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Thls study of the nursery school in Reform Jewigh

education 1s divided into three main sections. The first
part suryeys the historical trends in Jewlish education and
suggests the need for a new orientation for the Reform
educator. The foremost consideratlon of this new perspec-

tive 1s to employ those means which will influence the

. character formation of the preschool child. One such device

ls the nursery school, in which the child may benefit fron
physical and psychological values avallable only in a
nmurgery class situatlon. To ald the rabbl who wishes to
ihtroduoe~a nursery school in his educational program, a
gulde is included in this first sectlon, acqualinting hin
wilth those details of implemeﬁ%tion and operation of a

or five - dﬁ‘J-
nurgery school, whether 1t be on a onewdayxper-week bagis.

Part two, after desgeribling the gtatus of the
nursery school in the oonégévative educatlonal system, pre-
gents a statistleal summary of the number of one-day and
five-day nursery schools in Reform congregations. In
addition, the answers +to a questilonaire sent to all Reform
rabbls occupying pulpits are tabulated in detail and ddswided
e arranged. according to their geographical locations.
Thls questionalre tried to ascertain what explanatlions are
glven by the rabbi or teacher in answer to children's ques-
tlons concerning God, prayer, and death. It also sought

more gpeclfic information dealing with festival observance

and the actual operation of the nursery school. Correlations,

where indicated, and brief comments to these answers follow

the tabulationse




The third part of this study may also be considered
in the nature ofla guide, for it contains the recommendatlons
based upon the results of the answers of the questionalre.
Each statement of the questionalre 1s analyzed and criltlcized
according to our present knowledge of the psychology of the
. preschool child and then is followed by the suggested ex-
planation. In thils way the subjects of God, prayer, death,
and Testival celebrations are discussed, the unsultable
elements eliminated, and the possible replies elaborated
upon. In the appendlx, the names of all Reform congregations
with a nursery school program are presented. These are
divided into categories baged upon the size of the member-

ship and the type of nursery school they operate.
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I. Introduction
A. Jewish Educatlon
| Jewish rellglous leaders and parents, throughout
the years have been vitally concerned with the religlous
education of the child. These people bellieved that Judalsm

could be vigorous and dynamic only as long as its principles ﬁ

and practices were imparted to its children, for religious
earnestness, nurtured in these impresgionable years remalned o

with the child throughout life. The practice of introducing

the ¢hild to a religlous atmosphere extends as far back as

Talmudic times. During this period, the father taught his

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

The child also learned to sing some of the religlous songs

| . of the synagogue and home. The legends surrounding the color-
?_ ful peréonalities of the Bible and the symbols of religlous

' obgervance such ag the m'zuzo, phylacteries, and teitsis,

' !
became an intimate part of his everyday experience.

This early initiation of the child into a re-
ligilous mode of living has persisted in every period and in
every land where the Jew has found himself. Whether in

Burope, the Orient, or in America, the religlous educatlon

of the c¢hlld has hbeen a matter of primary concern. In
Europe, the little boy, about the age of three, was given
a four-cornered garment with the tegitels and was taught to
reclte the proper benedilctlon over the fringes. As goon
a8 the child opened his eyes in the morning, he recited a

short prayer, thanking God for restoring his soul to him.




Then, upon arising, he would pour water over hls hands

three times In a ritual of cleanliness. In the synagogue
there were religlous celebrations in whiéh the child could
participate with enthusiasm. On Purim, he joined with the
older boys in "beating" Haman. On Simchat Torah, he took
part in the Torah procession, holding his flag with 1te
Hébraw inseriptions and marching around the bimo with hils
father. On the eve of the Sabbath, the child would run
eagerly to the Chazan for a sip of the Kiddush wine. Whether
in the synagogue or the home, the child lived in an intensely

religious atmosphere.

In eastern Europe particularly and in varylng
degrees in central and western Hurope, religlous educatlon
wag not an incidental appendage; 1t was an essentiél part of
livinge. 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 religlon.
Judaism permeated the home, the school, and the place of
business. When the Jew left this religious milleu and
enigrated to America, he soon adopted new modes of 1living
and thinking. In America a thoroughly secular atmosphere
prévailed, and Judaism no longer could make its presence
felt in everyday activity. This conditlon confronted the
Jow with a problem: how could he retain hils Jewishness and
9t11l live in an entirely different cultural millieu? He
answered thls question in part by ingtituting a system of

religlous education. The orthodox and conservatlve elements

 perpetuated an adaption of the Buropean-type Cheder, and the

Reform Jews establlshed the. Sunday School.
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as Reform and Orthodoxy

Half of the problem was solved, that of giving
the ehildren religlous education in Judaism; the other half
remained as a heatedly debated question. What should we
ﬁeach our children about Judalsm? What aspects should be
emphasized and what shald be omltted? Most Jews agreed,
in prineiple, that a good Jewwes not only an observant Jew
but also a virtuous person as well. For orthodoxy, ethles
and obgervance were of equal lmportance, however, 1t soon
became apparent that orthodox religlous educatlon stressed
ritualism and acadenmlc 1eaﬁéng to the almost total excluslon
of ethical instruction. This situation developed, because
orthodox leadershlp realized that concrete subjects, such
és Hebrew and the laws of Kashrut, could be taught more

easlly than the tenuous theme of ethles.

Reform Judasim theoretically recognized a disg-
tinetlion between mere ritual observance and ethlcal conduct.
When 1t elimlinated the theological basis for eompulsory
ritual observance, Reform designated the ethical act to
be the more important element in religion. Thusg, in the
earlj days of Reform Judalsm the subject of ethics was
taught in the Bunday school, but this method of instruction
proved to be ineffective. Learning ethics became intellect-

unallzed and did not enter into the behavior pattern of the

child.




The early Reform educators falled in thelr task, because
they did not know the techniques for teaching ethics on an

experiential levél.

Reform Judaism has not changed lts baslic theolo=-
gical premilse regarding the duties of a Jew, Tt stlll
affirms that a person, to be called a good Jew, must conduct
himself in a righteous manner as well as pay alleglance to
some of the outward forms of Judalsm. Today, in contrast
to the yesterdays of religious educatlon, we are now in a
position to impart that doectrine of Reform Judasim which hasg
hitherto been neglected. We can now stress ethlcs and
degirable conduct, because the ﬂew ingights of psychology
permit us to use the group situation of the classroom for

the building of sound” and healthy character structures.
B. Bducation in Character Devélopment

The subject of character formatlion has fllled the
pages of countless Journals and books, occupying the atten-
tion of psychologlsts, soclologlsts, and anthropologlsts
alike. BEach authority in his field has tried to pinpolnt
the factors which determine both individual and social
character. For this reason, so many varled opinionsg abound
concerning one of the most vital problems to confront ug ==
the bullding of character. Analytic psychology, in partl-

cular, has been seeking an answer to this question.
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According to the dymamic interpretation of analytic
psychology, character is the specific form in which
human energy 1s shaped by the dynamic adaptation of
human needs to the particular mode of existence of a
given soclety. M@haraoter in turn determines the think-
ing, feeling, and acting of individualsﬁ‘aiThis view runs
oounter‘to the conventional belief that thinking 1is an
exclusviely intellectual act and independent of the psy-
chologlcal structure of personality. Followed to its

natural conclusion, this theory declares that such con-

“cepts as love, Justice, equality, and sacrifice all have

their emotionsl matrix, and this matrix is rooted in the

character structure of the individual.

John Macnurray, the English psychologlgt-philoso-
pher, concurs with this particular psychological explana-
tion when‘he writes that "reason in the emotional 1life
determines our behavior in terms of the real values of the
world in which we live. It dlscovers and reveals goodness
and badness, right and wrong, beauty and ugliness and all
the infinite variety of values of which thgse are only the
rough, general, intellec£ual abstractions;; Reason, as
Macmurray uses the term, is not in any speclal sense a
capacity of the intellect; it ls not our power of thinking,
although 1t expresses itself in our thinking as well as in

other ways. It is that speclal capaocity which makes us

human, which causes us to behave consclously in terms of
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the nature of what ism noﬁ ourselves.'

Whatever explanatlon wlll finally be chosen

as presenting the most complete and inclusive pileture

of character development, it willl emphasize the importance

of early childhood experiences. All competant authorities

are agreed upon this one point, though they differ in their

degrees of emphasis. The Freudian school of psychologlsts

place considerable welght upon the effects which early child-

hood experiences have upon the future adult. On the other

hand, Xurt Goldstein, the eminent brain specilalist, discounts

much of the Freudian emphasis, but he too attributes some

aspects of adult activity to particular situations stemming

from chilldhood, such as dlsturbing influences which hinder

ﬁ’vﬁ
"the further development of the child". Whether the au-

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

polnt of signifance impresgses itself upon us - the cehild is

Tather of the man. Much of that whiech the c¢hlld experiences

on the emotional level will later determine whether he will

live according to the precepts of love, justice, and truth

or their opposites.

The theory that the shirtual and religlous growth

of the child is closely linked to his emotlional and mental

development 1s now becoming widespread in religlous cilreles.




Tooo

Recently the Presbyterians, Episcopalians, Lutherans, and
Universalighs have begun“é process of reorganizing thelr
educational programs on the basis of this concept. Thils
reorganization is disaérding the teachling of theology gnd
traditional adult material Ffor the “child-centered curri-
culum".QaThe interest of these religlous groups in the
"ehild-centered curriculum" is an acknowled@gement that
adequate religlious education for the child can never be
solely an indoctrination into a particular theologye.
Rather, religious education, in the larger sense of the
term, "must rest upon the primary experiences and growing

appreciation of life itself."

This new definitlon of religious education indi-
cates the clue for actualizing the Reform ideal of Iinstruc-
tion in ethical living. Reform religlous educators now
should concern themselves wlth those experliences which
leave thelr stamp upon the child's emotional 1life, for in
these experlences lle the beginnings of religious consclous-

ness. By concerning themselves with the processes of child

- growth, these educators will provide the opportunities for

nourishing the beginnings of religious experlence. This
neans exposing the child to the wonders and beautles in
the world, teaching him to reflect, compare and contrast a
variety ofvexperiences, and bringing him to hls ethical

gtandards by his own experimentations in soclal relations.




The ethles of the chlld will develop naturally as he feels
the difference in the varlous ways of behavior. As we allow
children to experiment in their relatlons with one another,
they soom learn what kind of behavior is to be trusted

and what is to be rejected.
. 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 religlous education of the Reform nursery school chilld.
This study accepts asgs a premige that the education of the
pre~achool child should not be neglected during these early
years. The only question ist: how 1s the instrustion to be

implemented and what are the methods to be used?

This study endeavors to deal with thesge questlons.
Its purpose 18 to investigate the flelds of gecular and
religious nursery school education and culminate thisg
research with the presentation of a proposed curriculum
for the Reform religilous school on a five-day week baslg.
In this curriculum, the subjects of God, prayer, death,
and the strengthening of the religious consclousness of

the child are speciflcally examined, and suggestione for
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discussing these topics are glven. In addition a guide

for egtablishing a Temple nurééry school is presented for

the benefit of the rabbl 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 coh-
tailns sufficlent detall for the rabbl to have a well-

rounded pleture of the nursery school field and to realize

what 1s involved in the esiablishment of a good nursery

gschoole

Three methods of investigation were used -
readings in the subjects of child psychology and nursery
gchool education, contaect with authorities in the g%%éa,
and the polling of rabbils by means of a questlonaire. In
the eourse of these readings, it became Inereasingly 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 behsvior, has compara-
tively few references to these gubjects, and these are
treated in a cursory fashion. Thig scarelty of material

on these particular topilcs accounte for thers being so few

books listed as references.

II. Nursery School Education

A Importance of the early years of childhood.

L

e e Aoprae ey
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‘Our present-day knowlege of the child's mind is

comparable to a fifteenth-century map of the world -~ a
mixture of truth and error, wlth the heads of strange sea
monsters ominously rising out of the dark depths of un-
chartered seas. Vast areas remain to be explored. Much
of our knowledge 1s disjolnted énd topical; many current
ideas are sheer speculative derlvations rather than the
fruit of observation. There are scattered lslands of solid,
dependable fact, uncoordinated with unknown continentss.
Under the mounting influence of biologleal ratlonalism, how-
ever, the unfinished map of the child's world is taking on
more accuracy and desigﬁf" In this fbrthright expresslion
on the extent of our knowledge in child psychology, Drse.
Arnold Gegsell and Frances Ilg scotch any notion that child
psychologis%s have the definitive answers to many of the
problems that beset children in thelr growlng years.
Though many areas still reméin in the elusive unknown,
there are scattered islands of soiid, dependable fact in the
midst of this obségurity. Today, we accept without ques-
tlion the presupposition that the child be given every
opportunity to develop purposes and responsibilites that
will strengthen his personality and mould him inteo an
individual with distinet characteristics. No longer do
enlightened parents and teachers begin with the assump-

tion that they can mold the chlld into a preconcelved pat-

tern. Now they know that their tagk is to interpret the
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the child's individuality and advance 1ts growth. This

new perspective 1ggues from the emphasis on the first few
years as that period of life which hag such a profound

rormative influence on all the years that followe.

During the child's first years, so the psycholo-

glsts have discovered, nature sets her own schedule for

growth in the form of developmental tasks. Fallure in

their accomplishment leads to unhappiness, disapproval by

goelety, and diffiéulty with later tasks. These develop-

nental fasks may be listed as follows: i

1. "To learn ways of physical locomotion and

agllity in bodlly movements generally.

2. To achieve slkill in the use of the hands,
in particular as a tool for learning the

nature of the world, for manipulating and

e

creating things.

%. To learn to talke.

4. To establish friendly relations with other
children.

5, To hold the affection and gupport of adults :
without surrendering the felt need for in- ?
dependence.

6. To work out some understanding of the nature
of the world and to find some set of values

nl4 [
to live bye. | :
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Since the initial stages of child learning are ;

important because they foster the assumptlons and concep=
tioné he will use in assimllatling later experliences, %=2n
religlious educetlon must concern itself with all the pro-
cesses of a child's érowth and provide those opportunities
whereby he may achleve the fulflllment of those develop=

mental taskse.

An outline of what can be done in the field of
pre=school religious education must be preceded by an
acknowledgment that the home can not satisfy in full
neasure certain needs of the child. We realize that,
even with the most enlightened parents, life for the chlld
often is made difficult. No matter how much love is be-
stowed upon him, no matter how secure he is made to feel,
there are many distasteful lessons which the chlild is
expected to learm. These involve denials, frustrations,
coerclons and occaslong that are frightening and anxiety
producing. PFrequently these same lessons may be absorbed ﬁ
in thé'nursery school without the accompanying emotlional

reactlons. In this fashion, the nursery school, as 1t

guldes the child in the fulfillment of his emotlonal and
prhysical developmental tasks, serves as a supplement to

the home and not as its substitutes o

B. Higtory of nursery school movement. ,ﬁ




The nursery school, as defined by Katherine
Read, is "a school serving the needs of two-, three-,
and four—yearwoid children by offering them experlence
adapted to what is now known about the growth needs of
thege age le#els, It shares with parents the responsi-
bility for promoting sound growth in a period when growth
1g roepid and important, just as the elementary school shares
this respO%gibility with parents of the elementary school
age child: This definition incorporates the principles of

those two educational innovators, Johann Helnrich Pestalozzi

(1746-1827) and Friedrich Fridbel (1782-1852).

Pestalozzi, the SBwiss educator, was Iinfluenced
in his sooclal philosophy by the idealists of the late 18th
century, notable Rousseau. Hls chief affiliation with
idealism appears in hig accéptance of the concept of
individual development and self-realization as the core of
the educative process. According to Pestalozzl, the child
should be introduced to direct experiences instead of verbal
symbols. Things should come before words. ¥he validity of
this theory was demonstrated to the world in the eduéaw

%

tional experiments at Brugdorf and Yverdon.

Friedrich Frbbel, the son of a German clergymen,

observed Pestalozzi's work in Yverdon from 1808 to 1810
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and was profoundly lmpressed by what he witnessed.
By this time he was so imbued with the teachings of

Rousgeau that hls own soclal philosophy earned him the

title of the German Rousseau. Fri&bdel declared that no
community can progress in its development while the in-
dividual member remains behind. Likewise, the contrary
is true. The 1indlvidual cannot progress in his develop-
| ment while the community remalns behind. In accordance

i with these principles, Frdbel organized the first kinders-
garten in 1840,

- : Here, the little child was allowed to develop

| freely and regularly through play. There was no pressure
for perfection and no demand for quick maturations Frébel
cared only for a gradual development of selfeactivity, in
whlch the senses of the child were awakened to the world
about him. Bo great were Frdébel's insights that he in-

tulted psychoanalysis when he wrote that the whole later
Pe

life of man has its gource in the period of childhood.

In subsequent years, the teachings of these two
sducators were embodled in the Germen folk schools, in
Robert Owen's infant schools in New Lanark, Scotland
and in New Harmony, Indiana, and in the act of Parliament

in 1818 whileh asuthorized the establishment of nursery

"8schools for children over two and under five years of agee.
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Today s the nursery school movement owes much of 1t develop-
¢

ment to the pionﬁring and idealistlic zeal of Pestalozzl

and Frobel.

ae Development in the United States
The nursery school movement in the Unlted States

received its initial impulse from England where the flrst

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 begen a cooperative nursery school in 1915. This
wags 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,

"
dornell, Vassar, Smith, Ohlo 8tate, and Iowa.

Between the years 1920 and 1930, the increase
percentage~-wise was prodlglous. In 1920, only three schools
were reported by the United States Office of Educatlon; in
1930, the number reported was 262?} By 1936, 285 nursery
schools were in operation, 77 in colleges, 53 in phllan-

thropliec institutions, 144 as private schools and 11 in

public schools.
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During the days of the Works Progress Adminlstration,

some 1500 nurseries were malilntalned, and when these

schools were liquidated in 1943, 50,000 children were
turned out}%,The WePoAe program was followed by the Federal
Works Administration program under the Lanham Act. In
July, 1945, about 60,000 children, whose mothers were
employed outside itlHe home, were enreolled in nursery schools
recelving federal funds. When the war ended and federal
fuhds were discontinued, many of these schools were

closed but some continued as locally=-sponsored SOhOOlS&LA
Gs Value of the nursery school

The history of the nursery schools in the United
States, placed in its broader setting, reflects an increased .
;Q ' interest in the individual child's development. By foster=
1 Ing an enviromment conducive to £he optimum growth of young
children, these nursery schools became a means of trang-
mitting to students and parents a particular attitude con-
gidered Important in thelr relatlonshlp with children.
The increasing number of nursery schools Indlcates wide
acceptance of the distinctive épntribution.which the nur-
sery school makes toward the ohiid“s physical and emotlonal

growthe

Thisg institutlion performs its function in two

Ways e
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First, it offers a program of activities in which there

are ample and varled opportunities for the child to enjoy
his physlcal vigor. By engaging in sliding, climbing,
balancing, steering, heaving, pushing, and dragging, the
chlld learns to put his large muscles or hils whole body

iﬁto purposeful and active motion. The nursery school
chlld not only learns to make a physlcal-motor attack

upon the standard pleces of equlipment, but he also discovers

2.0
the nature of the physical objects of hls surroundings.

In addition to thls program of activitles, the
nursery school is responsible for a psychologle atmosphere

produced by the adequacy of insight and training which

the teachers bring to thelr task. This psychologic atmos=
phere consisgts of acceplting the chlld as a person without
the constant censoring of his behavior, ascertalning the
S motives behind his actions, and nourishing the Tirst
glimmerings of independence wlthout, at the same tine,

rejecting his need for gupport and protection.

These general attitudes underly the specifie
techniques which the teacher used in the wvarlous aspects of
her program. .In the course of the child's physlecal activity,

instructions and restrictions are kept to a minimum, being
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limited to safety precautions. He 1s at liberty to ex-
periment, invent, and explore. He not only takes pleasure
in varied physilcal activibty, but he also delights in
making independent discoveries on his own. Thils exper-
ience impresses the child with hig own individuality.
When working with paints, crayons, blocks, and clay, the
child 1is left to hisjown devices. He 1s free to ohey the
impulse of the moment--to create and enjoy patterns of
color or to manipulate and mould different shapes of claye
This process, according to Barbara Biber, research psy-
chologist for the Bank Street Schools, "is basic to his

g~.
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 wlll seek those means
which wlll dispel the loneliness or boredom of a child
who has no playmates. The nursery school does satisfy
this need for companlonship when 1t provides opportunilties
for children to enjoy 'soclal contact with each other
through play, the one supreme psychologlcal need of the

(&4

9
young child.

