that concrete subjects, such 

as Hebrew and the laws of Kashrut, could be taught more 

easily than the tenuous theme of ethics& 

Reform Judasim theoretically recognized a dis

tinction between mere ritual observance and ethical conduct. 

When it eliminated the theological basis for compulso1<>y 

ritual observance, Refol"ffi designated the ethical act to 

be the more important element in religion. Thus, in the 

early days of' Reform Judaism the subject of ethics was 

taught in the Sunday school, but this method. of instruction 

proved to be ineffective. Learning ethics became intellect

ualized and d:i.d not enter into the behavior pattern of the 

child. 

I! 



The early Reform educators failed in their tasl~, because 

th.ey did not lmow the techniques for teaching ethics on an 

experiential level. 

Reform Judaism has not changed its basic theolo

gical prem:tse regarding the a.uties of a Jew. It still 

affirms that a person, to be called a good Jew, must conduct 

himself in a righteous manner as well as pay allegiance to 

some of the outward forms of Jua.aism. Today, in contrast 

to the yesterdays of religious education, we are now in a 

position to impart that doctrine of Refom Judasim which has 

hitherto been neglected. We can now stlt?ess ethics and 

des1rable conduct, because the new insights of psychology 

perm.it us to use the group situation of the classroom for 

the building of sound·· and healthy character structures. 

B. Ea.ucation in Character Development 

The subject of character formation has filled the 

pages of countless journals and books, occupying the atten

tion of psychologists, sociologists, and anthropologists 

alike. Each authority in his field has tried to pinpoint 

the factors which determine both individual and social 

character. F'or this reason, so many varied opinions abound 

concerning one of the most vital problems to confront us --

the building of character. Analytic psychology, in parti-

cular, has been seeking an answer to this question. 

. : i 
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.According to the dynamic interpretation of analytic 

psychology, character is the specific form in which 

human energy is shaped by the dynamic adaptation of 

human needs to the particular mode of existence of a 

given soc:tety. "Character in turn determines the think

ing, feeling, and actj.ng of individuals." ~·Tllis view runs 

counter to the conventional belief' that thinking is an 

exclusviely intellectual act and independent of the psy

chological structure of personal1.ty. Followed. to its 

natural conclusion, this theory declares that such con-

cepts as love, justice, equality, and sacrifice all have 

their emotional matrix, and this roatr:tx is rooted in the 

character structure of the individual. 

John Macmurray, the English psychologist-philoso

pher, concurs with this particular psychological explana

tion when he writes that 11 reason in the emotional life 

determines our behavior in terms of the real values of the 

world in which we live. It discovers and reveals goodness 

ana. bad.ness, right and wrong, beauty and ugliness and all 

the infinite varj.ety of values of which these are only the 
.P 

rough, general, intellectual abstractions. 11 Reason., as 

Macmurray uses the term, is not in any special sense a 

capaclty of the intellect; it is not our power of thinking·, 

although it expresses itself in our thinking as well as in 

other ways. It is that special capaoi ty which maltes us 

human, which causes us to ·behave consciously in terms of 
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w-
the nature of what is not ourselves. 

Whatever explanation will finally be chosen 

as presenting the most complete and in.elusive picture 

of oharaoter development, it will emphasize the importance 

of early childhood experiences. All competant authorities 

are agreed upon this one point, though they differ in the1.r 

degrees of emphasis. The Freudian school of psychologists 

place considerable weight upon the effects which early child

hood experiences have upon the future adult. On the other 

hand 1 Kurt G·oldstein, the eminent brain specialist, discounts 

much of the Freudian emphasis, but he too attributes some 

aspects of adult activity to particular situations stemming 

from childhood, such as disturbing influences which hinder 
11 the further development of the child": Whether the au ... 

thority cited be Fromm, Macmurray, Freud, or Goldstein, one 

point of signifance impresses itself upon us - the child is 

father of the man.. Much of that which the child experiences 

on the emotional level will later deter.mine whether he will 

live accord:lng to the precepts of love, justice, and. truth 

or their opposites. 

The theory that the spirtual and religious growth 

of the cl1ild is closely linked to his emotional and mental 

development is now becoming widespread in religious circles. 
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Recently the Presbyterians, Episcopalians, Lutherans, and 

Universal:i,'31:.s have begun 'a process of reorganizing their 

educational programs on the basis of this concept. This 

reorganization is dise:ardJ.ng the teaching of theology and 

traditional adult material f'or the 11 child-centered curri-
(~ 

culum11
• · The interest of' these religious groups in the 

11 child-centered curriculum11 is an acknowle¢l:gement that 

adequate religious education for the child can never be 

solely an indoctrination into a particu:Lar theology. 

Rather, religious education, in the larger sense of the 

term, 11 must rest upon the primary experiences and growing 

appreciation of life itself • 11 '"'"/ 

~jiis new definition of religious education indi

cates the clue for actualizing the Reform ideal of instruc

tion in ethical living. Reform religious educators now 

should concern themselves with those experiences which 

leave their stamp upon the child's emotional life, for in 

these experiences lie the beginnings of religious conscious-

ness. By concerning themselves with the processes of child 

g1"'owth, these educators will provide the opportun:'l.ties for 

nourishing the beginn:l.ngs of religious experience. This 

means exposing the child to the wonders and beauties in 

the world, teaching him to reflect, compare and contrast a 

variety of experiences, and bringing him to his ethical 

standards by his own experimentations in social relations. 

I 
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The ethics of the child will develop naturally as he feels 

the difference in the various ways of behavior. As we allow 

children to experiment in their relat:lon.s with one another; 

they soon learn what kind of behavior is to be trusted 

and what is to be rejected .• 

o. Description of study and methods of investigation. 

Recognition of the importance of the early years 

of childhood and acceptance of the new concepts of religious 

education for pre-school children motivated this study of 

the religious education of the Reform nursery school child. 

~l1hls study accepts as a premise that the education of the 

pre-school chlld should not be neglected during these early 

years. The only question is: how is the instruction to be 

implemented and what are the methods to be used? 

This study endeavors to deal with these questions. 

Its purpose is to investigate the fields of secular and 

religious nursery school educ a ti on a,nd culminate this 

research w1th the presentation of a proposed curriculum 

for the Reform religious school on a five-a.ay week basis. 

In this curriculum, the subjects of God, prayer, death, 

and the strengthening of t.he religious consciousness of' 

the child are specifically examined, and sugsestions for 

I 
i· I 
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discussing these topics are given. In addition a guide 

for establishing a Temple nursery school is presented for 

the benefit of the rabbi who is contemplating such a movE? 

in the future. This program is not intended to be a detailed 

blueprint, with each step carefully marked out, but it con

tains sufficient detail f'or the rabbi to have a well-

rotmded picture of the nursery school field and to realize 

what is involved in the establishment of a good nursery 

school. 

'lhree method.s of' investigation were used -

readings in the subjects of child psychology and nursery 
fi Lc:L 

school education, contact with authorities in the ~' 
and the polling of rabbis by means of a questionaire. In 

the course of these reaa_ings, it became increasingly apparent 

that little research had been done on the child's concept 

of God, prayer, and death. Gesell~s work, which is re

garded by many as the Bible of child behavior, has compara

tively few references to these subjects, and these are 

treated in a cursory fashion. This scarcity of material 

on these particular topics accounts for there be:lng so few 

books listed as references. 

II. Nursery School Education 

A. Importance of the early years of childhood. 

I' 
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''Our present-day knowlee;e of the child 1 s mind is 

comparable to a fifteenth-century map of the world - a 

mixture of truth and error, w:i. th the heads of strange sea 

monsters ominously rj.sing out of the dark depths of un-

chartered seas. Vast areas remain to be explored. Much 

of our knowledge is disjointed and topical; many current 

ideas are sheer speoulaM.ve derivations rather than the 

fruit of observation. There are scattered islands of sol:i.d, 

dependable fact, uncoordinated with unknown continents. 

Unc1er the mounting influence of biological rationalism, how

ever, the unfinished map of the child's world is taking on 
ib 

more accuracy and design. 11 In this forthright expression 

on the extent of our knowledge in child psychology, Drs .. 

Arnold Gesell and Frances Ilg scotch any notion that child 
I 

psychologists have the definitive answers to many of the 

problems that beset chila.ren in their growing years. 

Though many areas still remain in the elusive unknown, 

there are scattered islands of solid, dependable fact in the 

mid.st of this obs~uri ty., Today, we aecept without ques

tion the presuppos:l.t:ton that the child. be given every 

opportunity to develop purposes and responsibilites that 

will strengthen his personality and mould him into an 

ina.ividual with distinct characteristics. No longer do 

enlightened parents and teachers begin with the assump

tion that they can mold the child into a preconceived pat

tern. Now they know that their task is to interpret the 
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the child 1 s individuality and advance its growth. This 

new perspective issues from the emphasis on the first few 

years as that period of life which has such a profound 

formative influence on all the years that follow. 

During the child's first years, so the psycholo

gists. have discovered, nature sets her own schedule for 

growth in the form of developmental tasks$ Failure in 

their accomplishment leads to unhappiness, disapproval by 

society, and dj.fficul ty with later tasks. These develop-

mental taslrn may be listed as follows: 

1. nTo learn ways of physical locomotion and 

agility in bodily movements generally. 

2. To achieve skill in the use of the hands, 

in particular as a tool for learnintt the 

nature of the world, for manipulati.ng and 

creating things. 

3• To learn to talk. 

4. 'J.10 establish friendly relations w1th other 

children. 

5. To hold the affection and support of adults 

without surrendering the felt, need for in-

dependence. 

6. To worlt out some understanding of the nature 

of the world and to find some set of values 

I'~ 
to live by. 0 

::r 

ill 



12 .... 

Since the initial ~0,tages of child learning are 

important because they foster the assumptions and conoep-

tions he will use in assimilating later experiences, ~ 

religious education must concern 1.tself with all the pro

cesses of a child's growth an<l provide those opportunities 

whereby he may achieve the fulfillment of those develop ... 

mental tasks. 

An outline of what can be done in the field of 

pre-school l"'el:lgious education must be preceded by an 

acknowledgment that the home can not satisfy in full 

measure certain needs of the child. We realize that, 

even with the most enlightened parents, lif'e for the child 

often is made difficult. No ma.tter how much love is be-

stowed upon him, no matter how secure he is made to feel, 

there are many distasteful lessons which the child is 

expected to learn. These involve a.enials' frustrations·, 

coercions and occasions that are frightening and anxiety 

producing. Frequently these same lessons may be absorbed 

in the nursery school without the accompanying emotional 

reactions. In this fashion, the nurse:r.y school, as it 

guid.es the child in the fulfillment of his emotional and 

physical developmental tasks, serves as a supplement to 

the home and not as its substitute. 

B. History of nursery school movement. 

I 
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The nursery school, a.s defined by Kather'ine 

Read, is 0 a school s~:rving the needs of two-, three-, 

and fou:r'-year-old children by offering them experience 

adapted to what is now known about the g:t'owth needs of 

these age levels. It shares with parents the responsi-

bili ty for promoting sound growth :1.n a period when growth 

is rapid. and important, just as the elementary school shares 

this responsibility with parents of the elementary school 
. II f 

age child. Tb.is definitiqn incorporates the p:t'inciples of. 

those two educational 'innovators, Job.arm. Heinrich Pestalozzi 

(174·6-1827) and Friedrich Fr0obel (1782-1852). 

Pestalozzi, the Swiss educator, was 1nfluenced 

in h:ts social philos9phy by the idealists of the late 18th 

century, notable Rousseau. His chief affiliation with 

idealism.appears in his acceptance of the concept of 

individual a.evelopment and self-realization as the core of 

the educative process. According to Pestalozzi, the child 

should be introduced to direct experiences instead of verbal 

symbols. Things should come before words.The validity of 

this theory was demonstrated to the world in the educa

tional exper1.ments at Brugdorf and Yvera.on .. °I 

Friedrich Frboel, the son of a German clergyman, 

observed Pestalozz1 1s work in Yverdon from 1808 to 1810 
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and was profoundly impressed by what he witnessed. 

By this time he was so imbued with the teachings of 

Rousseau that his own social philosophy earned him the 

title of the German Rousseau. Fr~~el declared that no 

community can progress in its development while the in

dividual member remains behind. Likewise, the contrary 

is true. ~'he individual cannot progress in his develop-
,_ 

ment while the community remains behind. In accordance 

wj.th these principles, Fr6bel organized the first kinder

garten in 18.4·0" 

Here·~ the little child was allowed to develop 

freely ru+d regularly through play. There was no pressure 

for perfection and no demand for quick maturation. Fr6~el 

cared only for a gradual development of self-acti vi ty·it in 

which the senses of the child were awakened to the world 

about him. So great were Fr0bel 1 s insights that he in

tuited psychoanalysis when he wrote that the whole later 
rP 

life of man has its source in the period of childl1ood. 

In subsequent years, the teachings of these two 

educators were embodied in the Gem.an folk schools, in 

Robert Owen~s infant schools in New Lanark, Scotland 

and in New Harmony, Indiana, and in the act of P.arliament 

in 1818 which authorized the establishment of nursery 

schools for children over two and under five years of age. 
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Today, the nursery school movement owes much of it develop
e, 

ment to the pion~r1ng and idealistic zeal of Festalozzi 

and Fro be l'. 

a. Development in the United Sta·tes 

The nursery school movement in the United States 

received its initial impulse from England where the first 

real nursery schools had been established in 1909 by Rachel 

and Margaret McMillan. Taking guidance and direction from 

this English experiment, the faculty wives of the University 

of Chicago began a cooperative nursery school in 1915. This 

was soon followed by a school started by the Bureau of 

Educational Experiments in New York in 1919. Among the 

notable schools established between 1915 and. 1930 were the 

Ruggles Street Nursery School in Boston, the Merrill

Palmer School in Detroit, the Bank Street School in New 

York and schools at such universities and colleges as Yale, 
I"'·' 

Cornell, Vassar, Smith, Ohio State, and Iowa. 

Between the years 1920 and 1930, the increase 

percentage-wise was prodigious. In 1920t only three schools 

were reported by the United States Offj.ce of Education; in 
\ ~l 

1930, the number reported was 262. By 1936, 285 nursery 

schools were in operation, 77 in colleges, 53 in philan

thropic institutions, 11+4 as private schools and 11 in 

public schools. 
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During the CJ.ays of the Works Progress Administration, 

some 1500 nurseries were maintained, and when these 

schools were liquidated in 1943- 50,000 children were 

turned out.~""t The W.J?.A. program was followed by the Federal 

Works Administration program under the Lanham Act. In 

July, 1945, about 60,000 children, whose mothers were 

employed. outsid.e :tn:e home, were enrolled in nursery schools 

receiving federal funds. When the war ended and fea.eral 

funds were discontinued, many of these schools were 

closed but some continued as locally-sponsored schools. !
;:· 
.:·\ 

o, Value of the nursery school 

IJ.1he history of the nursery schools in the United 

State~ placed in its broader setting, reflects an increased 

interest in the individual child 1s development. By foster

ing an environment conducive to the optimum growth of young 

children, these nursery schools became a means of trans

mitting to students and parents a particular attitude con

siderec.1 important in their relationship with children. 

The increasing number of nursery schools :'l.ndica tes wide 

acceptance of the distinctive contribution which the nur-
' ; 

se:ry school makes toward the chi,ld 1 s physical and emotional 

growth. 

This institution performs its function in two 

ways. 

j: 
ulillll 



First, it offers a proe~ram of activities in which there 

are ample and varied opportunities for the chila. to enjoy 

his physical vigor.. By engaging in sliding, climbing, 

balancing, steering, heaving, pushing, and dragging, the 

child learns to put his large muscles or his whole body 

into pu1"poseful and active motion. 'l'he nursery school 

child not only learn.a to make a physical ... motor attack 

upon the standard pieces of equipment, but he also discovers 
:i.o 

the nature of the physical objects of his surroundings. 

In addition to this program of activities, the 

nursery school is responsible for a psychologic atmosphere 

produced by the adequacy of insight and. training which 

the teache:ts bring to their task. This psychologic atmos ... 

phere consists of accepting the child as a person without 

the constant censoring of his behavior, ascertaining the 

motives behind his actions, ana. noul"ishing the first 

glimmerings of independence without, at the same time, 

re jeoting his need for support and protect:ton. 

These general attitudes underly the specific 

techniques which the teacher used in the various aspects of 

her program •. In the course o:f the chilcl 3 s physical activity, 

instructions and restrictions are kept to a minimum, being 
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limited to safety precautions.. He is at liberty to ex

periment, invent, and explore. He not only takes plea.sure 

in varied physical activity, but he also delights in 

making independent discoveries on his own. This exper-

ience impresses the child with his own individuality. 

When working with paints, crayons, bloclrn, and clay, the 

child is left to his own devices. He is free to obey the 

impulse of the moment--to c1"'eate and enjoy patterns of 

color or to manipulate and mould di.fferent shapes of clay. 

T'.ais process, according to Barbara Biber, research psy

chologist for the Bank Street Schools, 11 is basic to his 
?.-' 

healthy ego development." 

Generally parents do not turn to the nursery 

school solely for the development of their child's in

dividuality.. More often, parents will seek those means 

which will dispel the lonellness or boredom of a child 

who has no playmates. 'J.he nursery school does satisfy 

this need fo:r companionship when it provides opportunities 

fo:r children to enjoy·social contact with each other 

through play; the one supreme psychological need of the 
'! '1-f' 

young child. 

Play nurtures confidence in the 1 child and blunts 
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his suspicions and agressions toward other chi.ldren. 

Active sharing with his friends helps the child discover 

how he may carry out his own pursuits; at the same time, 

it lays the foundation for a. cooperative social life in 

the later school years. As the child learns to wait his 

turn, to surrender what he is not using, and to settle 

conflicts by agreement and not by his fists, he identi-

fies himself' with a social group outside of his home and 

increases his acceptance of life 
{ ,,, 

in general. 

One of the striking features of the nursery 

school, as previously ment~Loned, is the freedom~ of action 

accorded. the child in contrast to the host of prohibitions 

imposed_ by absolutistic parents. The child becomes ac

quainted with the temperate i;i,uthori ty exercised by the 

teacher and is never subjected to such punishments as 

hitting, shaming, frightening, and ridiculing& No attempt 

is made to overpower him., Instead, the teacher tries, 

where possi.ble, to inform the child of restrictions and 

the reasons for these prohibitions. When the teacher 

does exert her authority the child is made ±.o feel that 

only his behavior is rejected and that he is still liked 

by the teacher. Even though there are many enlightened 

parents who act with their children in this approved 
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manner, learning discipline in the nursery school should 

not be regarded asruperfluous. The child 1 s wholesome 

growth as a psychologically independent individual is 

dependent upon his early realization that the world out

side his home and family holds a full measure of warmth 

and security and that this world imposes restrictions 

which are dependable and reasonable. Furthermore, the 

teacher is not as emotionally involved with the ch:l.ld 

as are his parents and so is in a better position to 

determine where the child has to build up certain traits 
'f ~f 

and where he needs to unlearn others.· 

At this point a note of' caution is indicated. 

Thoue.,h the values of the nursery school are many, they 

will be lost upon the child i:f' he is not ready to enter 

nursery school. Gesell, and Ilg advise against sending 

the child to nursery school if: 

l. tie is under three years of age and the school is not 

equipped. to give special attention to the younger ages. 

2. his general health is not adequate. 

3t there have been several changes in his life, such as 

hospitalization o:f himself or of his mother. 

Lt. there was change in the adult who was oaring for him. 

5. he recently lost his mother or father through death 

or separatlon .. 

i 

~ .................................................................... ____________________ ....................... JilMii'i', 
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6. he feels unloved for any reason. The arrival of a 

new baby will often cause this feeling. 

7. he is upset because of a change of resid.ence, a visi

•ting relative, or any other eyent demandine.s adjustment 

at the same time he enters into the new experience of the 
fJ,.'. 

nursery school. 

III. Nursery School Operation 

A. Considerations for programming 

The nature of the child 1 s experience in a nursery 

school depends upon. numerous factors--the number of children 

in the group, the teacher-pupil ratio, the age range within 

the group, the length of the school day, the trainj_ng and 

experience of the staff, the physical plant, and the 

climatic conditions. In the following pages, these factors 

will be more closely examined and discussed .. 

a. Pup:i.1-teacher ratio 

In a good nursery school, there will be less 

than 20 children in any one group. Though space consic"ler

ations, ages of the children, and experience of the staff 

determine the exact number, a group of more than twenty will 

create strains. Nursery manuals recconnnend at least one 
I 

,! 

i 
i ,;1 

. 

1.1.f 
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teacher for every 8 or 10 children. Some well-staffed 

schools have three teachers for 18 or 20 children. No 

ma.tter how enriching group experience may be for children·, 

they can prof:l t from it only if they receive individual 
, • "! (. 

care when they nee<l it. This individual care is answered 

when the teacher-pupil ratio is kept at 1 to 10 or lower. 

b. Length of' school day~ 

The length of the school day will range from 

three to eight hours a day, depending upon the school. 

Katherine Read finc1s that the interests of the children 

are best served in a 3 to 4 .... hour day. Naps and rest 

periods are not group affairs and can be managed better 

at home. Eating, however, has its social aspects, and 

often the eating problem which existed at home can be 
:l;' ,. 

overcome when the meal is eaten together with other children. 

c • Age range • 

Ages vary in nursery schools, and it is diffi

cult to state how old the child should be to enter nursery 

school and at whlch ages the groups should be divided. 

Chronological age should not be the only f'actor for 

determining the maturity of the child; variety of ex-

perience also affects his readiness for nursery school. 

Bresent evidence indicates that most children are ready 
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for nursery school at age three. According to a promin-

ent nursery school educator, children seem to need three 

years in which to 11 live out11 their period of dependency 

on po.rents and achieve sufficient security j,n the home. 

Then they will be ready to belong to a school' group and 

to identify with adults outside of their family circle. 

In large nursery schools, the age range wi th1.n 

the group will be from ten to :bwelve months; in smaller 

schools, the range ls likely to '.\:le greater. Psychoanalyti

cal insight into the formation of the ego raises the ques

tion whether it is advisable for a child to spend his 

school time exclusively wlth child.ren in his mm age 

level. According to Freudian psychology, the wish that 

dominates childhood is the desire to grow up. This wish 

clerlves its strength from the Oedipal attachments in 

which the three-to-five year-old suffers rejection in 

his efforts to be taken as a full partner of his parents. 

