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DIGEST 

Research in the fields of education and psychology suggests 

that academic success or failure is as deeply rooted in concepts 

of the self as it is in measured mental ability, if not deeper. 

Empirical data indicates that students who feel good about 

themselves and their abilities are the ones who most likely ' succeed in school. Conversely, those who see themselves and 

their abilities in a negative fashion usually fail to achieve 

good grades and fail to adjust well to the social riggers of 

schoo 1 life. These c oncerns are all part of the growing field 
. 

of self-esteem theory, which has proposed many models of 

education for fostering positive student self-esteem. 

Cla~sical Jewish texts which address educational concerns 

demonstrate a sensitivity to student self-esteem in a very 

s i ·m 11 a r fas h ion • Although they never use the term 

"self-esteem," they speak of the need f.or teachers to love and 

honor their students and suggest several teaching practices which 

are sensitive ~o the psychological needs of students. The texts 

suggest that self-esteem is both a goal and a modality of Jewish 

education. No one, however, has ever tried to synthesize the 

classical and modern literature in a comprehensive and purposeful 

""""' way. No one has ever proposed a model for Jewish. religious 
,, 

education built upon the harmonious ideals of these two systems . 

This thesis takes on this challenge as its primary task. 



Chapter one explores the definitions of the terms, 

hypotheses, and methodologies which are prominent in the 

literature of self-esteem psychology and self -esteem education. 

Part one provides a brief history of the study of the self and 

cites the work of its major co ntributors such as William James , 

Charles Horton Cooley, George Herbert Mead, and Carl Rogers. 

Part two works towards distinguishing the differences between 

essential ter111s discussed in the thesis such as "self," 

"self-concept," " se lf-worth," a nd "self-esteem," and provides 

working definitions. Part three is a summary of the research on 

the influence of self-esteem o n school achievement. Part four 

discusses the different self-perceptions of high and low 

achieving students. The remainin g sections of chapter one 

discuss various aspects of the school experience that influence 

student s e 1 f -esteem including success and .fa 11 u re , teacher 

characteristics and expectations, and school practices. 

Chapter two develops the idea that the values, goals, and 

even some of the modalities proposed by self-esteem education are 

already present in the educational ideals of classical Judaism . 

Through a n exegesis of representative classical Jewish texts that 

discuss students. teachers, and teaching practices, as well as 

secondary literature on the subject , this section explores the 

c lose relationship between the two systems. Special emphasis is 

placed on the nurturing student-teacher relationship in classical 

Judaism , many aspects of which provide a worthy paradigm for 

self-esteem educators today. 

Chapter three provides two important steps towards the goal 

of synthesizing Jewish education and self-esteem ed ucation. 



. -

Part one proposes a set of criteria for actualizing self-esteem 

as both a goal and a modality in Jewish education. Part two is 

a study of representative Reform religious schools in regards to 

self-esteem theory. By studying student's ' and teacher's values 

and perceptions through a specially designed questionnaire, it 

attempts to illustrate the pertinent realities of Jewish 

religious schools today. An analysis of the data discusses 

areas which need special attention if the Jewish religious school 

is to improve i ts focus on st uden t self-esteem. 

Chapter four develops a model for training teachers to be 

self-esteem educator s , and for bringing change to a Jewish 

religious school. Through a series of workshops teacher s 

experience lesson s that are constructed upon self-esteem 

principles. They learn about the importance of self-esteem in 

education and ex plore its relationship to class ical Jewish 

education. Teachers also participate in an e valuation of their 

own school, and work in teams to list suggestions fo r change. 

The importance of teacher training is highlighted as a crucial 

area of concern. 
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INTRODUCTION 



David Wachstock. in writing about self-esteem , suggests that 

many of the "spiritual quests'' taken by young Jews outside their 

religion are a result of the organized Jewish community's failure 

to make them feel valued as individuals. He calls on Jewish 

educators to remedy the situation by stressing a co re Jewish 

value: 

Jewish educators are in a unique position to 
reflect back to children their unique lovability and 
worthiness which is derived from ou r belief that "man 
is c r eated in the image of God" [Gen . 1:26]. One way 
to help our children is t o take every opportunity to 
make explicit and to concretize the underlying theme of 
all Jewish literature: man's dignity and sancxity .. 
. . Any method we use that shows our students that we 
regard them as worthwhile , c ompetent, lovable human 
beings will have a long-lasting salutary effect (1). 

Wachstock's call echoes a theme sounded b~ a growing numbe r o f 

educators in the secular world who have researched and written 

about the role of self-perceptions i n education. Looking at the 

psychological needs of students these writers propose a whole 

methodology of education built on the principles of self-esteem 

theory. Using data garnered from several decades of research 

they demonstrate two important issues central to this thesis: 

(1) that a chila's self-esteem is to a large extent affected by 

his/her exRerience in school, and (2) that aca~emic achievement 

is closely linked t o student self-esteem. 

It is unfortunate that little work has been done i n Jewish 
~ 

education to take into consi deration this research and to attempt 
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to incorpo r ate its findings into our religious schools. Its 

goal and pur pose, as Wachstock suggests, is very Jewish in 

nature, and Jewish education, perhaps, Js straying from its 

intended path if it fails to engender self-esteem o r e nhance the 

self-worth of its student s . This thesis represents one small 

step towards bringing the work of self-esteem education to the 

attention of Jewish educators. It is an attempt to consider the 

work of these secula r scholars from the perspective of Jewi sh 

religious education. 

Unbeknownst t o me , the seeds of this thesis were actually 

planted when I worked as a rabbinic intern with emotionally 

disturbed adolescents. ft was with these students -- who lived 

and went t o school in a residential treatment cen ter -- that I 

first observed the tragic results of low self-esteem. Most of 

these young people were raised in unsteady environments, where 

they did not rec eive the love, attention, o r support needed to 

build a posit ive sense of se lf like the "healthy" c hildren I 

encountered in my work at camp or in youth group. Few of them 

had ever experienced the feeling of s uccess, and fa r too few 

could count on their pa r ents to "be there'' for emotional (and in 

some cases ma terial) support. Without this backlog of 

experience, they felt unworthy; they did not trust in themselves 

and saw little hope in what the futu r e would bring. These 

children, due largely to their negative self images and their low 

self-esteem, were not capable of functioning or acll eving i n a 
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regular school setting in spite of the fact that many of them 

were very bright and capable. They had been "programmed" to see 

themse lv es as "failures" or as "troublemaker s" and these roles, 

therefore, they played very well. 

It was one of my jobs as rabbini c intern at thi s facility, 

to train students to become Binei Mitzvah, and to conduct the 

ceremonies in the on-grounds synagogue. It was always an 

emotional roller coaste r getting them ready for the big day. We 

would take three steps forward a nd two back as their shaky 

emotional states would disrupt our progress. They required 

encou r agement , suppo~t. warmth and trust in doses far exceeding 

other children's needs. 

In spite of the handicaps, each student performed well. 

More important than the "performance ," however, was the great 

feeling of personal triumph and feelings oi self-worth that each 

student experienced standing in front of his/her peers in a 

moment of success (many of them for the first time) . Even more 

than Bar/Bat Mitzvah students in more normative situations these 

students experienced a true "right of passage." Many of them 

began to exhibit new levels of self-confidence and many began to 

see themselve~ in a new light. For some the Bar/Bat Mitzvah was 

followed shortly thereafter with their discharge from the 

institution. Working closely with the social workers I came to 

understand the important therapeutic role the Bar/Bat Mitzvah 

played in the life of my students. 
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It is most often the case that stud en ts we enco unter in our 

Jewish religious schools do not suffer from th is t ype of low 

self-esteem. Most of our student s have bee n raised in homes 

which have given t hem emotional sec urity and the co nf idence to be 

hi gh achievers . Yet it is a worthy quest i on to ask whether or 

not our religious schoo l s ar e appropriately t app ing this 

resource, and to que stion whether or not we for our part are 

doing a nyth i ng successfu l ly to enhance s tudent self - es t eem . It 

is not uncommon to hear Jewish religious school teachers complain 

about the ha rd ships of their task: they s truggle with 

disruptive behavior, stude nt a pathy, and , quite often, very 

negative attitudes concerning religio us school (and we must ask, 

as David Wachstock did, why so many young Jewish people many of 

them grad uates of our r eligiou s schools join cults) . It _just 

might be that in our struggle to teach hebrew, prayers, Jewis h 

history, and values, t hat perhaps we forget to focus on the 

individual within each of our students. I 'm not suggesting that 

we abandon ihe teachi ng of Jewish fundamentals and replace them 

with some ''touchy feely" c urri c ulum. But Jewi sh e ducat ion, if 

it is to ca tch our students' attentions and add meaning to the ir 

lives, mus t present a program that touches them a ffectively as 

well as cognitively. Not unlike my emo tionally disturbed 

students they must experience Jewish learning in a way that 

supports and . enhances t hei r self - es teem . 

This t hesis will focus on the adap t ability of self-e steem 
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theory to the needs of contemporary Jewish religious education . 

It vill attempt a related look at religious schools as they exist 

today by studying the values and perceptions of a sampling of 

teachers and students. Following the view of Wachstock (among 

others) that the goals and principles of Judaism and classical 

Jewish education already address this issue, it will attempt to 

synthesize the secular and religi ous methodologies and establish 

specific criteria for "Jewish self-esteem'' teaching. Lastly , 

it will propose a model for training teachers and principals in 

this field, and for initiating strategies of evaluation and 

change for schoo l s. 
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. .... 

CHAPTER ON E 



THEORIES OF THE SELF 

Introduction 

Terms such as "self," "self-concept," "self-worth," and 

"self-esteem," and the pertinent literature which shapes the 

field of self esteem theories all have bearing on this thesis . 

Yet, when the interested student of "self" theories begins to 

compile a bibliography, read and synthesize the material, the 

complexities and the broadness of the topic become readily 

apparent. One is ove rwhelmed by the nu mbe r o f articles and 

books dealing with the self. Psychologist s and sociologists 

alone have produced over 2000 publications ( 1 ) . Additional 

difficulties are semantic in nature. Gordon and Gergen write in 

the introduction to their book The Self In Socia l Interaction: 

In the behavioral sciences alone, the concept of self 
has been used to refer to at least a dozen different 
aspects of personality. Not only is a different 
referent implied by each usage , but the actual 
existence of the referent is a l so questionable (2). 