Play nurtures confldence in the- child and blunts




his susplcions and agressions toward other children.

Active sharing with hls friends helps the child disgcover
how he may carry out his own.pursuits; at the same time,
it lays the foundation for a cooperative goclal life in
the later school years. As the child learns to walt his
turn, to surrender what he is not using, and to settle
conflicts by agreement and not by his fists, he identi-

fies himeelf with a soclal group outside of hls home and

«

increases his acceptance of life in generalf

One of the striking features of the nursery
school, as previously mentioned, 1s the freedomy of actlon
sccorded the child in contrast to the host of prohibitlons
inposed by absolutistic parents. The child becomes ac-
quainted with the temperate authority exerciged by the
teacher and is never subjected to such punlshments as
hitting, shaming, frightening, and ridiculing. No attempt
ig made to overpower him. Instead, the teacher triles,
where possible, to inform the child of restrictions and
the reasgsons for yhese prohibitions. When the teacher
does exert her authority the child is made %6 feel that
only his behavior 1s rejected and that he is gtill liked
by the teacher. Even though there are many enlightened

parents who act with their children in this approved




manner, learning discipline in the nursery school should

not be regarded as aiperfluous. The child's wholesome
growth ag a psychologically independent individual ls
dependent upon his early realization that the world out-
glde his home and family holds a full measure of warmth
and security and that this world imposes restrlictions
which are dependable and reagonable. Furthermore, the
teacher 1s not as emotlonally involved with the child

ag are his parents and so 1ls in a better position to

determine where the child hasg to bulld up certain tralts

cf
Y

and where he needs to unlearn otherg.

At this point a note of cautlon is indicated.
Though the values of the nursery school are many, they
will be lost upon the child if he 1s not ready to enter
nurgery school. Gesell, and Ilg advise against sending

the child to nursery school 1f:

l. Ne 1s under three years of age and the school 1s not
equipped to gilve speclal attention to the younger ages.
2o his general health 1s not adequate.

3. there have been several changes in his life, such as
hospitalizatlion of himself or of his mother.

4, there was change in the adult who was caring for him.
5 he recently lost his mother or father through death

or geparatione.
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6+ he feels unloved for any reason. The arrival of a
new baby will often causge this feeling.

T« he 1s upset because of a change of residence, a visi-
tﬁing relative, or any other event demanding adjustment

at the same time he enters into the new experience of the

nursery schoold

ITI. Nursery School Operation

A. Conslderations for programming

The nature of the child‘'s experience in a nursery
gchool depends upon numerous factors=-the numher of children
in the group, the teacher-pupil ratio, the age range within

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

experiencs of the staff, the physleal plant, and the
climatlic conditions, In the following pages, these factors

will be more closely examined and discussed.

&« Pupill-teacher ratio

In a good nursery school, there wlll be less
than 20 children in dny one group. Though 8pace conglder-
ations, ages of the children, and experience of the gtaff
determine the exact number, a group of more than twenty will

create straing., Nursery manuals reccommend at least one
]




teacher for every 8 or 10 children. Some well-staffed
schools have three teachersfor 18 or 20 children. No
matter how enriching group experience may be for children,
they can profit from i1t only if they receive individual
care when thevy need'iﬁiﬁ 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 hourg a day, depending upon the school.
Katherine Read finds that the interests of the children
are best served in a 3 to 4~hour day. Naps and rest
periods are not group affalirs and can be managed better
at home. Eating, however, has its soclal aspects, and
often the eating problem which existed at home can be

overcome when the meal is eaten together with other ohildreﬁ}

Cco Age range.

Ages vary in nursery schools, and it is d1ffi-
cult to state how old the chlld should be to enter nursery
school and at which ages the groups should be divided.
Chronological age should not be the only factor for
determining the maturity of the child; variety of ex~-
perience also affects hls readiness for nursery school.

Present 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 "live out" their period of dependency
on parents and achleve sufflclent security in the home.
Then they wlll be ready to belong to a school group and
to identify with adults outside of thelr family circi;.

In large nursery schools, the age range within
the group will be from ten to twelve months; in smaller
schools, the range 1s llikely to be greater. Psychoanalytli-~
cal insight into the formation of the ego ralses the ques-
tlon whether it 1s advisable for a child to spend his
gchool time exclusively with children 1in hls own age

levele According to Freudian psychology, the wish that
dominates childhood ls the desire to grow up. This wish
derives 1tsg strength from the Oedipal attachments in
which the three=to=five year-old suffers rejectlon in
his efforts to be taken asg a full partner of his parents.
The child ascribes his lack of success to the fact that
he is too small and too young. However, his fe&lings of
frugtration may be assuaged.when older boys take him for
thelr equal. This action provides relief from the burn-
ing desire to grow up. If we adc@pt this theory, we
ghould arrange?group in which the child is able to asso-
clate with older and younger playmates as well as with

v
those of his own age. In such a situation, the children
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would look with great admiration toward the older ones
and would be happy and flattered when drawn into their
play. Such age groups had been established in the Haus
der Kinder in Vienna, where all groups of children in the
pre-gchool level had a range of two, two and a half, or

three years.

In the American nursery school movement, ex-
perienced teachers claim that 1t 18 easler to meet the
needs of the three=year olds and four-year-olds if they
ére in separate groups with flexibility as to the age of
"oraduation". Recently, however, some nursery schools
have introduced th@ practice of having children visit
older groups elither for specilal activities or for a
certain number of hours during the day. In at least one
sehool, one or two older children come to the younger
group and help the teacher 1f they so wishe. According to
Lili.Peller, the visiting 1s helpful "in overcoming an
igsolation that in the long run is apt to impoverish the
formation of ego ideals“?o Buch a school capltalizes
upon the influence of one yongster on another. Thus the
child's ego is deveioped and his feeling of competence is
strénéthened; he assumes the role of the protecting friend,

and, at times, the role of the-follower, the recelving party..

d. Descriptlion of typlcal program.
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A description of a nursery school progran

1s pregented by Katherine Read in her book, The Nursery

Sehool. According to Dr. Read, the child's progran
‘develops in the following manner:

"Our Hypothetlcal child arrives with his mother,
After ingpectlion and a drink he runs outdoors and plays
for half an hour, riding a tricycle vigorously fof awhlle
and then Jjoining a group in hduling 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 jJjungle
gym complete the cycle of outdoor activity for our child.

He comes inslde and takes off his outeglde wraps
with very little help. Then he uses the tollet and runs
into the playroom where he 1s accepted by two glrls who
are playing in the doll corner. He Joins them and takes
on the role of "father". He sweeps busily; he wheels the
doll buggy around; he conversedg over the toy telephone
about an evening engagement. Then the group has trouble
over who 18 to use the iron, and he loses interest. He
turns to palnting at the easel and grows absorbed in his
painting. He 1is a child who seems wvery sensltive to colore.
He paints large areas with vivid color, coverlng the paper.
His painting on a second sheet of paper ls quite similar
to that on his first. In a business-like way he removes
his finished palntings and puts them away to dry. Re=
laxed and content, he leaves the easel and goes to the
table for a cup of frult julce which 1s served at the end
of the firat hour in gchool. He finlshes his Julce
quickly and returns his cup to the tray. Then he Joins
a group who are marching to muslc which the teacher is
prlaying on the piano. OQur chlild tries the drum and 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 teachers

Soon he noticeg that some children are outside
and runs and gets hisg wrape, needing some help with hils
bootse. The children outdoors are busily engaged in
digging, each in his separate hole, some £illing pans
and some trangferring the dirt to a big plle. They
comment to each other as thoughts occur to them. They
have occasgslonal conflicts, most of which are settled
without help from the teacher nearby, because they are
all satisfiled in their activity and are enjoying being
together. SHomeone finds a worm and the teacher explaing
how the worm eds and digs. By the time the group begins
to grow weary, it's almost noon. The teacher steers
them inside to get cleaned up in time to hear a story
before lunch.
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When hls wraps are off, our chlild uses the
tollet again, spends some time enjoylng washing his handg--
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 teachér listens, tdo, and then turns their attention
back to the reading, By the time everyone has "toilleted"
and washed, it's time for fifteen minutes of rest on cots
while the tables are being set for lunch. While the
childron 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 hig 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 to0
goclable and tries for the attention of his quleter
nelghbor by poking him with a spoon. The teacher glves
him her attention by asking him whether he finished digging
his hole outdoors. He decides to do some more digging

and finishes hls meal qulckly, runs to the coatroom and
gets his wraps. He 1s outside dlgglng when his father
comes and he has to leave, a little relunctantly, to go
home for his nap. The day at nursery school 1s overe

Another child's day might have been different.

It night have included an excurslon to the barns to
gee lthe new lambs on thelr wobbly legs or it might have
included a walk down the gtreet to watch the cement
nixer and the men at work laylng a new driveway. It
might have included a trip to the fire sgtation to see
Lhe gshiny filre truck there and toueh the carefully piled
hoses and try on the firveman's hat.

Instead of painting at the easel as our hypo=
thetical child did, another child night have rolled up
hils sleeves and plunged into finger palnts, sweepling
his arms across the paper or patting with his palms to
musice. Another child might have patted and squeeszed the
molst clay and rolled it into long "worms." His music
experience might have consgisted in playing on the plano
himself whille he turned the pages of his favorite song
book o6r in listening to a visitor play a violln. His
more vigorous play night have been done at the work- .
bench, hammering an alrplane Into recognlzable shape.
For any of the children, the pattern of the day would
have included a vqriety of experiences in llving and
exploring the world." 3



Thls 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 wlth
which the children pass from one place to the other.
However, most good nursery schools plan thelr program
around a basilc sgchedule for timing the day's activities
and for planning the duties of each staff members Tn
planning this program, we filrst must consider one im—
portant.psychological characteristlic of the child. We
know that between the ages of two and four, his attention
Span is usually short, often only as many minutes long as
the child is years olde. In terms of planning the dailly
schedule we nust allow for the rapid change of'the child

QD g

3.
in moving from one activity to another.

¢e Free play period.

To. avoid dividing the day into too many segments,
most nursery schools offer large blocks of uninterrupted
time, called free play periods. These periods may lagt
for an hour or more, and durlng that tlme the child is
Tree to partake of a variety of activities. There 18 no:
formal, regimented program iﬁ which all the children do
the same thilng simultanebusly. Neither is there any of

the military snapping from one activity to another as is

to be found in'somé of the upper grades.




When major shifts in activities are to be introduced.,

such ag the change from free play Lo a teacher-controlled
group, a dovetalling procedure allows the chlldren to
leave an actlvity and proceed to the next event on the
prograis. Time and speed are of no consequence to the
young chlld. If we wish him to acqulre pdse and emotional
stability, we should plan a schedule which allows oonsiwl

derable leeway in shifting from one activity to anothers

fo. Group participatlion.

Many schools have an organized period of
group participation in muslc, stories, poems, and the
sharing of experilences by the chlldren. This period

under Four, such porticipation is often optional,, bt

lasts about fifteen minuteg. For childrenAare expected The stder children
to join the group even if they do not partake actively.
In this way the child feels that he 1s an integral part
of a social group. This organized group actlvity ls
gometines sohéduled around ten o'elock in order to break
up the morning play ahd t1le in with the serving of mid-
morning julce and cod liver oll. Often thils type of
group sharing is planned for the late morning, as some
of the children are beginning and completing thelr
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 children suggests an
apﬁropriate song or story, she may introduce 1t at that

af
moment instead of waliting for the scheduled timee.




ge Tolleting

Care should be taken not to schedule tolleting
too often but to observe the individual needs of the
children. Two=year=-olds, fof example, will need more
time for the processes of tolleting than will the older
children. Then again, some specific children will need
10 be toileted more often than others in order to avoid
adcidentsogﬁFor thege reasons, the time allowed for:
dally routines, such ag washing and tolleting, will be
among the fluctuatlng 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 time needed by each group

will be failrly stable.

he Meals

The time 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
wasg o midmorning lunch at school, and when it was served.
If we are prompt in refreshing and feeding the children,
much of the crying, and irritations, which are signs of

b
tired and hungry children, can be reduced.

1. Climatic conditions

Climatic conditlons determine the planning of

a nursery school day to a great extent. On an unusually
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cold day, the children wlll first play indoors and then

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

If the weather 1s such that they can begin the day outsilde,
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 lndoors from midmorning on. In additlion

to season and regional variations, day by day weather
changes wlll have an effect upon the school schedule.

If the ground 1s wet, even though the day 1is bright, an
excursion or indoor play would be more in order, provi-
ding, of course, that the children did not have rubbers

f‘{ g"

or galoshes.’

Be Program
as Curriculum

In the good nursery school, the currlculum ls
hased on the spontaneous interests of the chilldren them=-
gelves. 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 profit by being
told about a thing. They have to see 1t and perhaps

toueh it, and in that way, they are able to form thelr




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 experlence 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-
clpate in the ldentlcal experience. The teacher must dig~
play both versatility and skillful manipulation when she
presents experiences within theilr measure of understand-
ing. Helping children to new interests can not be con~
fined to any particular moment on the schedule. The
teacher cannot choogse one type of experience, work in-
tensely with 1t, and then move to another on the following
week. The majority of her opportunities will arise gpon=-
taneously; therefore the teacher must be constantly alert
to take advantage of them.oC With this brief conslderation
of the task of the teacher, we may now turn to those ex~-
periences in the young child's environment which can enrich

his understanding and at the same time stimulate his curiosity.

1. Sclence and the world of nature
. _
Quite early in his new and marv§lous world the

young child comes in contact with the wonders of nature

and the laws of sclence. In the spring he sees the
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crocuses pushing through the molst 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 eyellds. By feeding the squirrels in the park

" or watching the birds splash around in the blrd bath,
the child is introduced to the mysteries of the blologlecal

process of life.

= that the mental and
spirituai growth of the chilld 1s depéndent upon a close
relationship with nature. By focusing the child's atten-
tion upon the little puppiles or the hen with her chicks,
we are gulding the chlld in his understanding of living
things. Our purpose, ag we gulde the child in distin-
gulshing between the animate and the inanimate, is to
‘develop in the child a growlng awareness of being allve,

ey and the signifilcance of growing and living.

This quickenlng awareness to the life process
is dulled considerably by urban living. Life in the city
encourages mental alertness, but often it encourages a
gophisticated and thoughtless attitude toward the beneflts
of nature. Living thus acquires a tingg of artificlality.
The task of the nursery school ig to compensate for this

one-sided living and remove the artificlality by offering'

the young child opportunitles for contact with the out-of-
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doors and the natural surroundings. Through these ex-
periences we should develop in the chlld what Bertha
Stevens calls "cosmic happiness". If children are but
glven the opportunity, they can be thrilled by what is
regarded as commonplace. Running in the open fleld,
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 child to new sights, smells, and sounds, he becomes
aware of the world in which he livess. No ulterior motive
is involved. The thrill in experiencing some of the

wonders of his world should be enjoyed for its own sake.

Too often nature study acqulres the appearance
of the practical. In her chapter on understanding the
facts of the naturaﬂworld, Catherine Landreth poses these
guegtions for the student teacher:

"What experiences is the young child likely

to have in his home and school environment
wlth measurement, with physical forces,

with work energy and machines, with lliquids

and gases, with sound, heat, light, magnetisn,

electricity, and the physice of weather 2"

"What chemical changes is the young child

likely to become familiar with and curious

about?




"What charsascterigtics of the structure of

the earth's crust ils the young child likely

to become Ffamiliar with?" 39

While such knowledge may be useful in satls-
fying the child's curlosity, sensory experience l1s reduced
to the observation of the phenomena of "divieibility,
porosity, compressibility, expansibllity, elasticlity,
ﬁalleability, and impenetrability." 40 This appfoach is
just what John Macmurray decries. "Most of our fallure
in the education of the senses arises from the fact that
we look upon them from a practical point of view ag 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 traln them to use thelr senses
for practical purposes. The gensibility, however, 1is an
integral part of human nature and must be developed for
1ts own sake. We have to train children to make their
sensuous life rich and fine; to see for the sake of seelng,
to hear for the sake of hearing, to smell and taste -and
touch for the joy of living in and through the fundamental
capacities of apprehensioniwith which they are en@owed."

By making 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 chlldren 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 thelr difference,
they are provided with experilences which are essentlal to
thelr spiritual growth. Whether God be named to these
children as the Creator of all that they have experienced

is of minor significance. What 1s lmportant 1s that we
provide those experlences whlch are rich in emotlonal

tone and which will serve as a basls for later matured

thinking on the mystery and wonderment of life.

The attitude of the teacher i1s most important
in developing in children a Joy and thrill for the llving,
vibrating world about them. Before the child can 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 procegses of nature, o sense
of oneness with it, and a happlness in it, she can transfer
somé of her enthusias£2?98ponsiveness to our children.
Once the children have these direct experiences with
nature, we should seek to make these experiences more
meaningful by encouraging the children to relive them
in song, in rhythmic dances, in muslc, and on paper with

palints and orayonse

2. Social studies




Another area which offers first-hand experience
to the child 1s his community. The nursery school tries
to broaden the child's concepts and deepen hisg understand-
Jing of the soclal and economlc structure of the community.

42
This section of the curriculum is called "“social studies®.

The community offers services which the child
can beglin to understand. Almost every child has heard

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

‘the term, fire englne, is familiar to the child, a trip
to the fire statlon would bring the three=—-and four-year
olds in contact with the idea of fiw protection. Like-
wise any local industry with which the chlld would have
contact may be vislted. In this fashion the chlild can
obtain a clearer plcture of the naoture of his community.
In planning these trips, the teacher should keep in mind
x that the child learns best if famillar elements are present
to which he can relate himself. The child will derive
much satisfactlion out of simple experiences, such as
visiting the local supermarket or the hospltal, because
at these times he may be permitted to touch things.

When the teacher goes on one of these excursionsg, it is
best that she take small groups, so that she can be sure
that each child 1n the group fully understands the nature
of the experience. On every trip, there should be two

adults to handle any emergency that may arise.




3 Literature

By literature we mean those gtories which are
read or told to children and the picture hooks whilch
children look at. This term would also lnclude gcrap-
bboks made by the teachers for thelr children. Contact
with books should be a part of the dally program of a
good nursery school, because books open up a new world
to the child. They enrich the child's experiences through
stories or plectures related to actual events or sights in

real life.

There are dertain criteria which a teacher should
enploy in selecting children's stories for the various age
levels. “These eriteria have to do with the story's
auditory aspect, its intellectual content, and 1its emotional
quality. If there are plctures to go with the story, the
visual effeets must also be right."”

Auditory Appeal == The actual sound of the words
belng spoken ig appeallng at
all ages. Words that sound like
thelr meaning or that repeat
thenselves are fun for the
childrens The chilld need not
know the meanings of the words
to enjoy thelr sounds.

Intellectual Content == By this term we refer to




the meaning of the story in relation to
the c¢hild’s developing mental capacity.
We sometimes fall into the error of
pregenting a story of pure fantasy
before the chlld can intellectually
distinguish between reality and fantasy.
At such times, when we read the story
of "Little Red Riding Hood", we arouse
a Tear which is often damaging to the
child. On the whole, objects and
animals in children’s stories should
behave realistically, as the chlild sgees
or heara about them.

Emotional Stability =- We must always ask ourselves
whether the story ls appropriate to
the child!s emotional development.
"Mhe emotional suitability of a story
depends upon how much the child can
identify himself with the feelings of
someone in the story because he hasg had

n A The Martin and

similar feellngs.
Judy storiles of the Beacon Press are

unreservedly recommended for preschool
children, because the children ildentify
thenselves emotionally with Martin and

Judy. A story is sultable only if the
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,;l , child can continue his indentiflca-
| tion, enjoy himself and feel comfortable.
Anything which prevents the child from
having these feelings renders the
story unsatisfactory.
Visual Appeal == When a book 18 used for group story-
| telling, the 1llustrations should be

clearly visible at a dlstance of four

to five feet. Visual clarity 1s the
artistlc worth 1s secondary.