The child ascribes his lack of' success to the fact that 
e. 

he is too small and too young. However, his fe~lings of 

frustration may be assuaged when old.er boys take him for. 

the:l.r equal. This action provides relief from the. burn-

ing desire to grow up. If we accept this theory, we 
a 

should a:rrangehgroup in which' the child is able to asso-

ciate with older and younger playmates as well as with 
"'Cl\ those of his own age. In such a situation, the children 



would loolt with great admiration tovrard the older ones 

and would. be happy and flattered when drawn into their 

play. Such age groups had been established in the Haus 

der 10.nder in Vienna, where all groups of child.ren in the 

pre-school level had a range of two, two and a half, or 

tl+ree years. 

In the .American nursery school movement, ex-

perienced teache:r's claim that it is easier to meet the 

needs of the three-year olds and four-year-olds if they 

are in separate groups with flexibility as to the age of 

11 graduat:lon''. Recently, however, some :nursery schools 

have introduced the practice of having chj.ldren visit 

older groups either for special activities or for a 

certain number of hours during the day. In at least one 

school, one or two older children come to the younger 

group and help the t~acher if they so wi.sh. According to 

Lili Peller, the visiting is helpful "in overcomine~ an 

isolation that in the long rvn is apt to impoverish the 
30 

formation of ego ideals 11 • Such a school capitalizes 

upon the influence of o:ne ;yatXJ.gster on another. Thus the 

ohild;~·a ego is developed and his feel:lng of competence is 

strengthened; he assumes the role of the protecting friend, 

ana., at times, the role of the- follower, the receiving party •. 

d. Description of typical program. 
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A description of a nursery school program 

is presented by Katherine Read in her book, ThecNurse:r;y: 

School. According to :br. R.ead, the child.• s program 

a.eve lops in the following manner: 

"our Hypothetical child arrives with his mother. 
After inspection and a drink he runs outdoors and plays 
for half an hour, riding a tricycle vigorously for awhile 
and then joining a ~roup in hauling the building blocks 
to a corner of the playground to make a building. All 
the children on the playground share in working on this 
project for a time. A swing and a climb on the jungle 
gym complete the cycle of outdoor activity for our child. 

He comes inside and takes off his outside wraps 
with very little help. Then he uses the toilet and runs 
into the playroom where he is accepted by two girls who 
are playing :ln the doll corner. He joins them and takes 
on the role of 11 father11

• He sweeps busily; he wheels the 
doll buggy around; he converses over the toy telephone 
about an evening engagement. ~['hen the group has trouble 
over who is to use the iron, and he loses interest. He 
turns to painting at the easel and grows absorbed in his 
painting. He is a child who seems very sensitive to color. 
He paints large areas with vivid color, .covering the paper. 
His paint:tng on a second sheet of paper ls quite similar 
to that on his first. In a business-like way he removes 
hls :finished paintings and puts them away to dry. He
laxed and content, he leaves the easel and goes to the 
table for a cup of fruit juice which is served at the end 
of the first hour in school. He finishes his juice 
quickly and returns his cup to the tray. Then he jo:tns 
a group who are marching to music which the teacher is 
playing on the piano. Our child tries the drum 1::1.nd then 
the bells as he marches. When the marching stops, he 
stays with a group around the piano who have begun to 
sing with the teacher. 

- Soon he notices that some children are outside 
and runs and gets his wraps, needing some help with his 
boots. The children outdoor•s are busily engaged in 
digging, each in his separate hole, some filling pans 
and some transferring the dirt to a big pile. They 
comment to each other as thoughts occur to them. They 
have occasional conflicts, most of which are settled 
without help from the teacher nearby, because they are 
all satisfied in their activity ana. are enjoying being 
together. Someone finds a worm and the teacher explains 
how the worm earn and. digs. By the time the group begins 
to grow weary, it 1s almost noon. The teacher steers 
them inside to get cleaned up in time to hear a story 
before lunch. 
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When his wraps are off, our child. uses the 
toilet again, spends some time enjoying washing his hands-
and they really need washing! Then he joins the group 
who are just starting to listen to a story about fire 

engines.. For nearly ten minutes they listen to stories 
and comment, sometimes relevantly and sometimes not, as 
the teacher listens, too, and then turns their attention 
back to the reaa.ing. By the time everyone has 11 toileted11 

and washed., it 1 s time for fifteen minutes of rest on cots 
while the tables are being set for lunch.. While the 
ch:tla.ren are resting, they listen to victrola music .. 
It's been a good morning and they are relaxed and com
fortable. 

Being active and vigorous our small boy enjoys 
·most of his lunch. He dislikes squash but manages a 

bite on the teacher's suggestion and takes a second 
helping of everything else. He drinks more milk, too. 
As his interest in food wanes, he gets a little too 
sociable and tries for the attention of his qu:l.eter 
neighbor by poking him with a spoon. The teacher gives 
him her attention by asking him whether he finished digging 
his hole outdoors. He decides to do some more digging 

and finishes his meal quickly, runs to the coatroom and 
gets his wraps. He is outside digging when his father 
comes and he has to leave, a little relunctantly, to go 
home for h1.s na.p. The d.ay at nm::•sery school is over. 

Another child 1 s day might have been dif'ferent. 
It might have included an excursion to the barns to 

see the new lambs on their wobbly legs or it miglJ.t have 
included a walk down the street to watch the cement 
mixer and the men at work laying a new driveway. It 
might have included a trip to the fire station to see 
the shiny fire truck there and touch the carefully piled 
hoses and try on the fireman's hat. 

Instead of painting at the easel as our hypo
thetical child did, another ch:l.ld might have rolled up 
1J.ii3 sleeves and plunged :l.nto finger paints, sweeping 
his arms across the paper or patt:tng wtth his palms to 
music. Another child might have patted and squeezed the 
moist clay and rolled it into long 11 worms .. " His music 
expex•ience might have consisted in playing on the piano 
himself wh:i.le he turned the pages of his favorite song 
book or in listening to a visitor play a violin.. His 
more vigorous play might have been done at the work
bench, hammering an airplane into recog_,niz,able shape. 
For any of the children, the pattern of the day would 
have included a variety of experiences in living and 
exploring the world •11 Jp 

__ .iii 
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11.his description of the pattern of events in 

a normal day's program may differ in some nursery schools, 

depending upon the plan of the nursery-rooms and the type 

of equipment provided. For example, the program for out-

door and indoor play will be affected by the ease with 

which the child.ren pass from one place to the other. 

However, most gooc1 nursery schools plan their program 

around a basic schedule for timing the day's activit.:Les 

and for planning the duties of each staff member. In 

planning this program, we first must consider one im-

portant psychological characteristic of the ch:1.ld. We 

know that between the ages of two and four, hj.s attention 

span is usually short, often only as many minutes long as 

the child is years old. In terms of planning the daily 

schedule we must allow for the rapid chane;e of the child 
~'I. in moving from one activity to another. 

e. Free play pe:r•iod. 

To. avoid dividing the day into too many see;mentst 

mof::lt nursery schools offer large blocks of uninterrupted 

(t/ time, called free play periods. These pex•iods may last 

for an hour or more, and during that time the child is 

free to partake of a variety of activities. 'l'here :i.s no. 

formal, regimented program in which all the chlldren do 

the same thing simultaneously. Neither is there any of 

the mlli tary snapplng from one actlv:l. ty to another as is 

to be found in some of the upper grades. 
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Wl"1en major shifts in activi tj_es are to be introduced, 

such as the change from free play to a teacher-controlled 

group, a dovetailing procedure allows the children to 

. leave an activity and proceed to the next event on the 

program. Time and speed are of no consequence to the 

young child. If we wish him to acquire pd.se and emotional 

stability, we should plan a schedule which allows consi-

derable leeway in shifting from one activity to another~ 

f. Group participation. 

Many schools. have an organized period of 

e;roup participation in music, stories, poems, ana. the 

sharing of experiences by the children. This period 
1.01dcr ·fo11r .$1.\0t. p•rtic,ip.i.'li'on I,, often artion•L. i....1 

lasts about fifteen minutes. For children A are ~xpected '1!\ .. 
0 1..-'e.,.. cl.iLJre11 

to join the group even if they do not partake actively. 

In this way the c111:1a. feels that he is an integral part 

of a social group. This organized group .activity is 

sometimes scheduled around ten o'clock in order to break 

up the morning play and tie in with the serving of mid

morning juice and cod liver oil. Often this type of 

group sharing is planned for the late morning, as some 

of the children are beginnine.; and completing their 

bathroom routine in preparation for lunch. One point, 

however, is important to bear in mind. If the alert 

teacher feels that the play of the child.:ren suggests an 

appropriate song or story, she may introduce it at that 
'31 

moment instead of waiting for the sched.uled time. 
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g. To:lleting 

Oare should be taken not to schedule toileting 

too often but to observe the indivia.ual needs of the 

ch:tldren. Two-year-olds, fo~ example, will need more 

time for the processes of toileting than will the older 

children. Then again, some specific children wlll need 

to be toileted more often than others in order to avoid 
"{':) 

accidents.< For these l"eas ons, the time allowed for · 

daily routines, such as washing and toileting, will be 

among the fluctuating spots in a schedule. As the children 

develop skills and responsibility, the time needed for 

these routines will decrease. A new school should allow 

in the beginning more time for these routine processes and 

then taper off when the amount of tlme needed by each group 

will be fairly stable. 

h. Meals 

The tlme ·for the noon meal should be punctual 

and should be determined by these factors: what time 

most of the children had breakfast, whether or not there 

was a midmorning lunch at school, and when it was served. 

If we are prompt in refresh:lng and feea.ing the children, 

much of the crying, and irritations, which are signs of 
.% 

tired and hungry children, can be reduced. 

i. Climatic conditions 

Climatic condi i:lons determi.ne the planning of 

a nurser•y school day to a great extent. On an unusually 



• 

30 ••• 

cold day, the child.ren will first play indoors and then 

go outdoors in the late morning to benefit from the sun. 

If the weather is such that they can begin the day outside, 

then they should do so. In the South, when the days 

approaching summer get uncomfortably hot before noon·, 

it would be better to have outdoor play as a morning starter 

and then move indoors from midmorning on. In add.i ti on 

to season and regional variations, day by day weather 

changes will havo an effect upon the school sohed.ule. 

If the ground is wet, even though the day is bright, an 

excursion or indoor play would be more in order, provi

ding, of course, that the children did not have rubbers 

B. Program 

a. Curriculum 

In the good nursery school, the curriculum is 

based on the spontaneous interests of the children them-

selves. No subjects, in the formal sense of the word, 

have to be covered. With careful planning, the curriculum 

should offer the children first-hand experiences when they 

show the interest and readiness to learn. These first 

·hand experiences are vital, for without them there can 

be no learning. The children do not profj. t by being 

told about a thing. They have to see it and perhaps 

touch it, and in that way, they are able to form thetr 

-~~~~~~~~=~ ---·------------"" 
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concepts. Later, on the basis of what they know, they 

can grasp and understand the reports of closely related 

experiences • 

In addition to furnishing the raw material 

for learning, the teacher should provide progressive 

educational experience for each child in terms of his 

particular level of development. This ·would mean that 

at times not all the children in the group would parti-

cipate in the ident:lcal experience.. The teacher must dis-

play both versatility and skillful man1.pulation when she 

presents experiences within their measure of understand-

ing. Helping children to new interests can not be con-

fined to any particular moment on the schedule. The 

teacher cannot choose one type of experience, work in

tensely with it, and then move to another on the following 

week. The majori.ty of her opportunities will arise spon

taneously; therefore the teacher must be constantly alert 

38 to take advantage of tb.em. With this brief consideration 

of the ta.sk of the teacher, we may now turn to those ex

periences in the young child 1s environment which can enrich 

his una_erstanding and at the same time stimulate his curiosity. 

J.. Sclence and the world of nature 
e, 

Quite early in his new and marv~lous world the 

young child comes in contact with the wonc1ers of nature 

and the laws of science. In the spring he sees the 

- --------- --- ---- ~..i.ill 
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crocuses pushing through the moist earth; in the autumn 

he observes how the leaves turn from green to orange to 

red; in the winter he watches the snow melt in the sun 

or looks up at the snowflakes which are falling on his 

nose and eyelids. By feeding the squirrels in the parlt 

or watching the birds splash around in the bird bath, 

the chlld is introduced to the mysteries of the biological 

process of life. 

re ~Li -:i:.e. 
Today we ~ ~~ that the mental and 

spiritual growth of the child is dependent upon a close 

relationship with nature. By focusing the child's atten

tion upon the little puppies or the hen with her chiclrn, 

we are guiding the child in his understandinei~ of living 

things. Our purpose, as we guide the child in distin

guishing between the animate and· the inanimate, is to 

develop in the child a growing awareness of being al:lve, 

and the significance of growing and living. 

This quickening awar(·mess to the life process 

is dulled considerably by urban living. Life in the city 

encourages mental alertness, but often it encourages a 

sophisticated and thoughtless attitude toward the benefits 
e. 

of nature. Living thus acquires a ting$ of artificiality. 

The task of the nursery school is to compensate for this 

one-sided living and remove the artificiality by offering 

the young child opportunities for contact with the out-of-
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d.oors and the natural surroundings. Through these ex-

periences we should develop in the child what Bertha 

Stevens calls "cosmic happiness". If children are but 

given the opportunity, they can be thrilled by what is 

.regarded as commonplace. Running in the open fi.eld, 

lying on the cool green grass, watching ants carry away 

grains of food, listening to the wind rustle through the 

trees-these can be occasions for gladness. As we awaken 

the chilc1 to new sights, smells, and sounds, he becomes 

aware of the world in which he lives, No ul ter:i.or motive 

:l.s involved. The thr:lll in experiencing some of the 

wonders of his world should be e1i.joyed for its own sake. 

Too often nature stud.y acquires the appearance 

of the practical. In her chapter on understanding the 

facts of the natura~world, Catherine Landreth poses these 

questions for the student teacher: 

11 What experiences is the young child likely 

to have in his home ana. school environment 

with measurement, with physical forces, 

with work energy and machines, with liquids 

and gases, with sound, heat, light, magnetism, 

electricity, and the physics of weather ?11 

11 What chemical changes is the young child 

likely to become familiar with and curious 

about? 
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11 What characteristics of the structure of 

the earth's crust is the young child likely 

to become familiar with'? 11 39 

While such knowledge may be useful in satis

fying the chlld's curiosity, sensory experience :ts reduced 

to the observation of the phenomena of 11 divisibility, 

porosity, compressibility, expansibility, elasticity, 

~alleability, and impenetrability .. 11 40 This approach is 

just what John Macmurray decries. 11 Most of our failure 

in the education of the senses arises from the fact that 

we look upon them from a practical point of view as in

struments for the achievement of practical ends; with 

the result that so far as we train children at all in 

their sensuous life we train them to use their senses 

for practj.cal purposes.. The sen.si bili ty, however, is an 

integral part of human nature and must be developed for 

its own sake. We have to train children to make their 

sensuous life rich and fine; to see for the sake of seeing, 

to hear for the sake of hearin(;<, to smell and taste and 

touch for the joy of living in and through the fundamental 

capacities of apprehension with which they are endowed.
11 41 

\ 

By retaking our children aware of the world in 

which they live, we increase the quality of life in them 

and arouse a feeling for the wonder of living forms. 
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When the children feel the rain, snow, and wind, when 

they look at the sun and moon, when they come in contact 

with animate and inanimate things, sensing their difference, 

they a,re providea. with experiences which are essential to 

• tb.eir spiritual growth. Whether God be named to these 

children as the Creator of all that they have experienced 

:ts of minor significance. What is important is that we 

provide those experiences which are rich in emotional 

tone and which will serve as a basis for later matured 

thinking on the mystel->y and wonderment of life. 

The attitude of the teacher is most important 

in developing in children a joy and thrill for the 11ving 11 

vibrating world about tbem. Before the child c:an be made 

to feel a sense of wonder, the teacher must be able to 

transfer her own sensitivity to the child. If the teacher 

has a keen awareness for the processes of nature~ a sense 

of oneness with it, and a happiness in it, she can transfer 
~'Id 

some of her enthusiasm responsiveness to our children, 
A 

Once the children have these direct experiences w:tth 

nature, we should seek to make these exper:i.ences more 

meaningful by encouraging the ch:tldren to relive them 

in song, in rhythmic dances, in mu.s:l.c, and on paper with 

paints and crayons. 

2. Social studies 



Another area which offers first-hand experience 

to the child is his community. The nursery school tries 

to broaden the child 1 s concepts and deepen his understandp· 

.ing of the social and economic structure of the community. 
J/:J.. 

• This section of the curriculum is called 11 social studies 11
• 

The community offers services which the child 

can begin to understand. Almost every child has heard 

the fire-engine race past, with sirens blowing. Since 

the term, fire engine, is familiar to the child, a tr•ip 

to the fire s ta ti on would br:l.ng the three-and four-ye al" 

olds in contact with the i.dea o:f' fim protect:ton. Like

wise any local industry with which the child would have 

contact may be visited. In this fashion the child can 

obtain a clearer p:l.cture of the nature of his community. 

In planning these trips, the teacher should keep 1n mind 

that the child learns best if familiar elements are present 

to which he can relate himself. The child will derlve 

much satisfaction out of simple experiences, such as 

visit:lng the local supermarket or the hospltal: because 

at these times he may be permitted to touch things. 

When the teacher goes on one o:f these excu1"sions, it is 

best that she take small groups, so that she can be sure 

that each child :tn the group fully understands the nature 

of the experience. On every trip, there should be two 

adults to handle sny emergency that may arise. 



3. Literature 

By literature we mean those stories which are 

read or tol(l to childr•en and tl1e picture books which 

ch:llrll'•en look at. 'l'his ter•m would also include scrap

books made by the teachers for their children. Contact 

with books should be a part of the daily program of a 

good nursery school, because books open up a new world 

to the child. They enrich the child 1 s expeJ:>lences through 

stories or pictures related to antual events or sights in 

real life. 

There are certain cri te:r•ia which a teacher should 

employ 11'1 selecting children 1 s stor:les for the various age 

levels• II 1rhese criteria have to do With the Story IS 

auditory aspect, its intellectual content, and its emotional 

quality. If there are pictures to go with the story, the 
If 3 

visual effects must also be right." 

Auditory Appeal -- The actual sound of the words 

being spoken is appealing at 

all ages. Words that sound like 

their meaning or that repeat 

themselves are fun fol" the 

children. The child need not 

know the meanings of the words 

to enjoy their sounds0 

Intellectual Content -- By this term we refer to 
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the meaning of the story :tn relation to 

the child's developing mental capacity. 

We sometimes fall into the error of 

presenting a story of .pure fantasy 

before the child can intellectually 

distinguish between reality and fantasy. 

At such times, when we read the story 

of 11 Little Red Hiding Ho.od11
, we arouse 

a fear whicl1. is often damaging to the 

child. On the whole, objects and 

animals in children 1 s stories should 

behave real:lstically, as the child. sees 

or heara about them. 

Emotional Stability -- We must always ask ourselves 

whether the story is appropriate to 

the child's emotional development. 

11 The emotional suitability of a story 

depends upon how much the child can 

iclentify himself with the feelings of 

someone in the story because he has had 

. . " 44 similar feellngs. The Martin and 

Judy stories of the Beacon Press are 

unreservedly recommend.ed for preschool 

children, because the children id.entify 

themselves emotionally with Martin and. 

Juc.i.y. A story is suitable only if the 
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child can continue his inc1entifica-

tion, enjoy himself and feel comfortable. 

Anything which prevents the child from 

having these feelings renders the 

story unsa t:i.sfactory .. 

Visual Appeal -- When a book is used for group story• 

telling, the illustrations should be 

clearly visible at a distance of four 

to five feet. Visual clarity is the 

f:trst requirement of an illustration; 

artistic worth is secondary. 

Variety is an important item when selecting 

books for the nursery school library, for children differ 

in their interests. However, there are certain subjects, 

namely stories about boys, g:lrls, and animal pets, which 

are always popular with children. When we select bookst 

·we must remember that we are not trying to impart new in-

formation but recreattng for these children the world they 

know. By this recreation~ we thereby strengthen their 

understanding of it. 

The entertainment which a story provides can 

best be judged by the response of the children. Repeated 

requests are a gooa. indication that the story has met with 

the children's approval. At times children will ask for 

a story which, for a number of reasons, we do not consider 



suitable. They may like this story for a single high 

spot of interest or for want of hearing better ones. 

While we oa.n not let children be the sole judge of their 

literary d.iet; we should follow one 1"'1..tle: any story or 

" book that is not liked by the children should be discarded 
J.p; 

at once. ./ 

4. Music 

Music is an avenue of expression used by child.ren 

everywhere. When children are happy and content, we will 

find them singing, especially if they are engaged in 

rhythmic activities.. We can encourage this expression 

by helping them f:tnd satisfaction in music and by provi

ding the types of rhythmic activities they enjoy. Often 

times when children are contented and are free to act 

spontaneously, they will break out into a.ance as well as 

song. 

Though creative singing on the playground is to 

be desired, there should be set periods in the school 

program for music. This music period can either be spent 

in listening to phonograph music, singing by the teacher, 

or playing on an instrument; it can also be used to 

stimulate the children's own singing or their playing on 
c.1-.iLJ 

simple instruments .. In this way we can introduce thel'!"to 

adult a;rt forms with which we want him to be familiar• and 
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which he should learn to value. Listening to music adds 

to children's experiences with music and i.ncreases interest. 

However, there should be no compulsion about listening. If 

a child does not wish to listen, we should not force him. 

For those who a.o want to listen and be free from the inter ... 

ference of play of other children, a speihal section of the 

room ought to be reserved for them. 

In addition to the singing which arises spon

taneously in the activities of children, opportu_ni ties for 

singing and playing should be a daily experience. Music 

for singing should be short, simple, melodious, and properly 

pitched.. Too often the published music seems to be pitched 

too high for them. As a rule, children pitch their own 

songs below rather than above middle A, and many of their 

songs are sung in a minor key.. Since they enjoy songs they 

can sing through completely better than those where they 

can. fill in only certain notes,we can begin with the very 

young ones on songs as short as eight or ten notes, and 

work up to the five-year-olds who can sing as many as 

fifty notes, especially if there is repitition of' the 
46 

meloa.y. 

'Ihe children will learn to sing if the songs are 

well selectec1 and presented in a congenial atmosphere. A 

new sone; should. be played at a slower tempo until it be

comes fc.:i.miliar, but new songs should not be introduced 
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so rapidly that easy learning is frustratea.. Generally 

a good music period. w:i.11 last about. twenty minutes. This 

will consist of a 11 work period11 on a new song, followed 

by a rE:pi tltlon of two or three familiar ones, and ending 

• with the rhythm band. 