Gordon and Gergen also note the great number of variables that 

are examined in relationship to the self: "The self has figured 

prominently in theory and research on social control, economic 

behavior, social deviance, personal aspirations, psychological 

development, inter perso nal attraction, social in'f,luence, 

psychopathology and psychotherapy, to nam.e just a few" (3). 
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Many experts i n the field actually broaden its scope even 

further . They trace back the ide~ of trying to know and 

understand the self many centuries, as e videnced in the history 

of art, music, literature , and other areas of the humanities (4). 

They point to the contributions of philosophy, and credit Rene 

Descartes' and his Principles of Philosophy ( 1644) as "a turning 

point in man's thinking about his non-physical being" (5) . 

However, other philosophers of his period, such as Spi noza and 

Leibnitz, mirrored the confusion and lack of c onsistency we see 

today. Even they used terms such as "mind, soul, psyche and 

self ••• interchangeably with scant regard for an invariant 

vocabulary or scientifi c experimentation" (6). 

Although there is still no consensus or uniformity of terms, 

researchers over the past 100 years have worked tirelessly 

towards the goal of a systematic co nceptualization of the self. 

They are responsible for producing a multitude of theories, some 

building upon the work of their predecessors, some rejecting 

olde r theories and starting anew. A detailed and comprehensive 

presentation of this resea rch is beyond the scope of the present 

study. Nevertheless , a brief overview of some of the more 

prominent and s ignificant contributions will add clarity and 

dept h to proceeding sections. It will help to make clear how 

a nd why the role of the self-concept and self - esteem became an 

important consideration for many educators. The authors and 

theories cited her e a r e most prominent. They are the ones that 

most commonly a~pear in books ~hich treat the theor1 nature, ~nd 

dimensions of he self from a number of points of view (7). 
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A BRIEF HISTORY OF THE CONCEPTS 

WILLIAM JAMES. 

William James, who worked at the turn of the present cent ury 

when American psychology began to take its place among the other 

academic disciplines, is usually credited as the first 

contemporary theorist to make significant contributions to the 

study of the self and self-perceptions. In 1890, in his 

Principles of Psychology , he describe d the infant without a self 

at birth. He suggested that the self develops to become the sum 

total of "I," the knower or experience r, and "rue," the self that 

is known or experienced (8) . James was one of the first 

investigators to discuss this dual nature of self-consciousness 

and to specify some of the major co nt ents of that consciousness. 

His concentration on t he personal quality of an individual's 

t hought and experiences led him to make the distinction that 

still influences our understanding: "the self as simultaneously 

I and Me" (9). James' theory is explained further: 

James conceived of the I as that aspect of the self which is 
"pure ego,~ or the subject which actively experiences, 
perceives, feels, imagines, chooses , remembers, or plans. 
The He constituted an object of experience, known to that 
consciousness . James thought of the "self as known" as 
being composed of the Material He (e.g . body, clothes, 
immddiate family, home, property, creative products, etc.), 
the Social He (e.g. reputation, recognition, fame, honor in 
the eyes of significant audiences, etc.), and he Spiritual 
He (consciousness of active states of thinking, feeling, and 
behaving)" (10). 
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In James' conceptuali zation , the I was also said to experience 

c ertain feelings in connection with the various He's. These 

feelings he divided into two categori es . On the positive side 

were the many varieties of "self-satisfaction'' ("pride, conceit, 

vanity, self-esteem, a rrogance and vainglory") (11) on the 

negative side, "self-dissatisfaction" included feelings of 

"modesty, humility, confusion diffidence, shame, mortification, 

co ntrition, the sense of obloquy , and personal despair'' (12). 

James believed that c..ourses of conduct are often chosen rather 
J 

than predetermined and this suggested a number of variables to 

him. He constructed from these perhaps the first form ulati on of 

principles concerning an individual's level of self-esteem. 

James succinctly describes it: 

Success 
Se lf-Es teem~ 

Pretensions 

Such a fraction may be inc r eased as well by diminishing 
the denominator as by increasing the numerator. To give up 
pretensions is as blessed a relief as to get them gratified; 
and where disappointment is incessant and the struggle 
unending, this is what men will always do ••• Everything 
added to the Self is a burden as well as a pride •.• our 
self feeling is in our power (13). 

James' formulation pointed to the impo rtance of a person's 

aspirations and the outcomes of t heir behavior in determining 

their level of self-esteem. These essential ingredients are 

central in many later theories of self-esteem including those 

formulated by Cooley, Rosenberg , and Rogers. James' seminal 

formulation of the self was suff icien tty rich and comprehensive 

to influence essential topics of concern throughout the field. 
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.. 

CHARLES HORTON COOLEY 

In 1902 Charles Horton Cooley considered the meaning of "1" 

and described a soci al self in a now very popularly used 

metaphor, "the Looking-Glass Se lf." Cooley theorized that the 

self imagines a perception of itself in the mind of another, and 

that this affec t s behavior. Cooley ' s self-idea has three basic 

elements: 1) . the imagination of one's appearance to the other 

person; 2). the imaginations of the other person's appraisal of 

that appearance; and 3). some kind of self-value feeling such as 

pride or shame (14). In addition to defining these three basic 

elements, Cooley also gave, as Gordo n and Gergen report, "a 

st r ong socia~ account of the sources and consequences of various 
I 

feelings tow'ard the se lf and [he] related many of them to othe r 

attributes of sel f (e.g. , stability , receptivity versus internal 

concern, scope of conscience , confidence, strength, and 

se lf-sufficiency)" (15). 

Cooley earned his place a mo ng the founders of "self" theory 

by virtue of his formulation of the nature and development of the 

so,c i al self . Two long chapters of his work Human Nature and the 

Social Order (1902) are devoted to the importance, in the 

development of self-conception, of a person's interpretations o f 

the judgments ~eld by others toward him. His book is considered 

"an ear ly landmark in the campaign to supplant the prevailing 

instinc~ theories with the view that culture , social 

organization , and interpersonal communication are all implicated 

in the shaping of the individual" ( 16). 
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... 

GEORGE HERBERT MEAD 

George Herbert Head ( 1934), the next impor,tant theorist to 

make his mark on the field, describe d the features o f 

self-conception from the stance of a social interactionist . He 

made the concept of self a major part of his theoretical writing 

on the philosophy of society and described in detail how the self 

is developed through "transactions with the environment'' ( 17) . 

Mead argued that per sonality , was not "anchored on biological 

variables," but was determined more by '' socia l-psycho logical 

factors" (18). Mead's theory, much like Cooley's, proposed that 

an individual will conceive of himself as he believes significant 

others conceive of him, and that he will tend to act in accord 

~ith expectations which he projects to significant others . He 

will act, therefore, the way he perceives "people like him" 

should act. Mead' s theory is significant in that "it departed 

from the single notion of self-as-experienced and placed the 

emphasis on social interaction as an integral part of the 

development of self-concept" (19). 

Mead, li•ke h is predecessors , also wrote of the "I" and "Me" 

of self. At first reading his ideas seem very stmila r to 

Freud's concepts of id, ego, and superego. Ho wever, while Freud 

saw the id and superego doing battle i n the arena of the ego, 

Mead saw the "I" and "1-te" in alliance. Fitts (197 1) points out 

tbat "such differences may have stemmed from the fact that Freud 

was concerned primar ily with abnormal behavior while Mead was 

interested in behavior in general" (20). Some of the 
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modifications made later in psychoanalytic theory by 

neo-Freudiana vere much closer to Mead's thinking, particularly 

in the view that the development of both superego and ''Mett was 

held to be largely dependent, as Fitts explains it ttupon the 

internalizing of characteristics of significant others through 

role taking or identification" (21). 

Mead must also be credited for cont ribut ing the idea that 

self -perceptions are "multidimensional, co nsisting of perceptions 

of vari ou s roles one plays, and hierarchica l in that some of 

these dimensions are more important to us than others" ( 22) . 

LEWIN AND GO LDST EIN 

Two other theorists made important contributions to the 

study of the self in the 1930's before Watsonian behavioralism 

eclipsed the influence of the study of the inner self, and 

temporarily redirected the attenti on of psychology to observable 

stimu l i and response. They are Kurt Lewin and K. Goldstein. 

In 1935 in his book A Dynamic Theory of Personality , Lewin put 

forth his view that the self is a relatively permanent 

organization which gives consistency to the entire personality. 

Goldstein, in his work The Organism , ( 1939) became the 

forerunner of the prominent Abraham Maslow (1954 , 1956). He was 

the first one to analyze the process of ''self actualization," 

which he contrasted to the process which goes on in a sick 

organism, which must constantly worry about bodily preservation 

(23). 

-8-



-
CARL RODGERS 

In the 1940's, as mentioned above, the study of the self as a 

psychological construct ''was pushed i nto limbo," and received 

little attention from the behavior oriented scholars who 

dominated American psychology at that time (24). There were, 

however, a number of psychologists who felt that the tenets of 

behaviorism were too narrow to account for most human behavior. 

Among the most consistent in objecting to behaviorism were the 

c linical psychologists, like Carl Rogers, who, in a series of 

articles and books ( 1947; 1951; 1954; 1959; 1965; 1969 ) present ed 

a whole new system of psychotherapy which he built around the 

importance of the self in human adjustment. Rogers, (as well as 

Lecky (1945) and Allport (1955)) r ecognized the power of the 

phenomenal (pe rceived) se lf in stressing that the self is" the 

central aspect of personality," (25) and is a sou rce that helps 

to provide unity and maintenance for the i ndividual (26). 

Rogers described the self as a "soc ial product,'' which is 

developed through interpersonal relationships an d which strives 

for consistency. Much like Goldstein and Maslow, Rogers 

suggested that the self has a need for positive regard and 

enhancement, and that every health y human being has a natural 

tendeQcy towards growth "so long as this is permitted by the 

environment" (27), In contrast to the work of Mead a nd others 

who always stressed the importance of environment and social 

interaction, Rogers placed more emphasis on the individual as the 

initiating source· of self-concept (28). 

Rogers' books and a rticl es made a significant imp~ct on the 
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-
study of the se l f, and went fa r t owards linking together ea rlier 

theories. His vork , in fact, was so pe rvas i ve and influential 

to the general approach of the study of the inner self that it 

soon became known as " self theory" (29) . 