. first requirement of an illustration;
Variety i1s an important item when selecting

books for the hursery gchool library, for children dirffer

in their interests. However, there are certain subjects,
namely stories about boys, girls, and animal pets, which
are always popular with children. When we gelect books,
we must remember that we are not trying to impart new in-
formation but recreating for these children the world they
know. By this recreation, we thereby strengthen their

understanding of it.

The entertalnment which a gtory provides can
best be judged by the response of the children. Repeated
requests are a good indicatlion 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 conslder



gsultables They way like this story for a single high
spot of interest or for want of hearing bhetter ones.
While we can not let children be the sole judge of their
literary diet, we should follow one rule: any story or
. book that 1s not liked by the chlldren should be discarded

I
at once. 0

Lo Music

Mugile 1g an avenue of expression used by children

>everywhereo When children are happy and content, we will
find them singlng, especlally if they are engaged in
rhythmic activities. We can encourage this eXPfession
by helplng them find satisfaction in musiec and by provi-
ding the types of rhythmic activities they enjoy. Often
times when children are contented and are free to act
gpontaneously, they will break out into dance as well as

» sONG

Though creative singing on the playground is to
be desired, there should he set periods in the school
program for music. This music period can elther be spent
in listening to phonograph musle, singing by the teacher,
or playing on an instrument; 1t can also be used to
stimulate the children's own singing or their playing onJ

chil

8ilmple instruments. In thles way we can introduce theﬁﬁto

adult art forms with which we want him to be familiar and




which he should learn to value. Listening to music adds

to children's experiences with music and increases interest.
However, there should be no compulsion about listening. If
a_child does not wish to listen, we should not force hime.

For those who do want to listen and be free from the inter-
ference of play of other children, a speibal sectblon of the

room ought to he reéerved for theme

In addition to the singing which arlises spon-
tdneously in the aectivities of children, opportunitles for
singing and playing should be a daily experience. Music
for'singing should be short, simple, melodious, and properly
pitehed. Too often the published music seems to be pitched
too high for them. As a rule, chlildren pitch thelr own
songs below rather than above middle A, and many of thelr
gongs are sung in a minor key. Since they enjoy songs they
can sing through completely better than those where they
can = f1ll in only certain notes,we can beglin with the very
young ones on songs as short as elght or ten notes, and
work up to the five-year-olds who can sing as many as
fifty notes, especlally if there is repitition of the

nelody e 46

The children wlll learn to ging 1f the songs are
well selected and presented in a congenilal atmosphere. A
hew song should he played at a slower tempo untll it be=

comeg familliar, but new songs should not be Introduced



so rapldly that easy learning is frustrated. Generally

a good musle period will last about twenty minutes. This

wlll consist of a "work period" on a new song, followed
by a repltition of two or three familiar ones, and ending

* with the rhythm band.

Children, at four, can experiment quite well
with such rhythm instruments as the harmonica and the
drume. According to C. Madeline Dixon, it is best to start

them early,"before they have the mistaken idea that a
melody means playing ‘My Country, Tis' or 'Hot Cross Buns'
to the excluslion of exploring music for themselves and of

i
improvising and discovering what an instrument can convey." ¥

By learning to hear a few simple rhythms, which they make
y; ' themselves and repeat over again, the children bulld up a
rhythm vocabulary of thelr own. In this way they become

s aware that melody 1s a pleasurable experience.

These simple instruments should have good tonal
quality if the best results are expected. Usually the
commeréial sets of toy instruments are unsatisfactory
because of thelr poor tone. A good rhythm set of instru-

ments would include home-made dowellng sticks for theilr
sharp, olicking sounds, a Tfew melodious trlangles, one or

two tom=-toms, clear, tinkling bells, and a single palr of

cymbals with a fine metalllc resonance. Experiments with




these few instruments will demonstrate to the children

the gradations of mood and gound which they can produce.

Creativeness should be encouraged in whatever
activity the child is engaged, but limite wiil have to
be placed on Spoﬁ@neity with rhythm instruments 1f the
ch1ld is to benefit from this musical mediums If we allow
children to be completely spontaneous, the beating of drums
and the blowing of flutes ocan result in only nolse. A
certain amount of disclpline, in the form of instructlon,
will have to be introduced to the group. The chlildren
have to be shown that certaln snstruments are for a certain
effect. Once the children have acquired the  very minimum
of techniques, they can express thelr ereatlveness 1ln
sound comblnations. 48  mne value of music 1s also to be
percelved 1n the relationships among childven. When
children are in groups where there 1is plenty of expression
through music, there is less need to drain off feellng in
undegsirable ways, and they are likely to have fewer
difficulties in working out relationships with their

playmates.

5. Graphlc artse
Children, no matter how young, need proof of
their competentey. To satlsfy thig craving for a feeling

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

place certain materials at the disposal of children

which best serve this end. They are primarily paints,
clay and blocks. As the child paints or works in clay,
“he discovers that these materials are also valuable for
an emotional release. "Through them he can project hig
doubts, his hatreds, his fears, and his wonderings out
of himself and in the process can find some relief.
Through them he can help himself to be a gtronger and
‘more complete person =~ more full of self-assurance =

49
more capable of facing the world."

Another advantage of having children work with
art matérials becomes apparent when we observe how children
create a gpeclal type of social relationship and exchange
which does not occur in their free and spontaneous play.
When children work in art, they become more inter@sted

in the individuals than in the group. For the flrst tine
they are consclous 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'g having a right

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

soclal widths of living. 20

Paints




In easel palinting, the chlld should be taught

one technique, namely, how to wipe the brush on the edge
of the glass before applying it to the paper. BSometimes,
even this 18 not stressed if the use of a dfipping brush
brings satisfactlon to the childe. 51 No other suggestions
are necesgsary, and no standards should ever be set up for
the child. We never ask what the painting is supposed to
represent. JInstead we may ask the child if he would like
t0 tell the teacher what he 1s doing. This question
mraits a wlde variety of answers, while the first question
inmplies that the child was making something, when this may

not have been the case.

One easel for every ten children 1s a minimum;
one for six or seven is the more desirable arrangements.
HBasgels should be well supplled with sheets of unprinted
néWSpaper which the chlld can remove without assistance.
The child should be able to reach the working surface
eaglly, and there should be a place.to put the Tinished
paintings when they are dry. The floor and the easels
are protected with newgpaper or ollcloth, so that the
mess 1s kept to a minimume When the paintings are re=-
moved, we write the name and date on the back of it and
gave the painting. If the child wishes to give a title
to his work, we put that down also. BEveryone should be
allowed to remaln at the easel as long as he wants and to

make a8 many plcturee at one sesslon ag he wishese 52




The proper mixture of half paint and half water should
be prepared by the teacher. The palnt should go In the
glass first, and then the water is added gradually. Red,
yellow, blue, and green are the colors most frequently

. %
avallable; for the dder children black and brown are added. 53

FTinger Painting

Finger palnting also teaches enjoyment of color,
texture, and design which the child derives from easel
painting. It also provides a release for the chlld who
has been brought up too nicely and always has been warned
agalilngt becoming messy and untidy. The chlld can now
play with the messy, molst material in an approved manner.
By observing how he approaches the new experience of
finger paintingjwe are able to learn about the controls
the chlld has bullt up within himsgelf. Hesltatlon, enjoy-
ment, fear are all evident as the child responds to the
sensation of working with this painte. 54 Paper for finger
painting 1s cut into strips of 12 by 15 inches and placed
55

upon a table of Bakelite, cemented linoleum, or enamel.

There are no techniques to bhe taught in finger
painting. All the chlild has to be told is to smears.
After a while the child will discover for himself a

number of technigques to produce clrcular and sweepling




lines, interesting designs and textures. When the

chlld is ready to paint, we ask hlm what colors he wants,
and he goes to work. Only four colors are usually gilven
at one time, a tablespoon of each color generally being

sufficlent for one painting.
Clay

Clay, like finger palnting, offers a direct,
gsensory experience, and by manipulating clay a child may
find some outlet for his pent-up emoﬁionsa Children who
have felt conflict over tollet training are llkely to
expr@ss some of thelr resentment in the squeezing, patting
and pounding of clay. In general, the hands should be
the only tools used. Not only would accessory tools be
cumbersome, but the child would be deprived of direct

contact with the "messy", moist clay.

As with paints, we do not offer any suggestions
to the children about what they would like to make, and
we express same kind of noncommittal approval and en~
couragement in the child's work in clay. At the end of
the nurgery school day, the clay 1s rolled up into balls,
the slize of small apples, and placed in a covered crocke
Clay is purchased in powder form and is prepared for use
by suspending it 1ln a flour sack in a basin of water for

24 hours or until the elay is completely dampened..56
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A sample schedule for a morning nursgery school is as follows:
9:00~~ Arrival and Inspection. Teachers examine the chilldren at
the window near the entrance. Outdoor play, weather permit-
_ting, with sand, construction material, wagons, Jungle Gym,

swings, etc.

va the children have to remain inside because of the
weather, they remove their wraps and hang them on thelr
own hooks after theilr health inspection. Mothers may help
thelir children with this routine. The children then engage
in thelr free play period. They may choose such activities
‘a8 floor blocks, easel painting, clay, dramatic play with
' dolls, bead string, crayoning, etc.
9145~
| . Btart pick up time. Tolleting 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 children are finished. As each
child turns to leave, he is told bj the teacher that 1t

1s time to go to the table for his julce.

10:00~Julce Time. The housekeeper prepares the julce in accordance
wlth her instructions. A tray with cups, water, Jjulce,

crackers and napkins 1s placed on the table. Children,




. 10:15-

10:30-

)—1-90-0

'sittin@ at their tables, drink water first, then Julce.

one child is chosen from each table to pass a wastebasket

for used napkins and cups.

Rest Time. Housekeeper lays out the mats for rest while
the children are at their tables. The children are told

guletly that it is rest time and that they are Lo lle down

‘on theilr mats. Sometimes there is music or singing during

the rest period.

:Play Period. If the children have already heen outside,

then the children will remain indoors. If they have not
been out of doors, and the weather permlits doing so the

children may be sent outsilde.

Play outgide until it is time to go home. This is only

when noon lunch is not served at the nursgery gchool. )

SHeries, !‘\\"W\Ms . Mmusic

Wraps, outdoor play

Cleaning up, rest




Ce Physlcal plant of the school

The physical set-up of a nursery school is an
inportant factor in influencing the human relationships
in the school. A well-planned bullding makes supervision
éasy, reduces the teacher's fatigue, and thereby leaves
more of her enérgy to work with the children. Suitable
- egquipment not only means more satlsfying group play for
the children, but it also means greater learning oppor-

tunities for them.

The requirements for the physical envlronment
of a nursery school vary with the climate of the locality,
.the number of children enrolled, the length of the dally
gegsion, the number of competant teachers on hand, and the
budget available. For example, a school located in the

North will need a large indoor space for active play,
while a nursery gchool in the South will have Fo provide
a spaclous playyard for the same type of activity. A
school which operated on a full-day schedule would have
t0 concern 1ltself with the necessary 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 comnected with meals. Though

each school must deal individually with 1ts own problems,



- there are some general consideratlions which should govern
.the planning and equipping of any nursery school, be it

religlous or secular, full day or half day. 58
a. Bullding

The ideal nursery school bullding is close
to the ground, with direct access from the playroom to the
tollet, and to the outdoor play area. According to Rhoda
Kellogg, supervisor of the Golden Gate Nursery Schools,
satlsfactory tollet arrangement is number one on a list
of désirable bullding features., The next important item
is proper and adequate space Tor the number of children

enrolled in the schoole 29

Space needs are determlned by the arrangenent
and use of the rooms. A space which 18 too blg prevents
a homelike atmosphere, the practical placing of equipment,
and suggests running and vigorous nolsy play to the ehildren.,
A room is large enough for the chlldren 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 chilldren
are approximately the same age, thirty-five to forty square

feet per child ls sufficlent. When there 18 a wide age
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range within a single group an average of fifty to flfty-

five square feet is suggsested. Necessary equlpment in-
cludes tables, chalrs with space to walk around them,
lockers, a doll corner, and cupboards for equlpment and
Woeks. The tables will take care of the feeding and the
activities of the children. The lockers can go along any
empty wall space, and 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. 0©

The tollet 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.
The tollet floor should be of tile or other nonabsorbent
material, and the walls should be hard, smooth and easlily
washable. The toilets and hand lavatories should be of
proper helght and size to be convenlently reached by the
chlldren. Tollelt booths are usually left without doors to
allow Tfor more effective teacher supervision. Since most
children of this age are accustomed to use the toilet at
home 1n the presence of others, they will not object to
the lack of privacye. There will be times when clothing
becomes wet. To meet such a situation an electric driler

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

If the children use individual wash cloths,




towels, combs, and toothbrushes, they will need a low

rack or a set of hooks complete with identification tags.
The hooks should be arranged in a cluster around each
child's tag. To prevent mix-ups, toothbrushes need to
be placed on a high shelf or on the wall above the child-
ren’s reach; Small-sized tooth brushes and combsg are
often furnished by the nursery school and may be labeled.
by stlicking a plece of adhesive tape with the child's

name to the handle of tho toothbrusgh. 02

An isolatlion room is usually required by +the
regulations of the local board of health. While this
room should be sealed off from all other rooms, it ought
to be glagsed, so that the child, guspected of having a
contageous lllness can look into the playroom and, at the
same time, be observed by the teacher. This room should

have 1ts own toilet and bed. 63

A nursery school will have an untidy look about

1tgelf 1f there is not enough storage space. Space, shelves,

'and cloget doors should be provided both indoors and out-

doors for the storage of food, houseshold and school supplies,

toys for inside and outside play, mops, brooms, and garden-

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

clnes, phonograph records, and examples of the children's

handiwork. Open storage space will be adjusted to the
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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 1s necessary for teacher con=-
ferences, talks with parents, and for the keeping of records.
Another esgentlal 1is a room for the morning inspection,
although an entrance hall may be used. The third room 1ls
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 qulet moment of relaxatlon. Most
teachers seem to need some moments alone, and a rest room

would go a long way in meeting this need. 64

1. General suggestions

(a) Since children frequently play on the floor,
the floor should be warm, free from drafts, durable, easy
to clean and of a hard surface. Heavy linoleum probably
makes the most satisfactory sﬁrface, though a well=laid
hard=wood‘floér is almost as goode

(b) The ceilings should be acoustically treated.
Walls, cellings, floors, and furniture all present a more

cheerful atmosphere when they are light-colored.




(e) A bulletin board, the same color of the wall,
can be used to exhiblt plctures 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 enough for the children
to look dut of them. Diffusers (panes of translucent glass),
clerestory windows or windows placed at an ahgle often glve
light without glare.

(e) Bwitches should automatically control lights
in all areas.

(£f) If a building 1s to be comstructed for the
nurgery school, hire an archltect who knows the children's
needs and is willing to plan for them. "The bulldings
should not be made too durable, because new 1deds need
new housing after something like twenty years. Indestructi-
ble bad school bulldings are one of the curses of American

65

education".
be. Playground

In the book on nursery school educatlon by Foster
and Mattson, the ideal playground is described as "a
grasgy slope on a sheltered side of the building. This
playground would provide trees for shade and climbing, a
brook for wadlng and salling boats, a éarden and a shallow

pit of sand or earth." 60 me authors add that few schools



can hope for such a playground and that most of us have

to b@isatisfied with substitutes. No matter what substi-
tutes may be provided, there are certaln mihimum require-
nents which have to be met 1f the children are to be
encouraged in muscle-bullding activity. First we must
allow from seventy~five to two hundred 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 falrly hard material and sod or grass. This
combinatlion of surfaces would permlt the use of the yard
desplte changes in weather. Stepping stones or cement
walks leading to the sand=box, swingsg, and playhouse will
help keep the feet dry after a rain or in the morning dews
Grass 1s a necesgsary safety feature under the swings and

Jungle gyme

The playground should be fenced completely,
boarded for protection from the wilnd and wired where
children enjoy looking out. Some sort of shelter from
the co0ld, rain, 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 problem of out-of=door 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 equlpped with a



door and lock, it may serve as storage space for these

articles. 67

To the young chilld 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
washing and drinking arrangements. A pool for summer
wading and deep enough at one end for swimming has been
excellent 1n meeting this need; an enclosed pool for float=
ing boats is also satisfactoryo Where no such pools can
be provided, watering cans and a hose and sprinkler are

good substitutese 68

¢« Qutdoor equlpment

In s¢lecting equipment for the outdoor play-
ground, our flrst consideration should be the young child's
pfogr@ssive development in muscular skill and coordinatione.
We know that the child who lives in a city apartment has
little opportunity for extensive exercise. His climbing
le restricted to the sofa; his jumping is confined to a
bounce on the inner springs. Lack of space for extensive
Junpling, running, and throwing results‘in poor muscular
toné, 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 activity.



Therefore, when bullding or buying equipment, we nust

always ask one question: how will thls plece of apparatus

encourage greater motor skill and physlcal development?

The commom preschool motor actlvities are running,
throwing, jumping, climbing, pedaling, pushlng and pulling,
hitting and puhohing, supporting one's own weight, kicking,
creeping and crawling, rhythmic experlences, hammering,
pounding, somergaulting, rollling, and tumbling, and swimm=-
ing. These actlivitlies are provided for in the following

ways :

Running. Hand and foot balls to run after. Open clear space
with planks raised from the ground at one end to

give a good running starte

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 preclsion.

Jumping. A bounclng board, made from an 8-inch flexible
plank and supported at cach end about 6 inches
from the ground, gives the children a chance to
bounce up and ddwﬁ and so acquire the motion
and spring necessary for jJjumplng. Later the
chlldren may actually jﬁmp from a springboard

into a jumping pit filled with sawdust.
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Climbing. For the youngest children, stalrs provide the
necessgary lncentive. The Jjunlor-sgize jungle
gym offers increasingly difficult problens
as do two rubber tires suspended on toﬁ of

each other by a rope.

Pedaling. Klddie cars for the younger children and tri-

cycles for the older onese.

Pughing and pulling. Hollow blocks, wagons, planks, boxes

and spaded for digging.

Hitting and punching. A punching bag and two pair of

boxing gloves,
Supporting Own Welght. A horizontal bar and parallel barg.

Kicking. A Tootball and a punching bag suspended by a
long string at comfortable kicking height.

Créeping and Crawling. OCasks through which the children
can crawl; boxes with small openings to squirm
through; and inclined planks at each end of

the elevated casks.

Rhythmlc Experiences. A seesaw which is filrmly fastened
at the pivot and has handles at sach end for
gripping; a bouncing board; rocking boats;

a swing with a canvas seat. (Wooden seats



may chip front teeth.) Trapeze and rings.

Hammering, Pounding, and Construction. Wooden peg-
board for the younger children; hammer and
nalills, lumber, screws, glue for the older

ones .

Somersaulting, rolling, and tumbling. A gymnasium

mattress.

Swimming. A swimming pool for floating, dog-paddling,

and hanging to the side and kicking. 69

While not an article for active play, thg sand
box is‘an esgentlial item in any playground for sand has
a universal appeal to children. It is not only attractive
to the very young child but ls fasclnating to the older
children ag well. The sandbox presents an opportunity
for socilallzing play and wholesome soclal adjustments as
the necesslty arlses for sharing space and taking turns
in the use of gand toys. The sand box should be 5 feet
by 8 feet or larger, accessible on all four sides, and
roomy enough to accomodate‘several children without

crowding. 70



ds Indoor equlpment

Unllke outdoor play, indoor space does not
pgrmit the free exerclse of big muscles. Rather, indoor
activitles are selected for developing good concentration
and coordination of the smaller muscles of eyes and hands.
Indoor activities include simultaneous block building,
easel palnting, doll play, and the use of crayons, books,
and clay. These are the essentials for indoor activities

and should always be avallable to the children. Two
vprinciples must always be kept in mind. PFirst, we are not
seeking a finished product. Instead we strive for any
achlevement which l1s satisfactory and meaningful to the
child. Second, thé child's interest should decide what

he does with the materials and how he does 1t. Therefore,
the room must always be set up for the six major activi-
tles, 80 that the child may feel free to go from one to

the other as his attention shifts. (L
Des Budget

The approximate costs for establishing a nursery
gchool are difficult to compute, because conditions vary in
different parts of the country and because figures quoted
today are no longer valid tomorrow. An estimate was pre=
pared in 1950 computing the costs in setting up a nurséry

8chool of twenty children. To adjust these figures to the



prices current today, we must add the rise in the cost

of living between 1950 and 1952. This budget was divided

into the following categories: 72

Visual materials including Ff1lmstripSeccsscsess ol 35,00
Mugle equipment and supplies, including piancs.. 783.75
Craft equipment and supplies.,..........,..,e... 56 .05
Furniture equipment and supplicSeciescrcsecscosne O18+30
Art equipment and sUPPlicSeeccssesccsscsccossoses 128,80
Housekeeping equipment and supplieSecsesscsscscos 29,45
Rest equipment and supplies..,....so.n..o.»..;.. 285,04
Sclence equipment and SUPoliCSeeccsovosssccessss L4lelH
Play equipment, toys, and supplicSesscsccecscsses 980,05
Lavatory supplieSececsccccosncsocrsosssasssssons 55455
Luncheon equipmenteecsecssrsesssosscsssssasscsccsas 99,09

-

Totalooooonboouosoocoo-w00000o000000¢%3222022{‘

Once the school is established, the major costs

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

supplies, and repalrs. The largest item in the budget will

be salarieg. Balaries ghould not be gquoted at an annual

rate but should be computed on the basls 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




hour day. Because teachers often have to do overtime
work, allowances should be made for thils factor in the
budget. Though no teacher should be expected to donate
her tlme, she should be prepared to remain after the

regular dally session if needed.