Children, at four, can experiment quite well 

w:l th such rhythm instruments as the harmonica and the 

drum.. According to C. Madeline Dixon, it is best to start 

them early, 11 before they have the mistaken idea that a 

melody means playing 'My Country, Tis' or 'Hot Cross Buns' 

to the exclusion of explorine; music for themseJ.ves ana. of 
I lJ.7 improvising and discovering what an instrmuent can convey •1 

By learning to hEll1! a few simple rhythms, which they make 

themselves and repeat over again, the children build up a 

rhythm vocabulary of their own. In this way they become 

aware that melody ls a pleasurable experience .. 

These simple instruments should have good tonal 

quality if the best results are expected. Usually the 

commercial sets of toy instruments are unsatisfactory 

because of their poor tone. A good rhythm set of instru

ments would include home-made doweling sticks for their 

sharp, clicking sounds, a few melodious trian5les, one or 

two tom-toms, clear, tinkling bells, and. a single pair of 

cymbals with a fine metallic resonance. E:xperlments with 



these few instruments will demonstrate to the ohi1dren 

the gradations of mood and sound which they can produce. 

Creativeness should ·be encouraged in whatever 

activity the child ls engaged, but limits will have to 
t be placed on sponpneity with rhythm instruments if the 

child. is to benefit from this musical med.ium.; If we allow 

cb.J.ldren to be completely spontaneous, the beating of drums 

and the blowing of flutes oan result in only noise. A 

certain amount of discipline, in the form of instruction, 

will have to be introduced to the group. The children 

have to be shown that certain instruments are for a certaln 

effect.. Once the chilclren have acquired the · very minimum 

of techniques, they can express their creativeness in 

1+8 sound. combinations. The value of music is also to be 

perceived ln the relationships among childflen. When 

children are in groups where there is plenty of expression 

through music, there is less need to drain off feeling in 

unde\\'Sirable ways, and they are likely to have fewer 

difficulties in working out relationships with their 

playmates. 

5. Graphic arts. 

Children, no matter how young, need proof of 

their competai.toy. To satisfy this craving for a feeling 

of adequacy, children want to accomplish things. This 
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deep-seated need for achievement is satisfied when we 

place certain materials at the disposal of children 

which best serve this end. They are primarily paints, 

clay and bloclrn. As the child paints or works in olay, 

·he discovers that these materials are also valuable for 

an emotional release.. 11 T.hrough them he can project his 

doubts, his hatreds, his fears, and his wonderings out 

of himself and in the process can find some relief e 

'lhrough them he can help himself to be a stronger and 

·more complete person - more full of self-assurance ~ 
49 more capable of facing the world.u 

Another advantage of having children work with 

art materials becomes apparent when we observe how children 

create a special type of social relationship and exchange 

which a.oes not occur in their free and spontaneous play,,, 

When children work in art, they become more interested 

in the individuals than in the group. For the first time 

they are conscious of seeing and evaluating one another's 

effort and achievement. Now there is a respect for each 

other, purely on the basis of each one's having a right 

to create. This, for c. Madeline Dixon, is progress in 

social widths of living. 50 

Paints 
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In easel pain ting, the child should be ·taught 

one technique, namely, how to wipe the brush on the edge 

of the glass before applying it to the paper. Sometimes, 

even this is not stressed if the use of a dripping brush 

brings satisfaction to the child. 5l No other suggestions 

are necessary, and no standards should ever be set up for 

the childe We never ask what the painting is supposed to 

represent. Instead we may ask the child if he would like 

to tell the teacher what he is doing. ~:his question 

rarmi ts a wide variety of answers, wh1le the first question 

implies that the child was making something, when this may 

not have been the case. 

One easel for every ten children is a minimum; 

one for si:x: or seven is the more desirable arrangement. 

Easels should. be well supplied with sheets of unprinted 

newspaper which the child can remove without assistance. 

The child should be able to reach the working surf ace 

easi.ly, and there should be a place to put the finished 

paintings when they are dry. The floor and the easels 

are protected with newspaper or oilcloth, so that the 

mess is kept to a minimum. When the paintings are re

moved, we write the name and. date on the baolt of 1 t and 

save the painting. If the child wishes to give a title 

to his work, we put that down also. Everyone should be 

allowed to remain at the easel as long as he wants and to 

make as many pictures at one session as he wishes. 52 
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'11he proper mixture of half paint and half water should 

be prepared by the teacher. The paint should go in the 

glass first, and then the water is added gradually.. Red, 

yellow; blue, and green are the colors most frequently 

available; for the o1der children black and brown are added. 53 

;[inger Painting 

Finger painting also teaches enjoyment of color, 

textu1"e, and design which the child. derives from easel 

painting. It also provides a release for the child who 

has been brought up too nicely and always has been warned 

against becoming messy and untidy. The chil<1 can now 

play with the messy, moist material in an approved manner. 

By observing how he approaches the new experience of 

finger painting_,we are able to learn about the controls 

the child has built up within himself. Hesitation, enjoy-

ment, fear are all evident as the child responds to the 

sensation of working with this paint. 5l+ Paper for finger 

palnting is cut into strips of 12 by 15 inches and plaeed 

upon a table of Bakelite, cemented linoleum, or ename1.55 

There ar•e no" teclmiques to be taught in finger 

painting. All the child has to be told is to smear. 

After a while the child will discover for himself a 

number of techntques to produce circular and sweeping 
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lines, interesting designs and textures. When the 

child is ready to paint, we ask him what colors he wants, 

and he goes to work. Only four colors are usually given 

at one time, a tablespoon of each color generally being 

sufficient for one painting. 

Clay, like finger painting, offers a direct, 

sensory experience, and by manipulating clay a child may 

f.ind some outlet for his pent-up emotions 0 Children who 

have felt conflict over toilet training are likely to 

express some of their resentment in tb.e squeezing, patting 

and pounding of clay.. In general, the hands should be 

the only tools UEJed.. Not only would accessory tools be 

cumbersome, but the child would be deprbred of direct 

contact with the nmessy", moist clay .. 

As with paints, we do not offer any suggestions 

to the children about what they would like to make, a.nd 

we express same kind of noncommittal approval and en• 

couragement in the child's work in clay .. At the end of 

the nursery school day, the clay is rolled up into balls, 

the size of small apples, and placed in a covered crock. 

Olay is pu:rchasea. in powder f'o:rm and is prepared for use 

by suspending it in a flour sack in a basin of water for 

2Li· hours or until the clay is completely dampened •. 56 

,, .. 
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A sample schedule for a morning nursery school is as follows: 

9:00-- Arrival and Inspection. Teachers examine the children at 

the window near the entrance. Outdoor play, weather permit

ting, with sand, construction material, wagons, Jungle Gym, 

swings, etc • 

9:45--

If the children have to remain :l.nside because of the 

weather, they remove their wraps and hang them on their 

own hooks after their health inspection. Mothers may help 

the1.r children with this routine. The childl''en then engage 

in their free ple,y period. They may choose such activities 

as floor blocks, easel paintlng,·cJ.ay, dramatic play with 

dolls, bead string, crayoning, etc. 

Start pick up time. Toileting of youngest children is 

begun. Help is given where needed. A complete change of 

clothes for each child is kept at school in case the child's 

clothes have to be changed. The teacher remains in the 

bathroom until all the ch1.1dren are finj_shed. As each 

child turns to leave, he is told by the teacher that it 

is time to go to the table for his juice. 

10:00-Juice Time. The housekeeper prepares the julce in accordance 

wj_th her inst1"uctions. A tray with cups, water, juice, 

crackers and napkins is placed. on the table. Children, 



sitting at their tables, drink water :first, then ju1ce. 

one child is chosen from each table to pass a wastebasket 

for used napkinf3 and cups • 

• 10:15- Rest 1rime. Housekeeper lays out the mats for rest while 

the children are at their tables. The children are told 

quietly that it is rest time and that the;v are to lie a.own 

on their mats. Sometimes there is music or singing during 

the rest period. 

10:30-·Play Period. If the children have already been outside, 

then the children will remain lncloors. If they have not 

been out of doors, and the weather perm1ts doing so the 

children may be sent outaide .. 

(11:25 Play outside until it is time to go home. This is only 

11:30 

11:45 

12:00 

when noon lunch is not servec1 at the nursery school.) 

Wraps, outdoor play 

Cleaning up, rest 

57 
Lunch 
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C. Physical plant of the school 

The physical set-up of a nursery school is an 

important factor in influencing the human r.•elationships 

in the school. A well-planned building makes supervision 

easy, reduces the teacher• 1 s fatigue, and thereby leaves 

more of her energy to work with the children. Sl,.i.itable 

equipment not only means more satisfy:1.ng group play for 

the children, but it also mea.ns greater learning oppor..: 

tunlties for them. 

The requirements for the physical environment 

of' a nurser;r school vary with the climate of the locaJJ. ty, 

the number of children enrolled, the length of the daily 

session, the number of .competant teachers on hand, and the 

budget available. For example, a school located in the 

North will neerl a large ind.oor space for actlve play, 

while a nursery school in the South will have to provide 

a spacious playyard for the same type of activity. A 

school whicb. operated on a full-day schedule would have 

to concern itself with the necessa:r.y equipment for the 

preparing and serving of food., whereas a school which 

operated on a half day schedule may or may not be con-

cerned with the problems connected with meals. Thoue;h 

each school must a.eal individually with i t·s own problems, 
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there are some general considerations which should govern 

. the planning and equipping of any nursery school, bE:) it 

religious or secular, full day or half day. 58 

a .. Building 

The ideal nursery school building is close 

to the ground, with direct access from the playroom to the 

toilet, and to the outdoor play area. According to Rhoda 

Kellogg, supervisor of the Golden Gate Nursery Schools, 

.satisfactory toj.let arrangement is number one on a l:lst 

of desirable building features. The next important item 

i~ proper and adequate space for the number of children 

enrolled in the school. 59 

Space needs are determined by the arrangement 

and use of the rooms. A space which is too big prevents 

a homelike atmosphere, the practical placing of equipment, 

and suggests rurming and vigorous noisy play to the children~ 

A room is large enough for the children when we can assemble 

all the necessary equipment and have sufficient playing 

space for the children without blocking up the doors and 

windows with lockers and cupboards. Where all the children 

are approximately the same age, thirty-five to forty square 

feet per child is sufficient. When there is a wlde age 
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range within a single group an average of fifty to fifty

five square feet is sugr::sested.. Necessary equipment in

cludes tables, chaits w:i .. th space to walk around them, 

lockers, a doll corner, and cupboards for equipment and 
' 

fuclrn & The tables will take ca.re of the feeding and the 

activities of the ch:l.ldren. The lockers can go along any 

empty wall space, ancl the cupboards may go under the windows• 

The doll corner should. be reasonable in size and placed 

against a solid wall, not in the middle of the room. 60 

The toilet room, which is accessible to the 

playroom and the playyard, should have one toilet· and one 

lavatory with hot and cold water for every eight children. 

~lie toilet floor should be of tile or other nonabsorbent 

material, and the walls should. be hard, smooth and easily 

washable. '.!'he to11·ets and hand lavatories should be of 

proper height and size to be conveniently reached by the 

children.. IJ.'oilet booths are usually left without doors to 

allow for more effective tE~acher supervision. Since most 

children of this age are accustomed to use the toilet at 

home in the presence of others, they will not object to 

the lack of privacy. There will ·be t:tmes when clothing 

becomes wet. To meet such a situation an electric drier 

or rack hung over the radiator will be of great service. 61 

If the children use individual wash cloths, 
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towels, combs, and toothbrushes, they will need a low 

rack or a set of hooks complete with identification tags. 

~r.he hooks should be arranged in a cluster around each 

c;hild's tag. To prevent mix-ups, toothbrushes need to 

be placed on a hie,:ll shelf or on the wall above the child

ren's reach. Small-sized tooth brushes and combs are 

often furnished by the nursery school and may be labeled 

by sticking a piece of ~idhesive tape with the child's 

name to the handle of the toothbrush. 62 

An isolation room is usually required by the 

regulations of the local board of heal th. Wh:lle this 

room should be sealed off from all other rooms, it ought 

to be glassed, so that the child, suspected of having a 

contageous illness can lool-r into the playroom and, at the 

se,me time, be observed by the teacher. This room should 

have its own toilet anc1 bed. 63 

A nursery school will have an untidy look about 

itself if there j_s not enough storage space. Space, shelves, 

and closet doors should be provided. both indoors and out

doors for the storage of food, household and. school supplies, 

toys for inside ~nd outside play, mops, brooms, and garden

ing tools, clean and dirty laundry, teachers' coats, medi

cines, phonograph records, and examples of the ohila.ren' s 

handiwork. Open storage space will be adjusted to the 

d 
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equipment it is to hold and accessible to the children. 

Many teachers prefer that all the cupboards, bookcases 

and racks, except those that-are built in, be movable. 

Three other rooms are needed to make the nursery 

school complete. An office is necessary for teacher con

ferences, talks with parents,· and. for the keeping of records. 

.Another essential is a room for the morning inspection, 

althouSh an entrance hall may be used. The third room is 

a rest room for teachers. Working with children strains 

the teacher to the point where she needs a place where 

she can retreat for a quj.et moment of relaxat:ton. Mo:::Jt 

teachers seem to need some moments alone, and a rest room 
' 64 would go a long way in meeting this need. 

1. General suggestions 

(a) Since children frequently play on the floor, 

the floor should be warm, free from clrafts, durable, easy 

to clean and of a harc1 surface. Heavy linoleum probably 

makes the most satisfactory surfs.ce, though a well ... laid 

hard-wood .floor is almost as good. 

(b) The ceilings should be acoustically treated. 

Walls, ceilings, floors, and furniture all present a more 

cheerful atmosphere when they aJ:>e .light-colored .. 
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(c) A bulletin board, the same color of the wall, 

can be used to exhibit pictures of temporary or seasonal 

interest and work done by the children. 

(d) Windows are preferable on the southern and 

eastern exposures and should. be low enour)J. fo:r' the chila.:r.en . 

to look out of them. D:l.i'fusers (panes of translucent glass), 

clerestory windows or windows placed at an angle of'ten give 

light without glare. 

(e) Switches should automatically control lights 

in all areas. 

(f) If a building is to be constructed for the 

nursery school, hire an architect who knows the children's 

needs and is will:tng to plan for them. 11 The buildings 

should not be made too durable~ because new ideas need 

new housing aftEn"' sorneth:l.ng lilrn twenty years. Indestructi-

ble bad school buildings are one of the curses of American 

ec1ucation11 
.. 

65 

b. Playground 

In the book on nursery· school education by Foster 

ari.d Mattson, the ideal playground is described as "a 

grassy slope on a shelterea_ side of the building. This 

playground woul~ provide trees for shade and climbing, a 

brook for wading and sailing boats, a garden and a shallow 

pit of san.d. or earth." 66 The authors add that few schools 
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can hope for such a playground and that most of us h&1.ve 

to be sa.tisfied wtth substitutes. No matter what substi

tutes may "be provided, there are certain minimum require

ments which have to be met if the children are to be 

encouraged in muscle-build:lne; activity. First we must 

allow from seventy-five to two hunclred square feet of 

playground per child depending upon age, adjustment, and 

amount of time the children spend out of doors. This 

space should have an unobstructed, sunny exposure, partly 

surfaced with fairly hard mater:l.al and sod or e;rass. Th:l.s 

combination of surfaces would pel"'mi t the use of the yard 

despite changes in weather. Stepping stones or cement 

walks lead:tng to the sana.-box, swings, and playhouse will 

help keep the feet dry after a rain or in the morning dew. 

Grass is a necessary safety feature unde:r• the swings and 

jungle gym. 

The playground should be fenced completely, 

boarded for protection from the wind. anc1 wired where 

chlldren enjoy looking out. Some sort of shelter from 

the cold, i"ain, or hot summer sun increases the usefulness 

of ·the playground. An open porch attached to the nursery 

school building seems to be the best, all around solution 

for the pl"oblem of out-of-dool" play the year round. It 

is also advisable to have outdoor storage space for such 

playthings as trucks, wagons, tricycles, outdoor blocks, 

and packing boxes. If the playhouse is equipped with a 
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door and lock, it may serve as storage space for these 

articles. 67 

To the young child water means play, and so some 

provision should be made for water play. Where no provi

sion is made, children are likely to make shift with the 

wasJ;ling and drinking arrangements. A pool for summer 

wading and deep enough at one end for swimming has been 

excellent in meeting this need; an enclosed pool for float

ing boats is also satisfactory.. Where no such pools can 

be provided, watering cans and a hose and sprinkler are 

good su.bst:ttutes. 68 

o. Outdoor equipment 

In selecting equipment for the outdoor play

ground., our fil"St consideration should be the young child's 

progressive development in muscular skill and coordination. 

We know that the child who lives in a cj.ty apartment has 

little opportunity for extensive exercise. His climbing 

is restricted to the sofa; his jumping is confined to a 

bounce on the inner springs. Lack of space for extensive 

jul'\lping, running, anc.1 throwing results in poor muscular 

tone~ faulty posture, indifferent appetite, and a general 

lack of sparkle. In the nursery school, the child should 

be able to engage in every type of motor act.iv:ity. 
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Therefore, when building or buying equipment, we must 

always ask one question: how will this piece of apparatus 

encourage grE-)ater motor skill anc1 physical development? 

The commom preschool motor activities are running, 

throwing, jmnping, climbing, pedaling, pushing and pulling, 

hitting and punching, supporting one's own weight, lcickine;, 

creeping and crawling, rhythmic experiences, hammering, 

pounding~ somersaulting, rolling, and tumbling, and swimm

ing.. These activities are provided for in the following 

ways: 

Running. Hand and foot balls to run after. Open c~lear space 

with planks raised from the e;rouna. at one end to 

give a good running start. 

Throwing.Bean bags, because they are easy to grasp, are 

fine to start with. A box in which to throw 

balls will require more skill and precision. 

Jumping. A bouncing board, made from an 8-inch flexible 

plank and supported at each end about 6 inches 

from the ground., gives the chila.ren a chance to 

bounce up and down and so acquire the motion 

and spring necessary for jumping. Later the 

children may actually jump from a springboard 

into a jumping pit f:l.lled with sawdust. 

d 
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Climbing. For the youngest children, stairs provide the 

necessary 1ncenti ve. 'I'he junior-size .iungle 

gym offers increasingly difficult problems 

as do two rubber tires suspended on top of 

each other by a l"'ope • 

Pedaling. Kiddie cars for the younger children and tri

cycles for the older ones. 

Pushj.ng and pulling. Hollow blocks, wagons, planks, boxes 

and spades for digging., 

Hitting and punching. A punching bag and two pair of 

boxing gloves., 

Supporting Own. Weight. A horizontal bar and. parallel bars. 

Kicking. A football and a punching bag suspended by a 

long string at comfortable kicking height. 

Creeping and Crawling.. Casks through which the children 

can crawl; ·boxes with small openings to squirm 

through; and inclined planks at each end of 

the elevated casks. 

Rhythmic Experiences. A seesaw which is firmly fastened 

at the pivot and has han.(lles at each end for 

gripping; a bouncing board; rocking boats; 

a swing with a canvas seat.. (Wooden seats 
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may chip front teeth.) ~~rapeze and rings. 

Hammering, Pounding, an<l do:nstruction. Wooden peg

board. for the younger children; hammer and 

nails, lumber, screws, glue for the older 

ones. 

Somersaulting, rolling, ana. tumbling. A gymnasium 

mattress. 

Swimming. A swimming pool for flea ting, doe;-paddling, 

and hanging to the sia.e and kicking. 69 

While not an article for o,ctive play, the sand 

box is an essential :ttem in any playground for sand has 

a universal appeal to children. It is not only attractive 

to the V"--=iry young chilcl but :1.s fascinating to the older 

children as well. 1.rhe sandbox presents an opportunity 

for socializing play and wholesome social ad,justnients as 

the necessity ar:tses for sharing space and taking turns 

in the use of sand toys. The sand box should be 5 feet 

by 8 foet or larger, accessible on all four sides, and. 

roomy enough to accomodate several children without 

crowding. 70 



... 
·> 

d. Indoor equipment 

Unlike outdoor play, indoor space does not 

permit the free exercise of big muscles. Hath.er, indoor 

activities are selected for develop:tng good concentration 

and coordination of the smaller muscles of eyes and hands. 

Indoo:r activities include simultaneouB block building, 

easel painting, doll play, and the use of crayons, books, 

and clay. These are the essentials for indoor activities 

and should. always be available to the ch:lldren. Two 

principles must always be kept in mind. i:rirst, we are not 

seeking a finished product. Instead we strive for any· 

achievement which :ts satisfacto1~ and meaningful to the 

child. Second, the. child..' s interest should decide what 

he does with the materials and how he does it.. Ther•efore, 

the room must always be set up for the six major activi

ties, so that the child m~y feel free to go from one to 

the other as his attention shifts. 71 

D. Budget 

The approximate costs for establishing a nu:i:•sery 

school are difficult to compute, because conditions vary in 

different parts of the country and because figures quoted 

today are no longer valtd tomorrow. An estimate was pre

pared. in 1950 computing the costs in settlng up a nursery 

.school of twenty children.. To adjust these figures to the 
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prices current today, we must add the rise in the cost 

of living between 1950 and 1952. ~nis budget was divided. 

into the followine~ categories: 72 

Visual materials :tncluding filmstrips •• e .... " •••• {:~ 35 .OO 

Music equipment and supplies, including piano ••• 783.75 

C:r.aft equipment and supplies. • • • • . • . . • • .. • • • • • • • • 56. 05 

Furniture equipment and supplies ................. 618.30 

Art equipment and supplies ....................... 128,.80 

Houselrneping equipment and supplies............. 29 .45 

Science equipment and sup:plies., ................. ~. 141.16 

Play equipment, toys, and supplies •••••••••••••• 980.05 

La:vatory supplies •••.••••••.•.• s •••••••••••••••• 65.55 

Luncheon equipment ••••••..•••••••••••••.••••• ••. 99.09 

Total ••.•••••..•••••••.•..•••••••••• $3222.24 

Once the school is. establlshed, the majm:" costs 

can be grouped under four headings; salaries, food, school 

supplies, and repairs. ~e largest item in the budget will 

be salaries. Salaries should not be quoted at an annual 

rate but should be computed on the basis of hours actually 

worked.. The reason for this is that one nursery school 

may have a three hour day, while another may have an eight 
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hour day. Because teachers often have to do overtime 

work·, allowances should be made for this factor in the 

budget. Though no teacher should be expected to donate 

her time, she should be prepared to remain after the 

regular daily session if needed. 

The average yearly salary of a qualified nursery 

school teacher is a matter which can not be stated with 

finality, because the nursery school has no official 

educational status. The pay of qualified and experienced 

teachers will range from as little as ~~1.00 per hour to 

$2.00 per hour, depending upon the budgetary situation of 

the organization employing the teacher. 