Other scholars, Snygg and Combs ( 1949) (along with others) 

were a l so influe ntial in reintroduc ing t he co ncept of self into 

psycho l ogy and education (30). They made c rit ica l co nt rib utions 

t o t hese fields by outlining the ir theory of the "ph enomenal 

self" which they based on the idea that the world of the 

individual consists not so much on ob jective reality, bu t on self 

perception. "In other wo r ds , " as Bea ne and Lipka put it, ''what 

is true fo r t he ind ividual is what he o r she perceives to be 

true , regardless of whe t he r the perceived t rut h has any basis in 

fact" (31 ) . Behavior they s ugge s t ed , is determined, therefore, 

by the "totality of exper ience of whic h an . ind ividual is aware at 

an ins tant of action" (32). Snygg and Combs also proposed that 

"the basic d ri ve of the individual is the ma intenance and 

enhancement of t he self" (33). 

The cont r i butions of many others, among them Lecky ( 1945) , 

Bertocci (1945), Murph y ( 1947 ), Jersild (1952) , Sullivan (1 953), 

Wylie (1961, 1979 ) , Kelly ( 1962) , Cooper smith ( 1967) , Gergen 

(1971), Jourar~ (1 971), and Epstein ( 1973), add valuable insights 

to the evo lving fie l d of self theory , and help it earn its place 

i n the .ongoing st udy of the human organism. Although 

disagreement .still persists over many issues, and much further 

research is r e quired, there are some fairly consistent ideas that 

-10-



arise out of this first century of study. 

Beane and Lipka propose a list of agreed upon tenets in 

their book Self Conce pt, Self-Esteem, and the Curriculum . They 

combine the constructs of "self," "self-concept." "self-esteem , " 

in one inclusive title. "self-perception": 

The concept of self has a central place in personality. 
acting as a source of unity and as a guide to behavior. 

Self-perceptions are multidimensional and hierarchical, 
although at one level they tend to blend into a general 
sense of self. 

Self-perceptions tend to seek stabili ty, co nsistency , and 
enhancement . 

Self-perceptions may be based on roles played by the 
individual, as well as attributes one believes he or she 
possesses . 

While the self may be an "initiator." self-perceptions arise 
mainly in a social context , influenced largely by feedback 
from " significant others" (34). 

In summarizing more than 100 years of research , this list of 

"tenets" helps to point out the meaning and the power of self 

perceptions in the lives of all people. They are a c ritical 

factor in determining behavior. and an aspect of human growth and 

development that ca nnot be ig nor ed by those who are in the 

business of nurturing and educating young people. Th e more 

researchers learn about the self , the mo re they are convinced 

that educators must develop a hightened sensitivity to their 

students' self-esteem. . Teachers and schools must employ 

techniques and princip les that compliment these psychological 

processes if they want t o maximize their positive effect on 

student s . Before proceeding to a specific discussi6n of that 

topic, however. we must first further define terms. 
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A WORKING DEFINITION OF TERMS 

Because the literature is so vast -- the preceding review 

being just a small sampling of the important work done in the 

field -- it is important that we narrow down the mass of 

information even further so that we may come to a working 

definition of the terms. It is not the intention of the author 

here t o devalue other important theories and studies, but rather 

to facilitate a means for comm uni ca ting clear ideas in a field 

that is broad and multifaceted. 

As mentione d earlier, it is ve ry difficult to d~fine 

essential terms such as " self," " self-esteem," "self-worth," and 

"self-concept,'' because researchers have not yet agreed upon any 

consistent usage of the terminology, and some a re more concerned 

than others that their use is pr ecise and e xacting. " Self, " fo r 

instance, is defined variously as "a complex and dynamic system 

of beliefs which an individua l holds true about himself, and each 

belief with a cor responding value" (35) and as ''that which is 

designated in common speech by the pronouns o f the first person 

singular, 'I.' 'me,' 'mine, ' a nd ' myself ' (36) . " Self-concept" 

meanwhile, is define d similarly as "the o rgan ization of a ll that 

seems to the individual to be 'I' or 'me'" (37). Others define 

"self-concep.t" as "what an individual believes about himself , the 

totality of his wa ys of seeing himself" (38) or simply "a 

person's perception s o f himself" (39). 
~ 

"Self-Esteem" and " self-concept" a re also two terms that are 

often confused with one another and are sometimes used 
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interchangeably. "Self-esteem," for example, is defined in two 

different references as "feelings of personal worth ... influenced 

by performance, abilities, appearance, and j udgments of 

significant others" (40) and as "a positive or negative attitude 

toward a particular object, namely self " (41) . "Self-concept ," 

however, is described in an almost identical manner by another 

researcher as "the sum total of all of the characte ristics a 

person attributes t o himsel f, and the positive and negativ e 

values he attaches to these characteristics" (42). 

Although, as demonstrated, these terms are often confused 

and mixed together, some distinctions do emerge from the 

literature. " Self," for one, can be distinguished from 

"self-concept," for it is t he most basic component upon which all 

the other definitions and theories are built. The most widely 

accepted is Cooly's description of ''the Look~ ng-Glass self," or 

the idea that the self is experienced in the same way that a 

small child perceives itself in a mirror. The "self" is the 

basic awareness of existence, a being's ex perience of 

separateness from other beings and other objects. It is simply 

that which is expressed in the first person pronouns "I," "me," 

"mine, •i and "myself" (43). 

As a small .child grows, she begins to develop a more compleic 

image of "self." She begins to perceive herself not only in 

terms of "I," and ''me," but also in terms of roles and abilities, 

attributes and limitations. For instance, in answer to the 

question "tell me about yourself," a person might W6i'J they are 

tall or short, fat or thin, a fifth grader, .an American, a Jew, 
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or a basketball player. Thus, t he "self" in this respect , now 

i ncludes a desc ription which a n individual attaches to him or 

herself. This more comp lex a nd descriptive self-image or 

self-perception, is what is r eferred to as the ''ae l f - concept ." 

Someone may hold many ideas and desc r iptive images about him or 

herself, some which may be true, and some which may not be true, 

but since they are perceived to be true by the individual , t he y 

a r e all sub-parts of the se l f, and combine to make up a personal 

self - concept. 

Theoreti cians surm i se that the many perceptions of the 

self-conce p t are, in part, self de termined, but to some degree 

are also influenced by the way we believe others perceive us. 

Some believe these perceptions "are stro ng ly infl uence d by the 

'significant others' in our lives , " (44) -- like parents , 

siblings , or teachers - - while others be l ieye tha t 

identifications we make with our partic u la r socia l groups a r e 

most influential . Silvernail has suggested it is probably not 

"an either/or situation," but a combination of the two (45). 

Putting al l these parts together then, the "self- concept " can be 

defined as "the way we perceive ourselves and our actions, and 

our opinions regard ing how others perceive us" (46) . 

Theore ticians ha~e broken down the different parts of the 

self-co nce pt into four . " key dimensions, 11 these a re t he sense of 

1) body se l f , 2) cognit ive self, 3) social self, and 4) 

se lf-esteem" (47). The first three are fairly self-explanato r y, 

the fourth is key to this study, and req uir es further 

ex planation . 
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"Self-esteem," is the evaluative component of our 

self-concept. It is the "evaluation one makes of the ' 

self-concept description and ••. the degree to which o ne i s 

satisfied or dissatisfied with it, in whole or in part" ( 48). A 

person, for example, may say they are a school teacher, and then 

go on to explain that they are either happy or unhappy about 

their profession, and whet it does or does not bring them. The 

latter statement is the ''indicator of se lf-esteem," because it 

describes how the person feels about his or her self-description 

(49). Self-Esteem, in other words, is the measure of a person's 

sense of self-worth or self-regard, manifested in the wa y they 

feel about themselves and the roles or titles attached to them. 

Although the judgment may stem from a specific situation or role, 

it often becomes generalized and is expressed in statements such 

as ''I am happy with myself," o r ~I don't like myself." When we 

refer to the self esteem of others, therefore, we may say that it 

is negative or positive, o r define it in other ways to describe 

the intensity of a person's self-evaluation. 

Another important dimension of the self-esteem, is that it 

is based on values or "value indicators such as attitudes, 

beliefs or interests" (SO). A boy might describe himself, for 

instance, as a "loving brother,'' but might want to change that 

d~scription because he wants to be accepted by a group of peers 

that devaluates gentleness, or expression of emotions. This 

understanding of the place of values in the formation of 

self-perceptions is one way of disting~shing the self-concept 

from the self-esteem . You can~ot always infer a person's 
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self-esteem from their self-concept, because their evaluatio n of 

the description is highly subjective and personal. Accordingly, 

a person may have an accurate se lf-conce pt, a nd a positive or 

negative self- esteem concurrently. They are two differ ent 

psychological phenomena. 

The author has at tempted to make some important distinctions 

here regardinl self-prefixed terms. It must be emphatically 

restated, however, that there is still no total agreement on 

terminology, and that many researchers us e terms interchangeably, 

and sometimes in a questionable manner. Some researchers, for 

instance, a ttempt to measure self-concept using scales designated 

as self - esteem measurements. 

In spite of these problems, an important caveat is in order, 

which must apply to the present discussion , and to future 

chapte r s . The distinction between self-co°"'cept and self-esteem, 

as documented in these pages, is accepted and taken account of in 

this study. Howe ver , it is recognized that self-esteem can be 

understood as one of the dimensions of the self-concept (the 

evaluative compone nt ) and that when one speaks of a "negative 

self - concept" or a ''negative self-image ,'' it i s the same in this 

respect as stating ''negative self-esteem ." When there is an 

important difference between the two in the the following pages, 

it will be recognized. Otherwise, the two will be mixed, as 

they have been mixed or used synonymously by researchers in their 

various studies. By accepting the "spillove r" of vocabulary in 

this manner , the author is not attemp ting t o make lrn iaogesis by 

reading ideas into the available literature, but rather a 

-16-



coherent exegesis of texts that discuss similar topics and 

concerns using slightly different terminology . 