The average yearly salary of a quallified nursery
gchool teacher is a matter whilch can not be stated with
finality, because the nurgery school has no official
~educational gtatus. The pay of qualifled and experilenced
teachers will range from as little as $1.00 per hour to
$2.00 per hour, depending upon the budgetary situation of
the organlzation employing the teacher.

Ee Staff

The most important member of the nursery school
gtaff 1s the teacher; upon her shoulders rsgts the sucocess
or fallure of the school. The early lessons she imparis
to the child willl have a lastling influence, and for thls
reagon, we must be sure that these teachings are in accord-
ance with what we hold to ke wholesome and beneficial to

the child. To teach preschool children requlres great

wisdom, because teaching is less direct and more subtle.

The outstanding characterlistic of the good
nursery school teacher is her love for children. Though

of prime importaﬁce, this love must be coupled a sound



6500

background in the dynamles of children's behavior and
nursery school techniques. The temperament of the teacher
must exercise patience and delight in the evidences of
small beginnings. She should have sufficient emotional
stability and maturity to enable her to deal cooperatively
with parents and other adults. In addlition to these gquali-
ties, the nursery school teacher must have the physical
physilgue to meet the strenuous demands which her job

_ entailss The tasks of moving & heavy, bulky equlpment,
tending to the personal needs of the chlldren, and being
constantly on the alert are enough to tax the strength of

anyone who is physically robust.

At present there are several instlitutions of
recognlzed gtanding which offer a four-year course leading
to a baccalaureate degree in nursery school education.
Speclific requlirements among these gchools may differ
8lightly, but on the whole the standards are such as to
insure-graduates with experlence in the sclentiflec study

of children and in student teaching. (2

However, the

whole questlion of academle trailning becomes theoretical

in view of the negligable number of college trained teachers
avallable for teaching positlons. Since such personnel

are not often obtalnable some nursery schools have chosen
teacher applicants on the likely promise that they would

succeed as teachers. In such cases, a "trial" perlod of

teaching is perhaps the only way of ascertalning whether



the applicant has promise. Anybody who likes children
and has emotlonal maturity may possibly become a good
teacher., In the Golden Gate nursery schools of San
Franelgco, mothers of preschool and older children are
employed in an arrangement which seems to work satis~-

factorily. T4

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
psychologlate. These people need not be employed on a
full-time basis but should be avallable for frequent

consultation. [
Fe Parent-teacher cooperation.

Bvery authoritative manual on nursery school
education recognizes that parents and teachers must work
together; i1f they do not, the nursery school can not do
an effective job of teaching. To meet the individual
needs of the chlld and to help him reach the highest personal
and soclal development possible, the school staff should
be acquainted with the home. Teachers must understand
parents in order to work more effectively with children.

Not onLy 1s such understanding essential, but every contact
with parents in turn influences their attltudes toward

thelr child and toward the nursery schools



The nursery school staff should have ag ite

flrst 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 informally
and comfortably and letting them know that it is their
gchool and a place where they can feel at home. 76
The initial contact hetween 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
lmportant that the teacher inspire the parent's confi-
dence in her and that she gain sufficient information
about the child and his home environment. 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
esﬁablishing close tles between the gchool and the home.
The.group meeting may be a discussion group on child care
and training on one occasion,a work group, or a soclal
group at another time. Parents and teachers working
together on a common project, such as sewing labels on
clothing or blankets or painting and repailring school

equipment, contribute to highly successful meetings.



At such gatherings is information imparted, projects are

completed, and parents and teachers become better acquainted
with each other, o Experience has demonstrated that the
smaller the group, the more freely will parents particie
pate In discussion. To learn what parents want to discuss,
a short note may be sent to the home asking the parents

“to indicate thelr cholce of discussion topies by checking
 Off those enumerated. 78 In addition to these devices

fof bringing parents closer to the nursery school; mothers
and fathers may also agsist in conducting and helping with
'ekcursions, doing stenographic work, interpreting the
school to the community, and naking articles for school
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Part II
Survey
I Status of Nursery School in Jewish Education

A. Conservative movement

The Conservative novement, as represented by
the United Synagogue Commission on Jewish Education,
made a survey in 1949 of their educational agencies
and institutions in Conservative congregations. In refer-
ence to the nursery school, the survey attempted to answer

the following questions:



l. To what extent 1s the nursery school bhe-

coming part of our "ladder of Jewish education"?

2e What kind of nufsery schools are heing developed

in the congregatlonal schools?

3¢ Are they mere parking places for pre=-gchool

children or are they Jewish educational agencles

in the bhest sense of the word?

The answers to these questions were published
in a brochure, entitled, "“Taking Stock of Children's
Jewish Education". Out of the 200 congregations that

answered the Conservative questionaire, 16.5% have established

dally nursery schoolse. OFf these dally nursery schools,
69% are either to "a great extent" or to "a moderate
extent" Hebraic in content. Only 18% are Hebralc to "a
small extent" and only 6% are not Hebralc at alle. The
aguthor of the survey ls careful to show that the extent
of the Hebralc content of the nursery school program is
often determined by the presence or absence of a Hebrew-
speaking nursery teacher and not by the school board or
profesgslonal leadershlp. He concludes that conservative
congregations alm at a Hebraic program. "The accusation

that many of our nursery schools are mere ‘'parking places’

7
for the pre=school chilldren 1s not supported by the facts."



The survey indicated that 84% of the congregational
nurgsery schools are operated on a half-day basis and do
not serve lunch. The full day nursery school 1is thé
desired goal, but the absence of Hebrew nursery school
teachers makeg 1t necessary to spllt the day into two
sessions. The same teacher handlesg the morning group
from 9-12, and then supervises another section between

the hours of 1 and 4.

A new development of the United Bynagogue
Commission is the establishment of a speclal committee
to initiate a Foundation School System. A foundation
gchool 18 a school that provides a bi-cultural education
for chilldren between the ages of three and eight. At
eight, the chilldren enter the third grade of public
school and attend the afternoon Hebrew school. A consul-
tant has been engaged to stimulate the organization of

these foundatlon schools and glve them personal guldance.
‘Bs Reform movement

The status of the nursery school in the Reforn
educational program wasg not as easlly ascertained. No
survey had been made, and avallable statistlcs were un-

satligfactory. To secure information on the number of



nurSGry schools in reform congregations and the details

concerning thelr operatlon,a survey had to be conducted.
This survey was completed in two stages.  First the rabbl
was asked to check on a self-addressed, return postal
card whether he did or did not have a nursery 50hool.

If he did have one, he was asked to check whether hils
school met once a week, or five days a week. 406 rabbis
were polled in this manner; 267 replied. Of these 267,
160 rabbis gtated that they did not have a nursery school,
103 replied that they did, and 4 said that they will have
nursery schools In the near future. O0f this total of 103,
78 rabbls have a nursery school which meets once a week on

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

Upon recelpt of the return postd cards, a
detalled questionaire was sent to those rabbils who wrote
that they had a nursery school program. 101 questionalres
wére gent out; 2 of the 103 rabbis did notl recelve a ques-
tilonalre, because thelr return postal cards arrived too
late. Of the 101 questionalres, 39 were returned. In
addition 9 letters were recelved in lleu of the questionaire.
In these letters, the rabbls explained that the questions
were inappropriate to thelr situation for the following
reasons ! three rabbis had nursery schools which were run
on a non=-sectarian basls; one had a play school with no

religious program; two had a pre-~kindergarten but no



a
nursery program; $nd three rabbis felt that the questionaire

was "too complicated and too elaborate® 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-day-per-week basls. Graphically,

the results of the poll may he recorded as follows:

406 rabbis polled

e

RA6T  returned cords

|

HOO ‘1&\1@. o V\urte.rnl
class,

|03 have nursery program and so
received detaiked quesfionalee,

ont day per ¢

weeky e

FE+MFM ed 9\‘]

%\Aas’riop\a'\re

AS dive days pur week

10 ettaracd
"k\\ estondive



‘730.3

The questlonaire dealt with specific items which would be
~found in a religious nurgsery school and with information

of a more general character, l.e. budget costs, number of
attendance, nature program, etc. In phrasing the questions,
1t was advised, on the basls of experience with rabbls in
congregations, that every questlon be in a yes and no form
or be so worded that 1t could be answered by a check mark.

_ Otherwise 1f the rabbl were faced wlth a questionaire which
requlred extensive writing, he would be inclined to lay the
‘questionaire aglde rather than to consume valuable time in
- writing detalled answers. As it was only 48% of the rabbils

with nursery gchool programs bothered to answers

The task of formulating questions which could be
answered wiﬁh a check mark became formidable in the sectlon
on hollday practices. The nature of this subject requires
answersg with details on songs, dances, manner of celebra-
tlon, etec. Therefore, thils section can not reveal as much
information as tﬁose about God, prayer, and death. Ques-
tlons on these subjects lend themselves more readlly to a
yes or no answer. The explanations regarding God and
death, whilich the rabbl was asked to check, had been used
' by people at one time or another to answer children's

guestions.

The filnal tabulation of the costs of running a



nursery school must be omitted because of the vague

wording of the question. Some of the rabbis gave a
-monthly figure while others submlitted a yearly estimate.
This yearly figure was.uselees,beeause no indlcation
wag glven as to how the year was computed. Therefore,
-only those monthly budgetary costs will be presented;

the others wlll have to be discounted for our purposeg.

The answers are categorized geographically, so
exder thal correlations may be made where possible.
These geographical divisions were made arbitrarily to
avold a Tragmentation of statlistics. Thus a congrega=
tion in Texas was classified under the Bouth instead of
the Southwest. Those states placed under the South are:

Texas (4), Oklshoma (1), Louisiana (5), Arkansas (1),

Migsissipoi (2), Kentueky (1), Florida (1), South Caro-

lina (1), North Garolina (1), Georgia (1), West Virginia

(1), Virginia (1), and Tennessee (1). These 21 states
from the Southwere by far the best representation of thé
”four geographleal divisions. Particular praise should
be given to the rabblig of Loulsiana for their splendid
cooperation. The North consisted of New York (3), Penn-

2l
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sylvania (2), and Maryland (1). The Mldwest was composed
of the following states: Illinois (4), Indiana (2), Towa
(1), and Nebraska (l). In the West were California (1),

Oregon (1), Washington (1), and Golorado (1).



Il Tabulations of the Questlonaire

A, Statlstles

1. Do the echlildren agk what is God?

ng. No Unanswered
South - 15 6
North 1 5
Midwest 3 5
West 3 1

2. In trying to interpret God to the children,
please check the gtatement or statements
which you have used in your explanations:
8o God‘is our Father in Heaven.Heaven lg up

in the sky.

South North Midwegst West

5 1 1
be God 18 our Father.

South North Midwest West

10 1 1 2
cs God 18 someone we love. He 1s our friend.
South North Midwest West
13 5 3 4
d. God is alwasy with us.

South North Mldwest West

14 5 A 3

w3 ( >
e. God 1s some?pdy we can agt gee, but He can see us
iy :
South North Midwest West

6 1 4 2




T

ke

God 1s something like a person.
South North Midwest West
1

God is someone who makes everything nice in life.
South North  Midwest Wegt
5 1 1 2

God mekes the flowers and trees grow.
South North  Mldwegt West
16 4 4 3
We can talk to God

South North Midwest Wesgt

11 2 2 2
God is something within us, helping us to think and
to know what is good

South North Midwest West

13 2 4 2
I can't tell you about God, because nobody knows
about CGode
South North Midwest West
1

God 1s everywhere where there is sunshine, air and
1iving
| South  North  Mldwest  West

12 3 4 2
God 1is like the wonder parts inside us. We can not
gee them and we can not see Gods

South North Midweat West,

7 1 1 2



ne. God is everywhere

South North

Midwest West

15 4

%s Are Bible stories used to

God?
Yes
South 17
North 3
Midweat Jis
West 3

T 2

1llustrate the nature of

No Unansgwered

2 2
2 1
3 1
1

4+ Do parents request that informatlon concerning God

be Introduced in the nursery school curriculum?

Yos
South : 7
North 2
Midwest . 1
West 2

No Unanswered

12 2
2 2
6 1
1 1

5. Do you think that the chlildren at this age need to

know about CGod?

Yes
South 18
North 5
Midwest 7

West

No Unanswered

3




age (2-5 yrs.)

Yes
South 21
North 6
Midwest 8
West A

Yos

Bouth 20
North 6
Midwest 6
West 2
3+ Are the children led
Yes

Bouth 18
North 5
Midwest 6
West 3

4. Are any rote prayers

Yes
South 17
- North 6
Midwest 6

Wegt, 3

Prayer

1. Do you believe that ehildren o

No

No
1

1
1

Unanswered

- 2. Are prayers reclted by the children of your school?

Unenswered

1
1

in prayer by the teacher?

No

2
1
1

taught

No

3

Unanswered

1

1
1
to the childrent

Unanswered

1

f the nursery school
should be introduced to prayer?



4e Are they in English?

Yes
South 19
North 5
Midwest 5
West 3

Are they 1n Hebrew?

Yes
South 11
North 6
Midwest 4
West 3

5. Do you encourage children to relive and medltate on

experience which they enjoyed?

No

No
2

o

No

v Oy

Yes
South 15
North 4
Midwest 8
Weat | 3

Would you call this prayer:

Yes
South 10
North 2
Midwest 4
West 2

=

Unanswered

1
1
3
1

Unanswered

1

2
1

Unanswered

2

Unanswered

R = IR



6« Are the children told that
without saylng them aloud?

Yes
9
3
3
3

South
North
Midwest
West

T+ Is there a regular scheduled time for prayer?

Yos  No
South 14 6
North 4 2
Midwest 4 L.
West 2 2
8. Are prayers said only when
itself?
Yes o
South % 15
North 3 3
Midwest 2 5
West 1 3
9. Do the children ask
Yes  No
South 5 12
North 1 &
Midwest 3 4
- West 1 2

No

9
2

3

they nmay

Unanswered

3
1
2
1

Unanswered

the oppo

Unan.

1

rtune moment presents

gswered

why they pray:

Unan.

3

gwered

4

think their prayers



10. Do some of the prayers recited in class contain the

phrase: "Thank you, God, FOreeesss ?

11l. Do

some of the prayers contain the phrase: "God blesses."?

Yes
South 17
North 5
Midwest 7
Weat 3

Yes
South 17
North 3
Midwest 4
West 2

No

3

o

3
2
4

1

Unanswered

1
1

1

Unanswered

1
1

1

12. Does eilence generally precede praying?

.'.130 Do

the chlldren always address thelr prayers to God?

Yos

South 12
North 5
Midwest 3
West 2
Yes

South 15
Nowth 6
Midwest 5
West 4

No

8
1

5
2

No

A

RO

Unanswered,

1

Unangwered

2



1l4. Does the teacher give thanks aloud +to God for the
chlld who has returned from the sick bhed or for the
rain, which waters the garden, etc.?

Yes No Unanswered
South 10 10 1
North 2 3 1
Midwest 1 T
West 2 1 1

15« Are parents encouraged to teach thelr children to
pray?

Yes No Unanswered
South 15 4 2
North 6
Midwest 7 1

West 4



Death

1. Ig the subject of death ever brought ﬁp by the children ¢

Yoo
South 11
North 1
Midwest 5
West 2

2¢ In the minds of the children, is death associated

No Unanswered
9 1

4 1

2 1

2

with something which is not nice 9

Yos
South 3
North 2
Midwest 3
West 1

No Unanswered
12 6
4
1 4
1 2

3+ Do the children feel sorry if a pet dieg?

Yes
South 18
North 4
Midwest 6
Wost 4

4. Do they feel bad when someone in their Tamlly dieg?

Yes
South 16
North 4
Midwest 5
West 3

No Unanswered

3
2

2

No Unanswered

5

(&



5. Do you believe that death is a reality that children
of the nursery school age must be prepared to experience?

Yes No Unanswered
South i 13 1
North 5 1
Midwest 2 .3 3
West 1 3

6. Do the children try to distinguish betwsen natural
death and death by accldent?

Yeg No Unanswered
South 1 15 5
North 3 3
Midwest 1 4 3
West 1 1 2

Te In trying to explalin death té6 the children, please
'~ cheok the statement or statements used in your ex-
planations: -

a. When someone is dead, he goes to a beautiful
place where everyone 18 happy and where no
one 18 slck.

South North Midwest Wegt

5 2 1
be When we die, we go to Heavene.

South North Midwest 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



de Dying is a secret that none of us knows.

South North Midwest Weagt

1 1 1

¢« Dying 18 something like going asleep. We
never dream and never wake up.

South North Midwegt West

8 2 3
fe When we die, the lisve part leaves the body,
and then the body 18 like a dry leaf or a
wilted flower.

South North Midwest Wesgt

3 1 1 2
g. I don't know where the live part goes.

South North Midwest West

1
he When Grandmother died, her body went to sleep.
It can't talk, and it can't walk, because
Grandmother is no longer in her body.

South North Midwest West

2 1 2
1 God wanted Grandmother to be wlith Hime
South North Midwest West

5 2 2 1
J. When people get very old, they dle.
South Noxrth Midwest West

5 2 2 1
ke A thing is dead when it stops moving.

South North Midwest Weat
1 1

1. People are put in the groundwhen they die

South North Midwesgt Wesgt
2 2 1




General Questions

1. How many children attend your Sunday nursery school?

5-9 10-14 15-19 20-24 25-20 30-34 35=%9  40~-50 children

South 4 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 nurgery school?

10-14 15-19 20-24 25-29 30-34 35-39 40-4) 45-50 children

South(4) 1 2 1
North(l) 1
Midwest(4) 2 1 1
West (1) 1

3+« How long is the school session?

D-1l hre 1~1.5 hrs. 1.5-2 hra. 2=2.5 hrs. 2.5~%hrg. all day

South 1 1 6 2 3 1
North 1 2 1
Midwest 2 3
West - . , 1

4+ How many chlldren in the 2«3 year group?

1-9 10-14 15-19 20-24 25-29 30-34 35-39 L0-50 children

South 1

- North 1
Midwest 1

West 2




8T 00

4, How many children in the 3~4 year group?
1-9 10-14 15-19 20-24 25-29 30-34 35-39 40-50

‘South. 4 2 2 1

North 1 1
Midwest 1 2 1 2
West 1 2

How many children in the 4-5 year group?
1-9 10-14 15-19 20-24 25-29 30-34 35-30 40-50

south 7 6 3 1 1 1
North 1 1 2 1

Midwest 1 1 2 2

West 2‘ 1

5, How many teachers are engaged in the school?6. What is the
pupil-teacher ratlo?
0-4/1 5-9/1 10-14/1 15-19/1 20-24/1 25-30/1

South 2 9 4 & 1
North 1 3 1

Midwest 1 | 1 5

West 2 1

6. Do children pay a tultion fee?

Yes No Unanswered
South 5 13 3
North - 3 3
~Midwest 5 3

West 1 3



Te If.so, what is the tultion pef child per month?
. See co@%nts following tabulations.,
8. What 1s the average budgetary cost per pupll?
See comments following tabulations.
9. When was the Temple nursery gchool established?