:r.c. Staff 

The most important member of' the nuPsery school 

staff is the teacher; upon her shoulders r·ests the success 

or failure of the school. The early lessons she imparts 

to the child will have a lasting influence, and for this 

reason, we must be sure that these teachings are in accord-

ance with what we hold to be wholesome and beneficial to 

the child. To teach preschool children requires great 

wisdom, because teachlng is less direct and more subtle. 

The outstanding characte.ristio of the good 

nursery school teacher is her love for children.. '.Illough 

of prime importance, this love must be coupled a sound 
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baok5round in the dynamics of children's behavior and 

nursery school techniques. The temperament of the teacher 

must exercise patience and delight in the ev·idences of 

small beginnings. She should have sufficient emotional 

stability and maturity to enable her to deal cooperatively 

with parents and other adults. In addition to these quali

ties, the nursery school teache:r' must have the physical 

physique to meet the strenuous demands which her job 

entails. The tasks of moving f!tf heavy, bulky equipment, 

tending to the personal needs octl the children, and being 

constantly on the alert are enough to tax the strength of 

anyone who is physically robust • 

.At present there are several 1nstitutions of 

recognized standing which offer a four-year course lead.ing 

to a baccalaureate clegree in nursery school education. 

Specific requirements among these schools may differ 

slightly, but on the whole the standards are such as to 

insure graduates with exper:lenoe in the scientific study 

of children and in student teaching .. 73 However, the 

whole quest.ion of academic trainine; becomes theoret:tcal 

in view of the negliga.ble number of college trained teachers 

available for teaching positions.. Since such personnel 

are not often obtainable some nursery schools have chosen 

teacher applicants on the likely promise that they would 

succeed as teachers. In such cases, a. 11 trial11 period of 

teaching is perhaps the only way of asce11 taining whether 



the applicant has promise.. Anybody who likes children 

and has emotional maturity may possibly become a good 

teacher. In the Golden Gate nursery schools of San 

Francisco, mothers of preschool and older children are 

employed in an arrangement whlch seems to work satis

factorily.. 7 L~ 

In addition to the teacher, a housekeeper and 

a cook may complete the staff of the nursery school. 

A large school will also have a doctor, a nurse, and a 

psychologlst. These people need not be employed on a 

full-time basis but should be available for frequent 

consultation .. 75 

F. Parent-teacher cooperation .. 

Every authoritative manual on nursery school 

education recognizes that parents and teachers must work 

together; if they do not~ the nursery school can not do 

an effective job of teach:l.ng.. To meet the individual 

needs o:E' the child and to help him reach the highest personal 

and social clevelopment poss:tble, the school staff should 

be acquainted with the home. Teachers must understand 

pa1.,ents in order to wm:-k more effectively with children. 

Not only is such understanding essential, but every contact 

w:tth parents in turn influences their attitudes toward 

their child and toward the nursery school. 
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1he nursery school staff should have as its 

first objective that of gaining the confidence of the 

parents in the school. A step in this direction can be 

taken by welcoming parents, receiving them infor•mally 

and comfortably and letting them know that it is their 
76 school and a place where they can feel at home. 

The initial contact between teacher and parent should 

take place shortly before the child enters the nursery, 

at which time the teacher may either go to the home, or 

the parent may come to the school. In any event, it is 

important that the teacher inspj.re the parent's confi

dence in her and that she gain· sufficient informati.on 

about the child and his home en:viromnent.. Confidence 

will continue to grow when the parents receive reports 

which give an honest evaluation of their child's growth 

and.development. 

Group meetings are another valuable aid for 

establishing close ties between the school and the home. 

The group meeting may be a discussion group on child care 

and training on one occasion,a work group, or a social 

group at another time. Parents and teachers working 

together on a common project, such as sewing labels on 

clothing or blankets or painting and repairing school 

equipment, contribute to highly successful meetings., 

tt 



• 

At such gatherings is information imparted, projects are 

completed, and parents and teachers become better acquainted 

with ea.ch other. 77 :~xperience has demonstrated that the 

smaller the group, 'the more freely will parents partici·-

pate in discussion. To learn what parents want to discuss, 

a short note may be sent to the home asking the parents 

· to indicate the:tr choice of discussion topies by checking 

. off those enumerated. 78 In addi t:lon to these dev:tces 

fo:fl bring:lng parents closer to the nursery school, mothers 

and fathers may also aE1sist in conducting and. helping with 
' 

excursions, doing stenographic work, interpreting the 

school to the community, and making articles for school 

use. 

Part II 

Survey 

I Status of Nursery School in Jewish Educa.tion 

A. ConservatiV'e movement 

'.rhe Conservative rnovemen t, as representea_ by 

the Un:Lted Synagogue Commission on Jewish Education, 

made a survey in 1949 of their educational agencies 

and. institutions in Conservative cong1"egations.. In refer-

ence to the nursery school, the survey attempted to answer 

the following questions: 
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1. To what extent is the nursery school be-

coming part of our "ladder of Jewish education"? 
0 

2. 'What kind of nursery schools are being developed 

in the congregational schools'? 

3• Are they mere parking places for pre-school 

children or are they Jewish educational agencies 

in the best sense of the word? 

The answers to these questions were published 

in a brochure, entitled, "Taking Stock of Ohildren~s 

Jewish Ea.ucationn. Out of the 200 congregations that 

answered the Conservative questionaire·1 16 .5% have established 

daily nursery schools. Of these daily nursery schools, 

69% are either to "a great extent" or to 11 a moderate 

extent11 Hebraic in content.. Only 18.% are Hebraic to "a 

small extent11 and only 6% are not Hebra:tc at all. The 

author of the survey is careful to show that the extent 

of the Heb:r•aic content of the nursery school program is 

often cletermined by the presence or absence of a Hebrew

speaking nursery teacher and not by the school board or 

professional leadership. He concludes that conservative 

c.ongregations aim at a HebraJ.c program. II The accusation 

that many of our nursery schools are mere 'parking places• 
79 

for the pre-school children is not supported by the facts. 11 
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The survey indicated that 84% of the congregational 

nursery schools are operated on a half-day basis and do 

not serve lunch. The :t'ull day nursery school is the 

desired goal, but the absence of Hebrew nursery school 

teachers makes it necessary to split the day into two 

sessions. The same teacher handles the morning group 

from 9-12, and then supervises another section between 

the hours of 1 and 4. 

A new development of the United Synagogue 

Commission is the establishment of a special committee 

to initiate a Foundation School System. A foundation 

school :Ls a school that provides a bi-cultural education 

for children between the ages of three and eight.. At 

ej_ght 11 the children enter the third grade of publ:Lc 

school ana_ attend the afternoon Hebrew school.. A consul

tant has been engagec..'l to stimulate the organizat~on of 

these foundation schools and give them personal guid.ance. 

· B. Reform movement 

'I'he status of the nursery school in the Reform 

educational program was not as easily ascertained. No 

survey had been made, and available statistics were un

satisfactory. To secure information on the number of 



• 

71 ... ,, 

nursery schools in reform congregations and the details 

concern:mg their operation, a survey had to be conducted. 

This survey was completed in two stages. First the rabbi 

was asked to check on a self-addressed, return postal 

card whether he did or did not have a nursery school • 

If he did have one, he was asked to check whether his 

school met once a week, or five days a week. 406 rabbis 

were polled in this manner; 267 replied. Of these 267, 

160 rabbis stated that they did not have a nursery school, 

103 replied that they did, and .lJ. said. that they will have 

nursery schools in the near future. Of this total of 103, 

78 rabbis have a nursery school which meets once a week on 

Sunday, while 25 have a five-day nursery school. 

Upon receipt of the return postBL cards, a 

detailed questionaire was sent to those rabbis who wrote 

that they had a nursery school program. 101 questionaires 

were sent out; 2 of the 103 rabbis did not receive a ques

t:1.onaire ~ because their return postal card.s arrived too 

late.. Of the 101 questionaires, 39 were returned. In 

addltion 9 letters were recej_ved in lieu of the questionaire. 

In these letters, the rabb:1.s explained that the question.a 

were inappropriate to their situation for the following 

:reasons: three rabbi£~ had nursery schools which were run 

on a non ... sectarian bas:ts; one had a play school with no 

religious program; two had a pre-kindergarten but no 

-
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a 
nursery program; ~na. three rabbis felt that the questionaire 

was 11 too complicated. and. too elaboraten for their situation. 

In terms of percentage, the figures of this survey represent 

answers of approximately 39% of the rabbis who indicated. 

• that they have nursery schools. Of the 39, 10 rabbis run 

nursery schools on a 5-d.ay-per-week basis. Graphically, 

the results of the poll may be recorded as follows: 

I {,,o hove vi.a V\'-''"'c.""1 
cL~ss, 

retl.\v-~ t. & 
\1411.stio111air-e \ O r1.t\.\r1110..d 

'\ \\ u+\0111~'1\"'e 
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The question.a ire dealt w:l th specific items which would be 

found in a relig:i.ous nursery school and with information 

of a more general character, :1 •• e. bud.get costs, number of 

attendance, nature program, etc.. In phras:i.ng the questions, 

it was advised, on the basis of experience with rabbis in 

congregations, that every question be in a yes and no form 

or be so worded that it could be answex•ed by a check mark. 

Otherw:lse if the rabbi were faced with a questionaire which 

required extensive writing, he would be inclined to lay the 

questionaire as:lde rather than to consume valuable time in 

writing detailed answers. As it was only 2.i-8% of the rabbis 

with nursery school prog1"ams bothered to answer. 

The task of formulating questions which could be 

a.nswerecl w:l th a checlt mark became formidable in the section 

on holiday practices. The nature of this subject :requires 

answ·ers wi t.h details on songs, dances, manner of celebra

tion, etc. Therefore, this section can not.reveal as much 

informati.on as those about. God, prayer, and death. Ques

tions on these subjects lencl themselves more readily to a 

yes or no answer. ~~he explanations regarding God and 

death, which the rabbi was asked to check, had been used 

by people at one time or another to answer children•s 

questions. 

The final tabulation of the costs of running a 
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nursery school must be omitted because of the vague 

wording of the question. Some of the rabbis gave a 

monthly :figure while others submitted a yearly est:Lmate .. 

'l'his yearly figure was useless,because no indication 

was given as to how the year- was computed. Therefo1"e, 

· only those monthly bucle;etary costs will be presented; 

the others w:lll have to be discounted for our purposes., 

The answers are categorized geographically, so 

~ that correlations may be made where possible .. 

These geographlcal divisions were made arbitrarily to 

avoid a fragmentation of statistlcs. Thus a congrega

tion. in Texas was classifiec1 under the South instead of 

the Southwest.. Those states placed under the £tout:Q are: 

Te~Q&. ( 4), .Q&;l~bprq~ ( 1) , Louis :1,anf:!: ( 5), A:t,:kanf!.§.!'i ( l), 

~~.§.issi.:QP1 ( 2), K§.;D:.i.~19.k.Y:. ( 1), li'lor_i<la ( l) , Soutf.l_Q_c.!-l:Q.:: 

lins:& (1), }.Ig_r~t:J1_Q..§r.9ling (1), _9-eo:J::'.gd.._~ (1), West V:irg:\l}_ia. 

(1), Vi~g~n!.q (1), and Tenne~S?..Q_(l). ~'hese 21 states 

from the South w.n'e by far the best representation of the 

four geographj.oal divisions. :Part:lcular praise should 

be given to the rabbis of Louisiana for their splendid 

cooperation. The N_orth consisted of Ne.Jf.Yq_rk (3), :t=:en11:. 

.§.I.~ ( 2), and M~ry:lanc\ ( 1). The Mid.lf~§.1 was composed 

of the following states: Illinois (4), Indiana (2), Iowa 

( l), and Nebraska ( 1). In the West we-r'e California ( 1), 

Oregon ( 1), Washington ( 1), and Colorado ( 1). 
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II. Tabulations of' the Questionaire 

A. Statistics 

1. Do the children ask what is God? 

2. 

Ye~ N2 11'.9-~~ 

South 15 6 

North 1 :~ 

Midwest 3 5 

West 3 1 

In trying to interpret Goa. to the chilc1ren, 

please check the statement or statements 

which you 

a. God is 

in the 

§..9...lJ:th 

5 

b. God is 

Souj:,_h 

10 

c .. God is 

South 

13 

d. God is 

14 

e. God is 

6 

have used. in your explanations: 

our Father in Heaven.Heaven is up 

sky. 

North Mid"!:'r!?JSt ~i 

l 1 

our li'ather. 

North ~'3t West 

1 1 3 

someone we love. He is ou:r friend. 

NQ!~Q Midwest ~ 

5 3 4 

alwa·B'rl: with us. 

5 . 4 3 

someb,6~;: we can ~t, see, but He can see us 
{f 

North Midwest: We?t 

1 2 



f. God is something like a person. 

Sout~ Nor~!i lli;idwe!?_L West 

1 

g. God is someone who makes everything nice in life. 

Sout'g ;Nq_rth Midwe_st _Nest 
, . 

5 1 l 2 

he God makes the flowers and trees grow • 

.§.9.g_th Nortl:L. Mi~ "!f? J3..:t West 

16 4 4 3 

i. We can talk to God 
E 

SQJ,lJ..12 ~ Mi~ x~s_~ 

11 2 2 2 

j • God is something within us, helping us to think and 

to know what is good 

So'\:"!; th ~lL. Midwes~ West 

13 2 4 2 

k. I can't tell you about Goa.$ because nobody knows 

about G·od .• 

1 

-1. God is everywhere where there is sunshine, air and 

living 

3 4 2 

m. God is like the wonder parts inside us. We can not 

see them and we can not see God. 

Qouth 

7 1 l 2 

-



n. God is ever•ywhe re 

Sogtf! North MMJ-wesi:_: W§l...§.:!;;_ 

15 4 7 2 

3. Are Bible stories used t.o illustrate the nature of 

.. God? 

Yes Nq U~y.rered 

South 17 2 2 

North 3 2 1 

Midwest 4 3 l 

West 3 1 

4. Do parents request that information concerning God 

be introduced in the nursery school curriculum? 
Yes No Unanswered 

South 1· 12 -2·--

North 2 2 2 

Midwest 1 6 1 

West 2 l 1 

5. Do you think that the children at th:ts age need to 

know a bout Gotl? 

x~~ No Unanswered 

South 18 3 

North 5 1 

Midwest 7 l 

West 4 
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·Prayer 

1. Do you beiieve that children of the nursery school 
age (2-5 yrs.) should be introduced to prayer? 

Yes No Ul.'Ml..118 we ~~q 

South 21 

North 6 

Midwest 8 

West 1+ 

2 .. Are pr~yers recitea. by the children of your school? 

ill No Ur1answered 

South 20 1 

North 6 

Midwest 6' 1 1 

West 2 1 1 
-1. :J • Are the children led in prayer by the teacher? 

Yes No Unan_S!_w~.P-,ed 

South 18 2 1 

North 5 l 

Midwest 6 1 1 

West 3 1 

4. Are a.ny rote prayers taught to the chilclren'f 

Yes No ID1.an~~e i~ed 

South 17 3 1 

North 6 

Mid.west 6 1 1 

West 3 1 
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4. Are they in English? 

Ye~ No Unansw.fil2fill 

South 19 1 1 

North 5 1 

Midwest 5 3 

West 3 1 

Are they in Hebrew? 

x~ No Unanswered 

South 11 9 1 

North 6 

Midwest 4 2 2 

West 3 1 

5 .. -Do you encourage children to relive and me.ditate on 

experience which they enjoyed.? 

Yef! No ~!1-~r_ed 

South 15 l.1. 2 

North 4 2 

Miclwest 8 
1 

West 3 
Would you call this prayer: 

~Q No Unansw~ 

South 10 6 5 

North 2 2 2 

Midwest l+ 3 1 

West 2 1 1 
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10. Do some of the prayers recited in class contain the 

phrase: 11 Thank you, God, for •••••• 11 ? 

South 

North 

Midwest 

West 

17 

5 

7 

3 

No 

3 

l 

l 

1 

1 

11. Do some of the prayers contain the phrase: 11 God bless ..... 11 '? 

South 

North 

Midwest 

West 

17 

3 

2 

3 

2 

1 

1 

1 

1 

12. Does silence generally precede praying? 

South 

North 

Midwest 

West. 

12 

5 

3 

2 

8 

1 

5 

2 

Unanswered 

1 

·13. Do the children. always add.:r>ess thej_r prayers to C}Od? 

Yes No Unanswered 

South 15 4 2 

North 6 

Midwest r.~ 

,') 2 1 

West 1+ 
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lL1 .• Does the teacher give thanks aloud. to God for the 
child who has returned from the sick bed or for the 
rain, which waters the garden, etc.? 

South 

North 

Midwest 

West 

10 

2 

1 

2 

N2. 
10 

3 

7 

1 

Unanswered 

1 

1 

1 

15. Are parents encouraged to teach their child.ren to 
pray? 

South 

North 

Midwest 

West 

15 

6 

7 l 

2 



Death 

1. Is the subject of death ever brought up by the children ? 

~ No Q;nanswered 

South 11 9 l 

.. North l 4 l 

Midwest 5 2 1 

West 2 2 

2. In the minds of the children, is death associated 
with something which is not nice ? 

~ }To lillfilJ.~9: 
South 3 12 6 

North 2 1~ 

Midwest 3 1 1~ 

West l 1 2 

3. Do the children feel sorry if a pet dies? 

ill No Qna:r;i...!.swered 

South 18 3 

North 4 2 

Midwest 6 2 

West 1+ 

4. Do they feel bad when someone in their family dies? 

Y'es NQ Unanswered --1,,q --
South 16 5 
North Lj. 2 
Midwest 5 3 
West 3 1 
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5. Do you believe that a_eath is a reality that children 
of the nursery school age must be prepared to exper:i.ence? 

South 7 

North 

Midwest 2 

West l 

13 

5 

3 

3 

1 

1 

3 

6. Do the children try to distinguish between natural 
death and death by accid.ent? 

South 

North 

Midwest 

West 

1 

1 

1 

15 

3 

1 

5 

3 

3 

2 

7. In trying to explain death to the children, please 
check the statement or statements used in your ex
planations: 

a. When someone ls dead, he goes to a beautiful 
place where everyone is happy and where no 
one is sick. 

Sout.b liQ!..th ~st ~ 

5 2 1 
b. When we die, we 30 to Heaven. 

South Ng.rth M~dwest West 

3 1 1 1 

c. After we die, we'll wake up again in a wonder-
ful place .. 

South North Midwest West 

2 1 



d .. Dying is a secret that none of us knows. 

South 

l 1 l 

~· Dying is something like going asleep. We 
never dream and never wake up .. 

Sq,µtg North Midwest West 

8 2 3 

f., When we die, the li~ve part leaves the body, 
and then the body :l.s like a dry leaf or a 
wilted flower. 

§.outh Nor~h ~ ~pj~ 

3 1 1 2 

g .. I don't lmow where the live part e;oes. 

South ll2r.:th Miq~st w~ 

1 

h. When Grandrnotr.ter diea., her body went to sleep. 
It can't talk, and it can't walk, because 
Grandmother is no longer in her body. 

§puth North Mid-W:.E? ~ t_, West 

2 1 I'.) e;;. 

1. God wanted Grandmother to be with Him .. 

Sout:Q ~ J)1ia_wfil West 

5 2 2 1 

j. When people get very old, they die. 

~h ~ Midw~ We~ 

5 2 2 l 

k. A thing is dead when it stops moving. 

South N2rtr~ Mid.we~t West -1- 1 
l~ :People are put in the grouniwhen they die 

Soµ th Nort:Q M~~ :YY:~ 
2 2 1 
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General Questions 

l· How many children attend your Sunday nursery school? 

2.::2. 10-14 15-19 gp-24 25-29 .3.Q.-34 22-32 4.Q-5..9 childrEffi: 
South L~ 6 5 1 1 1 2 

North 1 1 2 

Midwest 1 2 1 1 1 

West 1 1 1 1 

2. How many attend your five-day week nursery school? 

1.9:.~ 12..:-1~ R_Q..:~ g5_-:~.2 ,20-.2!± ,22-39 LlO.:-Li.~ L~~:-20 ch:i.ldren 

South.( 4) 1 2 1 

No:r.th(l) 1 

Midwest(l~) 2 1 1 
West('l) 1 

3. How long is the school session? 

. 5-+_.hl:..!. 1 :,L3 __ hrs ._ 1•5-2 hrs..:. 2-g_Qj].rs • 2 • ~~ ~ 

South 

North 

Mia.west 

West 

1 1 6 

1 

2 

2 

2 

4. How many children in the 2-3 year gr•oup? 

3 

1 

3 

1 

1 

1:-9 10-14 15-19 20-24 25-29 }0-3_Lr, 22..'."'39 J..1.Q-50 children 

1 South 

North 

Midwest 1 

1 

West 2 
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4. How many children in the 3-4 year group? 

1-9 10-11~ 12.::].9 20-24 g5=?9 30-3li· 22:::22. 10-50 

South 4 /~. 2 1 

North l 1 

Mia.west 1 2 l 2 

West 1 2 

How many children in thf) 4-5 year group? 

1.::2. 10-14 15::19 20-24 25-2.2 30-31.t :25-12 40:.2,Q 

South· 7 6 3 1 1 1 

North l 1 2 1 

Midwest 1 1 2 2 

West 2 1 

5. How many teachers are engaged in the school ?6. Wl1at is the 

pupil-teacher ratio? 

O-l}L3:: .2-9 LJ.: 10-14 i1 12-lW g.Q.::.glli £2.::20 L4: 
South 2 9 4 1 

North 1 3 1 

Mid.west 1 l 5 

West 2 1 

6. Do children pay a tuition fee? 

X2ii No Un3~_r_eg 

South 5 13 3 

North 3 3 

- Midwest 5 3 

West 1 3 

_--'illil 
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7. If so, what is the tuition per child per month? 
m 

See com~ents following tabulations, 

8. Wh~t is the average budgetary cost per pupil? 

See comments following tabulations. 

9. When was the Temple nursery school establlshed? 

19}0-311- 1935-29. 19__10_-Li-4 1911.5-49 1950 J.:921 1926 

South 

North 

Midwest 

West 

10. Do 

.South 

Nortl1. 

Mldwest 

West 

ll. Is 

South 

North 

Midwest 

West 

you use 

Yes 

20 

6 

8 

l.1-

a noon 

l 

1 

l 

Temple faoil:l ties 

No 

lunch 

18 

6 

7 

UrJ.:~ll;~W~req 

1 

served? 