SELF ESTEEM IN TEACHING AND LEARNING 

Researchers study the relationship between self-esteem and 

teaching and learning from many different perspectives. They 

experiment, measure, test, and write about how both student and 

teacher self-perceptions affect schooling , and show how schooling 

is one of the most powerful agents in shaping and determining 

self-perceptions. Next to the home, schools probably exert the 

single greatest influence on how stude nt s see themselves and 

their abilities. When we consider the significant role that 

schooling plays in an individual's life, the impact of 

self-esteem should co~e as no great surprise. From the time 

young children a re old enough to be independent f r om thei r 

parents' watchful eyes, they are sent to schools that teat, 

challenge, and socialize them through a finely o rganized system 

of rewards and punishments. As students they learn quickly the 

meaning of success and failure, and are judged and come to judge 

themselves in relat ion to the failures and successes of others. 

They are to~d (and experience in the world validates the 

assertion) that school success or failure will largely determine 

their material future, but they learn at the same time, that the 

highest rewards available in school are limited in number. 
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Students are judged, supposedly, on an objective scale that is 

impartial to differences, but all students are different from the 

day they enter school till the da y they finish. Thus, 

schooling and self-perceptions are deeply enmeshed with each 

other, and impact upon each other in ways we a re sti ll 

di scovering and need to lea rn more about. 

SELF- ESTEEM AND SCHOOL ACHIEVEMENT 

One hypothesis that is central to the issue of 

s el f-percep tions and school achievement is t he notion that 

" academic success and failure is as deeply rooted in concepts of 

the self as i t is in measured mental ability, if not deeper" 

(51) . Brookover, who did extensive research in this area, 

concluded: " •• • the assumption that human ability is the most 

important fac t or in achievement is questionable .. . the student' s 

attitudes limit the level of his achievemen t in school" (52). 

Over the years, r esea r ch by Brookover and othe r investigato r s, as 

we shall see, shows a persistent and significant relationship 

between se l f-perception a nd academic achievement t hroughout the 

years of schooling. 

In 1964 Brookover , Thomas, and Patte r son conducted a study 

with thre e goals in mi nd. They sought to determine: 1). 

"whethe r the student's concept of his ability in sc hool is 

significantly an d positively related to academic performance; 

2). if the self concept is differentiated into s~cific self 

concepts which correspond to specific subject-matter areas; and 
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3). if the se l f concept is significantly and positively 

correlated vitb the student's perception of how significan t 

others view his ability" (53). To answer these questions, 

Brookover and his associa t es studied the sel f-rep o rt s of ov er one 

thousand seventh gra de st ud e nts in an u r ba n school system. Each 

child was given a specially designed questionnaire, the Self 

Concept of Ability Scale , to determine the student ' s own concept 

of their ability, both in general and in particular subjects. 

When the students' I.Q. was " factored out" the researchers 

fou nd that the reported concepts of ability a nd grade point 

ave r ages were indeed " signifi cantly and positively cor r elated 11 

(54). Moreover, t he y found that t her e are specific 

self-concepts of abi li ty which are related to specific academic 

a r eas and which differ from the self - concep t of ge neral ability. 

Lastly, but ve r y significan t ly, they also found that the 

s tudents' se lf -concept "is significantly a nd positively 

correlated with the perceived evalua t ions of the student by other 

signif icant people" (55) . 

Brookover and other researchers co ncluded t ha t the 

self-concep t of academic ability is associated with academic 

achievement at each grade level, e ven into the college years. 

In 1967 Cambell repo r ted a "low posit i ve correla tion'' between the 

Coopersmith Self Esteem Inventory , another self-re por t 

questionnaire, and the achievement of fourth, fifth, and 

sixth-gr
0

a de students ( 56). Another resea r cher, I rwin , a l so in 

1967, found the self- report s of college freshman tv.\d significant 

relationshi p with their academic achievement. In ' summar izi ng 
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his research Irwin stated: tt •. it may well be that a positive 

conception of one's self as a person is no t only more important 

than striving to get ahead and enthusiasm for studying and going 

to school, but that it is a central factor vhen considering 

optimal scholastic performance" (57) . Gil l . who s tudi ed 

patterns of achievement in public school students (1 969) 

s ummarized his paper stating: "The results of the study support 

the co nclusion with s uch convincing uniformity that the 

importance of the self concept io the educational process seems 

to need more emphasis than is presently given to it" (58). 

In a study of black students in 1966, Chapli n showed that 

the influence of self has no "racial boundaries" (59) . He found 

that black students who professed more positive self conce pt s 

tend to have higher academic achievement. Whether black or 

white, students who possess l ower levels of self-esteem , who have 

l ess confidence in their abilities, do not succeed as well in 

sc hool as those who possess high self-esteem. 

Although studies reveal a telling relationship between 

self-perception and academic achievement (t hi s subject is 

disc ussed in more detail in follow ing pages) there a r e 

differences, apparently, between how self-perceptions effect the 

performances of boy~ and girls. Two r esearchers, Cambell (1965) 

and Bledsoe ( 1967.) using self-report i nventor ies, found a 

stronger relationship betwee n the self concept-and achievement in 

boys. Their fin~lngs were especially significant in the area 

of underachievement . Male underachievers, they found"':"' tend to 

have more negative se lf concepts than female underachievers. In 
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writing about these st udies, Purkey (1970) suggested that the 

reason "may be lea rned from a study by Baum et al. ( 1969 ) who 

found ..• that girls, both high and low achievers , report a 

higher se lf conce p t tha n boys, and that g i rls as a group, 

indicate higher self concepts" (60) . Stud ies in this area are 

st il l la rge ly inconclusive , and the t opic is a fe r tile area for 

fu rther study. 

Seve r al st udies, as mentioned, wer e conducted to deter mi ne 

differences be twe en achievers ' and underachievers' perceptions of 

themselves. One s uch study co ndu cted by Fink (1962) compared 

the ad equacy of the sel f-imag e of ni nth grade students paired for 

achievement and unde r achievement. Using a combination of 

diffe ren t tests , Fink concluded that " the r e is a signifi ca nt 

relationship between self -c oncept a nd acade mi c und e rach ie veme nt" 

( 61). His test r es ult s also s upported the -evidence that t hi s 

relationship appears st r onger in boys than in gir l s . 

THE DIFFERENT SELF-PERCEPTIONS : 
SUCCESSFUL AND UNSUCCESSFUL STUDENTS 

Many r esea rchers s tudy studen t self - perce ptions in o r der to 

learn more about the essential qualities r equired for sc hool 

achievement. Although positive se lf-esteem al one , of co urse, is 

not a guaran~or of sc hool success, s tudies validate the 

assumption that successf ul students more often then not, see 

themselves in pos i tive ways . Gowan , {1960) in an investigation 
..... 

of factors of achievement in high sc hool and college reported 

that achievers are characterized by "self-confidence, self 
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acceptance, and a positive self-concept" (62) . In another 

study on in termediate-grade students, Farls ( 1967) found that 

high achieving students reported significantly hi gher 

self-concepts in general, and higher self-concepts as students, 

than low achieving students (63). 

I n 1967, Greenberg and Davidson con ducted a study of 

successful learners among disadvantaged c hi ldren, and the 

c orrelates of school achievement within this group. They found 

that on three distinct aspects of the self -- "Personal 

competence, Academic competence, and Social competence" - - the 

high achievers rated themselves significantly higher than did the 

low achievers (64). 

In the Brookover study mentioned previously, test results 

showed that self concept of ability is s ignifi ca ntly related to 

achievement among both boys and girls, and tha t achievement in 

school is limited by the student's concept of ability. Most 

significantly, they also revealed that the self concept of 

abili~y is a better predictor of s uccess in school than is 

over- all self concept (65). Another important finding in the 

Brookover study revealed that whil e students who report low 

self-concepts rarely perform at abo ve-averag e levels, a 

significant number of those who profess high self concep ts of 

a bility , do not perform at comparable levels. Brookover 

hypothesized that "co nfidence in one's academic ability is a 

necessary, but not ~uf ficient , factor in determining scholastic. 
' 

success" (66). 

It is no t clear wh y some st udents with high self concepts of 
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ability fail to succeed in school, but Purkey and othe r 

researc he rs have conjectu r ed that it may be due to a number of 

issues. One idea is that there are students , particularly among 

lowe r income families, who "believe they have t he ability t o 

succeed in school , but who view school as irrelevant, 

th r eateni ng , or both" (67). As Beane and Lipka discussed on t he 

issue of understand ing self-perceptions, self-esteem j udgements 

are based on values o r value indicators such as attitudes, 

beliefs or interests. One can no t infer an indi vidual ' s 

self-esteem from their self-concept , because the self- concepts 

are eval uated through a highly pe r sonal value system that may or 

may not be self - evident (68) . In every socie ty individuals are 

subjected to -- or may choose to s ubscribe to many different 

values depending on their age, their place in the family, their 

religion, their socio-eco nomic status , etc. Therefore , a lower 

income student from a minority group that does not view school a s 

a bridge t o fu ture success and happiness -- whether misguid e d or 

not -- will not hold school achievement as a very high value. 

The re su lts of studies designed to determine the ca uses 

contributing to the fa ilure r a te of this group are inconclusiv e. 

One thing is clear , however, students choose to learn when they 

fee l the cont e nt of the ir l ear ning is relevant to thei r personal 

lives , just as they choose not to learn when they feel it is no t 

( 69). One can only sup pose that many disadvantaged st udents who 

possess high concept s of abil ity do not perform well in school 
...... 

because they see to o many c losed doors i n front of them , or that 

their lifestyle is not conducive to , or suppo rt ive of school 

-23- r 



success. 

Although not all the r elationships are altogether clear , we 

can construct compos ite portrai ts of s uccess ful a nd un successful 

students by combining findings of the different studies on this 

topic • Resea r chers suggest that the successful student: 

• • • bas a relatively high opinion of himself and is 
optimist ic about his future performance (Ringness , 
1961 ) . He has confidence in his general ability 
(Taylor , 1964) and in his ability as a student 
(Br ookover , 1969). He needs fe wer favo r able 
eva luations from others (Dittes , 1959) , and he feels 
that he works hard , is liked by other students a nd is 
generall y polite and honest (Davidson and Greenberg, 
1967). J udg i ng by their statements , successful 
students can generally be characterized as having 
positive self concepts and tending to excel ln feelings 
o f worth as individuals (70) . 

The attributes of the successful st udent a r e in sta r k 

co ntra s t to those of the unsuccessful student, but research has 

s hown that 11 a continuous and ce ntral factor in both ca use and 

e ffect is the way in which a student views himself and his 

abilities" (7 1). 