19730~-34 1935-39 1940-44 1945-49 1950 1951 1926

South 1 13 2 L
. North | 4 2

Midwest 1 3 4

West : 1 2

10. Do you use Temple facilities for the nursery school?

Yes No Unanswered
South 20 1
North 6 |
Midwest 8
West 4

!f_ 1l. Ie a noon lunch served?

Yes No Unanswered
South 1 18 2
North 6
Midwest 7 1
West 4

- 12+ Do you intend extending the number of sessions to a 5 day
week program?

Yos No Unangwered
South 15 6
North 1 3 n
Midwest A

Wogt ) 5




1. Please check those holidays which are celebrated in the

Holiday Observances

glasgroom:
» Rosh H. BSukkot Hanuk. Purim Pesach Shavuot Chamisha Asar B,
South 17 21 21 21 20 15 6
North 5 6 6 6 6 6 2
Midwest 6 T 8 8 3 3
Weost 2 ) 4 4 4 3 1

2. The historical meanings of which of the following holldays are

pregented to the children:

Rosh H. Sukkot Hanukah Purim Pesgsach Shavuol
South 11 16 20 18 19 14
North 4 5 5 5 5 5
Midwest 3 5 5 4 5 1
~ West 2 2 3 3 3 2

3+ How many minutes generally does one of these holiday celebra-

tiong lagt?

5 mine 10min. 15 min. 20 min. 25 min,
South 2 6 7
North 2 4
- Midwest 1 1 4
West 2 1 1

4. Do you have a Seder table on Pesach?

Yes Unangswered
South 15 %
;LNorth 6
. Midwest, 6
West, 3




90.00

5. Is a Bukkah bullt?

Yeg No ‘Unanswered
South 19 2
North 6
Midwest 7 1
West | 3 1

6. Do the chlldren take part in its construction?

Yeg No Unanswered
South 8 11 2
North 4 2
Midwest 5 2 1
West 2 2

Te On Simchat Torah do the children enter the Temple and march
around with tlny scrolls or flags?

Yes No Unanswered
South 5 13 3
North 6
Midwest 6 1 1
West ) 1

8. Do the children light candles on Hanukkah?

Yes No Unanswered
South 19 2
North 5 1
Midwest 8

Wegt 4



9. Are gifts exchanged with one another on Hanukkah and Purim?

Yes No Unanswered

South 19 1 (1 on Hanukkah only)
North 3 2 1

Midwest T 1

West 3 1

10. Do the children make these gifts in school?

=
@
[}

No Unanswered

BSouth 8 10 3
North 2 4
Midwest 5 2 1
West 1 5

o

1l. Is a speclal Sabbath lunch prepared on Friday noon?

Yes No Unanswered

South 15 6
North 1 4 1
Midwest 1 T
West 4

12. Do the parents participate in the holiday or Sabbath
observance?

Yes No  Unanswered

South 14 4 3
North 4 2
Midwest 4 3 1

West 4




1. Do you have a garden 1

Varied Subjects

n the nursery?

Yes No Unanswered
South 6 12 3
North 1 5
Midwest 2 6
West 4

Are anlimal pets kept 1

n the nursery?

ortant segment of your curriculum?

Yoo ,Eg Unanswered
Bouth 1 17 3
North 6
Midwest 1 6 1
Wesgtl L
Ig nature study an imp

Yes No  Unanswered
South 10 8 3
North ) 3
Midwest, 2 5 1
West 103

Do you discuss the mos
wilth the children?

t elenmentary %SpOOLS of dex educatlon

Yes No Unanswered
South 3 15 3
North 1 & 1
Midwes®t 8
West 1 3




5'

Te

8.

Has this been welcomed by the parents?

Yee No Unanswered

South 3 1 17
North 1 5
Mldwest 1 1 6
West 1 1 2

Do you have any psychologists on your board of advisors?

Yes No Unanswered

South 6 11 !
North 1 2 1
Midwest 1 6 1
West 4

Are Hebrew songs introduced to the children?

Yeg No  Unanswered

South 10 9 2
North 6

Midwest 6 2

West 3 1

Is an effort made to introduce as many Hebrew terms, re-
ligious and secular, as possible?

Yeg No  Unanswered

South 1.0 8 3
North 4 2
Mldwest 5 2 1

West 2 2
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9. Are the children taught any Hebrew dances?

South
North
Midwest

West

Yes

3
1
2
2

No Unangwered

16 2
5
6
2

10, Are any changes contemplated in your curriculum?

South
North
Midwest
Wegt

Yesg

T
3
1

Ui

No Unanswered

7 T
2 1
6
1




PN I e B S LT T e e Ty

B. Comments

Brayer

Questionl.

Unanimous, although as revealed later, a few of the
rabbis who sald that children should not be introduced to the
idea of God had radleally different ideas concerning the con-
cept of prayer.

Question 2

An inconsistency exlsts between question 1 and 2.
This may occur when the rabbl desires one course of actlon
and the teacher another.

Question 3 and 4

These two questions lndicate that prayer 1is more
or less a flxed item in the schedule and that the element of
spontanelty is absent. While the SBouth 1s not wholly in favor
of teaching Hebrew prayers, the North 1s strongly for thelr
inﬁroductiono

Question 5

Alnost as many rabbls dld not know what to call this
type of meditation as those who declared 1t not to be prayer.
From the answers in questlons 10 and 11, the medlitatlons on ex-
perienoesegg not congidered prayer unless the children preflx
them with the forms, "Thank you, God" and "God blesse...s"

Question 7 and 8

Except for the South, the rabbls are divided over the



time for prayer. An inconsistency appears in question‘B.
If there 1s no scheduled time for prayer, then we mway con-
clude that prayers are sald only when the opportune moment
presenty itselfs However, except for the North, the rabbis
replied to the cbntrary.

Question 9

In view of the child's natural curiosity, 1t is
strange that most of the children, according to the rabbls,
do not ask why they pray.

Questlion 10 and 11

While all sections seem to be in favor of glving
thanks to God, the North, Midwest, and West are divided
over prayers contalning the phrase "God blesse...". There
were no reasons indicated for this division, except that
these rabbls may reallize that the chlldren do not under-
stand the meaning of the word, bless.

Question 173

By and large, chlldren address their prayers to
God. The exceptions are in those congregations where the
rabbl defines prayer as an expression of thanksgiving or
reverence which can be voiced without any direct reference
to a deity. The conventional forms of address would not
precede prayer in this sense. Though the South is conserva=
tive in many of it replies, 1t responded with the largest

aumber of "No" answers to this question.



Quegtion 14

If thanks are not given for things, the purpose
- of which the chlld can understand, what kind of prayers

of thanksglving are the children encouraged Lo offer?

for

od

|

Question 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 addressees
of theilr prayers.

Quegtion 2

In this questlion on the interpretation of God
to the children, the most popular and widely used answers
were statements ¢, 4, h, J, 1, and m. What is partiocu-
larly salient is that only one rabbl told his children
that nobody knows about God (k). The South used 50% of
thegse explanations with regularity, the North 36%, the
Midwest 50%, and the Wést 78%.

Question 4

A posgible conclusion 1s that parents are not
excesslvely interested in the so-called "religious" in-
strucﬁion but want theilr chilldren to derive the other
benefits of a nursery schools

Question 5

Though this question was not answered by some



rabbis because the concept of God was not defined, the
vast majJority feel that preschool children should know
something of the term, CGod.

Question 2, 3, & ~— Death

The posslbllity that rabbls have not formulated
their answers to children's questions on death is indicated
by the fact that many of the rabbls dld not answer these
questions at alle

Question 7

In d and g there is a repltltion of the reluc-
tance of rabbis to admit their lgnorance on certaln matters.
What would be the harm in telling our children that we do
not know about the nature of death? "e" seems to be the
most popular explanation for death, but the element of

finality is probably lost upon the child.




General Questlons

o s

There 1s only one all=-day school. The majority's
single session of two to three hours is recommended as suffi-
clent for the needs of our nursery school child.

Question 4

Generally, the chlld should walt until the age
of three before entering nursery school. These gtatistlics
show that most rabbls are in accord with this rule.

Question 7, 8, 9

An estimate may be obtained from the following
tultion charges:

Temple Israel,
Omaha

Ui

day week - 2% hrs. per day-%16 per month tuition

Ahavath Chesed,

Jacksonville " " M 3 " nooom g L "
Beth &1,
Corpus Christi " " " 7T " "o 12.50 " M n
Sinai’
Chilcago newooom 3 0 L 5 émembers)

20 (Non-members )

per month tuition
Temple Judea of

Chio&go n 1" ] 3 U it th 20 n n 1]
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Question 10

According to these statistics, the vast majority

of nursery schools sprouted bhetwesn 1945-1951.

Hol;day Observance

Question land 2

Unfortunately the rabbls did not describe how
they observed and explained these holidays to their child-
ren.

Question 3

Generally a festival celebration should not last
more than 15 or 20 minutes.

Quegtion 7

Geographlcal location will have its effect upon
festival celebration. Less than half of the Southern
congregations falled to obgerve Simchat Torah; in the other
gectlons of the country, the situation was reversed.

Question 10

If children were to make their gifts, the ex=

change of presents would have more meaning for them.




Varied Subjects

Question 3

How can nature study be an important gegment
of the currliculum in sixteen congregations when questions
1 and 2 indicate that only elght congregations have gardens
and only 2 congregatlons have animal pets?

Question 6

While six Southern congregations have psycholo-
glsts on thelr boards of advisors, 1t 1s depressing to
note that only two psychologlsts are on the boards of
twelve congregations in the North, West, and Midwest.

Questions 7 and 8

Again, the South seems more reluctant 1in accept-
ing Hebrew songs or Hebrew terms into its currlculum than

the other sectlonse.



Part III

Recommendations

I. Supgested Explanations for the Preschool Child

A. Psychology of the child
The rabbis’answers to the questilons on God,

prayer, and death, seems to reveal a partlcular attitude
which the rabbi assumes toward the nursery school child.
When the majority of rabbis answered "Yes" to the question
of introducing the child to prayer 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-
thelegs. 80 me fact that they introduced God and prayer
to the preschool chlld indlcates the high regard our rabbis
have for the thinking prowess of these llttle children.
Thére are two reasons fér Introducing the child to these
gubjects. EBither the rabbls consider these children old
enough and mature enough to handle even the simplest of
concepts, or they feel that 1t would be beneficlal to ex=-
pose the chlld to the idea of God and to prayer whether
he understands or not. In that way, the reasoning continues,
the child will grow up with ldeas, which will form an im-
portant part of his emotlonal life. The result would be
that the seed of religlon, planted in the child in hils most
Impressionable years, would bloom forth in a rich expression

of the relipious 1life in the child's adult years.



Whatever may be the motlives prompting the rabbis

to teach the children about God and prayer, they must, Tor
the moment, stand aslde for a more important consideration:
what effect, detrimental or beneficlal, has the introduc-
tlon of God and prayer upon our preschool children? To
answer thils question, we must Investigate the studies
dealing with the psychology of the preschool child in an
attempt to gain some inkling into the workings of the child's
mind. Till now, psychological Jjournals and books have been
replete with the investigations of overt child behavior,
however, even as noteworthy a scholar as CGesgsell admlts

that these studies do not explain the hidden forces and
motlivationg of child behavior, that too little is known
about the complex personality structure of the child,

There 1s one study which does attempt to approach the
hidden forces and motlvatlionsg of child behavior and which
does errect a theoretical gtructure of the personality of
the preschool child. Werner Wolff, in his book, The

Personsllity of the Preschool Child, draws apart the curtain

concealing the nature of the child's mind. In his book,
he not only utilizes psychoanalytlcal insightg but has
devised new experiments by means of which he has been able
to his satisfaction Lo explore the depths of child person-~

ality structures.

Dre. Wolff first draws the lmportant distinction
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between the child and the adult. Not only 1ls there a basic
quantitative difference in the volume and extent of thought
material experienced by the adult and child, but this
difference ig also one of quality. Since each new experi-
ence becomes integrated into the personality, such an inte-
gration causes a qualltative change in all other factors.

We recognize the vallidity of this conclusion when we eXamine

the adulte. 81

The adult's factual knowledge ig largely deter-

mined by taking for granted the experlences of others,

and he 1s enabled to check the vallidlty of his own ex-
periences by comparing them with this common frame of re-
ferences The chlld, on the other hand, is handicappede.

His experiences and his knowledge of others' experlences
are decldedly limited, and so he can not check thelr
vallidity. This inablility to distinguish between that which
18 possgible and that which 1s not possible renders the
chlld unfit to discriminate between reality and imagina-
tion and creates & deep gulf between the adult's concep=

tion of reality and the child’s.

For the adult, reallity means a definite concept
of space, time, and relationships., It means a speclaliza-
tion of functions, actlons and reactlons, the confrontation

of the individual with the environment, and a separation
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between dally experience and dream, between perception
by the senses and by the imagination. For the adult
reallty implies a scheme of events related to each other

by cause and effeet and a definition of the qualities of

objeatss O°
For the child, "reality and dream, perception
8
" and imagination form almost a unit." E In this type of

world all 1s possible, and there are no limits to real
experiences. Thus a chalr may function.as a dog, or a
cate The young child has not yet had enough experience

to egtablish a past or visuallze a future and his present
differs from an adult's because in it reality and imagina-
tion are so closely entwined. Furthermore, "the young
child's personality is not yet separated from the environ-
ment. He projects his own personality upon objects, and
objects reflect thelr structure upon him. He does not

yet concelve the difference between male and female,
between human beings and anlimals, animals and plants,

n 84 In this connection, Dr. Wolff

plants and objectse.
cltes the observaltlions of several psychologiste who re-
ported about one little girl who thought alcohol was
allve becauge 1t bltes and about a boy who loved to peel
boiled potatoes, because the potatoes were "little naked

things ", 85

Because the orbit of experiences is still

i ek



limited, the child asks for the motivation and relation-

ships of all the things he experiences. His thought 1s
contlnuously troubled, because he is in constant search
for his gelf. Literally, he lives in a world of bewilder-
nent and tries desparately to understand what is going on
about him. When the answers are not forthcoming or do not
satlsfy the child, he uses hils imagination to fill in the
Bapd e 86 For example, if a child turns on an electric
light, he does not have reference to the laws of electri-
clty, nor does he understand the mechanism of the electric
switch. His imegination supplies the necessary assocla-
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 motif in
attempting to explore relationships and establish ruleg.
At these moments there may be an emotlonal motif +to dis-
charge tensions and to tlre out the adult or a social
motif to gain attention and power by testing the adult's

knowledges 87

When the young child seems to be making wrong
deductions from the standpoint of the adult, it is not
because of illoglcal thinking. To the contrary, the
thought process of a chlld is very logical, if we don't
focus upon the result of his thought process. Dr. Wolff

presents several examples of thinking in children in which



we may find loglcal conclusions if we but view them from

the level of the child. For example,‘a child moves an
object with hls foot. He experiences that he makes the
object move. His conclusion is that he has power over
objJects. At another time the mother 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 chlld bullds
a house with blocks or draws a flgure wlth crayons. By
knoeking over the blocks or rubbing out the Tigure, the
echild concludes that he can make objects of his creation
digappears 88 When the child lights a match or when he
opens the water tap, there is fire or water. The conclu-
slon 1s that he can make fire and water, that he can rule
We muil rewme mber
over things., In all these examples,Athat the logle of
children’s thinking is not to be Judged by wrong conclus-

ionse. When we view the process of thinklng from the level

of the child, his deductlons generally are correcte

When a chlild repeatedly points to different
birds and asks her mother if thls blrd and that bird lays
eges, after having besn told that all bilrds lay eggs, we
can see that the child 1s experiéncing a difflculty in

@ bsence
the process of generalization. ®This peass

of generall-~
zatlon interferes with the transfer of what i1s learned in

one situatlion to another. Thus the object and 1ts attri-

[ @ " mi,& aar-l)(-_cs_s 9{‘f‘i‘{1n¢ral‘;zg'hbw I‘S VC—PJ Q“‘Ff;‘ l‘-hL’f 'Fﬂl" Y c"\;Ld fo twd&r#‘}}\m{
as he k’*’-ju‘vns jo Learn Tﬂ.yf' he is a S'lhjb!. person di-fferent  fpom aldl

olfjer persons, 3



bute or quality form an inseparable unity for the child
in which the part-concept can not be separated from the
whole. This is corroborated when chlldren use special
numerals when counting eggs. For many children a kiss

is not just a kiss. It is a morning klss or an evenling kiss.

Just as the child can not separate the part from
the whole, 80 he does not consider the parts of one ex-
perience separately. The child's loglc and his concrete
type of thinking render 1t impossgible for him to belileve
that the words for objects need not have a concrete mean-
ing, Thus children have been heard to ask the following
questions: "Do nightingales always make night?" "Is
this a rose garden or a grass garden street? (when the

child of four heard that somebody lived on Garden Street. )0

The child's imaginative powers also play an im-
portant role in his thinking process. Through the element
6f assoclation, the child will see the spot on .the wall as
& snake or snowflakes as white animals. 21 This rigorous
quallty of limagination 1s supported by a factor called
"eynaesthesia". For instance, when a child hears a cer=-
talin tone or tasts a certain flavor, he may have the sensa=
tlion of a certain color. TFor this reason some children
asgsociate tomatoes with blood and so form a violent dils-
like for this vegetable. Synaestheslas are also to be

found in adults, but the vividness of the child's imagina-
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tlion produces a stronger effect upon him. 92

Imagination very often leads to fear. According
to the evidence of psychologists, as sunmarized by Dre
Wolff, the largest single cause of fears was nysterilous
events. Upon belng informed of a bogey man lurking In
a dark room, the imaginatlion of the c¢hild qulckly produces
a grotesque monster. The result 1s that the chlld is
afraid of dark rooms and refuses to be left alone. Fear
can also come from the child's own projections. This
occurs when the chlld animates the objects around him and
then discovers that he 1s unable to handle so many lmages.
Dr. Wolff cites the following observation of Frobenius:

"A professor is working at his desk, while his
four-year-old daughter is running about the room.
Her commotlon disturbs him, so he gilves her three
burnt matches and says: "There go and play with
these!" The child sits on the floor and plays
with the three burnt matches, which she names
Hansel, Gretel and the witch. All goes well for
a time, when suddenly the child startles her father
wlith a frightened shriek. "What is the matter?

Has anything happened to you?" he askse. The child
rung to her father with evlident fear and says:
"Pather, take the witch away, I'm afraid to touch
her." 93 |

In this case the emotlon which the child projects upon the

matehes suddenly becomes reflected as fear of the matches.

In addition to the unfamiliar, another source of
ingecurlity is to be found in the parents. If the parents’

behavior is unpredlétable it will delay the child's forma-




tion of hls self, which is based on a conditlon of stability

and securlty. When the parents are moody, the child, by
imitating them, becomes moody and nervous also. Parents;
by thelr attlitude of authority and superlority, often will
produce an inferiorlty complex in the child. In this con-
nection, Erich Fromm writes: "What, then, happens to the
child 1in relatlonship to hils parentsé It meets through
them the kind of authorlity which is prevalling in the
particular society in which it lives, and this kind of
authority tends to break his will, his spontaneity, his
independences But man is not born to be broken, so the
child fights agalnst the authority represented by his
parents" . ok Further, Fromm writes that the Oedipus
complex be interpreted not as a result of the child'e
gexual rivalry with the parent of the same sex bult as the
child's fight with irrational authority represented by

the parentsgs., This does not imply that the sexual factor
does not play a significant role; 1t is only that the
emphasis 18 not. on the incestuous wighes of the child

and their necessarily traglc outcome but on the parents'
prohibitive influence on the normal sexual activity of

the childe

Whether the hostillity which the child bears
for the father comes from sexual rivalry or the harsh
imposition of authority, 1s relatively unimportant for

our purposes. It 18 enough that we recognize that fre-
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quently there 1is to be found in the preschool child intense
antagonism for the father. These feslings towards the child's
parents wield an important influence upon the child's emotiona1§3
and intellectual influences of the family lead to imltation
or regentment, but unhappiness may lead to the buildlng up
of a private world. With these inslights into the nature of
the child's thoughts and feellngs, we are in a better posi-
tlon to jJjudge the effects whlch 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 recelve religlous ihstruc-
tion. For most people whether rabbls or laymen, religious
instructlion does not begin until the thld becomes acqguainted
with the idea of God. Not only does thils attitude apply to
those attendlng the primary and secondary grades but it
also extends to the preschool c¢hild who attends a temple
nurgery school. That rabbis regarded instruction about
God as the prerequlisite for any splritual development was re-
vealed in the overwhelming number of rabblis who replied in
the questilonalre that children of nursery school age should

know about God.