2 

1 

13 2 1 

4 2 

3 4 

l 2 

for the nursery school? 

12. Do you intend extending the number of sessions to a 5 day 
week program? 

~ No Unanswered 

South 15 6 
North l 3 2 

Midwest Lj. '+ 
West 2 2 
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Holiday Observances 

1. Please check those holidays which are celebrated ln the 
classroom: 

£5osh_ £.[_!_ §.ukko.1 Hanuk. P~m .f:~sacg Shavuot Chamisha 

South 17 21 21 21 20 15 6 

North 5 6 6 6 6 6 2 

Midwest 6 7 8 8 8 3 3 

West 2 lj. 4 .l1- 4 3 1 

2. The historical mean:lne;s of which of the following holid.ays are 
presented to the children: 

Rosh H. Sukkot Hanufill,h J:tl.Rim 

South 11 16 20 18 

North l1. 5 ~~ 

:::> 5 

Midwest 3 5 5 l1. 

West 2 2 3 3 

3. How many minutes generally does one of 
tions last'? 

5 min .. 10m1-:!L!_ 

South 2 

Nor•th 

Midwest 1 

West 

4. Do you have a Seder 

Ye.§. 

South 15 

·North 6 

Mid.west 6 

West 3 

15 mi,& ?-0 min. 

6 7 

2 l1-

1 l+ 

2 l 

table on Pesach? 

__gg__ Unanswered 

3 3 

2 

1 

Pesa ch Shav}lot 

19 14 

5 5 

5 l 

3 2 

these holiday celebra-

g2_..min .. 

1 

Asar B. 
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5. Is· a Sukkah built? 

~ei:J. 

South 19 

North 6 

Midwest. 7 

West 3 

6. Do the children take 

Ye§. 

South 8 

North l~ 

Midwest 5 

West 2 

No ·unanswered 

l 

1 

part 

No 

11 

2 

2 

2 

2 

in its construction? 

~E?.r~.9: 

2 

1 

7. On Simchat Torah do the children enter the 1:r.iemple and march 
a:l'."ounc1 with tiny scrolls or flags? 

~E!. No Un_<J:nswered 

South 5 13 3 

North 6 

Mia.west 6 1 l 

West 3 1 

8. Do the childr·en ligJ:1t cand.les on Hanukkah? 

Yes . No Unanswered 

South 19 2 

North 5 1 

Midwest 8 

West l~ 



9. Are gifts exchanged with one a:riother on Hanukkah and Purim'? 

Yes liQ Unanswere~ 

South 19 1 ( 1 on Hanukkah only ) 

North 3 2 1 

Midwest 7 1 
• 

West 3 1 

10. Do the children make these g:ifts in school? 

: / ¥.szfl ll9. ~~ 
South 8 10 3 

North 2 4 

M:ldwest 5 2 1 

West 1 3 

11. Is a spec:Lal Sabbath lunch prepared on Friday noon? 

'. 
Yes No u~_wered 

South 15 6 

North l 1,. 1 

M:ldwest 1 7 

West l~ 

12. Do the parents participate in the holiday or Sabbath 
observance? 

Yes No 

South lll· l~ 3 

North l~ 2 
" 

Midwest lj. 3 1 

West lj. 
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Varied Subjects 

l· Do you have a garden in the nursery? 

2. 

3 .. 

l+. 

Yes No Unanswered 

South 6 12 3 

North l 5 

Midwest 2 6 

West 4 

Are animal pets kept in the nursery? 

Yes 

South 1 

North 

Midwest 1 

West 

Is nature study an 

Yes 

South 16 

North 3 

Midwest 2 

West 1 

Do you discuss the 
with the children? 

South 3 

North 1 

Mia.west 

West 1 

. No Unanswered 

17 3 

6 

6 1 

4 

important segment of your 

No 

8 

3 

5 

3 

most 

15 

8 

3 

Unanswer~ 

3 

1 

elementary aspects of 

Unansi'~ 

3 

1 

curriculum? 

sex education 

f. 



5. Has this been welcomed by the parents? 

Yes No Unanswered 

South 3 1 17 

North 1 5 

• Midwest l l 6 

West 1 1 2 

6. Do you have any psychologists on your board of advisors? 

ill No Unanswered 

South 6 11 h,. 

North l l~ 1 

IYI:lclwe st 1 6 1 

West LJ. 

7,, Are Hebrew songs introduced to the children'/ 

xes No ~.re~ 

South 10 9 2 

North 6 

Midwest 6 2 

West 3 l 

8. Is an ef:fort made to introduce as many Hebrew terms, re-
llgiouD and secular, as possible? 

Yes No Unanswered 

South 10 8 3 

North Lt. 2 

Midwest 5 2 1 

West 2 2 
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9. Are tho children taught any Hebrew dances? 

~ No Qp.aQ&~~1 

South 3 16 2 
-. ;-~ 

North l 5 

Midwest 2 6 
.. West 2 2 

10. Are any changes contemplated in your• curriculum? 

'.- .~ 
Yes NQ :!I!1fil?.:.~we red 

South 7 7 7 

North 3 2 1 

Midwest 1 6 l 

West 3 l 

~ : -

.. ~ 
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B· Comments 

Unan:tmous, although as revealed later, a few of the 

rabbis who said that children should not be introduced. to the 

idea of God had radically different ideas concerning the con

cept of prayer. 

Que~g t 1 q,µ,_g 

An inconsistency exists between question 1 and 2 .. 

'f.his may occur when the rabbi desires one course of action 

and. the teacher another. 

'These two questions indicate that prayer is more 

or less a fixed item in the schedule and that the element of 

spontaneity is absent. While the South :i.s not wholly in favor 

of teaching Hebrew prayers, the North is strongly for their 

introduction. 

,guee_:t,iq_n ~ 

Almost as many rabbis did not know what to call this 

type of meditation as those who declared it not to be prayer. 

From the answers in questions 10 ancl 11, the rned:i.tatlons on ex-
Ol~t 

periences ~ not considered prayer unless the children prefix 

them with the forms, "Thank you, God" and "God bless ••••• " • 

.911~-~.!!;l on .1 .S1J19-__ § 

T:i:xcept for the South, the rabbis are divided over the 
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time for prayer. An inconsistency appears in question 8. 

If there is no sched.uled tj_me for prayer, then we may con

clude that prayers are said only when the opportune moment 

preBents itself. However, except for the North, the rabbis 

replied to the contrary • 

.Sll.~~.i!.9-11...2-

In view of the child's natural curiosity, it is 

strange that most of the children, according to the rabbis, 

do not ask why they pray. 

_9,ue s ti Q.P.~~.9 __ 8.!];Q;..._} 1 

While all sections seem to be in favo:r.• of giving 

thanks to God, the North,·Midwest, and West are divided 

over prayers containing the ph:r•aee uGod bless .... ". There 

were no reasons lndicated for this division, except that 

these rabbis may real:tze that the children do not under

stand the meaning of the word, bless. 

gue~E.2n_U 

By and large, children address their prayers to 

God. The exceptions are in those cong1"ega tions where the 

rabbi defines prayer as an expression of' thanksgiving or 

reverence which can be voiced without any direct referr:~nce 

to a deity. Th~ cOD'IJ'entional forms of address would not 

prect::ide prayer in thls sense. 'I'hough the South is conserva

tive in many of it replies, it r'esponded with the la1"gest 

number of 11 No 11 answers to this question. 
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If thanks are not given for things, the purpose 

of which the chlld can understand, what kind of prayers 

of thanksgiving are the children encouraged to offer? 

God 

.Qyestion 1 

Again we note with surprise that many rabbis 

report that their children do not ask about God. One 

would. think that they would be curious about the addressee 

of their prayers. 

s.£1~.i!gg_?_ 

In this question on the interpretation of God 

to the children, the most popular and widely used answers 

were statements c, d, h, j, 1, and m. What is particu-

larly salient is that only one rabbi told his children 

that nobody knows about God (k). The South ur1ed 50~~ of 

these explanations with regularity, the North 36%, the 

Midwest 50%, and the W<!:'>st 78%. 

~tion L1. 

A possible conclusion io that parents are not 

excessively interested in the so-called 0 relie;ious 11 in-

stl'uction but want their ch:i.ldren to derive the other 

beneflts of a nurser•y school. 

Though th:ls question wa.s not answered by some 

'" . .+ 
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rabbis because the concept of God was not d.efined, the 

vast majority feel th~~t preschool ch:lldren should. know 

something of the term, God .. 

§£!es t;t9_n 2 2 2, 4 _ - J>l'..c:.ff~ 

The possibility that rabbis have not formulated 

their answers to children's que8tions on death is indicated 

by the fact that many of the rabbis did not answer these 

questions at all. 

QuestiQn-7. 

In d and e.~ there is a repi ti ti on of the reluc

tance of rabbis to admit their ignorance on certain matters. 

What would be the harm in telling our children that we do 

not know about the na tur•e of death? 11 e 11 seems to be the 

most popular explanation for death, but the element of 

finality is probably lost upon the child. 



• 

. . 
..£- ---- --

Q}d§.§_:t.±sm 3 • 

There is only one all-day school. The majority's 

single session of two to three hours is recommended as suffi-

cj_ent for the need.a of oul" nursery school child. 

~w~s tJ.....q_11_l.t: 

Generally, the child should wait until the age 

of three before entering nursery school. 'l'hese statistics 

show that most rabbis are in accord with this rule. 

~~ s ti on . ..1.L.§.....-2. 

An estimate may be obtained from the following 

tuition charges: 

Temple Israel, 
Omaha 5 day weel{ - 2~~- hrs. per day-~t~16 per month tuition 

Ahavath Chesed, 
II II II Jacltsonville 11 3 II H 16 II II II 

Beth El, 
II It Corpus Christi 11 7 n ti II 12.50 ll II 11 

Sinai, 
II II II II ti ll ~members) Chicago 3 15 

20 Non-members) 
per month tuition 

~~emple Judea of 
Chicago II II ti 3 II II II 20 II II II 
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~Q13tion 10 

Accord:lng to these statistics, the vast rnajori ty 

of nursery schools sprouted between 1945-1951. 

fiol.iday 0}2s._ervance 

.9,uestio:n l~l?;d g 

Unfortunately the rabbis did not describe how 

they observed and explained these holid.ays to their child-

ren. 

,S,uestion 2 

Generally a festival celebration should not last 

more than 15 or 20 minutes. 

_9ues.tl-..QLl 

Geographical location will have its effect upon 

festival celebration. Less than half of the Southern 

congregations failed. to observe Simcha t rrora.h; in the other 

sections of the country, the situation was reversed. 

gue s t:ton __ lO 

If child1"en were to make the lr gifts , . the ex

change of presents would have more meaning for them. 
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How can nature study be an important s,egrnent 

of the curriculum in sixteen congregations when questions 

1 and 2 indicate that only eight congregations have gardens 

and only 2 oon3regations have animal pets? 

gg_§.:'3 ti®.:-§. 

While six Southern congregations have psycholo

gists on their boards of advisors, it is depressing to 

note that only two psychologists are on the boards of 

twelve congregations in the North, West, and Midwest. 

Agaj.n, the South seems more reluctant j_n accept-

ing Hebrew songs or Hebrew terms into its curriculum than 

the other sections. 
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Part III 

Recommendations 

A. Psychology of the child 
) . 

The rabbis answers to the quest:l.ons on God, 

prayer, and death, seems to reveal a particular att:ltude 

which the rabbi assumes toward the nursery school child. 

When the ma.jority of rabbis answered 11 Yes 11 to the question 

of' introd.ucing the child to pr•ayer and the concept of God, 

they were saying, in effect,that they regarded the child as 

an undeveloped adult, an immature adult, but an adult never

theless. SO The fact that they introduced God and prayer 

to the preschool child indicat;es the high regarc1 our rabbis 

have for the tbJ.nking prowess of these 11 ttle children. 

There are two reasons for introduci.ng the child to these 

subjects. Either the rabbis consider these children old 

enough and mature enoue-)l to handle even the simplest of 

c.rnncepts, or they feel that it would be beneficlal to ex

pose the child to the :lclea of God and to prayer whether 

he unc1erstands or not. In that way, the reasoning continues, 

the child will grow up wj:th ideas, which will form an im

portant part of his emotional life. The result would be 

that the seed of religion, planted in the child in hiB most 

impressionable years, woulc1 bloom forth in a rich expression 

of the religious life in the child's adult years. 
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Whatever may be the motives p:r•ompting the rabbis 

to teach the children about God and prayer, they must, for 

the moment, stand aside for• a more important consideration: 

what effect, detrimental or beneficial, has the introduc

tion o:f God and prayer upon our preschool children? To 

answer this question, we must investigate the studies 

dealing with the psychology of the preschool chila. in an 

attemJt to gain some inkling into the' workings of thE9 child 1 s 

mind. 'I1ill now, psychological journals a.nd boolrn have been 

replete with the investigations of overt child behav:lor, 

however, even as noteworthy a scholar as Gesell admits 

that these studies do not explain the hidden :forces and 

motivations of child behavior, that too little is known 

about the complex personality structure of the child. 

There ls one study which does attempt to approach the 

hidden forces and motivationG of child behavior and which 

does errect a theoretical structure of the personality of 

t.he preschool child. Werner Wolff', in his book, The 

Pe!'.§onaJ;:,.;1.,.:ty_Q.L.i_~.§.QhQ_q]._.Qh11.Q;, draws apart the curtain 

concealing the nature of the child 3 s rnino.. In his book, 

he not only utilizes psychoanalytlcal insights but has 

devised new exper:lrnents by means of which he has been able 

to his satisfaction to explore the depths of child person

ality str~ctures. 

Dr. Wolff first draws the important distinction 
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between the chilc1 and the adult. Not only is there a basic 

quantitative difference in the volume and extent of thought 

material experienced by the adult ana. child, but this 

difference is also one of quality. Since each new exper:l

ence becomes integratea_ into the personality, such an inte

g;ration causes a qualitative change in all other factors. 

We recognize the validity of this conclusion when we examine 

the adult. 81 

The adult's factual knowledge is largely deter-

,mined by taking for granted the exper:l.ences of others, 

and he is enabled to check the valid:lty of his own ex

periences by comparing them with this common. frame of re

ference. The ch:l.ld, on the other hand, is handicapped .. 

His experiences and his knowledge of others' experiences 

are decia.edly limited, and so he can not check their 

validity. This inability to distinguish between that which 

is possible and that which is not possible rena_ers the 

child unfit to discriminate between reality and imagina

tion and creates a deep gulf between the adult's concep

tion of reality and the child's. 

For the adult, reality means a definite concept 

of space, time, and relationships. It means a specializa-

tion of functionst actions and reactions, the confrontation 

of the individual with the environment, and a separation 

~ .. rt+ 



between daily experience anc1 dream, between perception 

by the senses and. by the imagination.. For' the aa.u.J.t 

reality implies a scheme of events :r'elated to each other' 

by cause and effect and a definition of the qualities of 
82 objects. 

For' the child, 11 :r.eali ty and dream, pe:r'ception 
83 ana. imagination form almost a unit." In this type of 

wo:r'ld all is possible, and there are no limits to real 

experiences.. Thus a cha:l.r may function .as a dog, or a 

cat.. The young child has not. yet had enough experience 

to establish a past or visualize a future and his present 

differs from an adult's because in it reality and imagina

tion are so closely entwined. Furthermo:r'e, 11 the young 

child ts personality is not yet separated from the environ-

ment. He projects his own personality upon objects, and 

objects reflect their' structure upon him.. He does not 

yet conceive the difference between male ana. female, 

between human beings and an:lmals, animals and plants$ 

plants and ob,jects •11 84 In this connection, Dr. Wolff 

cites the observations of several pBychologists who re-

ported about one little girl who thougb.t alcohol was 

alive because it bites and about a boy who loved to peel 

boiled potatoes, because the potatoes were 11 little naked 

things". 85 

Because the orbj.t of expel"iences 1.s still 
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limited, the child asks for the motivation and relation

ships of all the things he expe:r.iences. His thought is 

continuously troubled, because he is :ln constant .search 

for his self. Literally, he lives in a world of bewilder

ment and tries desparately to understand what is going on 

about him. When the answers are not forthcoming or do not 

satisfy the child, he uses his :i.magination to fill in the 
86 

For example, if a child turns on an electric' gaps. 

light, he does not have reference to the laws of electr•i

oi ty, nor does he understand the mechanism of the electric 

switch. His imaginatlon supplies the necessary associa

tion link by supposing that he has a special power within 

himself to make light. There are times, however, when a 

child.' s questions go beyond the intellectual motlf in 

attempting to explore relationships and establish rules • 

.At these moments there may be an emotional motif to dis-

charge tensions ancl to t:lre out the adult or a social 

motif to gain attention and power by testing the adult's 

knowledge. 87 · 

When the young child seems to be rnali:ing wrong 

deductions from the standpoint of the adult, it is not 

because of illogical thinking.. To the contrary, the 

thought process of a child. is very logical, if we don't 

focus upon the result of his thought process. Dr. Wolff 

presents several examples of thinking in children tn which 

- ____...-
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we may find. logical conclusions if' we but view them from 

the level of the child. For example, a child moves an 

object with his foot.. He expe1"iences that he makes the 

object move. His conclusion is that he has power over 

ob.1ects. At another time the moth.el" looks very pale; 

she goes into her room and. returns with lipstick on her 

lips and rouge on her cheeks.. The child then concludes 

that people can transform themselves. The child builds 

a house with blocks or draws a figure with crayons. By 

knocking over the blocks or rubbing out the figure, the 

child concludes that he ca.n make objects of his creation 

a . 88 
.is appear. Wb.en the chilcl lights a match or when he 

opens the water tap, there is f:i.re or water.. The conclu-

sion is that he can make fire and water, that he can rule 
IJt 1M1.1.iJ· f1!. V'lt ""\,e.r 

over things. In all these exarnples,~that the logic of 

child.ren 8 s thinlcl.ng :1.s not to be judged by wrong conclus

ions. When we view the process of thinking from the level 

of the child, hiB decluct:tons generally are co1"rect. 

When a child repeatedly points to different 

birds and asks her mother if this bird and tha.t bird lays 

eggs, after having be·2n told that all b:lrds lay eggs, we 

can see that the child is experiencing a difficulty in 
(§) • abs~~e~ 

the process of genel"alizatlon. This ~O:fl:S of e;enerali-

zation interferes wlth the transfer o:f what is learned in 

one situation to anothere Thus the object and its attri-

@ 11 /hl.~ rroc.Ess of .'.f;-;nC-t-6ll.l2.l·h'oV1 i's '/<!.l"j cl.iffic. .. Lf far<\ c'1iL./ ·fu ,....,dr.,...rfa1to1 

~she l:ie,j/>1s ·It> Lt.ir" -rl\ ... t ht. i.s a s:''"-'Le f>'-r-.so" dl-fferG!"·~ {.-ov.; u.l.L. 

o'tfier- r~l"'SO"S, I/ 'II~ 
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bute or' quality form an inseparable unity f.or the child 

in which the part-concept can not be separated from the 

who.le.. '11his is corroborated when children use speclal 

numerals when counting eggs. For many ch:Lldren a kiss 

is not just a kiss. It is a morning kiss or an even:lng kiss • 

Just as the child can not separate the part from 

the whole, so he does not consider the parts of one ex

perience separately. The child 1 s logic and his concrete 

type of thinkj.ng render it impossible for him to believe 

that the words for objects need not have a concrete mean-

ing.. ~.'hus children have been heard to aslr the following 

questions: 11 Do nightingales always malrn night ?11 n Is 

th:l.s a rose garden or a gras:::i garden street ?11 (when the 

child of four heard that somebody lived on Ge,ra.en Street. )90 

The child 1 s imaginat:lve powers alfJo play an im-

portant role in his thinking process.. Through the element 

of associatj_on, the child will see the spot on,the wall as 

a snake or snowflakes as white animals. 91 This vigorous 

quallty of imagination is supported by a factor called 

11 synaesthesia". For :lnstance, when a child hears a cer-

tain tone or' tasts a eertain flavor, he may have the sensa-

tion of a certain color. For this reason some children 

associate tomatoes with blood and so form a violent dis-

like for thls vegetable. Synaesthesias are also to be 

found :tn adults, but the vividness of the child's imagj.na-

-
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tion produces a stronger effect upon him. 92 

Imagination very often leac1s to fear. According 

to thc:i evi.dence of psychologists, as summarized by D:r. 

Wolff, the largest single cause of fears was mysterious 

events.. Upon being informed of a boe;ey man lurking in 

a dark room, the imagination of the ch:l.ld quickly produces 

a grotesque monster. The result is that the child is 

afraid of darlt rooms and refuses to be left alone. Fea:t• 

can also come from the child 1 s own project:l.ons.. Th.ls 

occurs when the child animates the objects around h:lm and 

then discovers that he is unable to handle so many :lmages. 

Dr .. Wolff cites the followi.ng observation of Frobenius: 

11 .A professor is working at his desk, while h:l.s 
four-year•-old daughter is running about the room .. 
Her commotion cl is turbs hlm, so he gives her three 
burnt matches and says: "There go anc1 play with 
thE:rne ! 11 The child sits on the floor ana. plays 
with the three burnt matches, wh:ich she names 
Hansel, Gretel and the witch. All goes well for 
a time, when suddenly the child startles her father 
w:l.th a frightened shriek. 11 What is the matter? 
Has anything happened to you?" he asks. The child 
runs to her father with evident fear and says: 
"Father, take the w:l.tch away, I 1m afraid to touch 
her •11 7;; 

In this case the emotion which the chlld projects upon the 

matches suddenly becomes reflected as fear of the matches. 

In addition to the unfamiliar, another source of 

insecurity .is to be found in the parents. If the parents 1 

behavtor ls unpredictable it will delay the child_' s forma-

--~ 
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tion of his self, which is based on a condition of stabili.ty 

and security. When the parents are moody, the child, by 

imitating them, becomes moody and nervous also. Parents, 

by their attitude of authority and superiority, often will 

produce an inferiority complex in the child. In this con

nection, Erl ch :B.,romm writes: "What, then, happens to the 

child in relationship to his parents? It meets through 

them the ld.nd of authority wh:lch is prevailing in the 

particular society in which it lives, and tb.is kind of 

authority tends to break his will, hi.s spontaneity, his 

independence. But man is not born to be broken, so the 

child fights against the authority represented. by his 
u 94 

parents • Further, Fromm writes that the Oed.ipus 

complex be interpreted. not as a result of the chilc'.l' s 

sexual rivalry with the parent of the same sex but as the 

child 3 s fight with irrational authority represented by 

the parents. IJ.1his does not imply that the ::wxual factor 

does not play a significant role; it is only that the 

emphasis is not. on the incestuous wishes of the child 

and their necessarily tragic outcome but on the parents' 

prohibitive influence on the normal sexual activity of' 

the chila_. 