Host studies dealing with the unsuccessful student focus on 

the problem of underachievement . A number of these studies 

s upport the no tio n that und e r ac h ievers suffer from a negative 

sel f-concept, and that this factor, not in telli gence or lack of 

ability, plays a key role in student performance. Goldberg 

( 1960 ) studied ~he sel f-reports of ninth through twelfth g r ade r s, 

and found that that under&chievers were less confident in their 

ability to fulfill r e quired tasks , less eager to learn, less 

confident, and less am bitious. -St ud i es by Shaw, (19~0) Bruck 

and Bodwin ( 1962 ) also s uppo rt the notion that underachi e vers 
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have more negative self concepts, and fo und , in addition, that 

underachievers demonstrate less mature behavior than their 

high- achievi ng peers (72) . 

In another study Shaw and Aviles ( 1963) attempted to verify 

findings that br ight, underachieving, male high- school students 

have more negative self-concepts than equally bright, achieving 

male students. The underachieving males in their study did 

exhibit lower levels o f self- esteem , self-acceptance , and 

self-acceptance of peers. Females, in the same study, exhibited 

"ambivalent" self-concepts (73) . Durr and Schmatz (1964). in a 

study of achieving and underachieving elementa ry school children, 

reported that underachievers were "more withdrawing , and tended 

to lack self-reliance , a sense of personal worth , and a feeling 

of belonging" (74). 

In a review of the literature on personality traits and 

discrepant achievement , (low achievement in students wbo, for any 

number of reasons , are expected to do better) Taylo r (1964 ) 

reported from the research finding s that the underachiever is 

"among other things, self derogatory, has a depressed attitude 

towards himse l f , has feelings of inadeq uacy and t e nd s to have 

strong inferiority feeli ngs" (75). Although not a ll resea rchers 

are unanimous on this subject, most agree that underachievers see 

themselves as less c apable, less worthy, and less adequate than 

their mo re successful peers. 

St udies co nc erning the self-concepts of nonachievers also 

s how that t hey possess low l eve ls of self-es t eem, and see 

themselves as less worthy. (The non-achiever is the student who 
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lacks the ability to mee t school r equi reme nts, and, in the 

absence of a specialized program, is s ubject to repeated 

failures.) Harding, (1966) who did a comparative study of 
• 

continuing high- sc hool studen ts and dropouts found, when I .Q . a nd 

grade point averages a r e facto r ed out, that dropouts have 

s ignifi ca ntly lower se lf-concepts of their aca demi c ability (76). 

The composite picture from available research on the 

uns uccessfu l student , whether an underachie ver or a nonachiever, 

is very negative. These stude nt s tend to see themselves as 

"less able, less adequate, and less se lf-relian t t han their 

s uccessf ul pee r s" (77). It is a tragic rea li t y , but as the 

research of Brookover, Eri ckson , and Joiner (1967) has i nd icated, 

" s tud en t s with negative self images of ability r arely perform 

well in school" (78). 

\ 
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CAUSE AND EFFECT: THB INTERRELATIONSHIP 

Although we reviewed many research studies here that give 
' 

strong evidence of the pervasive effects of the self-concept on 

scholastic achievement, it would be short sighted to state 

conclusively that either the self-concept is wholly responsible 

for determining scholastic achievement , or that scholastic 

performance is wholly responsible for shaping the self concept. 

There are too many other factors that influence both these 

outcomes, and, perhaps, other phenomena we have yet to discover. 

Research demonstrates, however , that there is a continuous 

interaction between the self-concept and school achievement, and 

each is an extremely important factor in influencing the other. 

Since we have already reviewed a number of studies that 

focus on the effects of the self - concept on school achievement, 

we should now look at some of the studies in the (ield that 

investigate the effects of school achievement, and schooling, on 

the self-concept. Many researchers looked into the effects of 

success and failure on the self concept. Their empirical 

findings tend to support the common sense view, that students who 

do not do well in school, or who fail to live up to the academic 

expectations placed on them by themselves and others, "suffer 

significant losses in self - esteem'' (79J. Purkey (1970) gives a 

, good example of this type of study in writing about the research 

experiment of Gibby 3nd Gibby (1967), w~o explored the effects of 

stress induced by academic failure upon seventh graders: 
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The researchers hypothesized tha t children would 
react to failure in an area considered by them to be 
important by manifesting a lowered opinion o f 
themselves and their abilities . They further 
hypothesized that the c hildren would feel that the 
significant persons in thei~ lives ~ould think less 
highly of them following such a failing experience. 
The study explored two broad aspects of the effects of 
stress resu lti ng from failure: ( 1) the e f fects upon 
the self concept; and (2) the effects upon 
intellect ua l productivity. 

For their subjec t s . Gibby and Gib by selected 60 
st udents in two seventh-grade clas se s established fo r 
bright and academically superior whi t e child r en . None 
had ever fail ed in school and all were awar e of their 
special academic placement and s uperior abili t ies. 
One cla ss was utilize d as th e control group a nd he 
other as the ex pe rimenta l group . Bot h groups wer e 
then administ e red three tests: an English grammar 
test, t he Gibby Inte lligence Rating Schedule . and a 
test of word fluency. Three days la ter. both groups 
wer e again given the test of word fluency, but j ust 
before the testing, member s of t he experimental group 
received slips of paper indicating t hat they had failed 
t he previous test. The sco r es of the ex perimen tal a nd 
control groups on the test were then compared. 

The results indicated that, under the s tr ess of 
the failur e si tuation. able c hildren pe rf ormed l ess 
effectively. Further, as shown by self-referent 
statements c hil dr en in the experimental group t ende d t o 
regard themselves less highly. tended to believe that 
they were not as h igh ly r ega r ded by significant others 
in their lives , and showed a decrement in intellectua l 
productivity . The negative effec t of failure was 
manifested in both the reported self-concept and the 
measured c ognitive function (80). 

Another resea r c her Centi (1965) s howed ho w l ow ach ie vement 

effects the self-concept. and how a lowering of self-esteem ca n , 

in turn influence school success. He studied the self- r epo rt s 

of college freshman j ust before the beginning of their first 

semester, and then o nce again at the end after they rec eived 

their grades. Ce nti fo und that s tudents who rec eive d poor 

grades suffered a l oss of s elf-est eem. He . also r e ported the 

s elf-defeating beh'llvio r that fol l owed: 
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They began to rationa lize their performance. Finally, 
they began to show hosti l ity and ~issatisfaction, first 
with the course, then with the teacher, and finally 
with the school and their classmates. They ultimately 
avoided study and devoted their tim~ to other 
activities, causing a further decline in their academic 
achievement (81). 

Successful performance in school, as one would expect, has 

tbe opposite effect: it raises self esteem. Ca rlton and More 

(1966, 1968) demonstrated this in their study of r eading 

variables amongst culturally disadvantaged chi ldren. They found 

that their subjects' reading abi lities improved as their 

self - concepts improved through the use of dramatics in the 

classroom. They also reported that the changes in self-concept 

were relatively permanent (82) . Diller, who worked with college 

students in 1954 reported that school success enhanced the 

self-concepts of students i n their study (83) . 

Most educators like to think that everything they do is in 

some way helping t o shape positive self-concepts in their 

. students, but as the sampling of studies reported here indi cates , 

this is just not so . All students react differently to 

teachers, and to methods employed i n the classroom. For some 

the result is the acquisition of a higher self-concept, for 

others it is the s i gni ficant loss of se lf - esteem. Many studies 

suggest the trend for most students, unfortunately, is the 

latter. · Using various forms o f the Index of Adjustment and 

Values, a scale designed to measure perceptions of self and 

others, one researcher, Bills, (1978) found that st~dents tended 

to acquire more negative self-concepts with each additional year 
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of schooling. After surveying the perceptions of approximately 

twenty-six thousand students in grades three through t wel ve he 

co ncluded that the developmental trends lead to "doubts about 

se lf-worth and the worth of other people, to increased 

defensiveness, and to rejection of values which are basic to 

feelings of worth, beliefs in the dignity and worth of other 

people, adequate interpersonal relationships and principles of 

behavior" (84). 

Additional evidence suggests that this decline in 

self-concept continues into the upper grades. Morse in his 

survey of ove r six hundred students in alternate grades from 

three through eleven found a gradual decline in self-esteem over 

the school years. Eighty-eight percent of the third graders in 

his study responded ''like me" when presented with the item ''I'm 

pretty sure of myself," in comparison to only sixty-six percent 

of the eleventh graders . Eighty-four percent of the third 

graders responded that they were proud of their work and over 

half felt that they were doing as well in school as they would 

like . ~n contrast, only fifty-three percent of eleventh graders 

were proud of their work, and only twe nty-two pe r cent thought 

they were doing as well in school as they would like. Ninety 

three percent of the students in the ear l y grades believed they 

were doing as well as they could, while only thirty- seven percent 

of the oldest students reported that they felt this way (85). 

It is not clear · exactly what leads to the steady decline in 

self-concept/self-esteem exhibited by students, but school 

practices and student-teacher interaction must surely be partly 
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responsible. Since all the empirical findings lead to the 

conclusion that schooling affects students' self-concepts 

differently, it is necessary to take a closer look at a sampling 

of school variables that have the potential of influencing 

student self-concept. 

TEACHER CHARACTERISTICS 

One potent variable researchers found which influences student 

self-concept is the teacher - student relationship . Whether 

perceived or real, students form perceptions of how they are 

regarded by their teachers, and these perceptions are often 

internalized into the self -concept, there to forever boost o r 

deflate the self-esteem. 

Two different studies, o ne by Davidson and Lang (19~0), and 

one by Lewis (1964), reveal that students' perceptions of their 

teachers' feelings towards them are highly co rrelated with 

self-pe rcepti on . The researchers found that "students who feel 

they are liked and respected by their teachers have higher 

self-concepts, while those who believe they are disliked by the ir 

teachers are more dissatisfied with themselves (86) . 