While many may agree that preschool children
does nit guarantee

should learn about God, this concurrence %ﬂkﬁﬂw ites im-

plementation. The barrier of communlicatlon blocks its

@ dwe.Lo?MQWT" snd his Later athdndes in Wfe, Not only wille Swoeboanel and... .



fulfillment. Upon a moment's reflectlon, we ourselves

know the difficulty we experienced in gragping the ldea

of God, and how equally mystifying our explanation of God
can be to other adults. The fact that we are trying to
inpart thls concept to little children does not lighten
our task but rather heightens 1t. If vague, hazy definitions
throw a film around the clear-cut picture we would like to
have of the divine, howwill that pleture 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 dllemma 1f we attempt to
explain God in simple, concrete terms. The words may be
comprehended by the children and the ldeag expressed may
have a common frame of reference, but the resulting ex-
planation elther will have to be.discarded or radically
revised when the child is ready to form a more mature con-
cept of God. Lillian De Lissa, the late chailrman of the
Nursery School Association of Great Brltain from 1929-38,
warns us about this problem when she asks: "Is it possible
to glve children an idea of that ig nelther false nor that
hag to be unlearned bscause 1t becomes fixed and final

] o
and therefore quickly outgrown?" 95

Tis 18 the questlon for every rabbl to contem-
plate before he gulckly presents to the child the custo-

mary answers concerning God. Not only must he avoid that



which 1s félae, but he must also welgh the cénsequences
involved in the unlearning process. A case is cited in
which the woman relates that she used to ilmagine God ‘o

be a pygmylike creature. In her maturer years, whenever

the word God was mentloned, the plicture of this little
creature rushed into consgclousness and prevented her achiev-
'ing other thoughts of God. The result was that she had to
abandon the term, God, entlrely to attaln any worthy quality

96 Tn this instance, and it is

of devotions or medlitations.
not a rarity,the woman never succeeded in expunging her
earlier, childish picture of God. Once a plcture is firmly
implanted in the mind of a young child, there ig a strong
posslbility for pleces of that pleture to remain with him
through adulthood. The school of psychoanalytlic psychology
bases many of 1lts therapeutlc techniques on the assumption
that we harbor many childhood memories and scenes we thouéht
we had long forgottene. According to Lillian De Lissa, we
comnit a flagrant error when we  tell the child anything

that has to be discarded later in life. This creates a

doubt in the child's mind, and sometimes that doubt can

not be erased.

On the basgis of our knowledge about the inner
world of the child, we may now examine the answers of the
rabbls to the questlons concerning the explanations about

God glven by rabbls to these preschool children.
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more abstract conceptlon appropriate to later life.
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1. "God is our Father,"

Por the adult, the fatherhood of God expfesses

one of most edifying thoughts concerning God. When we

“speak of the Father, the protector and guardlan of His

children, we express in poetic language God's providential
care for Hls creatures. The chlld, however, does not know
of poetic language and 1s not concerned with His providen-

tlal ecare. All he hears ls that God ls a father. The

¢child may conclude that God 1is very much like his father,

- even though he may be told that God is better than his own

father. Whether the qualitative dlstinetions are noticed
by the child 1s somethlng we have not been able to discover,
but we do ha&e evlidence of the effect of what God as father
may mean to the child. Gordon Allport cites the case of

a s8ix year old boy who refused to say "Our Father". The
reason he gave wag that God, whows good, could not be

like his father on earth, a drunkard. This child had

not yet shifted his concrete imagery of a father to the
o

Allportls example illustrates one effect which
God as father may have on the child. Because the boy knew
that God was good, he reasoned correctly that God couldn't

be a father. Father, to his child's mind, was someone who

wag bad. We know, however, that the father does not have

to be a drunkard and a renegade in order to awaken re-

pugnance and hostllity in the chlild. Parents, particularly




the father, represent authority to the child. This 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 agalnst the authority of his
father. The Freudlan school of psychoanalysts would say
that this hostlllity for the father has a sexual genesls.
Whatever the true cause, these two oplnlons agree that the
child at some stgge, experiences hostlility and antagonism
for the father. At thig polnt we might well ask ourselves
what effect the concept of God a8 father has upon the child?
What kind of religlous seeds are we planting 1f the child
is rebelling against too severe parental authdrityf Eliza-
beth Manwell and Sophia Fahs rightfully ask: "If the child
18 in protest against his parents'® dominationg, how can he
welcone a greater parent whose pleasure and displeasure 1is
even more significant?" 98 e answer is that the child
can not welcome God as an even stronger and more powerful
parental figure than his father. If he does accept thils
belief in a father~-like God, 1t is entirely possible that

he may rebel agalnst all religlous beliefs as a handlcape.

By ldentifying God as a guper parent, the child
may also attribute to God the quallity of unpredictability.

Werner Wolff reports that when the chlld finds that the-

behavior of his parents unpredictable, it will delay the

7



child®s formation of his self. This formation is based

on a condition of stabllity. Instabillity for the child
means lngecurity. If God acts és his father does, then
the chlld wlll feel insecure when he thinks of the Insta-
bility of this Tather«Gode.

Another objection which may be volced against
explaining God as father 1s the extreme anthropormhlsm
implied. Though we may bring the child to undersgtand
that God is the father to everyone and that He is not
like his father on earth, the child will nevertheless
think of God asg a person with all the physlcal attributes of
a father. This anthropomorphic God may be difficult to rdot
out when the child advances to the stage of receiving a

. more mature Gode

2. "God is our Father in Heaven, Heaven is up in the sky."
Heaven has béen introduced to the child In an
effort to answer the inevitable question: "Where does God
1live? Heaven also Lls mentioned as the abode of the dead.
In either case, the chlild becomes acquainted wlth 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 exlig-
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, punched hils cane through the sky thus
letting the light of heaven seep throughe. If we think in
terms of those explanations which will have to be digcarded
because of thelr heavy anthropomorphic content, surely the
Heaven aspect should be eliminated at thils stage of the

child's growthe

3. "God 1s always with us."

4, "tod 1s somebody we can not see, but he can see us."

In these explanationsg, the rabbl studiously tries
to avoid any reference to the corporeality of God. If
guch a description were given to the adult, he may look
askance and demand proof. #Fllled with the empirical splrit,
the adult often cannot visuallize the presence of an in-
visible spirit who watches over our actlons. The child
has no such problem. He understands the rabbl immediately
when he l1s told that God is an iInvisible companlon who 1s
always wilith him. For the preschool c¢hlild, thls 1ls nothing
new. He has many companions who are invisible to anyone
~other than himself, but to him these companlons are per-

fectly real.

To the child a God whom he can not gsee 1is accept-
able because of his vivid iImagination. ‘Since he can nob
concelve of intanglble or spiritual forces, the best the

chlld can do is to imagine God to be a falrylike person




who takes hig place alongside his other creations in his

world of imagery. God becomeg assoclated with the bogey-
-man in one instance when children 1in a nursery class were
afrald to go into the coatroom. "The bogey-man is there,'

gald one, "or maybe God' ", 99

These efforts to explain to the children the
invisibllity of God are bound to end in fallure. Since
the chilld has not had enough experiences o distlnguish
between the world of reality and the world of invisible
fairles, God ceases to be the essence of splrit but be- .
comes in the mind of the child another Talrylike creature
whoxplays with him and goes wherever he goes. Not only
does the child fall to grasp the difference between the
intangivle and the concrete, but the lofty ldea of God

1s leveled to that of a bogey-man or some elf from a falry

tale .

5. "God is something 1llke o persone

6. "God 1s someone we love. He is our friend."

7. "We can talk to God."

In all these explanations, the same objectlons
might be voiced as had been against the fatherhood of Gode
These gtatements are all anthropomorphlc and assune concrete
inages in the mind of the child. If He is comething like
a person, then the chlld wlll conclude that He must be a
person. Since the chlild has never encountered a thing like

a person and 8till not a person, he assoclates God with that



which he has experilenced=--a persons

Again in number 6 and T, ¢God fits 1ln nicely with
the other people who inhabit the child's dream world. Many
of these lmaginative characters are friendly to the child,

and in turn, the chlld talks to them.

8. "God is something within us, helping us to think and to

know what 1s good,"

Plaget, in his book, The Language and Thought of

the Child, makes the signiflecant point that only part of
thg answer 1s heard by the chlld, and even then, it l1ls in-
accurately comprehended. Diffiecult words slip by, and the
chlld takes only the familliar words to construct into a
‘meaningful thought. 100 In the above explanation of God,

it ls entirely likely that the chlld lets that part of the
helpfulness of God slip by and retains only the thought
that God 1ls something within us. Surely the object of the
parents 1s not only to impress the child that God is spirit,
but that He is a spirit which helps us to do the right thingse.
The reaction of the chlldren to this type of descriptlon

is to pass over the helpfulness of God and dwell exclusively

on the exact location of God within their bodies.

We have seen how logical the child's thinking
ig from the illustrations in Werner Wolff's book. This

sane nethod of careful reasoning applies to the spirit
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within our hearts". Manwell and Fahs provide a wealth of
examples of how childfen tried to logilcally figure out just
exactly where God might bes. HSince God isg within us, so the
reasoning follows, He must have entered our bodies through
our mouths, and ended up in our stomachs. The children

have been told that food ls taken in the mouth and passes

into the stomach. If this 1s the way food acts, why shouldn't
God behave 1ln the same way: It 1s reported that Jean, age

5, was about to take a drink of water from the kiﬁohen Taucet
when she stopped and asked her mother: "If I swallow this

water, will I swallow Jesus " 101

Then there are other

" children who ask how can God fit into a heart when He's

as big as the whole world. These questlons follow a logical
pattern of thinking only because the children can not depart
from thelr concrete, anthropomorphic concepts and imaglne

God to be a splirit in the religlous sense of the world.

9. "God is everywhere."

| Many rabblis checked this statement as belng one
which they used in their explanations of God to their pre-
school children. By these words the rabbls hope to convey
some ldea of the omnipresence of God.. Many adults have
struggled to ilmaglne this cosmic attribute whlle preserving
their concept of a close personal God. The child too
gtruggles with thls thought, but for another reason. Hils

ordered process of thought forces him to questlion this
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divine attribute. "If God is in my house, how can He be
in the house across the street at the same time when there
1s a road in between?"' Thie 1s a typical question of the

nurgery school child.

Other children are reported bent on the quest
for God, If God is everywhere, then wherever they look,
these children should find God. So they reason and 8o
they acte. A case was reported where a preschooler was
found in the yard buslily cutting in two every worm he
could find. He was observed to hold up the sliced sec~
tiong to his eye and look at them carefully. When.his
mother asked what he was doing, the child replied that
he was looking for God. Upon further questioning, the
mother learned that this search for God 1in the worms grew
out of the remark that God is everywhere. In thig sane
connection, Helen Parkhurst, who has done an amazlng Job
in recording on tape children's conversations on religilon,
ethics, sex, etc., relates a conversatlon which transplred
between herself and a chlld of three. They were both riding
together in a car when.the child said that her mother has
the head of God in her. Nonplused, Helen Parkhurst asked
if there was a plece of God in her father. The 1little
girl answered that God's leg was in her father and God's
arm was in her brother. A plece of God's leg was in her-

self. Later Helen Parkhurst had an opportunity to ask



the mother what led the chlld to make such conclusions.

The mother replied that the only possiblé connection

could have come from a conversatlon 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 1s now
with God. Betty asks where was God and her mother sald
that God is everywhere. If God 18 everywhere, Betty asked
"Right in this room, Mommy?"! Then she asked if God wasg
inside Mommy. The deduction in thils question was logical,
ingofar as she had been informed a few months earlier that
her new baby sister had been "“in the mother". If that were
the case, why couldn't God be there? The conversatlon
ended only to be resumed when the child, in typical child-
like, logical fashlon, reasoned that God would have to be
gpread out rather thin if He was to be 1n all the members
of the family. +O2 fnis is another example of the child's
inability to generalize and think in abstract terms. Since
God is usually pictured as a male personage in the form of
an old man, a superman or king, how else cen the child com~

prehend the omnipresence of God?

If these fantastlce pilctures of God were really
unusual, we could dismlss them as 1lllusgtrations 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 mayiconclude that these
examples are the normal reactions of a great many of our
preschool children. Though they may not verbalize their
thoughts on God, it would not be too far amlss 1if we
stated that they fall into the patterns of thought enumer-

ated above.

These illustrations of children's reactions to
our explanations of God coupled with the principles of
child psychology lead to the following concluslons:

1. In the simplicity of our explanations, we
are giving chlldren plotures of God which they wlll have
to discard as they grow older. At some-time God will
have to cease being the old man or supermans

2. The religious development of the chlld may
be seriously impalred if the child can not rid himself
in later years of these childish, anthropomorphlc concepts.

%. The chlld may transfer his feellngs of hosti-
lity for his parénts to God, the Father. If these feelings
have been intense, synaesthesla willl cause the chlld, now
the mature man, to feel antagonism and repugnance whenever
God is mentioned.

4o If we try to explaln God without anthropo-

morphic trappings, then we befuddle the child. At the
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presechool level, the child is unable to grasp the ideas
of the intangible, the omnipresent, or the abstract.
Elther our explanations willl carry no meaning, or the
child will distort them to fit into his pattern of ex-
perlence. Thus we have found that our noble intentions

have been twisted into these fantastic plctures.

These conclusiong cause us to pause and ask what
approach we may take regarding the religlous development of
our children and what attitude we should'adopt regarding
the explanation of God to our children. On the basis
of the evldence offered thus far, it would not be advisg-
able té mentlon God at this early stage in the child's
life. The temptation is hard to resist, but resist we
musts When previously we had offered God as the explana=~-
tlon of the gfowth of flowers, we should try to explain
the presence of the flowers in purely naturalistlc terms.
It 18 guite likely that the child will not be able to
fully comprehend what we say, but at least we avoid the
mention of God. If the child has the opportunity to
watch seedlings sprout into leaves, the child will observe
& natural process. What is the cause for growth, he will
not understand, but there will be no oceasion to imagine

that a tiny elf 1s pushing the leaves out of the scede.

Even though we may be careful in not mentlioning
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God to our children, the possiblillity 1s great that the
child will hear the word God in the home or will hear it
from his playmate and then will come to the Temple nursery
and ask who 1s God. What then? In such a situatlion we
ghould use those explanations employed by Sophla L. Fahs
and Verna Hills in the Martin and Judy storles published

by the Beacon Press.

In the Martin and Judy series, there 1s a story
entitled: "Martin Asks About God.," In this story an attempt
18 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.

"Mother ! Mother!" he called as he ran upstairs.
"Tell we about God. Does God know if 1t's going to rain?"

"Why do you ask that question, Martin? What have
you been hearing about God?" :

"I asked a man if it was going to rain, and he
gaid God knew. And he told me to ask you about God, be-
cauge he didn't know much about it."

"Gome and sit down with me," saild Mother. "I
can't tell you all about CGod, because nobody knows 1t all.
You will keep on learning about God as long as you live."

"hy " asked Martine

"Because there is so much to learn. God is not
like us. We cannot see God. We cannot touch God or hear
God talk as we talk,"

"Why not?" asked Martin. "Is God just make-
believe like a fairy?"

"Martin's mother shook her head. "No, God is as
real as the wlnd and the sunshine. God 1ig as real as beilng
hungry and being glad. You are sure of these things, even
if you can't touch them. I think God is more real than any-
thing else in all the world."

Martin leaned hils head against hils mother's shoulder.
"I wish God would come right here sometime."




"I think God i1s here all the time," said Martin's
mothere. "I think God is everywhere where there is sunshine,
and air, and living and growing."
"Well, I wish I could see God now," sald Martine
"I want to ask if it is going to rain."
"Oh, I see, "Martin's mother seemad to be think-
inge. "I really don't believe God could tell us that, Martin."
Martin sat up stralght again. "Why not? Doesn't
God know? The man said so."

"Yes, most people think God must know," said Martin's
nother.

"Then why doesn't God tell us?" asked Martin.

"I think it is better for us to find out for ourselves,
just as much as we can," answered Mother. "It's fun to
think things out with our own minds. People have learned
wonderful things that way." -

Martin remembered something. It had happened a lon%
time before. "I thought what to do when I was lost, didn't
I?" he said. "And I think things out in school. Is that
the way you mean, Mother?" '

"Yes," sald Mother. "That's just the way I mean.
And when you are bigger, you will think out much harder
thingses You wlll learn some things by reading books. You
wlll learn other things by watchling and asking questionss,
And sometimes you will learn from the way you feel inside
when you are %uieta“

"O-oh!" Martin liked the way his mother was talking.

"But doesn’'t God tell us anyﬂﬁng?" he asked at last.

"Not the way I am telling you," said Mother. "But
our wonder-parts come from G‘rodi and without them, you know
we would not be able to think." 103

The word, wonder=-parts, mentloned in the story is not a new
term for the child. The young child has found a "“wonder-
part" in previous stories in different kinds of living things
that he 1s 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=-
pregses the children with the reallty of certain intangible
things, especlally with the intangibles within people. As
Judy learns that she can feel her father's love without see-

”ing 1t, she feelg the reallty of the inviaible within her.




Thig intangible quality is called a “wonder-part". By
comparing God to a "wonder-Part", there i1s a possibility

of conveying the ldea that Just as we can not see the wonder-
party; we can not see God. Just as the wonder-part ig real,

80 God 18 real.

These Martin and Judy storiles are to be recom-
mended in preference to the stories in the Bible for illu-
strations concerning the nature of God, because the Blbli-
cal stories were not written for the psychologlical needs
of preschool children. Firgt, there is much material
which 18 definitely harmful for chlldren of this age,
naterial f£llled with frightening scenes, such as Abrahamn
preparing to sacrifice Isaac, .the drowning of the Egyp-
tlans in the Red Bea, and other events too nﬁmerous to
mention. BSecondly, 1in those Bible stories which do not
contain fearful scenes, the impression the c¢hild ig likely
to receive 1s that of an anthropomorphlc God or a God whose
‘nature he can not understand. In elther event, the chlld
ig not advanced enough in years to appreciate the insights

contained 1in the Bible storles.

The Martin and Judy stories, on the other hand,
are wrltten from the chlld's point of development. The
_authors have asked first and foremost: what are the funda=-

mental emotlonal needs of the children and what experlences




are most significant in the children's future development?
On the basis of thelr answers, Verna Hills and Sophla Fahs
have written a series of stories that speak to the children
in theilr own language about thelr baslec experilences and
"are meant to encourage in small children a sensitivity to
intangible spirlitual values that are basic 1n all worthy
religlons, and in all real 1living that deserves to be

characterlized as spiritagl in quality." 104

It is probable that the answers presented in the
Martin and Judy serles will not satlsfy entlrely our chlld-
ren's curiosity concerning God. It would be beyond reason
to expect any book to do this. However, these storles
8till remain the most appropriate for our preschool child-

ren when they come asking about Gods

Ce Prayer

The functlon of prayer, according to Kauffman
Kohler, is to close the gap between man and God. It ig
the medlum which brings the heart of man into close con-
munion with the Divine. "Prayer 1s the expression of man's
longing and yearning for God 1in times of dire need and of
overflowing Joy, an outflow of the emotlong of the soul in
1ts dependence on God, the ever-present Helper, the eternal
source of 1lts exlstencese.... prayer..... becomes the adora-

tion of the Most High, whose wisdom and whose paternal love
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and goodness inspire man with confidence and love." 1‘5

Most thelsts would accept thils definltion of Dr. Kohler as
belng a satisfactory presentation of the essentlal purpose

of prayers.

It is this definition of the nature and purpose
of prayer which some psychologlsts héﬁe taken to serve as
the ground for their investigations of the relationshlp of
prayer to the preschool child. Gordon Allport categorlically
states that the little child has no conception of the purpose
and nature of prayer. When we teach our children to bow thelr
head or Told thelr hands and repeat simple prayers, these
regponses are not religlous at all, but wholly soclal in
character. "To the child these acts are as routine as
brushing the teeth or shaking hands, or any other of the
pointless habits required of him by his well-meaning but
trying parents. The rituals are learned but not thelr signi-

106

ficance."