Whether the hostility wh:tch the child bears 

for the father comes from sexual rive,lry or the harsh 

imposition of authority, is relativGly unimportant for 

ou:r purposes. It is enough that we recognize that fre-
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quently there is to be found in the preschool child intense 

antagonism for the father. These feelings towards the child's 
® 

parents wield an important influence upon the child's emotional/\ 

and intellectual influences of the family lead to imitation 

or resentment, but unhappiness may leaa. to the build.ing up 

of a private world. With these insights into the nature of 

the child's thoughts and feelings, we are in a better posi

tion to judge the effects which the concepts of God, prayer, 

and death have on children. 

B. God 

The children of the religious school ostensively 

attend for one reason only - to receive relig:tous instruc-

tion.. For most people whether rabb:Ls or laymen, religious 

instruction does not begin until the child becomes acquainted 

with the id.ea of God. Not only does th:ts attitude apply to 

those &,ttena.ing the primary ana. secondary grades but it 

also extends to the preschool child who attends a temple 

nursery school.. That rabbis regarded instructi.on about 

God as the prerequisite for any spiritual development was re

vealed in the overwhelming number of rabbis who replied in 

the questionalre that children of nursery school age should 

lmow about God. 

While many ma\Y' agree th.at preschool children 
dots V1ot !)"ora111te.e 

should learn about God, this concurrence ::\;sh~ its im-

plementation. The barrier of communication blocks lts 
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fulfillment. Upon a moment's reflection, we ourselves 

know the difficulty we experienced in grasping the idea 

of God, and how equally mystifying our explanation of God. 

can be to other adults.. The fact that we are trying to 

impart this concept to little children does not lighten 

our task but rather heightens it. If vague, hazy definitions 

throw a film around the clear-cut picture we would like to 

have of the divine, howwlll that picture seem to children 

of three and four years of age, who have not advanced to 

the stage where they are able to think in abstract terms? 

We fall on the second horn of our dilemma if we attempt to 

explain Goa. in simple, concrete terms. 'Ihe words may be 

comprehended by the children and the id.eas expressed may 

have a common frame of reference, but the resulting ex-

planation either will have to be. a_iscarded or l"adJ.cally 

revised when the child is ready to form a more mature con= 

cept of God. Lillian De Lissa, the late chairman of the 

Nursery School Association of Great Britain from 1929-38, 

warns us about this pro'blem when she asks: 11 Is 1 t possible 

to give children an idea of that is neither false nor that 

has to be unlearned because it becomes fixed and final 

and therefore quickly oute;rown ?11 95 

This is the question for every rabbi to contem

plate before he quickly presents to the chila. the custo

mary answers concerning God. Not only must he avoid that 
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which is false, but he must also weigh the consequences 

involved in the unlea1"ning process. A case is cited in 

which the woman relates that she used to imagine God to 

be a pygmvlike creature. In her• maturer years, whenever 

the word God. was mentioned, the picture of this little 

creature rushed into consciousness and prevented her achiev-

ing other thoughts of' God. The result was that she had to 

abandon the term, God, entirely to attain any worthy quality 

of a.evotions or meditations. 96 In this :instance, and it is 

not a rarity,the woman never succeeded in expunging her 

earJ.ier, childish picture of Godo Once a picture is firmly 

implanted :l.n the mind of a young child, there j_~1 a strong 

possibility for pieces of that picture to remain with him 

through adul thooa... The school of psychoanalytic psychology 

bases many of its therapeutlc techniques on the assumption 
I 

that we harbor many childhood memories and scenes we thought 

we had long forgotten.. According to Lillian De Lissa, we 

commit a flagrant error when we tell the child anything 

that has to be discardec1 later in life. Tl:1is creates a 

doubt in the child's mind, and sometimes that cloubt can 

not be erased. 

On the basis of our l7,nowledge about the inner 

world of the child, we may now examine the answers of the 

rabbis to the questions concer'ni:ng the explanations about 

God given by rabbis to these preschool children. 



For the adult, the fatherhood of G·od expresses 

one of most edifying thoughts concerning God. When we 

speak o:t' the li'ather, the protector and guardian of His 

children, we express in poetic language G·od' s prov:ldential 

• care for His creatures. The child, however, does not know 

of poetic language and is not concerned with His providen

tial care. All he hears is that God is a father. The 

child may conclude that G·od ls very much like his father, 

even though he may be told that God is better than his own 

father.. Whether the qualitative d~Lstinctions are noticed 

by the child is something we have· not been able to discover, 

but we c.9.o have Enridence of the effect of what God as father 

may mean to the child.. Gordon Allpor•t cites the case of 

a six year old boy vfho refused. to say 11 0ur Father".. The 

reason he gave was that God, whoms good, ooula_ not be 

like his father on earth, a drunkard. This child had 

not yet shifted his concrete imagery of a father to the 

mo1"e abstract conception appropriate to later life. 97 

Allport 1 s example illustrates one effect which 

God as father may have on the child. Because the boy lmew 

that God was good, he reasoned correctly that God couldn't 

be a father. Father, to his child's mind, was someone who 

was bad. We know, however, that the father does not have 

to be a drunkard and a renegade in ord.er to awaken re-

pugnance and hostility in the child. Parents, particularly 
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the father, represent authority to the child.. 1This kind 

of authority, according to Fromm, tends to break the will 

of the child and frustrate his spontaneity. The result 

is that the child fights against the authority of his 

father. The Freudian school of psychoanalysts would say 

that this hostility for the father has a sexual genesis. 

Whatever the true cause, these two opinions agree that the 

child at some stae;e, experiences hostility and antagonism 

for the father. At this point we might well ask ourselves 

what effect the concept of God as father has upon the.child? 

What kind of religious seeds are we planting if the child 

is rebelling against too severe parental authority? IGliza

beth Manwel1 and. Sophia Fahs r:lghtfully ask: 11 If the child 

is in protest against his parents• dominations, how can he 

welcome a greater pa.rent whose pleasure and displeasure is 

even more significant?11 98 The answer is that the child 

can not welcome God as an even stronger and more powerful 

parental fie;ur•e than his father. If he does accept th1.s 

belief in a father-lJ.ke God~ it is entirely possible that 

he may rebel against all religious belj_efs as a handicap. 

By identifying God as a super parent, the child 

may also attribute to God the quality of unpred:i.ctability. 

·Werner Wolff reports that when the child fj,nds that tl.1.e · 

behavior of his parents unpred:lctable, it will delay the 
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chilct 1 s formation of his self. This formation is based 

on a condition of stab:tlity. Instability for the child 

means insecurity. If God acts ~s his father does, then 

the child will feel insecure when he thinks of the insta

bil:l ty of this father-God. 

Another objection which may be voj.ced against 

explain:tng God as father is the extreme anthropormhism 

implied.. Though we may bring the child to understand 

that God is the father to everyone and that He is not 

like his father on earth, the child will nevertheless 

thlnk o:f God as a person with all the physical attributes of 

a father. This anthropomorphic God may be difficult to root 

out when the child advances to the stage of receiving a 

more mature Goa .• 

2. ~Goc1 is ou:i:::. Fatb&!:, .. J .. n Heaven. H~§ven_l.§._'!::ill_Jn the ~11 

Heaven has been introduced to the chj.ld in an 

effort to answer the inevitable question: nWhere does God 

11 ve ?11 Heaven also :Ls mentioned as the abode of the a.ead. 

In either case, the child becomes acquainted with heaven 

and soon learns that it is up in the sky.. In this connec

tion, we have a case in which a boy accounted for the exis

tence of stars. He knew that God lived in Heaven.. He also 

heard that God was sometimes angry. Therefore the child 

concluded that the stars were caused by God, who, in His 
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moments of wrath, puncb.ed. his cane through the sky thus 

letting the light of heaven seep through.. If we thinlt in 

terms of those explanations which will ha.ve to be discarded 

because of their heavy anthropomorphic content, surely the 

Heaven aspect should. be elimj_nated at th:ls stage of tJbl.e 

child' s growth. 

3. nGod is always with us. 11
· 

4. ~GoQ._is. somebodJ:'.:2.f!L£§!L!12.:L.see 2 htJt pe_Q£L.!LE_~~" 

In these explanations, the rabbi studiously tries 

to avoid any reference to the corporeality of God.. If 

such a description were given to tJ.1.e adult, he may look 

askance and c.1.emand proof. Filled with the empirical spirit, 

the adult often cannot v:i.sualize the presence of an in

visible spirit who watches over our actions. The child 

has no such problem. He understands the rabbi immediately 

when he ls told that C}od is an invisible companion who is 

always with him. For the preschool child, this is nothing 

new. He has many compan:lons who are 1nvj.sible to anyone 

other than himself, but to him these companions are per

fectly l"eal. 

To the child a God whom he can not see ts accept

able because of his vivid imagination. Since he can not 

conceive of intangible or splritual forces, the best the 

child can do is to imagine God to be a f airylike person 
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who takes his place alongside his other creations in his 

world of imagery. God becomes associated with the bogey

man in one instance when children in a nursery class were 

afra:ld to go into the coatroom. 11 'Ihe bogey-man is there,' 

said orie, 11 or maybe God 1 11 
• 99 

'rhese efforts to explain to the children the 

invisibility of God are bound. to end in failure. Since 

the child has not had enough expel"'iences to distingt:dsh 

between tJ.1.e world of reality and the world of imtiBible 

fairies, God ceases to be the essence of spirit but be

comes in the mind of the child anothel" fairylike ere a ture 

who plays with him and goes wherever he goes. Not only 

does the child. fa:ll to grasp the d:lfference between the 

intangible and the concrete, but the lofty idea of God 

is leveled to that of a bogey-man or some elf from a fairy 

tale. 

5 • ~~Q:.9.9:~,;1.s_~9m~.t.h!ng_J:.ik~~-n~t.l?.911.!..~ 

6 • 11 
G_Q.Q._._;1 s . ..£9.l!!.§.9...~--'i~-d: ov 9~-.... Jit?...-1:.f?_~rn~-f~t end .!..11 

7. "We can talk to Goc1. 11 
----··-··-.... - .. -·~---,.----~ '"'""" ~., __ ,,__,~--

In all these explanations, the same objections 

might be voiced as had been against the fatherhood of God. 

These statements are all anthropomorphic and asBume concrete 

images in the mind of the child. If He is somethlng like 

a peraon, then the child. w:lll conclude that He must be a 

person. Since the child has n0ver encountered a thing like 

a person and still not a person, he associates God with that 
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which he has, experienced--a person. 

Again in numbeJ'." 6 and 7, God fits ln nicely with 

tb.e other people who inhabit the child 1 s a.ream world. Many 

of these imaginative characters are friendly to the child, 

and in turn, the child talks to them~ 

8 • 11 Go~, .. _J,..~L-~.9..ill_<l~bJ~M._Jii:thi.l;l __ uf?.1..l!~+12in53~ __ t9_ th.:!._gk and t_Q. 

filQ.!:L~Wha t~:t..§...J5.9_Q.Q..-_1 '.. 

Piaget, in his book, Th~_~J.:.?-nS~l.~ __ an.:.(+_. T:Qo~~--9f 

the 9.h119:, makes tl.1.e significant point that only part of 

the answer is heard by the chlld, and even then, it is in-

aecura tely cornprehena.ed. Difficult words slip by, and the 

child takeEJ only the famil:tar words to construct into a 
100 

meaningful thought. In the above explanation of God, 

it is entirely likely that the child le.:its that part of the 

helpfulness of God slip by and. retains only the thought 

that God ls someth:l.ng within us. Surely the object of the 

parents is not only to impress the child that God is spirit, 

but tmt He is a spirit which helps us to do the r:i.ght things. 

The reaction of the children to this type of descript:ton 

is to pass over the helpfulness of God anc.1. dwr:)ll exclusively 

on the exact location of God wj.thin thelr bodies. 

We have seen how lo[..sical the child• s thinking 

is from the illustrations in Werner Wolff's book. This 

same method of careful reasoning applies to the spirit 
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within our heartst1& Manwell and Fahs provide a wealth of 

examples of how children tried to logically figm:>e out just 

exactly where G·od. rnigh t be. Since God is within us, so the 

reasoning follows, He must have entered our bodies through 

our• mouths, and ended up in our stomachs. ~:he children 

have been tolcl that food :ls taken in the mouth. and passes 

into the stomach. If this is the way fooc..'l acts, why shouldn't 

God behave in the same way: It is reported that Jean, age 

5, was about to take a drink of water from the k:ltchen faucet 

when she stopped and aslrnd he:i:• mother: 11 If I swallow this 

water, will I swallow Jesus?" lOl Then there are other 

children who ask how can God fit into a heart when He's 

as bie; as the whole world. These questions follow a logical 

pattern of thinking only because the children can not depart 

from· their concrete, anthropomo:rphic concepts and imagine 

God to be a spirit in the religious sense of the world$ 

Many rabbis checked. this statement as being one 

which they used in their explanations of God to their pre-

school children. By these words the rabb:ls hope to convey 

some ldea of the omnipresence of God. Many adults have 

struggled to imagine this cosmlc attribute while preserving 

their concept of a close personal God. 'I'he child too 

struggles with this thought, but for another reason. His 

ordered. process of thought forces him to question this 
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divine attribute. 11 If God is in my house, how can He be 

in the house across the street at the same time when there 

is a road in bE}tween?11 This is a typical question of the 

nursery school child • 

Other children are reported bent on the quest 

for God. If God is everywhere, then wherever they look, 

these children should. find G·od. So they reason and so 

they act. A case was reported where a preschooler was 

found in the yard busily cutting in two every worm he 

could find. He was observed. to hold up the sl:l.ced sec

tions to his eye and look at them carefully. When. his 

mother asked what he was cloing, the child. replied that 

he was looking :for God. Upon further questioning, the 

mother learned that this search for God in the worms grew 

out of the remark that God is everywhere. In thif:l same 

connect:l.on, Helen Parkhurst, who has done an amaz:l.ng job 

in recording on tape child.r•en. 1 s conversations on religion, 

ethics, sex, etc., relates a conversation which trans.pired 

between herself and a child of three. They were both riding 

together in a car when. the child said. that her mother has 

the head of God ln her. Nonplused, Helen Parkhurst asked 

if there was a p:l.ece of God i:n her father. 'Ihe little 

girl answered that God 1 s leg was in her father and God's 

arm was in her brother. A piece of God's leg was in her

self. Later Helen Parkhurst had. an opportunity to ask 
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the mother what led the child to make such conclusion.em 

The mother repJJ.ed that the only possible connection 

could have come from a c:rnnversation she had two weeks 

ago with little Betty. She had returned from a funeral, 

and in answer to the questions about the nature of a 

funeral, the mother replied that the dead person is now 

with God. Betty asks where was God and her mother said 

that God is everywhere. If Goa. is everywhere, Betty asked 

11 Right in this room, Mommy? 11 Then she askea. if God was 

inside Mommy. The deduction in this question was logical, 

insofar as she harl been informed. a f.ew months earlier that 

her new baby sister had been 11 in the mother11
• If that were 

t:he case, why couldn't God be there? The conversation 

end.ed only to be resumed when the child, in typical child

like, logj.cal fashion, reasoned that G·od would have to be 

spread out rather thin if He was to be ln all the members 

of the family. 102 'Ihis is another example of the child's 

inability to general:lze and think in abstract terms. Since 

G·od is usually pictured as a male personage :1.n the form of 

an old man, a supE=Jrman or king, how else can the child com

prehend the omnipresence of God? 

If these fantastic pictures of God were really 

unusual, we could dismiss them as lllustrations of the 

activity of a few children's fertile imaginations, however 
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such stories are far too easy to collect to lead one to 

think that they are exceptions to the rule. From the 

abundance of such stories, we may conclude that these 

examples are the normal reactiorna of a great many of our 

preschool children. 'Though they may not verbalize their 

thoughts on C-tod, it would not be too far amiss if we 

stated that they fall into the patterns of thought emm1er

ated above. 

These illustrations of children' a reactions to 

our explanations of God coupled with the principles of 

child psycholoe.,y lead to the following concluslons: 

1. In the simplicj.ty of our explanat:i.ons, we 

are giving child.ren pictures of God which they will have 

to discara. as they grow older. At some t:Lme God will 

have to cease be:lng the old man or superman. 

2. The religious development of the ch:l..ld may 

be seriously irnpairec1 if the child can not rid himself 

in later yearB of these childish, anthropomor•phic concepts. 

3. The chila. may transfer his feelings of hosti-

11 ty for his parents to God, the Father. If these feelings 

have been intense, synaesthesla wi.11 cause the chilc1, now 

the mature man, to feel antagonism ana. repugnance whenever 

God is mentioned. 

4. If we try to expla:i.n God w:lthout anthropo

morphic trappln3s, tb.en we befuddle the child.. At the 
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preschool level, the child is unable to grasp the ideas 

of the intangible, the omnipresent, or the abstract. 

Either our explana:tions will carry no meaning, or•, the 

child will distort them to fit into his pattern of ex

perience. Thus we have found that our noble intentions 

have been twisted 1nto these fantastic pictur·es .. 

':Chese conclusions cause us to pause and ask what 

approach we may take regarding the religlous development of 

our' children and what attltude we should adopt regarding 

the explanation of God to our children. On the basis 

of the evidence offered thus far, it would not be advis

able to mentj.on God at this early stage in the child's 

life. 'Ihe temptation is hard to resist, but res:lst we 

must. When previously we had offered G·od as thE_) explana

tion of the g1•owth of flowers, we should, try to explain 

the presence of the flowers in purely naturalistic terms. 

It is quite likely that the child will not be able to 

fully comprehend what we say, but at least we avoid the 

mention of G·od. If the ch:U.d has the opportunity to 

watch seedlings sprout into loaves, the child will observe 

a natural process. What is the cause for growth, he will 

not understand, but there will be no occasion to imagine 

that a tiny elf is pushing the leaves out of the seed. 

Even though we may be careful in not mentioning 
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Cfod to our children, the possibill ty is great that the 

child will hear the word God in the home or will hear it 

from his playmate and then wj.11 come to the 'remple nursery 

and ask who is God. What then? In such a situation we 

should use those explanations employed by Sophia.L. Fahs 

and Verna Hills in the Martin and Judy stories published 

by the Beacon Press. 

In the Martin and Judy series, there is a story 

entitlerl: 11 Martin .Asks About God. 11 In this story an attempt 

is made to deal with the child's first exposure to the 

thought of God. .An excerpt from this short story will illu

strate how Verna Hills would explain God to a child of the 

nursery age level. 

11 Mother ! Mot,her! 11 he called as he ran upstcdrs. 
11 Tell me about Gode Does Goa. know if it 1 s going to rain?" 

11 W1iy do you ask that question, Martin? What have 
you been hearing about God?11 

11 I asked a man if 1.t was going to rain, and he 
said God knew.. And he told me to ask you about God, l)e
cause he didn't know mu.ch about it .. 11 

"Come and sit dmm wlth me, 11 sai.d Mother. 11 I · 
can't tell you all about God, because noboc1y knows :l.t all. 
You will keep on learning about God as long as you live. 11 

11 Wl1y ?11- asked. Martine 
"Because there is so much to learn. God :ts not 

like us. We cannot see God.. We cannot touch G·od or hear 
God talk as we talk." 

11 Why not'? 11 asked Martin. 11 Is God just make
believe like a fairY'? 11 

11 Martin 1s mother shook her head. 11 No, God is as 
real as the wind and the sunshine. God is as real as being 
hungl:'y and being glad. You are sure of these things, even 
if you can't touch them. I think ctod is more rea.1 than any
thing else in all the world. 11 

Martin leaned his head against his mother's shoulder. 
11 I w:lsh God would come right here sometlme • 11 
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ttr think God is here all the time," said Martin's 
mother. 11 I think (}od. is everywhere where there is sunshine, 
and air, and living and growine;. 11 

"Well, I w:lsh I could see God now," said Martin. 
11 I want to ask if it is going to rain. 11 

11 0h, I see, 11 Mart1n 1 s mother seeroGil. to be thlnk-
ing. 11 I really don't belleve Goc1 could tell us that, Martin. 11 

Martin sat up straight again. 11 Why not? Doesn't 
God know? nie man said so." 

• "Yes, most people .think God must lmow," said Mart:l.n' s 
mother. 

"~:hen why doesn't God tell us? 11 asked Martin. 
"I think it is better for us to find out for ourselves, 

just as much as we can, 11 answered Mother. "It's fun to 
think thin.gs out with our own minds. People have learned 
wona.e1~ful things that way. 11 

Martin remembered something. It had happened a lon~ 
time before. "I thought what to clo when I was lost, didn t 
I?" he said. "And I think things out in school. Is tb.at 
the way you mean, Mother?" · 

11 Yes,n said Mother. 11 That 1 s ~Just the way I mean~ 
And wh0n you are bigger, you will think out much harder 
things. You will learn some things by reading books., You 
will learn other. things by watching and asking questions .. 
.An.cl sometimes you will learn from the way you feel inside 
when you are ~uie t .. n 

11 0-oh. 11 Martin liked the way his mother was talking. 
"But doesn 1 t G·od tell us anyt~.ng?11 he asked at last.· 
11 Not the way I am telling you, 11 said Mother.. 11 But 

our wonder-parts come fl"om God~ and without them, you know 
we would not be able to think.' 103 

~:he word, wonder-par•ts, ment:loned in the story is not a new 

term for the chilcl. The young child. has found a 11 wonder

part11 in prevlous stories in different kinds of li v:tng things 

that he is able to see and touch. In one story, when Judy 

and her father are together, they play a game in which one 

looks for the love of the other.. In this way the story im

presses the ch:lldren with the reality of certain intangible 

things, espec:lally with the intangibles within people. As 

Judy learns that she can feel her father's love without see-

ing it, she feels the reality of the inviaible withln her .. 
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This intangible quallty is called. a 11 wonder-part 11
• By 

comparing God to a 11 wonder-Part11 , there is a possibility 

of conveying the idea that just as we can not see the wonder

part, we can not see God.. Just as the wona.er-part is real, 

so God is real • 

'l'hese Martin and Judy stories are to be recom

mended in 11reference to the stories in the Bible for illu

strations ooncerning the nature of Goa., because the Bj.bli

cal stories were not written for the psychological needs 

of preschool children. First, there is much material 

which is definitely harmful for children of this age, 

material filled with frightening scenes, such as Abraham 

preparing to sacrifice Isaac, .the drowning of the Egyp

tians in the Hed Sea, and other events too nume·rous to 

mention.. Secondly, in those Bible stories which do not 

contain fearful scenes, the impression the child is likely 

to receive is that of an anthropomorphic God or a God whose 

·nature he can not understand. In either event, the child 

is not advanced enoue-)l in years to appreciate the :tns:lghts 

contained in the Bible stories. 