Teachers, in their capacity as significant others, are very 

important moderators of self-esteem. They need to view students 

in essentially positive ways and to hold and project favorable 

expectations. Purkey has asserted that this is particularly 

importan t during the elementary years, "but is vital in all 

grades" (87). 
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An interesting correlative to these findings is the wo rk 

done by researchers whic h shows tha t teache rs ' self-belie fs and 

l eve l s of se lf-esteem are di rectly related to their effectiveness 

i n the class r oom , and to their abilit y to influence positively 

t he self-esteem of their students . Edebu rn a nd Landry repo r t in 

thei r paper "Teache r Se lf-Concept and St udent Self -Concept" 

(1974) t hat lowering o f student self-esteem is positively related 

to teacher self- esteem (88). The r e is a general agreement in the 

field that teachers, just like all others working in the helping 

professions , need to have positive and r ealistic att itudes about 

themselves a nd their abi li ties before t hey are able to reach out 

and respect others. Combs (1969) ind i cates that a ·teacher's 

self attitudes and attit udes about students are "as important, if 

not more so , that his techniques , practices~ o r ma t e rials'' (89). 

Roge r s, (1965) writing about psychotherapy, r ~ported that 

personality c hanges i n therapy come abou t not so much due to the 

professional qualifications or ideological or ientation of th e 

t he rap is t, but prima rily due to the t herapeutic relationship 

6uilt betwee n the therapist and client (90) . The 

teacher-student r elationship is , i n many respects, not un like t he 

r~lationship between therapist and client. Let us look more 

close ly now at th~ specific teacher characteristics that have 

been shown to be beneficial in building student self - esteem. 

In one s tudy, Spa uld ing (1964) conducted an ex tensi ve survey 

of teacher-student transactions in elementary schools, and 

categorized teacher - s tude nt transactional patterns 1n, tventy-one 

fou r th a nd sixth grade cla sses. The pattern~ Spauldin g out lined 
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were then correlated with measures of achievement, creativity, 

and self-concept. With respect to the self-concept, the study 

found significant relationships between student self-esteem and 

teacher charac terist ics for 'socially integrative' and 'learner 

and supportive' teacher behaviors, and specific characteristics 

of 'democratic' le~der behavior, among other teacher behaviors 

<91) . A positive relationship was also found between student 

self-concept and one component of '' socially integrative" behavi or 

described in an earlier study by Anderson and Brewer (1946). 

The important component these researchers described is " calm, 

acceptant transactions , in general , with private , individualized 

instruction and a concern for divergency, attention to task, and 

the use of task appropriate procedures and resources" ( 92). 

Teachers, they found, who used a lot of private or semi-private 

communication with children, who were attentive to pupi~ needs 

and were sensitive to divergent responses in children, and who 

did not use threats, or other harsh "taskmaster" behavior, were 

s hown to be most effective in the building of positive student 

. self concepts .C 93). 

In another study designed to examine teacher effects on 

s tudent achievement and self esteem, Peck and his associates 

(1977) asked students to rat e their teachers on three factors 

found by another researcher to characterize outstanding teachers. 

The thr ee were: 
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1). Kindly-Understandins -- friendly, understandins, 
s7mpathetic behavior vs. aloof , esocentric behavior ; 
2). Systematic-Orsanized -- responsible, systematic, 
businesslike vs. unplanned, slipshod behavior; and 3) . 
Stimulating-Inventive -- stimulating, imasinative 
behavior vs. dull, routine behav ior (94). 

The study concluded t hat student se lf-est eem is affected by 

all three of these factors. More importantly, however, the 

st ud y showed that these th r ee factors, or teacher behaviors, had 

differing effects on students, depending on their preexisting 

l evels of self-esteem. Some are quite surp ri sing. 

Kindly-understanding teacher behav ior, for instance, was directly 

related to positive changes in self- esteem for students who 

exhibited average o r high self-esteem in the besinoing of the 

school year, but had a nesative influence on st ud ents who 

exhi bited l ow self-esteem initially. Stimulati ns-inventi ve 

behavior had a "curvilinear" relationship. " Students working 

with te:.7rs who demonstrated either hish or low 

s timul~i~g-inventive behavior had higher self-esteem levels at 

the end o f the school year than those workins with t eache r s who 

showed average stimulating-inventive behavior (95). These 

results a re perplexins at the least, and warrant further study . 

Other im~ortant studies showed tha t teachers' expectations 

of their students influence their behavior in the classroom. 

One study (Silverstein and Krate 1975) found that teachers give 

more verbal "feedback" t o students who are expected to achieve 

(96). Brophy and Good (19 70) found that teachers spend mo r e 
~ 

time interacting with , a nd gaining feedback from high achievers 

(97). Rowe (1979) found that teachers wait a lonser period of 
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time for high achievers to answer questions than they do for low 

achievers (98). These studies show that t here is a kind of self 

fulfilling prophecy going on in the classroom. Students who are 
( 

perceived to be high achievers by their teachers, and therefore 

most likely already possess high leve ls of self-esteem , actually 

receive more positive feedback and attention from their teachers 

than do students who are perceived to be low achievers . The end 

result, one can only assume, is that these high achieving 

students are then boosted on towards more achievement and e ven 

higher levels o f self-esteem , while thei r low achieving 

classmates are destined to a future school experience of l ow 

achievement, with the potential for a progressive erosion in 

their self esteem. · 

The self-fulfilling prophecy of teacher expectations was 

graphically illustrated by Rosenberg and Jacobson i n their s tud y 

reported in their highly publicized and con t roversial book 

Pygmalion in the Classroom (1968) . In their study the 

researchers told elementary school teache r s tha~. on the basis of 

abili~y tests administered the previous spring, they co uld expect 

significant increases in the mental ability of one fifth of their 

students during the year . The teachers were then given the 

names of th~se high-potential students, who in actuality , were 

chosen at random. When intelligence tests and other measures 

ver e admini~tered so~e months later, those randomly chosen as 

"high potential'' students actually evidenced higher gains than 

who were not . 
..... 

Rosenberg and Jacobson also reported that these 

children were described by their teachers as "happier, more 
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curious, more interesting, and as having a better chance for 

future success than other children" (99). Rosenberg and 

Jacobson concluded that the teachers subtly helped these children 

to learn by being more attentive to them. Through a combination 

of behaviors such as facial expressions, postures, touch, and 

through what, how, and when they spoke, it was hypothesized that 

the teachers actually helped to modify their students' self 

concepts, motivations, and expectations of behavior (100). 

Many researchers continue to invesigate the importance of 

teachers attitude's, and the attitudes they convey to their 

students. It is suggested that even though teachers may have 

the best intentions, they may not always present them in actual 

interactions with their students. Purkey compiled a very good 

list of questions teachers should ask themselves in considering 

their roles as significant influencers of student self-esteem: 

Am I projection an image that tells the student that I 
am here to build, rather than to destroy, him as a 
person? (Spaulding, 1963, reported that there is a 
significant relationship between a student's positive 
self-concept as reported, and the degree to which 
teachers are calm, accepting, supportive, and 
facilitative, and .a negative relationship between a 
student's self-concept and teachers who are 
threatening, grim, and sarcastic.) 

Do I let the student know that I am aware of and 
interested in him as a unique person? (Moustakas, 1966, 
maintains that every child wants to be known as a 
unique person, and that by holding the student is 
esteem, the teacher is establishing an environmental 
climate that facilitates growth.) 

-36-



Do I convey my expectations and confidence that the 
student can accomplish work, can learn, and i~ 
competent? (Rosenthal and Jacobs9n, 1968b, have shown 
that the teacher's expectation~ have a significant 
influence on the student's performance.) 

Do I provide well-defined standards of values, demand s 
for competence, and guidance toward solptions to 
problems? (Coopersmith, 1967, has provided evidence 
that self-reliance is fostered by an environment which 
is well structured and reasonab ly demanding, rather 
tha n ultimatel y permissive.) 

When working with s tudents, do 1 enhance the academic 
expectations and evaluations which they hold of their 
children's ability? (Brooko ver, et al. , 1965, had 
i llustrated that this method yields significant results 
in enhancing self-concept and improving academic 
achievement.) 

By my behavior, do I serve as a model of authenticity 
for the student? (Both Jourard, 1964, and Rodgers, 
1965, suggest that a most important factor in ~he 
helping relationship is the helper serving as a model 
of genuiness, without "front".) 

Do I take every opportun ity to establish a high degree 
of private or semi-private communication with my 
students? (Spaulding, 1963, found a high relationship 
between the pupil's se lf-co ncept and the teacher's 
behavior when it involv ed personal and private talks 
with students) (101). 

This list ls by no means ex hau stive. It is only a sample 

of areas in which a teacher needs to be sensitive, and actions 

they ca'n take to potentially help foster self-esteem within their 

students. As the research demonstrates, raising self-es teem and 

bu ilding positiv e learner self - concepts has a positive 

relationship to bet~er school achievement. Teachers must 

consider self-concept/self-esteem as a vital and important aspect 

of learning and development. 
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OTHER SCHOOL PRACTICES 

Outside of teacher-stu~ent relations, there are other 

aspects of the schooling process that impact on student 

self-esteem. Another area that researchers studied and 

documented is that of schooling practices. In many classrooms, 

for instance, teachers establish homogeneou~ and heterogeneous 

groups based on some criterion of ability or achievement. The 

former is often called ability grouping, and while it may make 

classroom management a little easier for the teache r, it serves 

to set up a hierarchy in the c lassroom, and can be damaging to 

the self-concepts of students in the lower groups. Some 

teachers try to hide the ability ranking by giving groups 

nondescript titles like colors, or the names of different birds. 

It does not take long, however, for the students to figure out 

where they stand. Students in the lowest group know they are in 

the "dummy group," and so does eve ry body else. ( The following 

studies were compiled and reported by Silvernail:) Junell (1970) 

found that heterogeneous grouping , by contrast , is related to 

improvements in self-concept. Samuels, (1969) in a related 

study, reported imp r oved attitudes towards school and school work 

for classrooms divided by heterogeneous grouping. A third 

study by Livingston-White (1976) showed that self-esteem levels 

are related to achievement tracking. In this study of eighth 

graders, students i n the highest achieving group, Track one, 

scored significantly higher on a self-esteem inventory t:-h~n did 

students in all other tracks. By contrast , students in the 
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lowest achieving group, track IV, scored significantly lower i n 

levels of self-esteem than did students in all other groups. 

Other researchers like Grove (1978) have looked into the effects 

of multi-age grouping, and although the res,earch evidence is 

still rather slim, evidence tends to favor this pattern (102). 

One practice that receives much debate in educational 

circles is the nonpromotion of academically deficient st ud ents. 