To substantlate this view, Dr. Allport cites the
case of a child of four whose practice it was to recite his
nightly prayers before a religlous plecture. One day he went
visiting and remained overnight away from his home. When
he was told to say his prayers, he didn't find any religlous

pleture avallable. Looking around, he saw a copy of the




Saturday Bvening Post. He went to fhe table, placed the
magazine cover before him, and with éomplete satisfaction
performed his devotions. "And the words of the prayer he
sald had esgsentially no different significance for hin

than the words of his nursery rhymes." Lot

Another psychologist, Elizabeth Hurlock, is of
the same opinion regarding the element of routine surround-
ing prayer. For most children, praying 18 part of the routine

bed. s 108

of going to The religious belief behind prayer 1s

n 109

"meaningless to the child. The 1deas, phrases and

thewories are far beyond his comprehension, and in the

simple prayer, "God bless Mommy, God bless Daddy," the mean-

ing, of the word "bless" i1s unknown to the child. 10

Though the religilous belief behind prayer, such
as that emnunclated by Dr. Kohler, is meaningless to the
child, this is not to imply that the child does not have
some conceptlon of prayer. Quite to the contrary. The
chlild has & clear and well-defined conceplt of prayer, but
thls type of prayer would hardly be called an example of
expregsing the lofty sentiments of Dre. Kohler. This kind
of prayer is called by Arthur Jersild the "pennies-from-

heaven" type of prayer. L1t

First the chlild ls taught that God is something




like an absent-ninded maglecian, who grants any reckless or
thoughtless petition that might be addressed to Him. "The
ldea of praying to a higher power 1s usually accepted guite
readlly by children, who, in their QXperienoes,'frequently
have occasion to he reminded of their own limitations and
unfulfilled desires. The desires that lie back of the
child's frequent I wish® or 'If only I had® and which he
realizes vicariously in his ownmake=belleve can readlly

be translated into the petitlion: 'Please give'." 112 Tnys
prayer appears to the preschool child as the acceptable
means whereby he may achleve what he wlghes by means other

than hls owne.

We know from Wolff that the child's feelings of
inferiority and insecurity forcees him into daydreams in
which he is all-powerful. Since the distinction between
daydream and reallty 1s not firmly established, the child
acts also in reality according to a bellef in maglc practices.
"Fairy tales and‘religious 1deas support this concept of a
maglic world. This concept 18 checked when chilldren become
aware of facts; however, lts fragments frequently remaln

n 113 Prayer might well come

in some form throughout 1lifé.
under the category of the "religious ideas" of which Wolff
speaks. Prayer then would lead the child to believe that

he hag a maglc influence upon persons and objects, and that



his wlshes can be fulfllled by prayer to his superman type
of God. Childrven's play often is an attempt to overcome the
obstacles of reality. When the child's play ls a reallza=-
tion of his desires, hig play is a wish-fulfillment. Sihce
much of the preschool child's activity concerns itself with
wish=fulfillment, the child looks upon prayer as the maglcal
means towards obtalning what he wishes. This 1s the prayer
which is not expressed before hig parents or his rabbi. In
this commectlion, Sophia Lyon Fahs, found that the spontan-
eous, unlearned prayers, the prayers which show the real
desire of the chilld, are sometimes surprilising or even shock-
ing to parents. For example, there was the awkward boy who,
feeling himself inferior to his schoolmates 1in Sports;
prayed, "0 God, help me to run fast." 14 Here prayer 1s
regarded simply as the means to an end. The favor has

been asked; 1lts up to God to do the reste

In contrast with this psychological data on the
effects of prayer on the preschool child, the majority of
the rabblis who answered the questlons aboul prayer indilcate
that they think that prayer 1ls a beneflclal experience for
the chlld. At this point 1t 18 in order to ask why our
rabbis favor teaching the child to recite prayers.  Is it
because they are unaware of the psychologlcal investlga-

t
¥lons regarding prayer and the child, or do they feel that
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they are laying the emotlonal groundwork for Temple oObsep=
vance in later years? DBecause of the conditions under which
the questlonalre was drawn up, 1t was not possible to obtaln
this informatlon. However, let us suppose that many rabbilg
realize that their preschool children do not comprehend

the full meaning of the prayers they recite. Yet they
continue teéchihg the recitatlon of prayers, on the argument
that all wlill be made clear to the child in a few years and
that the child l1ls now being psychologlcally conditloned.

The familiar will be more palatable, and the groundwork
will have been lalid for a personality atuned to prayer and
to temple services. Without gquestloning the good intentions
bof these rabblg one may wonder how sound 18 this approach

to the problem of prayer and the preschool childg,

Actually there 18 not enough sclentific evidence
to glve a clear-cut, yes or no answer. There have been
many instances in which high values have been achieved
from just thils type of religlious instruction. 115 Yet,
from all the facts presented thus far, 1t would seem that
the general over-all effect would be more detrimental than
beneflelal. Flrst we know that it 1s altogether too easy
for children to develop a feeling of speclal privilege, to
think that God 1s a good falry who Qill 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.yy We know that every child usually
encounters grave disgappolntments and deprivatlons, and

it 1s at these moments that he Tinds hils self-centered
prayers unavailing. "To take this hurdle, and to revise
one's views of Providence, passing from self-interest to
gself-disinterestedness, is extremely difficult. Many
individuals, finding religion no maglcal ald in this early

n 116 Tt is this resent-

period, once and for all drop it.
ment and disappointment which we desire to avold. It would
gseem that instead of preparing a welcoming attitude for
the maturing child, we would be doing Jjust the opposite

and defeating our origilnal intentlons.

We may conclude that rote prayers, prayers of
the "Thank you, God" and "God bless..." variety had best
be omitted from the religlous nursery school, but this
doeg not mean that prayer should be dropped entirely.
To the contrary, prayer should be encouraged in the re-
ligious nursery classg, but it must be prayer of another
variety. This new type of communicatlion should concentrate
on "one element that has always been found in prayer at
ites best, and which should not be lost out of the life
even of a small chlld. This 18 the free yet purposeful

meditation on the happenings of each day." L7

Refelection on the meaningful experlences ol the




day's events may be motiva.ted reading in a period

of quiet thoughtfulness the experiences of other children.

The Martin and Judy stories are valuable from this aspect,
because théy have been written for Just this purpose. As
the chlldren listen to such stories, they discover theilr
own inner thoughts and “"find a more radlant thrill in
thelr own contacts with things and people through learning

118
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that other children have had similar stirrings.’
some religlous nursery schoolg, the chlldren listened to
"mugic stories". ‘The phonograph would be played, and then
the teacher would ask what the children heard in the musice.
Thelr remarks would elther accompany or follow the musice.
Some of the children heard the birds singing, and they heard
the wind blowlng; others heard children runnlng and laugh-
ing in the snow. Through the Martih and Judy stories and
the husic stories", these four-and Tive-year olds were
helped to rellve thelr happy experiences. “They were
1lifting out of thelr days certain intangible quallties

and enjoying them vividly. We may well call such experl-

ences, relived through the intangible medium of muslc, the

beginnings of medltation on a Ffour-and five=year-old level." 19

In these moments of prayerful meditatlon and con-
scloug reflection upon happy eXperilences, we reach in another
direction by plumbing the depths of the child and allowing

him to get below the surface of things. In our soclety



today, too many things have been speeded up for the chilld.

We strive to give the child actlvities to keep him busy

and make knowledge eagily accesslble to him. Herein lies
our mistake. We gilve knowledge instead of letting it grow
in the experiences of the child. In this sense, Madellne
Dixon asks 1f knowledge doesn't remain a superficial accom=
plishment. 120 The answer ls 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. "A child has a right
to some of this slow probing, this painful uncovering for
himself." 121 Therefore 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 phenomensa in
his little world. If we do not nourlsh this faculty for
wonder in the preschool child, he willl soon loge 1t, per-
haps never to regain it. This need for questlioning the
unknown and sounding the depths, can not be met by reclting
the Sh'ma or any other prayer learned by rote. The child
must plumb vastness and Infinity. It does not matter
whether the child expressesg his wonder and awe 1ln dance,
song, drama, or in moments of consclous reflectlon, the
important thing 1s to cherlsh the experience and keep

allve the capacity to wonders

Druing these moments of quietude, the teacher



may encourage the children to express thanksgiving, butb

these expressions should not be in the usual form of "Thank
you, God, for my bicycle." BEven in this conventional form,
if we are trying to encourage a feeling of thankfulness

and gladness for the glver, 1t would be more meaningful

to the chilild if he were allowed to express his thanks
directly to the person who gave him the bicycle. If the
gource of thanksgiving 1s beyond the comprehension of the
child, then we should postpone such expressions untll the
child is old enough to apbreciate what he 1s doing and say-
ing. At this stage of hig growth, the child should be
given the‘Opportunity to volice his gladness and his appre-
clation to some person whom the child knows. These moments
are also to be clagssified as prayer even though the word

God is not mentloneds

Another means for prompting purposeful medltation
18 to allow the children to express thelr inner longlings
by granting them three wishes. "If you could have three
wishes, what would you wish fort" A gquestion, such as this,
would draw from the child what seems Lo 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 hils desires.

Secondly these open expresslons are far more meaningful than

the petitions which chilildren usually put in thelr prayers.



1400 L

This 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 actlvating
the child to express his wonder, hls thankfulness, and his
inner desires carry one ilmplication: we should never be-
little, condemn a wish, or Instlll a gsense of sghame for
any sincere longing. The children must feel that the rabbl
or teacher or parent 1ls the person who seeks to understand
thelr struggles, their fears, thelr moments of gladness and
who shareg with them his own wishes and feelings. Further-
more, we should make every effort that the young child
learn to rely upon his own inner resources and not to seek
help apart from his own purposeful efforts. Gradually he
wlll come to feel the amazing possibhbllities in human effort
and may reach the bellief that life ls permeated with a

creative strength. 123

This new type of prayer of which we have been
digcussing carries wlthin it an element of spontaneity.
While a speclal time may be set aside for purposeful medl-
tation, there may be moments outside of the fixed schedule
when the opportunity for prayer may present 4 ?%;e%ves.

These moments may occur when the chlldren group around to
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wateh an ant drag food to hils ant hill or when a rainbow

gpreads 1ts colors acrogs the sky. The fleeting wonder
and awe of the children can be deepened and enlarged 1if
we are aliveto the unexpected opportunity. An extra
burden lis placed upon the religlous teacher 1f she would
instruct or lead children in prayer-—the task of belng
sensitive to these glorlfying moments, when she too can
feel the cosmic mystery in a buttercup or the thrlll of

gladness from the warm rays of the sun.

Do Death

Wo matter how oareful%jwe shield the child, by
the time he 1s three years old, he will have come 1n con-
tact with some form of death. Whether hls pet dog is
k1llled in an automobile accldent or a member of the famlly
dies, the c¢hild 1s forcefully shoved into tabooed ground-—
an acqualntance with death. When this happens, how does
the child react to the presgence of death? What are hls
thoughts about death? How does the preschool chlld visua=-
lize death? These pertlnent questlons are now belng asked
in psychologlecal circles, but untll recent years, the whole
sublect of childhood experiences with death had been neglect-
eds In the index of that comprehensive manual on child
psychology, edited by Leonard Carmicheal, there is not a

gingle reference to death and its reaction upon children.
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A few studies have been made, but none of these reveal
too much material on the attitudes and ldeas regarding
death among children under Tive years of age. We have
just enough material to realize that more research 18

needed before any comprehenslve plcture may be formede

In his study of the preschool personallity,
Werner Wolff states that the same curlousity which prompts
the child to ask lmnumerable questlons 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's questionsg in a natur-

alistlc approache. dJust as many children prefer the more

imaglnative story of the stork, so they prefer to consider
death as a state of dreaming from which one can awake. 124
The study made by Nagy of the Unilverslty of Budapest con-
firme thls view of Wolff. After an analysis of children's
drawings and discussilons, Nagy concluded that betweeh,the
I ages of three and five, the child denles death as a regular
and final process. He believes that the dead person or
animal is only asleep. He wants to know where and how the
person continues to live after death. Between the ages of
five and six, he begins to think of death as a gradual or
temporal thing, but he does not comprehend the méaning of

-
1ts finality. 27




In 1940, Sylvia Anthony published the results of her

studies in. The Childl's Disoo&ery of Deathoe At the

outset of her book, she makes the penetrating observation
that what death means and may mean to children can not

be consildered fully, apart from what it means Lo the adults
who rear the children and to the whole socilety and culture
wlth which they come in contacte. 126 This factor must be
borne in mind when the practlcal stepgs are consldered in
dealing about death with the child. According to Anthony,
death 1s seen as a sorrow=bringlng and fear-bringing thing.
This grief 1s assoclated by the child with loss or separa-

tion and the fear with the aggressive intrusion.of an out-

glder who breaks into the home and kllls.

The omnipotence digplayed by the preschool child
is evident in his thoughts on death. In the child's mind
he belleveg that his wishes have the power to ihfluence
events. "Gonsequently, in the child's fantasy, he takes
regponsibllity for his wishes. Unconscilous loglc works
ruthlessly in both directions. If things don't happen,
then he didn't wish them. If things do happen, then 1t
was because he wigshed them. If his father or little sister
have died, that is because he wished 1lt. He must have
wished it. So he is responsible for 1t." 128 While gen-

erally affirming the part which the child's wishes play,

127



Dr. Margaret Mahler places more stress on ‘the child's
angry feelings towards members of hils famlly and the
accompanying gullt reactlon when that person dies.

The chlld remembers that at times he had been angry with
hls mother or father when they became hindrances to hils
wishes. He wished them out of the way. Now that thls has
happened, he ié uncertain asto hls own part in causing
death to occur. "Death breaks the childls belief, often
unexpressed, in his own maglec ability to wish things
away and back again. It 1ls the finality of death that
he cannot accept, He always belleved in his abillty to

restore with wlshing and magic.“ 129

Guilt feelings
manifest themselves especially when the child can not

effect a resurrection.

Ellzabeth Manwell and Sophla Fahs, by drawing
upon thelir own experiences with children and the resultls
of the psychological studies, present a plcture of how
death reacts upon the chlld. First, we are cautioned to
be aware that not all children are alike. Therefore they

wlll differ among themselves in thelr reactions to death.

HSome are completely sllenced in the presence of this mystery,

gsome frightened, while others ask countless questions on

the nature of death. 130

In the cases where death becomes a recurring



nightmare for the chlild, Manwell and Fahs suggest that a

baslc sénse of insecurity lles at the heart of the terri-
fying dreams and restless tossing. Already insecure in
his relationships with his parents, thé child meets death
unfortified. In such cases the exaggerated fears polnt
to a need of the child for a steadiler love and intimacy
from his parents. 131
The subject of death presented & problem for
our rabbls who answered the gquestionaire. More than a
fow rabbls failed to answer any of the questions deallng
with death, and quite a percentage preferred not to re-
glster thelir oplnion on the question: Do you believe
that death 1s a reallty that children of the nursery
school age must be prepared to expefience? This reti-
cence 1o commi£ themselves on the matter reveals that
gome of our rabbis simply do not know how to handle the
problem of death with thelr nursery school children.
For some of these men, the problem has not arisen. Thege
are probably the rabbls who stated that the subject of
death is never brought up by the children. Since the
children do not trouble their heads about death, it 1s
better to leave well enough alone and not stir up any
curlosity along these lines. This reasoning is sound to
a cortain degree, but it exhibits the famillar adult

attlitude toward children with respect to deaths protect




the chlld from the dlsquleting thought of deathe

What should be the reform rabbi's position to

the introductlon of the topic of death in his nursery clasgs?

Is he justified in not mentioning the subject merely he-
cause the subject is never broached by the children? Or
should he take the opposgite view, dlscuss death, because
the children should be prepared for the pain they will

have to face?

As we have seen earlier, the child comes into
contact with some Torm of death by the time he 1s three
years of age. The fact that he doesn't talk about it
does not necesgarily mean that he 1s totally unaware of
1ts manifestations. To the contrary. In not a few cases,
the child did not talk about the death in the Ffamily be~ .
cause he sensed the tabooed nature of this sublect. On
the basis of all avallable evidence, we may assume that
the child has @ithef heard of death, seen death, or felt
the effects of death by the time he enters the religious
nurgery class. This being the situation, the child has
already formed gome conception of deathe. What these plc-
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
thls vivid imagery may be observed in frightening dreams
or impersonal, objective curiosity. Because death has
become a province of religlon (Ffuneral services, and theo=
logical explanation), it should be the task of the rabbi
to deal with death at whatever level it is apprehended.
Consgldering the ability of comprehension of these children
the rabbl should fouch upon the phenoménon of deafh and
try to put it into meaningful terms for the preschool
child, he will show the child that death can be discussed,
and that 1t is not soﬁething to be feared and evaded. For
gome chlldren, 1t 1s most nécessary that this taboo be

brokens

The first point to bear in mind when trying to
explain death to children 1s the necessilty for proceeding
glowly. Since the ¢hlld can not integrate many items of
knowledge, especlally if £he approach 1s a naturalistic
and not an imaginative one, we have to go carafuily, step
by step. Certaln realistle facts may be glven, but not

so nmany that the child 1is bewlldered. 132

From this point
on, the explanations regarding death will depend 1in large
measure on the attltude and belielf of the rabbli or nurgery
school teacher. If the rabbl believes in personal immor-

tality, then he can explain death in the followling manner:
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When we say someone's grandmother ig dead, it 1s only her
body that is dead. The body doesn't move and doesn't talk.
It is s8till because the grandmother has left her body and
gone to live 1in a beautliful place where every‘one is happys
where no one 1s ever gick, and where everyone 1is kind.
"Probably most children to whom death is so explained

accept the plecture without question and feel satisfied." 133

The rabbl or teacher who does not believe in
pergonal immortallty may explain death Iin this fashion:
When somebody dies, he falls into a long sleep. He sleeps
go soundly that he never dreams and he never wakes upe. 134
This explanation would be acceptable to most children,
because they already have an ldea that death means sleep.
The new element in thls definlition 1s the note of finality,
the never waking up. Thils may puzzle the child and ramaln

an undigested bit of Information, that is, 1f the child has

not yet been introduced to the concept of the wonder part.

The 1dea of the wonder part, as we have geen is
vital in the child's achieving a sense of theyintangible.
In the discusslon on God, the concept of the wonder part
was necessary 1T the c¢hilild were to arrive al some meaning
for the invisible and yot real. Likewlse, in the explana-

tlon of death, we can not start unless the chlild has been




introduced to thils ldea. Manwell and Fahs suggest that

our approach to young children should be divided into three
gteps. Thls approach should be acceptable to the rabbl
who believes in personal immortality and to the rabbl who
cannot concelve of persémal immortallty but who belleves
that there 1s an ongoling after death. This ongoing would
not have to be consclous or personal. Tt is enough if

we recognize that the sigﬁificanoe of a person's life

does affect the larger currents of lifee. 135

The first gtep would be to inform the children
that in dylng the live or wonder part leaves the bodye
The body 1ls dead and 1is Just llke a dried leal or a wilted
flower. The person the chlld knew 1s no longer in the body.
(B=fss, &) This is enough for the first conversation. If
the child asks, "Where has the wonder part gone?", then we
have the opportunlty for the second step. The parent, at
this polint, may simply\say, "I do not knows I wish I knew.
The answer to your question is a secret none of us knows." 136
Thils would be enough 1f the child wishes to know about a
dead animal or bird. If, however, the rabbli talks about
a person the child knew or was familliar with, then he éan
introduce his third thoughté " 'T do not think that the
wonder part has really gone into nothing. I think it is
gomewhere. I think that somehow it i1s still with us, even

though we cannot see Mrs. Brown or talk to her any more." 137



In the Martin and Judy series, there are two

gtorieg which deal with the problem of facing death by
utilizing these three steps. In the first story, "The

Bird That Gould Fly", Martin and Judy discover a dead bird.

In the ensulng conversation with Judy's mother, the children

learn that when a live thing becomes dead, the wondere-part

=
goes, because we can not see 1t when the bird 1ls aliveo1)8

In the second story, "Judy Hears About Grandmother", the
authors present a situation in which death strikes closer
to home. Judy's grandmother died, and her Tather 18 ex-
plaining to Judy why she dled.