The Martin and Judy stories, on the other hand, 

are written from the child's point of development. The 

authox's have asked first anc1 :foremost: what are the funda

mental emotional needs of the children and what experiences 



.. 

are most significant in the children's future development? 

On the basis of their answers, Verna Hills and Sophia Fahs 

have written a series of stories that speak to the children 

in their own language about their basic exper:tences and 

11 are m~nmt to encourage in mnall children a sensitivity to 

intang:i.ble spiritual v.alues that are basic in all worthy 

rellg:i.ons, and in all real living that deserves to be 

characterized as spirita\gl in quality." 104 

It is probable that the answers preoented in the 

Martin and Judy serles will not sat:Lsfy entirely our child

ren's curiosity concerning God. It would be beyond reason 

to expect ·any boolr to do this. However, these stories 

still remain the most appropriate for our preschool child-

ren when they come aslting about God. 

C. Prayer 

The functlon of prayer, according to Kauffman 

Kohler, is to close the gap between man and God.. It is 

the medium whlch brings the heart of man into close com

munion with the Divine.. "Prayer is the expression of man 1 s 

longing and yearn:i.ng for Goel in times of dire need and of 

overflowing joy, an outflow of the emotions of the soul in 

:l ts dependence on Goel., the ever-present Helper, the eternal 

source of its existence ••••• prayer ••••• becomes the adora-

tion of the Most Hlgh, whose wisd.orn and whose paternal love 
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ancl goodness inspi:t•e man with. confidence and love. 11 105 

Most theists would accept this definition of Dr. Kohler as 

being a satisfactory presentation of the essential purpose 

of prayer • 

It is this a.efinit:ton of the nature and pu:rpose 

of prayer which some psychologists have taken to serve as 

the ground fo:r their investigations of the relationship of 

prayer to the preschool child. Gorclon Allport categorically 

states that the little child has no conception of the purpose 

and nature of prayer.. When we teach our childr·en to bow their 

head or fold their hands and repeat simple prayers, these 

responses are not rel:l.gious at all, but wholly soclal in 

character. 11 To the child these acts are as routine as 

b1"ush:i.ng the teeth or shaldng handB, or any other of the 

pointleBs habits required of h:tm by his well-meanlng but 

trying parents. IJ.1J.1e :r.i tuals are learned but not their s:tgni-
106 

ficance. 11 

To substantiate this view, Dr .. Allport cites the 

case of a child of four whose practice it was to recite his 

nightly prayers before a relig:tous picture. One day he went 

visi tlng and remained overn:Lght away from his home o When 

he was told to say his prayers, he c1:ldn' t find any religious 

picture available. Looking around., he saw a copy of the 
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§.?.:~daJ: :~y~i:np; J?C?.il!. He went to the table, placed the 

magaz:lne cover before him, and with complete satisfaction 

pe rf orrned his devotions. 11 And the worcls of the prayer he 

said had essentially no different significance for him 

than the words of his nursery rhymes, 11 l07 

Another psychologist, Elizabeth Hurlock, is of 

the same opinion regaJ:iding the element of routine surround

ing prayer. For most ch:lldren, praying is part of the routine 

of. going to bed. 108 The religious belief behind prayer is 

ttmeaningless to the child. 11 109 ~'he ideas, phrases and 

the:itories are far beyond hiB comprehension, and in the 

simple prayer, 11 G·od bless Mom.my, God bless Daddy, 11 the mean

ing of the word 11 bless 11 is unknown to the ch:1.ld. 110 

Though the religious belief behind prayer, such 

as that ennunciateCI. by Dr. Kohler, is meaningless to the 

child., this is not to imply that the child does not have 

some conception of prayer'.. Quite to the contrary. 'rhe 

chJ.ld has a clear and welJ. ... def'ined concept of prayer, but 

this type of prayer would hardly be called an example of 

expres~:Lng; the lofty sentiments of Dr. Kohler. ~rhis kind 

of prayer is called by Arthur Jersild the 11 pennies-from

heavenu type of prayer. lll 

First the child :ls taught that God is someth:lng 

-~ 
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like an absent-minded magician, who e;rari.ts any reckless or 

thoughtless petition that might be addressed to Him. 11 '.Ihe 

idea of p1"aying to a higher power is usually accepted quite 

readily by chlldren, who, in their experiences, frequently 

hav-e occasion to be reminded of their own limitations and 

unfulfilled desirer:i.. ~Phe desires that lie back of the 

child's :frequent 1 I wish' or 1 If only I had 1 and which he 

realizes vicariously in his owr¥iake-believo can readily 

be translated into the petition: 1Please give' •11 ll2 Thus 

prayer appears to the preschool child as the acceptable 

means whereby he may achieve what he wishes by means other 

than his own e 

We know from Wolff that the child's feelings of 

inferiority and insecurity fo1""ces him into daydreams in 

which he is all-powerful. Since the distinction between 

c1aydream and real:L ty is not firmly established, the chj.ld 

acts also in l"eali ty according to a beli.ef in magic practices. 

11 Fairy tales and religious ideas support this concept of a 

magic world. This concept :Le checked. when ch:lldren become 

aware of facts; however, its fragments frequently remain 

in some form throughout life. 11 ll3 Prayer might well come 

under the category of the 11 religious ideas" of which Wolff 

speaks. Prayer then would lead the child to belleve that 

he has a magic influence upon persons and objects, and that 

~ .. A .. < 



his wishes can be fulfilled by prayer to his superman type 

of God. Children's play often is an attempt to· overcome the 

obstacles of reality. When the child's play is a realiza

tion of his des:Lres, his play is a wish-fulfillment. Since 

much of the preschool child's activity concernB itself with 

wish-fulfillment, the child looks upon prayer as the mag:lcal 

means towarcLs obtaining what he wishes. This is the prayer 

which is not expressed. before his parents or his rabbi. In 

this conneetion, Sophia Lyon Fahs, found that the spontan-

eous, unlearned prayers, the prayers which show the real 

desire of the child, are sometimes surprising or even shock-

ing to parents. For example, there was the awkward boy who, 

feeling himself inferior to his schoolmates in sports, 

prayed, 11 0 God, help me to run fasts 11 114 Hel'.'e prayer is 

regardecl simply as the means to an end.. The favor has 

been asked; its up to God. to a.o the rest. 

In contrast with this psychological data on the 

effects of prayer on the preschool ch:l.lcl, the majority of 

the rabbis who answered the questions about prayer indicate 

that they think that prayer is a beneficial exper:lence for 

the child. At this point it is in order to ask why our 

rabbis favor teaching the chlld to :i:•ecite prayers • ., Is 1 t 

because they are unaware of the psycholoe;ical investiga
t 
Jions regarding prayer and the child, or do they feel that 
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they are laying the emotional groundwork for• '1.1emple obser

vance in later years? Because of the conditions under which 

the questionaire was drawn up, it was not possible to obtain 

this information. However, let us suppose that many rabbis 

realize that their preschool children do not comprehend 

the full meaning of the prayers they recite. Yet they 

continue teaching the recitation of prayers, on the argument 

that all will be made clear to the child in a few years and 

that the child is now being psycholoe;ically conditioned. 

'11he familiar will be more palatable, and the groundwork 

will have been la:ld. for a personality a tuned to prayer and 

to temple services.. Without questioning the good intentions 

of these rabbis one may wonder how sound is this approach 

to the problem of prayer and the preschool childt. 

Actually there is not enough scientific evidence 

to give a clear-cut, yes or no answer. 'Ihere have been 

many instances in which high values have been achieved 

from just this type of religious instruction .. ll5 Yet, 

from all the facts presented thus far, it would seem that 

the general over-all effect would be more detrimental than 

benefic:ial. First we know that it is altogether too easy 

for children to develop a feeling of special privilege, to 

think that God is a good fairy who will send what they want 

merely for the asking. Secondly, the gratitude of the 
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children may change to resentment if they do not get 

what they ask for.,, We know that every chila. usually 

encounters grave disappointments and deprivations, and 

it is at these moments that he finds his self-centered 

prayers unavailing. 11 ~~o take this hura.le, and to revise 

one 1 s views of Provj.dence, passing from self-interest to 

self-d.isinterestedness, is extremely difficult. Many 

ind:lviduals, findinp; religion no magical aid in this early 

period, once and for all drop it • 11 116 It is th:ts resent·

rnent and disappointment which we c1esire to avoid.. It would 

seem that instead of preparing a welcoming attitude for 

the maturing child, we would be doing just the opposite 

and defeating our original intentions. 

We may conclude that rote prayers, prayers of 

the 11 Thank you, G·od0 and 11 God bless ••• 0 variety hac1 best 

be omitted from the rel:i.glous nursery school, but this 

cloes not mean that prayer should be d:r>opped entirely. 

To the contrary, prayer should be encouraged in tb.e re-

ligious nur·sery class, but it must be prayer of another 

va:r.iety. This new type of communication should concentrate 

on 11 one element that has always been found in priayer at 

its best, and which should not be lost out of the llfe 

even of a small child. This ls the f:t'ee yet purposeful 

meditation on the happenings of each day. 11 ll7 

Refelection on the meanine;ful experiences of the 
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day's events may be motivated~r·eading :i.n a period 

of quiet thoughtf'ulness the experiences of other· children. 

The Martin and Judy stories are valuable from this aspect, 

because they have been written for just this purpose.. As 

the children listen to such stories, they cliscover their 

own inner thoughts and 11 f:lnd a more radiant th:r•ill in 

their own contacts with th:Lngs ana. people through learning 

t i 
, , II 118 

tha· other ch_ldren have had similar stirrings.. In 

some religious nurE1ery schools, the ch:lldren listened to 

"music stories11
• '11.he phonograph would be pla;y-ed, and then 

the teacher would. ask what the children heard in the music. 

Their remarks would either accompany or follow the music. 

Some of the children heard the birc.1.s singing, ancl they heard 

the wind blowing; others heard children running and laugh-

ing in the snow. Through the Martin and Jud.Jr stories and 

the 'hmsic stories", these four-and five-year olds were 

helped. to relive their happy experiences. 11 r.rhey were 

lifting out of thelr days c}ertain intangible qualities 

and enjoying them vivia.ly. We may well call such experi-

ences, relived through. the intangible medium of music, the 

beginnings of meditation on a four-and five-year-old level. 11 119 

In these moments of prayerful meditation and con-

scious reflection upon happy experiences, we reach in another 

direction by plumbing the depths of the child ana. allowing 

hlm to get below the surface of things. In our society 



/ 

today, too many things have been speeded up for the child .. 

We strlve to give the child activities to keep him busy 

and make knowledge easily accessible to him.. Herein lies 

our mj.stake. We give knowledge instead of letting it grow 

in the experiences of the child. In this sense, Madeline 

Dixon asks if knowledge doesn't remain a superficial accom-
120 plishment. '1.he answer is yes. When we thrust the facts 

at the child and do not allow him to slowly probe for him

self, we are in effect cheating him. 11 A child has a right 

to some of this slow probing, this painful uncovering for 

himself •11 121 1l'herefore we have to provide those periods 

of experience when the child can sit in moments of contem-

plation and sense the awe and wonder about the phenomena in 

his little world.. If we do not nourish this faculty for 

wonder in the preschool child, he will soon lose 1 t, per~· 

haps never to regain it. This need for questioning the 

unknown and sounding the depths, can not be met by reciting 

the Sh 1ma or any other prayer learned by rote. The child 

must plumb vastness and infinity. It does not matter 

whether the child. expresses his wonder ana. awe in dance, 

song, drama, or in moments of conscious reflection, the 

important thine; is to cherish the experj.ence and lreep 

alive the capacity to wonder .. 

Druing these moments of quietude, the teacher 
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may encourage the children to express thanksgiving, but 

these expressions should_ not be in the usual form of 11 Thank 

you, God, for my bicycle. 11 Even in this conventional form, 

if we are trying to encourage a feeling of thankfulness 

and gladness for the giver, :i.t woulc1 be more meaningful 

to the ch:tld if he were allowea_ to express his thanks 

directly to the person who gave him the bicycle. If the 

source of thanksgiving is beyond the comprehension of the 

child, then we should postpone such expressions until the 

child is old enough to appreciate what he is doing and say-

ing. At this stage of his growth, the child should be 

given the opportunity to voice his gladness and his appre-

ciation to some person whom the chilc1 lmows. These moments 

are also to be classified as prayer even though the word 

God is not mentioned. 

Another means for. prompt,j.ng purposeful meditation 

is to allow tho children to express their inner longings 

by grantlng them three wishes. 11 If you could have throe 

wishes, what would. you wish fo:r.'? 11 A question, such as this, 

would draw from the child what seems to him to be the most 

desirable things in the world. It is important that the 

child be allowed to express his wishes to someone who un-

. derstands and who will not condemn him for having his des:i.res. 

Secondly these open expressions are far more meaningful tha,n 

the petitions which children usually put ln their prayers. 



~:rhis heartfelt yearning, when followed by the teacher's 

sharing of her thoughts, might. well be called an experience 

of prayer. 122 

These suggestions and comments on activati.:ng 

the child to express his wonder, his thankfulness, and his 

inner desires carr·y one :l.mplioation: we should. never be

little, condemn a wish, or instill a sense of shame for 

any sincere longing. The children must feel that the rabbi 

or teacher or parent is the person who seeks to understand 

the1J:• struggles, their fears, their moments of gladness and 

who shares with them his own wishes and feelings. Further

more, we should make every effort that the young child 

learn to rely upon. his own lnner resources and not to seek 

help apart from his own purposeful efforts. G·radually he 

will come to feel the amazing possibillties in human effort 

and may reach the bel:i.ef that life is permeated with a 

creative strength. 123 

This new type of prayer of which we have been 

d.:tscuss:lng carrles within it an element of spontan.el ty. 

While a special time may be set asic1e for purposeful medi-

tation, there may be moments outside of the fixed schedule 
ihilF 

when the opportunity for prayer may present ·~m:e=e-~. 

These moments may occur when the children group around to 



watch an ant drag food to his ant hill or when a rainbow 

spreads its colors across the sky. The fleeting wonder 

and awe of the children can be deepened and enlarged if 

we ar•e alive to the un.expectea. opportunity. An extra 

bur•den is placed upon the religious teacher if she would 

instruct or lead children in prayer-....the task of belng 

sensitive to these glorifying moments, when she too can 

feel the cosmic mystery in a buttercup or the thrill of 

gladness from the warm rays of the sun. 

D .. Death 

~ro matter how carefulJ::J WE"J shield the child, by 

the time he is three years old, he will have oome in con

tact with some form of death. Whether his pet dog is 

k1lled :tn an automobile accident o'r a member of the fam:tly 

dies, the child is forcefully shoved into tabooed ground-

an acquaintance with. death.. Wl1en this happens, how does 

the ch:lld react to the prE-rnence of death? What are h:ts 

thoughts about death? How does the preschool oh:lld visua

lize death? Thc~se pertinent questions are now being asked 

in pBychological c:l:r.cles, but until recent years, the whole 

subject of childhood experiences wlth death had been neglect

ed. In the index of that comprehensive manual on child 

psychology, edited by Leonard Carmicheal, the:re is not a 

single reference to death and its reaction upon ch:1.ldren. 



A few studies have been made, but none of these reveal 

too much material on the attitudes and ideas regarding 

death among children under five years of age. We have 

just enough material to realize that more research is 

needed before any comprehensive picture may be formed. 

In h:ts study of the preschool personality, 

Werner Wolff states that the same curiousity which prompts 

the child to ai.:~k irnnumerable questions concerning his 

origin now forces him to ask questions about what will 

happen to him at the end. However, we meet an obstacle 

when we attempt to answer the child 1 s questions in a natur-

alistic approach.. Just as many children prefer the more 

imaginat'.Lve story of thG stork, so they prefE~r to consider 

death as a state of dreamj_ng from ·which one can awake. 
124 

The stua.y made by Nagy of the Unlversi ty of Bt.i.dapest con~~ 

firms this v:lew of Wolff.. After an analysis of children 1 s 
I ' 

drawings and discussions, Nagy .concluded that between the 

ages of three and five, the cb.ild ctenies death as a regular 

and final pJ:'ocess. He believes that the dead person or 

animal is only asleep. He wants to know where and how the 

person continues to live a:fter death.. Between the ages of 

fiv-e and six, he begins to think of death as a gradual or 

~,emporal thing, but he does not comprehend the meaning of 

its finality. 125 
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In 19L~O, Sylvia Anthony published the results o:f her 

' studies ir1 _The Cl~Jl~~ Dis(rnVQty_of_Death. At the 

outset of her book, she makes the penetrating observation 

that what death means and may mean. to children can not 

be considered fully, apal'"'t from what it means to the adults 

who r1ear the children and to the whole society and culture 

with which they come in contact .. 126 '1.1his factor must be 

borne in mind when the practical steps are considered in 

dealj .. ng about death with the child. Accord.:lng to Anthony, 
127 

death is seen as a sorrow-bringi:ng and fear-bringing thing .. 

Th:ls grief is associated by the child with loss or separa-

tion and the fear with the aggressive in:trusion .. of an out

sider· who breaks into the home and kills. 

The omnipotence d:i.splayed by the preschool child 

is ev1a_ent in his thoughts on death. In the child's mind 

he bel:l.eves that his wishes have the power to influence 

events.. 11 Consequently, in th(? child's fantasy, he takes 

responsibility for his wishes. Unconscious logic works 

ruthlessly j.n both direct:tons. If things a.on It happen·, 

then he didn't wish them.. If things dq happen, then it 

was because he w:lshed them. If his father or little s:l.ster 

have died, that is because he wished it. He must have 
11 128 

wished lt. So he is responsible for :tt. While gen-

erally affirming the part. which the child's wishes play, 
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Dr. Margaret Mahler places more stress on the child's 

angry feeline;s towards members of his family and the 

accompanying gull t react:lon when that person 1lies. 

The ch:1.ld remembers that at times he had been angry with 

his mother or father when they 'became hindrances to his 

wishes. He wished. them out of the way •. Now that this has 

happened, he is unc,ertain as to his own part in causing 

death to occur. "Death breaks the child's belief., often 

unexpressed, in his own magic ability to wish things 

away and back again. It is the finality of death that 

he cannot accept. He always believed in his ability to 

restore with wishing and magic. 11 129 Guilt feelings 

manifest themselves especially when the child can not 

effect a resurt'ection. 

El:tzabeth lVranwell and Sophia Fahs, by drawing 

upon their own experiences with children and the results 

of the psychological studies, present a picture of how 

death reacts upon the child. l?irst, we are cautioned to 

be aware that not all children are alike. Therefore they 

will differ among themselves in their reactions to death .. 

. Some are completely silenced in the presence o:E' this mystery, 

some frightened, while others ask countless questions on 

the nature of death. l30 

In the cases where death becomes a recurring 
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nightmare for tlh.e ch:lld, MamV"ell ana. Fahs suggest that a 

basic sense of insecurity l:tes at the heart of the ter•ri

fying dreams and restless toss:tne;. Already insecure in 

his relationsh:tps wlth his parents, the chila. meets death 

unfortified. In such cases the exaggerated fears point 

to a need of the child for a steadier loV'e and intimacy 

from his parents. l3l 

The subject of death presented a problem for 

our rabbis who answered the questionaire. More than a 

few rabbis failed to answer any of the questions dealing 

with death, and quj;t,e a peJ."'centage preferred not to re

gister the:i.r op:lnion on the question: Do you believe 

that death is a reality that children of the nurser'Y 

school age must be prepared to experience? This reti

cence to commit themse1·11es on the matter reV'eals that 

~rnme of our rabbis simply do not know how to handle the 

problem of death with their nursex'y school children. 

For some of these men, the problem has not arisen. These 

are probably the rabbis who stated that the subject of 

deatb. is never brought up by the children. 8:1.nce the 

children do not trouble their heads about death, it is 

better to .leave well enouf5h alone and not stir up any 

curiosity along these lines. This reasoning is sound to 

a certain degree, but. it eYJlib:1.ts the familiar adult 

attitude toward chilclren with respect to death: protect 
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the chilcl from the disquieting thought of death. 

What should be the reform rabbi's position to 

the introduction of 'the topic of death :1.n his nursery class? 

Is he justified in not mentj.oning the subject merely be

cause the subject is never broached by the ch:lldren? Or 

shoula_ he take the opposite view, d:lscuss death, because 

the chilc1ren should be prepared. for the pai.n they will 

have to face? 

As we have seen earlier, the child comes into 

contact with some form of death by the time he is three 

years of age. The fact that he doesn 1 t talk about it 

does not necessarily mean that he is totally unaware of 

its manifestations.. To the contrary. In not a few cases, 

the child did not talk about the death in the family be ... 

cause he sensed the tabooed nature of this subject.. On 

the basis of all available evidence, we may assume that 

the child has either heard of death, seen death, or felt 

the effects of death by the time he enters the religious 

nursery class.. ThiEl being the situation, the child has 

alr•eady formed some conception of death. What these pic

tures are we have no means of finding out; all we know 

thus far is that the preschool child does not look upon 
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death as something final.. This leaves a wide latitude 

for the child's imagination to run in. The .effects of 

this vivid imagery may be observed in frightening dr'eams 

or impersonal, objective c1n•iosi ty. Because death has 

become a province of religj.on (funeral services, and theo

logical explanation), it should. be the task of the rabb:l. 

to deal wlth d.eath at whatever level 1t is apprehend.ed. 

Considering the ability of comprehension of these child.ren 

the rabbi should touch upon the phenomenon of death and 

try to put it into meaningful terms for the preschool 

child, he will show the chila. that death can be discussed, 

and that it is not something to be feared and. evaded. For 

some ch:tla.ren, it is most necessary that this taboo be 

broken. 

The f:ll:>st point to benr in mind when trying to 

explain death to children is the necessity for proceeding 

slowly. Since the child can not integrat(3 many :1 terns of 

lmowlede;e, especially if the approach is a naturalistic 

ancl not an imaginative one, we have to go carefully, stop 

by step. Certain realistic facts may be given, but not 

so many that the child is bewildered. 132 From this point 

on·, the explanations regarc1ing death will depend in large 

measure on the attitude and belief of the rabbi or nu:rser•y 

school teacher. If the rabbi believes in personal immor

tality, then he can explain death in the following mmmer: 
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When we say someone's grandmother :Ls dead, it is only her 

boa.y that is dead. The body doesn't move and doesn't talk. 