Many educators argue that this practice has the potential for 

ca using grave ps ychological effects on a child, and some 

empirical evidence exists to su pport the claim . Three different 

studies (John son 1968, Br iggs 1966 , White and Howard 1973) report 

that both single and mult iple nonpr omotions "have a negative 

effect on the self - concept of students. As Silve rnail reports, 

"these investigato ns (were not conclusi ve because] they conta ined 

at least one major flaw " ( 103 ). The researche..rs i n these 

studies di d not measu re the self-concept levels prior to the 

non promotion. Two other investigators ( Chansky 1964, and 

' Finlayson 1977) who did collect th is information found that 

nonpromotion did not have a negative effect on the self-concepts 

of the subjects in their study. They found, rather, that the 

self-concepts .of promoted and oonpromoted st udent s were very _ 

similar after one year. Finlayson found that the nonpromoted 

students did suffer a loss of self-esteem early in the fall of 

their first year of being held back , but by the spring of the 

second year , he found that the "mean se lf-concept scores of the 

tvo groups vere identical" (104). These results may suggest 

that non-promotion, in some cases , may actually have a positive 
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CHAPTER TWO 



JEWISH EDUCATION .AND SELF-ESTEEM 

Introduction 

There are no texts in classical Jewtsh liter at ur e that deal 

specifically with self-esteem and its significance in education, 

at least not in the way self-esteem is systematically 

conceptualized and understood in con temporar y educational 

material. Since the li terary sources of classical Judaism 

pre-date the scientific exploration of the psychology of 

learning, one would expect, in fact, to find little of 

contemporary significance. However, the importance, indeed the 

vital r ole , that education plays in Jewish tradition spawned a 

body of information that reveals a very carefully thought out and 

time-proven pedagogic system. Furthermore th is syst em contains 

many important educational insight s that are ~ontemporary in 

nature, and suggest a conce rn for self-esteem in ways that at 

least mirror current principles. 

A carefu l l ook at relevant t ex ts and a consideration of the 

role and emphasis of education in Jewish tradition may point the 

way to a logical and purposeful synthesis. Minimally, it will 

delineate what aspects of education , as articulated in c lassical 

Jewish texts, fit or do not fit within the sel f- esteem model. 

The following pages are dedicated to an excursus of these texts 

with the goal of examining and de termining their relationship to 

self-esteem theories of education. As the Talmud bids us. "turn 

it and turn it, for all is contained therein" (1). "'"'. 
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THE SOURCES 

Although the sages regarded education as an important 

' lifetime activity and as a central instrument in the preservation 

of Judaism, talmudic, sources characteristically do not deal with 

the subject systematically in a comprehensive halakhic 

exposition. Instead, statements on education are scattered 

throughout talmudic literature, "not as normative halakhot, but 

rather as incidental philosophical or psychological 

ideas ••. 11 
( 2). This information, therefore, "must be pieced 

together from occa s i onal admonitions and narrative references and 

episodes • . • " ( 3). 

We do, however, have a later authoritative source, one that 

does provide a "comprehensive halakhic exposition" of Jewish 

educational principles. It is the Hilchot Talmud Torah, which 

is one of the tractates of Maimonides' Hishneh Torah (1135-1204 

C.E. Rabbi Moshe ben Maimon, also known as the Rambam ) . It is 

probably the most c omprehensive statement of educational 

practic:s and principles according to tradition. The Rambam goes 

through the task of piecing together all the "occasional 

admonitions and narrative references" in Talmud and Midrash to 

provide a guide or reference for t~achers and students. It is 

equivalent in many respects to a contemporary catalogue or how-to 

book. 

This study will incorporate both the interspersed Talmudic 

and Midrashic references to education and the Rambam's 

compilation in the Hilchot Talmud Torah (4). 
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JUDAISM ANO EDUC ATION 

From the days of Ezra and Nehemia when the law was "read at 

the ci ty gates," through all the long years of exile, education 

has been the lifeblood and insurer of Jewish survival. It was 

(an d still is) t he wall against assimilation, the conduit of 

Jewish values, and the raison d ' etre for co untless generations of 

Jews . Many texts within the corpus of Jewish literature 

emphatically express and elevate this most important value: 

"Talmud Torah k'neged kulam," "Th e study of torah [Jewish 

educaion) is more important than anything!" (5) . It ls no 

mistake that the Jewish people is called "the people of the 

book," for its relationship with books and learning is one of its 

most pronounced features. 

Judaism and Jewish ed uc ation are inseparable for, unl ike 

many other faiths , Jewish religiou s values can only be 

articulated and are only made meaningful through an ongoing 

encounter with its texts. Thus study itself is one o f Judaism's 

highest values . The act of study Yigiat ha 

Torah, the toil of Torah, is considered a sacred act -- akin to 

prayer and study by this definition is an embodiment of Je wi sh 

ideals. 

Study and schooling, obviously, are not only seen as 

a~tivities for the yo ung but represent an ongoing activity, a wa y 

of life for the Jew. It is not a training period or an ..... 
initia t ion as it is in other societies but is meant ~o be a 
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lifelong venture with lofty goals. Dimitrovsky writes: 

They aimed not simply to prepare the young to 
successfully join the r a nks of their elders, [who also 
studied) (my addition) but to create an ideal society 
conducted according to absolute theo logical and moral 
principles. By educating the young the sages hoped to 
rai se the entire nation to the ideal fieights of a 
utopian dream (6) . 

Although t his ''utopian dream" of which Dimitrovsky so elegantly 

speaks is aimed at the sensitization of the entire community, it 

is important to note -- especially for our stud y -- that it is 

also primarily concerned with , as he states, "the cent rality of 

the individual and his link to God " (7). Dimitrovsky continues: 

It becomes clea r that the immediate aim of Jewish 
education is the establishment of a well-balanced 
relationship between each individual and his creator. 
The emphasis throughout is upon the individual, for God 
is seen as having a relationship with individual man , 
not with the world as a whole (8). 

This emphasis on the "individual" places at least the 

philosophical underpinnings of Jewish education squarely within 

the self-esteem model. Whether or not a person is desir eous or 

is capable of finding nurturance or ''actualization" through 

exploring his or her own relationship with God, the 

individualized focus here is reminiscent of a program of 

education that seeks to personalize the learning experience. 

The goal of education, in other words, is not limited to the 

acquisition of a body of knowledge or a sea rch for unanswered 

questions , but c&n t ers around the growth of the individual • 
....... 
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INDIVIDUAL DIFFERENCES 

The J ewish source materia l seems to show that Jewish 

c lassical education early o n had a concern for what is today, 

thanks to Dewey an d others, a fai r ly well estab l ished educational 

principle; a sensi t ivity to i nd ividual differences. It is the 

notion that no two people are tbe same , that they learn 

differently, and have different needs. 

Classical Judaism seems to be aware of this fi ndin g wh en it 

proclaims t he maxim ''educate t he youth in his ow n way," (9) 

rather than in any pr econceived manner that does not allow for 

individual variation . The rabbis give expression to the same 

princi ple in the Talmud: "According to the und e rstandin g of the 

son, his fat her shall teach him ," (10) . Apparently the Jews of 

a nti qui t y g l eaned the common se nse truth of individual 

diffe rences from t heir daily expe ri ence and obse rvation. What 

is significant , howeve r, is that they ma nd a ted that every pe r son 

should , regardless of ability , be e ngaged in learning at th ei r 

own level. The texts i n this rega rd seem to s uggest a concertt 

fo r both humility and se lf-es t eem . Gollancz in his work 

Pedagogics of the Talmud stresses this sensitivity : 

The capaciti~s of children being different, the cle ver 
child should not be made to fee l proud, nor the 
backward ones choked off from the attempt to gain 
knowledge (11). 

Rabban Yocha nan i n Pirke Avot makes a plea fo r humility on the 

part of the s ages, and it is perhaps with the dignit rof s lower, 

less talented s t udents in mind that he said: "If thou has t 
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learnt much torah, do not boast of any merit to thyse lf, since 

for that purpose thou wast created" ( 12) . 

Even if a person wa s not a scholar by nature he was 

encouraged to pu t the best of his talent in t o the task of study: 

Elijah the prophet, was once on the way, and met a man 
who scoffed at him. He turned round, and addressed 
him thus: what will you answer on the judgment day 
for not having learnt the Torah? He rejoined, I 
should have had given to me the knowledge , the sense, 
and the heart. What is yo ur occupation? Elijah 
enquired. I catch birds and fish. Hal you have 
sense eno ugh to take flax, and spin and weave it, and 
t o make nets where with to catch birds and fish, and 
then t o sell them , and why should you not have sense 
enough to study the law? ( 13). 

STATEMENTS ABOUT STUDENTS 

If an educ a tional system is t o raise and strengthen the 

self - esteem of students it must begin with the premis e that 

st uden ts are important and should be valu ed . In this light, 

c learly, the citations that mention students and school child re n , 

wh ich are scatte r ed throughout classi cal Jewish texts, portray a 

deep concern for and a focus on the welfare of studen ts. Most 

quotes tend to speak of them in very endea rin g a nd positive ways. 

One should no t say love the wise and hate the students; 
l ove the students and ha te the ignoramuses; but one 
must love them all ( 14). 

Although the texts may be idealistic and even somewhat detached 

at times from what surely were the harsh realities of the ancient 

and medieval worlds from which they came, they provide us with an 

idea of the high esteem with which Jewis~radition accords its 

students. Jewish educational ideals conc erning the student seem 
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very sensitive to issues of self-esteem and are in many respects 

very much within the model of self-esteem theories of education. 

Texts that talk about students , for example, c learly elevate 

them to a position of "most favored status" eve n co nferring upon 

them a supernaturally ordained significance. "School 

child ren," in the words of the Talmud, are no less than "the 

anointed ones of God " (15). Students are even seen as pivotal 

fo r all existence. Students are the "preservers" of the world: 

"the world cannot be preserved without the utteran ce of school 

child ren" (16) and the very reason for the exis tence of the 

universe: "the universe exists because of the breath o f school 

children" (17) . 

A student's place in the hierachy of civic importance is so 

high -- at least in the ideal that no other activity is 

supposed to take precedence over his occ upation of study. This 

idea is expressed in the Talmud: " school children may not be 

made to neglect [their studies] even for the rebuilding of th e 

Temple ••• " (18). This same text goes on , in a fashion 

similar to the previous texts, to emphasize the students' role in 

preserving and protecting the community: " • • • every town in 

which there are no schoo l children shal l be destroyed" (19). 