" Iput Grandmother was old! said Father, going
on with his story. 'Her body was tired. It wanted to
reste It grew so tlred that Grandmother could not
eat any mores..She could not talk any more. She could
not breathe any more. A telegram that came this
morning says that Grandmother is deade'

'Dead like the little bird we found in the grass?’
asked Judy.

'Yes, sald the Father. 'Grandmother is dead, like
the 1ittle bird you found in.the grass.'

'Will they put her in the ground, the way we put
the 1little bird in the ground?' asked Judy.

"They will put Grandmother's body in the ground,'
gald Father. 'But they can't put Grandmother herself
in the ground. Grandmother herself has left her body."

In answsr to the question, of where Grandmother
hag gone, Father says:

" T wish I knew. Dying 1 like a secret that
nobody understands. I do not understand it. Mother
does not understand it. Nobody understends iteee."

" 'Therels just one thing I feel sure of,' sald
Father. *There is a part of Grandmother that has not
gone away. It's part of Grandmother that you cannot
gees It's a part of Grandmother that you cannot touche.
It's a part of Grandmother that she gave us all before
she dlede ' "aeiieein.s

" 'There's just one thing I feel sure of,'! sald
Father. ‘Grandmother's love has not gone away. Grand-
mother's love could not be put into the ground. She
gave gome of her love to Daddye. ©She gave some of her



love to Mother. Grandmother's love is ours. We
may keep that part of Grandmother as long as we wishe!

This last polnt is partlcularly importants The
chlild knows what love means and has experlenced this love
of her Grandmother. This is the love which brought her
a feeling of gladnesgs and caused her to regpond In simllar
Tashion to her Grandmother. When we tell our children that
the dead person's love remains behind and that we have it,
we way be lessening the effect of the sudden deéertion
and whatever gullt feelings the child may have. Not only
18 no one angry with the c¢hild for the Grandmother's or
Father's death, but the love which father and child both
had for each other is gtill intacte. Though we have no
way of determining what effect thls approach will produce
in nitigating guilt feelings, 11 seems plausible enough
to try without risking any ill effects. In addition, if
a death does occur in the famlily of the preschooler, the
rabbl should take 1t for granted that there wlll be gullt
feelings, and he should lmpress upon the parents the necege-
slty of loving and sympathetlc treatment. In this way,
the parents reveal their trust for the little child and
so inform him that they do not regard him responsible Lfor

the deathe

If these Martin and Judy storles are read 1in a

140
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nursery classroom, an occaslonal c¢hild may respond by re-
fusing to accept the idea that he is golng to die. In this

case, the teacher's or rabbi's response should not bhe a

: " 'We don't expect

141,

refutation but an assurance, such as
children to dle: they have lots of living to do.' "
If the chlild asks whether hils nmother or his father will dle,
we should answer that his mother or his father willl not dile

until he is blg enough and old enough to be a Daddye

These suggestions in approaching the subject of
death with 1ittle children are not to be construed as the
last word. They are offered tentatively, because they
have been used with falrly good results. These answers
may not entirely satisfy the curloslty of the bhild, but
they will go a long way in clearing up some of the mystery
surrounding death. If the child realizes that death is
not caused by hls wishes and. agresgsive anger, and that he
is not responsible for death, then the rabbi 1s Justified
In introducing this subject. What we strive to avold is
a Talse notlion of death which may lead into a negatlve
attltude toward life. Though the methods may not be fool-
proof and guaranteed, the responslibility of the rabbl ig

clears
E. Festival celebrations

Religloug Ffestivals which contaln a certain amount




of ritual, singing and communlty partliclpation are welcom@d
by children because of thelr sensitivity to the changed pace
of living during the holiday season. Not only does the child
enjoy the symbol of the festival, such as the turkey on
Thanksglving, but Gesell tells us that the chlild at the age
of three enjoys the party aspect. He feels the warnth of

friendshlp from his famlly and relatives. 112

The child's delight for the holiday should not
decelve us into thinking that the child understands the
historical nmeaning which lies back of the festival. Most
psychological evidence tends to lead us far in the other
extreme. The preschool c¢hild 1s too young to understand
the historical and religlous meanings which glve signifil-
cance to these festlvals. Returning to the example of Gesell,
the whole meaning of Thanksglving for thé child is the turkey.
On Hallowe'en, the child is delighted with the Jack O'Lantérn
which constitutes the whole meaning of this celebration. 143
At this age, as we have previously observed when dealing
with God, prayer and death, the child can not grasp the
compleXx reasons we give to our holidays. The child can not
think in terms of nations and national strivings. Victory,

war, slavery, religious distinctions all mean nothing to

the child of three and foure.

Psychologlcal investlgatlons indicate that a




child must have a sense of time before he can develop a

sense of historical sequence. These studles have bréught
out the following facts in relation to the child's concept
of times. At the age of four years, children showed little
understanding of the meaning of the time of day, and the
Tlve-year-olds made a greater number of errors in answer-
ing questions about the duration of time than about the
tine of day. BEven as late as the primary grade, chlldren
were found to show a.better comprehenslon of such an in-
definlte concept as "A short time ago" than of a "long
time ago" 144 When we realize that children know morning
or afternoon at four years; what day 1t 1s, at five years,
we can see how fruitlegs 1t 1s to impress children with
the hilstorical meanings behind some of our religlous

W5 1p teaching the historical meanings 1is

festivals,
go difficult, how shall we Introduce our preschool chlildren
to these religlous fegtivals? For the rabbi who 1s inter-
esgted in providing the preschool chlld with eXperiénces
that willl contribute in a wholesome way to the child's

next stage of growth, this guestion ls of fundamental im-

portance.

The questlonaire revealed more of the “what" of
holiday observances rather than the "how". Most rabbis
celebrate Rosh Hashanah, Sukkot, Hanukkah, Purim, Pesach,

and Shavuot in the nursery classrooms and present the



historical meanings of these festivals wherever requlred

by the nature of the holiday. Because one of the purposes
of the questlonaire wag to reduce the amount of writing to
one or two words at most, it was impossilible to obtain any
kind of a pilcture of how our rabbis explained the historil-
cal signlficance to thelr nursery classes and how they cele-

brated these festivals.

Mogt of the rabbls have a Seder table on Pesach,
and for BSukkot there is a Sukkah,vﬁhich the children help
construct. On Hanukkah the children light thelr candles
and exchange glfts with one another. Gifts are also ex-
changed on Purim. Though not a majorlty, a considerable
number of the rabbls felt that the children should have a
hand in maklng the gifts which they presented to otherse.
gn these festlve occaslonsg, almost every rabbl requires
the attendance of the parents to share in the holiday

celebrations.

A more detalled plcture of how a Jewlsh nursery
gchool observes the religlious festlvals 1s given by the
Beth Hayeled nursery school of New York Citys. The Women's
Divislon of the Jewish Educatlion Committee of New York
established thls experimental nursery school in 1939.

Its purpose was "to create an integrated American-Jewish
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curriculun that will meelt the needs of the very young

child." 140

These women felt that the chlld be properly
Cintroduced, early in 1life, to the particular culture to
which he belongs, 1f that culture 1s to be adequately
asginlilated and become a gource of strenghte""ln the
cage of the Jewish chlld, these early experlences must
egpeclally serve ag a background for a wholesome adjust-
ment to hig bi~cultural development. The Beth Hayeled,
therefore, 1ls Interested in providing the program of a
progressive nursery school and at the same time endeavors
to create a happy environment in which there 1s a harmony

of American and Jewish influences." 147

The staff of the Beth Hayeled impart these Jewlsh
experiences in ritual, in festlval observance, in song,
dance, and in conversatlonal Hebrew. Hebrew is an integral
part of'the program, and the teachers feel that the children
develop apositive attitude towards, and encourage interest

in, the language." 148

More important for our immedlate
purpoges are the customs and ceremonies whilch are observed
in connection with the festivals. The children participated
in the following religious celebrations:
Sukkot =~ This was the Tirst hollday celebrated at the
Beth Hayeled. The children watched all the
steps in the bullding of the Sukkah, asked

questions concerning its purpose, and sang

SoNES . 149



Simchat

Torah - For most of the children, thils holiday
marked thelr first experience in the Synagogue.
Bach child wasg gilven a flag, and then they all
marched around the Synagogu@ ginging special
songds for the occaslon. The Ark was opened,
the Torah scroll was taken out, and all the
children touched the soft velvetl coverlet and
listened to the tinkling of the Torah Bells.
At lunch, the chlldren ate apples dipped in

honey . 150

Hanukkah - On the first day of Hanukkah, the children

Purim =

were seated around a table on which stood a
Menorah. The first candle was 1lit, and all
Joined in singing the blessing. On each of
the eight days something new was added to the
cel@bration - & new song or & new game. On
the last day of Hanukkah, at the suggestion

of the teachers, the children invited thelr
mothers to a party. The mothers came, each
bearing a glft for her child. Flrst the child
preS@ntéd his mother with a gift he had made,
and then the mother gave her gift. The entire
party lasted fifteen minutes. 1D+
At gchool the children baked Hamantaschen. One
was eaten and one was get aslide with some frult

as presents for thelr parents. The chlldren



Pegach

dressed up for a nasquerade with masks made

from paper bags and costumes from brightly
colored cloths. After the chlldren from the
older group came to wish the children of the
younger group a "Happy Purim", all Joined in
the processlion to the muslc room where the
celebration culminated 1ﬁ a Hora dances. 152
~ In preparation for Pesach the children scrubbed
thelr shelves, dolls and dishes and helped make

the Charoses and Knedlach. The younger and

older groups conducted the Seder in separate

rooms in a "U" shape table arrangement. The

Pesach plate with the traditional symbols were
placed at the head of each tables A cup for
Elijah and Kiddush cup stood close by while

each ehild had a small cup of grape Julce for

the Kiddush blessings, which were reclted by an
invited guest. The older group came to the Seder,
each carrying a long-stemued daffodil. The flowers
were then presented to each child's mother who

was seated next to him. Before leaving school

that day, the chilldren took home nuts and flowers.
A later innovatlon has been to let the children

bake Matzot by themselveso. 116

Shavuoth - Two weeks before the holiday flowers were

planted and carefully tendered by the children..




Bince Shavuoth was celebrated as a spring
holiday, the teachers and chlldren filled
the rooms with green foliage and flowers.
Garlands were made for the halr; strawberry
baskets were painted for the Bikkurim. The
children géthered< the first flowers which
they planted and a natural procession wasg
formed to the accompalinment of Shavuot songse
Later the children went down sta?&s to visit
the synagogue. Here they admired the Bifre

A
Torah, the Ner Tamid, and the Menorot. 154

In this summary of the activities of the Beth
Hayeled, we have a brief, but detalled description of how
the religilous festlvals are observed. However, nowhere in

the article in Jewlish Education, do we have a resume of

how these holidays are explained. To fulflill this need,
the followlng suggestions are offered 1in an effort to pro-
duce an explanatlon that Will be true to the facts and at
the same time be comprehendabls to the.child:

Sukkot = Since this festival occurs in the autumn, at
the time of the harvesting of produce, it 1is
egpeclally lmportant for our children who llve
in large urban centers to sense thls season
of gladness and develop a Ffeeling for nature's
rhythn. Therefore Sukkot should be a time for

talking about all that is required for bring-
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ing the frult and vegetables to ripeness.

This is a period of thanksglving for the raln,
for the sunshine, the earth, the seeds the
farmers, and the men who bring us the fruits
and Vég@tables to eats The fruits that are
hung in the Sukkah serve to heighten the
harvest aspect of this religilous holiday.
Becaugse Sukkotl comes in the fall, we have an
excellent opportunity to tell stories about
the birds which fly south for the winter, the
squlrrels which store away food for the cold,
snowy days and the other creatures that make
gpeclal provisions for the winter. By watch-
ing these animals and birds, the child will
not only develop a vague feeling of the rhythnm
of nature, but we can use this festival of

the harvest and the thanksgiving to give some
of our food to those birds and animals who
were not able to store Tood for themselves.

In this way we shall develop within our chilld-
ren a reverence and responslbility for life.
Not only will Sukkot be a time for bullding

a Sukkah, but 1t should be a time for helping
the teacher hang out trays of food and seed.
Sukkgg would inauvgurate the beglnnings of a
practice which the children would continue

throughout the winter. We can explaln to our




children that,not only are we thankful for

the sun, the raln, and the earth for our food,
but we want to show how glad we are by taking
care of the birds and the little animals who
can not take care of themselves durlng winter.
Hanukkah = We can explain to the children that this i1s
a time for remembering long, long ago when a
certaln people stopped flghting. Because these
people stopped Tighting, they were happy, and
8o we too are happy. Therefore we light Hanuk-
kah candles and exchange presents. At best,
this explanation l1s inadequate, because the time
concept ls beyond the comprehension of the chilld
and he may not reallze the full import of a
people at peace. However, with Hanukkeh W
are striving more for the observance than the
reason behind the observance. The explanation
is purely stop-gap. The children may +thoroughly
enjoy the ritual of lighting the candles wilth-
out having and undergtanding of 1ts meaning.
The ceremony does not have to be explained in
theologlcal terms. Otherwise the children nmay
learn to equate relliglon with mere ceremony.
Purim - Wlth this festival, a historlical presentation

should not be offered to the children. Though



they are not old enough to understand the
'forcas involved, they are old enough to lmagine
a wicked man who wants to klll good people.
These scenes in the child's mind had better
be left alone. It 18 enough 1T we tell our
children that Purim ils a happy day, a day on
which we make all kinds of good things to eat
and dress up In funny clothes. We are happy
becauge a good woman, named Esther, helped a
lot of daddys and mommys and boys and girlg.
Since this l1s the day when Esther was good

to all these people, we are all going.to have
a party. Here again, the emotlonal undertone
of the festival 1g lmportant, nct so much the
historical significance. This holiday splrit
can be caught in the makling of Hamantaschen,
the gilving and recelving of presents, and the

nasgquerading in costume.

Pesach - Here agaln we have a holiday whlch does not

lend 1ltself for anexplanation to children.
Manwell and Fahs write: "Nor is -the story
of Israel's escape from Egypt, the traditional
Pagssover gtory, one that fits the needs of

young chlldren. It involves conceiving of



two nations, one ensglaved and the other power-
ful, one unjustly treated and the other cruel,
and of a God who protected and blessed the
oppressed group by means of special mlracles.
For the preschool child such a story can have

-
w 155 If we follow the

no valuable neaning.
suggestion of these authors, we should concen-
trate our efforts on bringing to our children

an apprecilation of spring. At Pesach tlme, the
season of spring is felt everywhere. The chlld-
ren may participate in this rebirth into life

by planting bulbs and geeds and then caring

for them. A comparison can be made between
Sukkot and Pesach. Now, the birds are return-
ing from the South, the animals are comlng out
of their winter houses and shedding theilr heavy
clothing. By pointing out these changes, the
children can observe the other phase of nature's
rhythmic cyele. Then we night tell the chilldren
that, in celebration of the return of spirng,

we have a party called a Beder and we bake
gpecial cakeg called Matzot. In thils way the
children can,become acquainted with the cere=-
monial objects of Pesach and still not be

burdened with the historical explanation.



Shavuot - Thig is another holiday which does not lend
itself to explanation and celebratlon on the
nursery school level. If this holiday must
be celebrated, then we can‘say that the day
ig the birthday of the Temple and Nursery
school, and in commemeration of that event,
we shall decorate the class room with f{lowers

_ and wish the teachers and rabbi a happy blrth-
day. Thus the Ner Tamld could serve as the
birthday light of the Temple, burning tomor-

row and the next days

Whether two, three or four holidays are celebrated,
we should not forget that the historical comprehension of
the child 1s very limited and that as little emphasls should
be placed upon the explanatlons as possible. At this stage
in their development, 1f the chlildren can be sensltlzed to
the dlfferent manifestatlions of nature, and develop a com-
passion for all living things, vegetatlion or animal life,
then we shall have fulfilled our duty in introducing the
children to those festivals which highlight the processos

of life.



- One day per wesk nursery schools in Reform congregations

gmall (150 members)

Beth Israel, Fresgno

Beth Israel, Hazelton

0ld York Rd.,Willow
Grove, Pa.

Columbug, Misse.

Ventura, Cals

Isalah, Los Angeles

Moses Montefilore,
Bloomington

- Bhaaral Zedek,Tampa

Beth Israel, Macon
Salinas, Cal.
Emanuel, Dothan, Ala

‘Beth Israel, Meridlian
‘Bhaarail Shomayim, Mobile

Emanuel, Wichilta
Bnai Sholom, Banta Ana

‘Berith Sholom, Troy

Honolulu, Hawall

. Beth El,5te.Petersburg

Clarksdale, Misse

R - Ierasl, W.Palm beach
‘Beth Sholom, Topeka

Bnail Israel, Mckeeosport
Israel, Staten Island.
Emanuel, Spokane

Judah, CGrand Raplds

Medium (150-500)

b
Suburgan, Cleveland
Ahavath Sholom, Brooklyn
Flushing Free Syn, Flushing

Bnal Israel, Little Rock
Madison Ave. Scranton
Ernanuel, Grand Raplds
BrithSholom,Springfield,I1l,
S9inal, Mt. Vernon

Emanuel, Lawrence

Deth Or, Montgomery

Bnal El, St. Louls

Large (500-1000)

Oheb Sholom,Baltimore
de Hirsch, Seattle
Beth Israel, Houston

Emanu-el, Houston
Beth Ahabah, Rlchmond
Vine 5t., Nashville
Peth Israel, Portland
Sinal, New Orleans

Bnal Israel, Charleston, W. Va.
Jewlsh Com. Center, White Plains
Hebrew Unlon, Greenville, Miss

Mte. Binal, Soux Clty

Israel, Tulsa

Bnal Israel, Baton Rouge
Beth Israel, Austin
Peekskill, N.Ye.

Unlted, Terre Haute

Emanuel, Greensboros; N.C,
heb Sholom,Huntington,W.Va.
Bnai Zion, Bhreveport

Albany Hebrew, Albany, Gae

Beth~El, Hammond, Ind.

Beth-El, Colorado Springs
Israel, Blytheville, Ark.

Sinal, Sumter, S5.C.
Columbusg, Miss.

Bnail Jeshurun, Leavenworth

Very Large (1000-)

Sholom, Chicago
Beth Zion, Buffalo
Beth El, Detrolt
Israel, Memphis
Rodeph Sholom, Phll.
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Reform Congregationsg running flve=-day=-per=week nursery gchools

Small ) Medium Large

- Judea, Chicago Beth Hillel, N. Hollywood Beth EL, San Antonio
Beth Zion, Johnstown Emanu=-el, Lynbrook, La.I. Brith Sholom,Loulsville
Children of Israel, Israel, Omaha Free Synagogue, N.Y.C.

: Augusta, Ga. - Bvanston, Ille. Har Sinsai,Baltinmore
‘Emanuel, Roanoke Ahavath Chesed,Jacksonville Isaiah Israel,Chlcago

Bnal Israel, Oklahoma Cilty

Belmont-Watertown Jewlsh
Comm. Center

Beth Israel, Ban Diego

Emanuel, Yonkers

Anshe Hesed, Erie(3 days) Very Large
Emanuel, Duluth
Beth-El, Chlcago Sinai, Chlcago

Beth=-El, South Bend Emanuel NoY eCo




Regults of a survey of the nursery school educational program in the

Conservative movement.

- burvey questlon: Does your congregation conduet a dally nursery school?

Small  Mediun Large Very lg. Total

CONL o CONE e CONg o CON o
Yes 5% 6% 16% %9% 16 .5%
No 90% 92% 81% - 61% 81%
~ No ans. 5% 2% % 0 2.5%
Total No. (37)  (48) (74) (1) (200)

t A
- Burvey questlons: To what extend is your program Hebraic?

Nos. of schools Total

Great extent 5 15%
Moderate 18 55%
" Bmall 6 18%
~ Nome 2 6%
No answer 2 6%
Total No. with Nursery School 33 100%

Survey Question: Do you provide lunch in the mirsery school?

No. of Schoeols Total
| Yey 4 12%
No : 28 85%
:No ans. 1 3%

Total (33) 100%




Survey Questions: Do you provide transportation for the children?
Total %_
76%
18%

6%

100%

No. of gchools

Yes 25
No 6
No ans. 2
-Total 33
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