It is still because the grandmother has le:E't her bocly and 

gone to live in a beautiful place where every one is happy, 

where no one is evex• sick, and where everyone is kind. 

11 Probably most child.ren to whom death is so explained 

accept the picture without question and feel satisfied .. 11 133 

The rabbi or teacher who does not believe in 

personal immortality may explain death in this fashion: 

When sorneboa.y dies, he falls into a long sleep. He sleeps 

131+. so soundly that he never d.r1eams and he never wakes up. 

'J.his explanation would be acceptable to most children, 

because they alread.y have an idea that death means sleep. 

The new element in th:ls def'inl tion is th<~ note of finality, 

the never wak:lng up.. Th:ls may puzzle the child and ramain 

an undigested bit of information, that is, if the child has 

not yet been introduced to the concept of the wonder part. 

The idea of the wonder part, as we have seen is 

vital in the chj. ld 1 s achieving a. sense of the intangible • 

In the discussion on God, the concept of the wonder part 

was necessary if the child. were to arrive at some meaning 

for the invisible ancl yet real. Likewise, in the e:x:plana~· 

tion of death, we can not start unless the child has been 



introduced to this idea. Manwell and Fahs suggest that 

our approach to young children should be divided into three 

steps. This approach should be acceptable to the rabbi 

who believes in personal immortalj:ty and to the rabbi who 

cannot conceive of personal immortality but who believes 

that there is an ongoing after deathe Tl1is ongoing would 

not have to be conscious or pe:r·sonal. It is enough if 

we recognize that the significance of a person's life 

does affect the larger curr·ents of life., 135 

The first step would be to inform the children 

that in dy.ing the live or woncler part leaves the body. 

The body :l.s dead and is just like a dried leaf or a wilted 

flower. The person the child knew is no longer in the body. 

(~, ~) ~~is is enough for the first conversation. If 

the child asks, 11 Where has the wonder part gone?11
, then we 

have the opportunity for the second step. The parent, at 
' this point, may simply say, 11 I do not know. I wish I lmew. 

Th t ti i t f ,_~ o•·•.'::.11 136 . e answer o your ques·· on· s a secre· none o us Y.l..LL vv~ 

This would. be enough if the child wishes to know about a 

dead. animal or bird. If, however, the rabbi talks about 

a person the child knew or was familiar w:l th, then he can 

introduee his third thougb.t: 11 1 I do not think that the 

wonder part has really gone into nothing. I think it is 

somewhere. I think that somehow it is still with us, even 

137 thougJ:1 we cannot see M:r's. Brown or talk to her any more .. 11 
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In the Martin ana. Judy series, there are two 

stories whlch deal w:l.th the problem of facing; death by 

utilizing these three steps. In the :first story, ~Tr1E.?_ 

filr:d That dog,la. E.:1xn, Mart:tn and Judy a.ir.rnover a dead bird. 

In the ensuing conversation with Judy's mother, the children 

learn that when a live thing becomes dead, the wonder-part 

goes, because we can not see it when the bird is alive .. 
138 

In the second story, 11 Judy Heai:•s About Grana.mother", the 

authors present a situation in which death str:l.kes closer 

to home. Judy's grandmother died, and her father is ex-

plaining to Judy why she died. 

11 'But Grandmother was oldt said Father, going 
on with his story., 1Her body was tirec1. It wanted to 
l ... est. It grew so tired that Grandmother could not 
eat any more ..... She could not talk any more. She could 
not breathe any more.. A telegram that came this 
morning says that Grandmother is dead. 1 

1 Dea.d like the little bird. we found in the grass?' 
asked Judy. 

1Yes, said the F'ather. *Grandmother is dead, like 
the little bird you found in.the grass.' 

1Will they put her in the ground, the way we put 
the little bird in the ground?' asked Judy .. 

1 They will put Grandmother's bod~ in the ground, 1 

said Father. 'But they can't put Grand.mother herself 
in the ground.. Grandmother herself has left her body. n 

In answs1 ... to the question, of where Grandmother 

has e;one, F1ather says: 

11 'I wish I knew .. Dying is like a secret that 
nobody una.erstands. I do not understand it. Mother 
does not understand it. . Nobody understand.s it •.•. 11 

" '~nere w s just one thing I feel sure oft 1 said 
Father. 1 r.l.111.ere ls a part of Grandmother that has not 
e;one away·. It 1 s part of Grandmother that you cannot 
see. It's a part of Granclmother th.at you cannot touch. 
It's a part of Grandmother that she gave us all before 
she aJ.ed e t II • • • • • • ••• • 

11 1 There's Just one thine; I feel sure of,' said 
Father. 'G·randmother's love has not gone away. Grand
mother• s love could not be put j_nto the grou11.d. She 
gave some of he:t' love to Dadcly. She gave some of her 

139 



love to Mother'. Granc1mother 1 s love is oux•s.. We ll~O 
may keep that part of Grandmother as long as we wish.' 

This last point is particularly important. ':Phe 

child lmows what love means and has experlenced this love 

of her Grandmother.. This is the love which brought her• 

a feeling o:f.' gladness and caused her to respond in similar 

fashion to her Grandmother. When WG tell our ohild.ren that 

the dead person's love remains be1dnd and that we have it, 

we may be lessening the effect of the sudden desertion 

and whatever guilt feelings the child may have. Not only 

is no one angry with the child. for the Grandmother 1 s or 

father's death, but the love which father and child both 

had for each other is still intact. •:rhough we have no 

way of determining what effect this approach will produce 

:l.n mitigating guilt fee lings, it seems plausible enough 

to try without risking any ill effects.. In ad.di t:lon, if 

a death does occur in the family of the preschooler, the 

rabb:t shoulcl take l t for granted that there will be gullt 

feelj_ngs, and he shouJ.d. impress upon the parents the neces·· 

si ty of loving and sympathetic treatment. In this way·~ 

the parents reveal their' trust for• the little child and 

so info1•m him that they do not regard him :r•esponsible fol" 

the death. 

If these Martin and Judy stories are read in a 
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nursery classroom, an occasional child ma.y respond by re-

fusing to accept the idea that he is going to die. In this 

case, the tea.cherts or rabbi's response should not be a 

refutation but an assurance, such as: 11 •·we don't expect 

children to d:te: they have lots of li vine; to do. 1 11 ll~l 
If the child asks whethe:r. his mother or his father will die, 

·we should answer that his mother or his father• w:U.l not die 

until he is big enough and old enough to be a Daddy. 

These suggestions in approaching the subject of 

death with little children are not to be construed as the 

last word. They are offered tentatively, bees.use they 

have been usea. with fairly good results.. 1I'hese answers 

may not entirely satisfy the curiosity of the child, but 

they will go a long way in clearing up some of the mystery 

surrouna.ing death. If the child realizes that death is 

not caused by his wishes andagressive anger, and that he 

is not responsible for death, then the rabbi is justified 

:ln introducing th:J.s subject. What we strive to avoid is 

a false notion of death which may lead into a negative 

attitude toward lj.fe e Though the methods may not be fool

proof and guaranteea.; the respons:l.bili ty of the rabbi is 

clear. 

E .. Festival celebr•ations 

Religious festivals whj.oh contain H certain amount 



of ritual, singing and commun:J.ty part:lcipa tion are welcomed 

by children because of their sensitivity to the changed pace 

of living during the holid.ay season. Not only does the child 

enjoy the symbol of the festival, such as the turkey on 

'Ihanksgiving, but G·esell tells us that the child at the age 

of thr•ee enjoys the party aspect.. He feels the warmth of 

friendship from his family and relatives. 112 

'I'he child's delight for the holiday should not 

deceive us into thinking that the cb.ild understands the 

historical meaning which lies back of the festival. Most 

psychological evidence tends to lead us far :i.n the other 

extreme. The preschool ch:i.ld is too young to understand 

the historical and religious meanings which give signifi-

canoe to these festivals. Returning to the example of Gesell, 

the whole meaning of Thanksgiving for the child is the turkey. 

On Hallowe'en, the child is delighted wlth the Jack 0 1Lantern 

which constitutes the whole mean:ing of' this celebx•ation. 1~·3 

At this age, as we have previously observed when dealing 

w1th Goel, prayer and death, the child can not grasp the 

complex reasons we give to our holidays. '.I'he child can not 

think in terms of nations and national strivings. Victory·, 

war, slavery, religious distinctions all mean nothing to 

the chilc1 of three and four. 

Psychological investigat:l.ons ina.icate that a 



child must have a sense of time before he can develop a 

sense of historical sequen-ce.. 'I'hese studies hav·e brought 

out the following facts in relation to the child's concept 

of t:lrne. At the age of' four years, children sho\l'red 11 ttle 

understanding of the rneanine; of the time of day, and the 

five-year-olds made a greater number of errors in answer>

ing questions about the duration of time than about the 

time of days Even as late as the primary grade, children 

were found to show a better comprehension of such an in

definite concept as 11 A short time ago 11 than of a 11 long 

t:trne ago 11 ll~4 When we realize that children know morning 

or after•noon at four years; what day it :1.s, at five years, 

we can see how fruitless it is to impr•ess children with 

the histo:r•ical meanings behind some of' our religious 

festivals& l45 If teaching the historical meanings is 

so difficult, how shall we introduce our preschool children 

to these religious festivals? For the rabbi who is inter

ested in providing the preschool child with experiences 

that will contribute in a wholesome way to the child's 

next stage of growth, this question :ts of fundamental im-

portance. 

The que::itionaire revealed more of the 11 what 11 of 

holiday observances rather than the 11 how11
• Most rabbis 

celebrate Rosh Hashanah, Sukkot, Hanukkah., Purim, Pesach, 

and Shavuot in the nurser'Y classrooms and present the 



historical meanings of these festivals wherever required 

by the nature of the holiday. Because one of the pur·poses 

of the questionai:r.e was to reduce the amount of writing to 

one or two words at most, it was impossible to obtain any 

kind of a picture of how our rabbis explained the histori-

cal significance to their nursery classes anc1 how they celc~

brated these festivals. 

Most of the rabbis have a Seder table on Pesach, 

and for Sukkot ther•e is a Sukkah, which the children help 

construct. On Hanukkah the child.ren l:i.ght their• candles 

and exchange glf.ts with one another. Gifts are also ex

changed on Purim. Though not a majority, a considerable 

number of the rabbis felt that the children should have a 

hand in making the gifts which they presented to others. 
0 
~n these festive occasions, almost every r•abbi requ:l.res 

the attendance of the pal"ents to s~are in the holiday 

celebrations .. 

A more detailed picture of how a Jewish nursery 

scb.ool obse:rves the :religious festivals is given by the 

Beth Hr;1,yeled nursery school of' New York City. The Women 1 s 

Division of the Jewish Education Committee of New York 

established this experimental nursery school in 1939. 

Its purpose was 11 to create an integrated American-Jewish 



curriculum that will meet the needs of the very young 

chlld. 11 11~6 '11.hese women felt that the child be properly 

introduced, early in life, to the particular culture to 

which he belongs, if that culture is to be ac1equately 

as sirnila ted and become a source of strenght .' · 11 In the 

case of the Jewish child, these early experiences must 

especially serve as a backe;round for a wholesome adjtlSt-

rnent to hiE! bi-cultural development. The Beth Hayeled, 

therefore, ls interested in providing the program of a. 

progressive nursery school and at the same t:lme endeavors 

to create a happy environment in which there is a harmony 

of American and Jewi8h influences. 11 147 

The staff of the Beth Hayeled impart theBe Jewish 

experiences in x·i tual, in festival observance, in song, 

dance, anc1 in conversational Hebrew. Hebr•ew is an inteEral 

part of the program, ana. the teacher's feel that the children 

develop a "positive atti.tude towards, and encourage interest 

i h 1 " J.l!-8 n, t e anguage.. More important for our immediate 

purposes are the customs and ceremonies which are obser•ved 

in connection with the festivals. IJ.:he child.:ren pa1"ticipated 

in the following religious celebrations: 

Sukkot - This was the first holiday celebrated at the 

Beth Haye led. The childr•en watched all the 

steps in the building of the Sukl~ah, asked 

questions concerning its purpone, and sang 

songs. 149 
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Simchat 'I1orah - F'or most of the children, this holid.ay 

marked their flrst experience in the ~3ynae;oe;ue. 

Each child was given a flag, an(]. then tb.ey all 

marched around the Synagogue Binging special 

songs for the occasion. The Ark was opened, 

the Torah scroll was taken out, and all the 

children touched. the soft velvet cov(::irlet and 

listened. to the tinkling of the Torah Bells. 

At lunch, the children ate apples dipped in 

honey. l50 

Hanukkah - On the first day of Hanukkah, the children 

were seated around a table on which stood a 

Menorah~ The fi.rst candle was lit, and all 

joined j_n singing the blessing. On each of 

the eif,ht days something new was added to the 

celebration ~· a new song or a new game. On 

the last a.ay of Hanukkah, at the suggestion 

of the teacher·s, the children invited their 

mothers to a party. '.11he mothers came, each 

bear•ing a gift for her child.. First the child 
' 

presented hls mother with a gift he had maa.e, 

and then the mother gave her gif't6 The entire 

party lasted fifteen minutes .. 151 

Purim - At school the children baked Hamantaschen. One 

was eaten and one was set a.side with some fru:tt 

as presents for their parents. 'l'he children 
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dressed up for a masquerade with masks made 

from paper ba("5B and costumes from brightly 

colored cloths. After the chtldren from the 

older e;roup came to w:l.sh the children of tb.e 

younger group a "Happy Purim", all jo:l.ned in 

the procession to the music room where the 

celebration culminated in a Hora dance. 
152 

:Pesach - In prepar•ation for Pesach the ch:ildren scrubbed. 

their shelves, dolJ.E:l and dishes and helped. make 

the Charoses and Knedlach. ~rhe younger and 

older groups conducted the Seder in separate 

rooms in a 11 U11 shape table arrangement. The 

Pesach plate with the traditional symbols were 

placed at the head of each te..ble. A cup fOl" 

El:ljah and Kiddush cup stood close by while 

each child had a small cup of g:rape juice for 

the Kiddush blessi.ngs, which were reci tea. by an 

invited guest. The older group came to the Seder, 

each carrying a long-stemmed. daffodil. The flowers 

were then presented. to each child 1 s mother who 

was seated next to him. Before leaving school 

that day, the children took home nuts and flowers. 

A later innovation has been to let. the children 

bake Matzot by themselves. l16 

Shavuoth -· ~rwo weeks before the holiday flowers were 

planted and carefully· tenderecl by the children. 



Since Shavuoth was celebrated as a spring 

holiday, the teachers and children filled 

the rooms with green. foliage and flowers. 

Garlands were rn1:tde for the hair; strawberry 

baskets were painted for the Bikkurim. The 

children gathered. the first flowers which 

they planted and a natural procerrnion was 

for•med to the accompainment of Shavuot songs. 

Later the childr•en went down star~} to visit 

the synagogue. He1"e they admir•ed the Sifre 

~~orah, the Ner Tamid, and the Menorot .. l5li. 

In this summary of the activities of the Beth 

Hayeled, we hmre a brief, but detailed description of how 

the r·eligious fostivals are Q}?SeJ1VQ.9:.!, However, nowhere 1.n 

how these holid.ays are ~£1~1in~d. To fulfill this need, 

the following suggestions are offered :ln an effort to pro-

duce an explanation that will be t:r.u.e to the facts and at 

the same time be comprehendable to the.child: 

Sukkot - Since this festival occurs in the autumn, at 

the time of the harvesting of produce, it is 

especially important for our children who live 

in large urban centers to sense this season 

of gladness and develop a feeling for' nature 1 s 

rhythm. Therefore Sukkot should. be a M.me for 

talking about all that is required for bring-
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ing the fruit and vegetables to ripeness. 

Th:ls is a period of thankse;i.ving for the rain, 

for• the sunshine, the earth, the seedi:.i the 

farmers, and the men who bring us the fruits 

and vegetables to eat.. The fruits that are 

hung in the Sukkah serve to heighten the 

harvest aspect of this religi.ous holiday-. 

Because Sukkot comes in the fall, we have an 

excellent opportunity to tell stories about 

the birds wh:lch fly south for the winter, the 

squirrels which store away food for the cold, 

snowy a.ayB and the other creatureB that make 

special prov:tsions for the winter. By watch-

ing these animals ana. blrds, the child will 

not only develop a vague feeling of the rhythm 

of nature, but we can use this festival of 

the harvest and the thanksgiving to give some 

of our food to those bird.s and animals ·who 

were not able to stor'e food for themselves,. 

In this way we shall develop ·within our child-

ren a reverence and responsibility for life. 

Not only will Sukkot be a time for buildlng 

a Sukkah, but it should be a time for helping 

the teacher hang out trayB of food and seed. 
ot 

Sukk~ would inaugurate the beginnlngs of a 

practice which the children would cont:i.nue 

throughout the wlnter. We can explaln to our• 



children that,not only are we thankful for 

the sun, the rain, and the earth for our food, 

but we want to show how glad we are by taking 

ca:t"e of the birds and the little animals who 

can not take care of themselves during winter. 

Hanukkah - We can expla:Ln to the children that this is 

a time for remember•ing long, long ago when a 

certain people stopped f:lf!)1ting. Because these 

people stopped fighting, they were happy, and 

sq we too are happy. Tb.eref'ore we light Hanuk

kah candles and exchange presents. At best, 

this explanation is inadequate, because the time 

concept is beyond the comprehension of the child 

and he may not realize the full import of a 

people at peace. However, with Hanukkah we.:; 

are striving more for' the observance than the 

reason behind the observance.. The explanation 

is purely stop-gap. The children may thoroughly 

enjoy the ri tu.al of lighting -t,he candles with

out having and understanding of its meaning. 

~I'he ceremony does not have to be explained. in 

theologi.cal terms. Otherwise the children may 

learn to equate religion with mere ceremony. 

Ptn'im - With this festival, a historical presentation 

should. :not be offerecl to the children. Though 



they a:r•e not old enoupj:1 to understand the 

forces involved, they are old. enough to imagine 

a wicked man ~10 wants to kill good people. 

These scenes in the child's mind has better 

be left alone. It is enour;h if we tell our 

child.1"en that Purim :1.s a happy day, a d.ay on 

which we make all kin.dB of good things to eat 

and dress up in funny clothes. We are happy 

because a gooa_ woman, namec1 Esther, helped a 

lot of claddys a.nc1 mommys and. boys and girls. 

Since this is the day when Esther was good 

to all these people, we are all going to have 

a party. Here again, the emotional undertone 

of the festival ls lmpo1"tant, not so much the 

historical s:J.gnificance. ~rhis holiday spirit 

can be caught in the mak:tng of Hamantaschen., 

the giving and receiving of presents, and the 

masquerading in costume. 

Pesa.ch - Here again W(:J have a holiday wh:l.ch does not 

lend itself for anexplanation to chlldren. 

Manwell and J?ahs write: 11 Nor is the story 

of Israel's escape from Egypt, the traa_ltional 

Passover story, one that fits the needs of 

young children. It· lnvolves oonceiv:J.ng of 



two nationB, one enBlaved and the other power-

:ful, one unjustly treated ana. the other cruel, 

and of a God who protected and blessed the 

oppressed group by means o:f special miracles. 

For thl?.) preschool child such a story ean have 
i5r· 

no valuable meaning." '..) If we :follow the 

suggestion of these authors, we should concen-

trate our efforts on bringing to our ch:tldren 

an appreciation of spr:i.ng. At Pesach time, the 

season of spring :Ls felt every·where. The chilc1-

ren may participate :Ln this rebirth into life 

by planM.ng bulbs and seeds and then oar:ing 

for them.. A comparison can be made bet·ween 

Sukkot and Pesach. Now, the birds are return-

ing from the South, the animals are coming out 

of their winter houses and shedding their heavy 

clothing. By pointing out these changes, the 

Children 08..ll ObSOX'Ve the OthGl'' phase O:f nature IS 

rhythmic cycle. Then we might tell the children 

that, in celebration of the return of sp~ne;, 

we have a party called a Seder and we bake 

special cakes called Matz,ot. In this way the 

children can become acqua:tnted with the cere-

monial objects of Pesach ana. still not be 

burclened with the historical explanation.. 
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Shavuot - This is another holia.ay which does not lend 

itself to explanation and celebr•a tion on the 

nursery school level. If this holiday must 

be ce le bra ted, then we can say that the d.ay 

is the birthday of the Temple and Nursery 

school, and in commemeration of that event, 

we shall decorate the class room with flowers 

- and wish the teachers and rabbi a happy birth

day. ~:hus the Ner Tamid could serve as the 

birthday JJ.5ht of the 1remple, burning tomorP• 

row and the next day. 

'Wb.ether two·, three or• four holidays are celebrated, 

we should not forget that the historical comprehension of 

the child is very limited and that as little emphasis should 

be placed upon the explanations as possible. At this stage 

in thE:iir a.evelopment, if the children can be sensi. t:i.zed to 

the d:tfferent manifestat:lons of nature, and develop a com

passion for all living thj.ngs, vegetation ol" animal life, 

then we shall have ful:f:U.lea. our duty in introducing the 

childr<.~n to thor1e festivals which hj./?_;hlight the processes 

of life. 
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E~suJ::t...~_...£:r_~-~rt.g~yE?,.y of the nurf3e~y_~chQ.Q.l,_.§..¢.il!Q . .€lJ..:.lon~1 J2r'..Qf;5!'.gm_;hn _the 

-Qon~~_rya t_:tye __ JI!..Q.Y~m~nt. 

Survey question: Does your congl'egation cona_uct a daily nursery 

Small Medium Large Very lg. Total 

.Q..QPA!. Q~~ ~ cong_!. -
Yes 5% 6% 16% 39% 16.5% 

No 90% 92% 81% 61% 81% 

No ans. 5% r:io1 c:.;o y' ;o 0 2.5% 
Total No. (37) ( 2.1.8) ( 7 L1.) (41) (200) 

t 
· Survey questions: '110 what extern~. is your program Hebraic? 

Great extent 

Moa.erate 

·Small 

None 

No answer 

Total No. with Nursery School 

5 

18 

6 

2 

2 

33 

55% 

18% 

6% 

6% 

100% 

Survey Question: Do you provide lunch in the nursery school? 

NQ..!...,..Qf School!?_ 'T~~ 

Yes L1. 12% 

No 28 85% 
·No ans .. 1 3% 

Total (33) 100% 

( 

school? 

... ---------------------------~~--=~·~~--



Survey Questions: Do you pr•ovide transportation for the children? 

N2..!._~o r li9.b.C2.9.1 s Tota~_2f-

Yes 25 76% 

No 6 18% 

No ans. 2 6% 
·Total 33 lOOJ~ 

( 
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