Jewish history is even interpreted by texts in light of the 

importance of education and school children. R. Hamnua rebukes 

those who ignore the duty of a community to provide schools for 

its young as he suggests in the following text: 

• Jerusalem was destroyed onl y because they ' 
negle cted [th e education of ] sc hool children; for it is 
s aid, pour it out [sc. God's Wrath] because of the 
children in the street; Why pour it out? Because the 
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child is in the street (Instead of having schools 
provided for him) (20). 

The Rambam, i n his Hilchot Talmud Torah repeats this theme in 

emphasizing that every community is responsible for seeing to the 

education of i ts young. He also clarifies the appropriate 

punishment for those who are negligent in this duty: 

We appoint teachers for the young in every province , 
district and city. In a city in which there is no 
school the inhabitants are ostricized until they 
appoint children's teachers and, if it is not done, the 
city is ost r acized for the world cannot be preserved 
without the utterance of school children (21) . 

Not only are communities duty-bound to see to it that they 

provide schoo ls for t heir young , but in matte r s of ed ucation 

every student (o r potential student) regardless h i s ba c kground, 

was to be treated with equality. 

That tbe teachers of the Talmud, who loathed to take 
remuneration for their teaching services, kept strictly 
to the principle of equality and impartia lit y, nee d 
simply be stated. 

In the matter of education, all children, rich and 
poor, should be treated alike (Taan. 24a . ). 

Be cautious regarding the children of the poor, 
for it is from them that the law (learning) doth 
proceed (Bab.Tel. Ned. 8la) ( 23). 

I 

And teaching ia seen as one of the most important and honored 

occupations. In emphasizing its importance, the Talmud suggests 

that even God takes time to instruct children : 

What does God do in the fourth quarter? He sits and 
instructs the sc hool childre n, as it is said, wlf'Oill 
shall one tea~h knowledge, and whom shall one make to 
understand the ~essage? Them that are weaned frQJD the 
milk (Is. 28) (23). 
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STATEMENTS ABOUT TEACHERS AND THE I MPORTAN CE OF 'THEIR CALLING 

To teache r s who taught their pupils faithfully was 
applied the verse "Thy cheeks are comely with rows of 
jewels" and to the pupils the second half of t he verse 
( was applied) "an d thy neck with chains of gold" (24). 

I n much the same way that students are highly valued and 

accorded special status in t he classical texts, so too the 

teachers or masters are given ve ry high status and special 

significance. Thus, a delegatio n of school inspectors advise 

the residents of a Palestinia n community which has pr ovided no 

teachers for their children: "Teachers rather than police are 

the true Guardians of a city" (25) . Since the su r vival of the 

community depended so much on i ts spiritual fortitude, the 

teachers of the tradition were the ones chiefly responsible for 

insuring the future. Teachers were as the Talmud tells us: 

" ... they that tur n many to righteousness, as the everlasting 

sta r s for ever and ever : this applies to teachers of young 

c hil dr en (26). 

The importance of the teacher in the se lf-esteem model of 

e ducation ca n no t be oversta ted. Since teacher s potentially 

function as very important "significant o ther s ," both what they 

believe and what they do will influence their effect on students . 

There are several texts that suggest classical Jewish educational 

principles are sensitive t o this issue. They stress that 

know1edge alone does not make a good teacher, but good deeds and 

following the "good way": 

.we must not l ear n form a rabbi who do~s not 
follow the good way although he be a great scholar a nd 
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all people need him, until he returns to better ways . . 
• the sages said that if a teacher arises who is like a 
meaeenger of the lord of hosts , then they should seek 
the lav from his mouth but, if he is not, they shall 
not seek the law f r om him" (27). 

And the best teachers were the most since re -- the ones most 

devoted to their task: 

They that teach their pupils with sincerity are 
destined to stand at the right hand of God {28) . 

• • • R. Samuel b. Shi lat was an example of a h igh ly 
sincere teacher who did not attend his garden for 13 
years because he was so devoted to his pupils {Baba 
Bathra 8b) {29). 

Max Artz, in his article The Teacher in Talmud and Midrash 

tells us of some of the physical an d psychological requirements 

expected of teachers in order to do a good job: 

To perform his duties, a teacher was expected to be 
chee rfu l and i n good health. When the Palestinian 
sage R. Johanan (4th Cent.) visited a town, he met a 
teacher who looked dejected. He seemed to have been 
surprised and demanded the reason for his despondent 
condition. When the teacher admitted that he was 
fasting (for reasons of piety ) he chided him for this, 
since his weak state adversely affected his sacred 
vocation" (30). 

This text from the Talmud tells us of the co nsequences a 

teacher might face if he made too many mis takes and did not do a 

good job. It reminds us of the importance the community placed 

oo the teacher's work: 

Raba further said: A teacher of young children , a 
slaughterer, a blood letter , and a town scribe are all 
liable to be dismissed immediately [if inefficient]. 
Their general principle is that anyone whose mi takes 
cannot be rect ified is liable to be dismissed 
immediately [if he makes one) (31). 
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STUDENT/TEACHER RELATIONSHIP 

Another extremely important aspect of teaching and learning 

in Jewish sources that is significant to the issue of self-esteem 

is the special relationship shared between the teacher and his 

student . This relationship is overwhelmingly depicted as one of 

mutual respect, love , and honor. Because the task of Torah 

education that brings teacher and student together is so sacred 

-- the fashioning of the s tudent' s moral c haracter it leads to 

attitudes of the deepest reverence. Host of the texts that 

depict the relationship deal specifically with the honor that a 

student must accord his teacher, both in terms of loyalty and 

attitude, and in terms of physical se rvi ces. The teacher, 

however, is also duty-bound to show honor to his students (to be 

concerned for his students' self-esteem in other words) , for 

their relationship is very close and he is required not only to 

teach but also to serve as a model for his students of how one 

lives according to the values of Judaism. Just as the teacher 

in the self-esteem model today is concerned for authenticity, 

sincerity, and promoting growth, so too the teacher or ttmaeter" 

in the eyes of the tradition is no less concerned with the very 

same issues. 

Tbe teacher or Rav in classical Judaism is more than a 

servant or an employee of the family or the community . Re is, 

in ma~y ways, an exte nsion of the family, and a primary partner 

in the raising of his students . The Bet Hidraab, likev~ae , is a 

second home of sorts and the teacher and fellow s~udents are a 
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second family. It is the teacher who has intimate contact with 

his students during most of their waking hours throughout the 

year . As many of the most talented students grow olde r, it is 

not unusual for them to leave their familie~ and their 

communities to serve and study with a famo us or more learned 

teacher in another t own or country. Teachers (and fellow 

students) in this instance most certainly fill a familial role 

for their students, looking out for both their physical and 

emotional welfare. Aberbach comments: 

.Jewish teachers and their students maintained a 
r e lationship, which was in many respects 
indistinguishable from that of father and son. 
Scholars would not on ly address their pupils as sons, 
but would often love them like their own chil d~en (32). 

Because of his role in guiding and shaping the spiritual 

lives of his students, the teacher is seen as the analogue to the 

parent . "Whoever teaches the son of his fellow-man is viewed as 

having begotten him" (33). Although this literary parental 

status bestowed upon the teache r is perhaps best defined by the 

title "spiritual father" it is interpreted by the rabbis ln more 

literal terms. Thus, the commandment "Thou shalt honor thy 

father and thy mother" is equally applicable to one 's teacher. 

The Rambam very clearly describes the "paternal" relationship and 
. 

emphasizes the respect that is due the teacher: 

Just as a mah is commanded to honor and revere his 
father, so it is his duty to honor his teacher and to 
fear him more than his father. For his father bring s 
him into the life of this ~orld but it is his rabbi who 
teaches him wisdom and brings him into life in the 
world to come • •• there is no greater honor than ~at 
due to a r abbi and no greater reverence than that of a 
teacher ••. (34). 
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Students are expected to behave toward s the ir t eache rs wit h 

the utmost respect and devotion . In t he Talmud R. Akiba goes so 

far as to i nterpret "Thou shalt fear the Lord t hy God '' (35) to 

include scholars (3o ). R. Eleazar Ben Shammua, Akiba 's disciple 

added that "the fear (o r reverence ) of your teacher [should] be 

as the fear of Heaven" (37) . This ''fear," however, should not 

automatically be rejected as anti - huma nistic, or as r unning 

against the grain of self-esteem princi ple s . We ca nnot , without 

raising blinders inte rj ect our contemporary values and informal 

mores upon a lifestyle tha t predates our own by so many yea r s . 

Eve n in our own time , what is acceptable behavior in one group , 

may be abhorren t to another. Wit h this in mind we can look at 

some of t he r equirements placed upon st udents i n c lassical texts , 

and vi ew t hem in light of what we kno w about the special nature 

of the teacher /student relationship. The fo llowing lis t was 

compiled by Aa ron Kirschenbaum, and appears in his essay Students 

and Teacher s: A Rabbinic Model: 

-- A disciple is forbidden to ca ll his teacher by name. 
-- In his presence , t he pupi l must never mention his 
teacher's name , even if his intention is to ca ll 
another person bearing the same name~ 
-- A disciple may not greet his teac her or return his 
greeting in the same ma nner that others greet their 
friends. Rather, he should bow to his teacher and 
address him deferentially, "Peace be unto thee, my 
master." 
-- One may not remove his tefillin in his teacher's 
presence, nor recline in his presence, but he must s it 
resppc tfully as o ne si t s bef ore a king. 
-- He must · not sit in ,his teacher's seat . He may not 
sit do"'¥1 in his teacher's presence un ti l he is told to 
do so, no r may he stand up unless he has received 
permission to do so. When he leaves his master 's 
presence, he must not turn his back, but should retire 
with his face to hi s mas ter. he mus t not go with his 
teacher into t he bath at the same time. 
~ When one' s teacher a nd a collea gue dispute with one 
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another, the student must not, in his teacher's 
presence, interpose his opinion as to who is right. 
Nor may he contradici his teacher's statements. 

When the master is walking by, it is one's duty to 
rise before him from the moment one sees him and to 
remain standing till he disappears from view (38). 

The primary role that the rabbi's accord themselves in 

regards to the loyalty of their students is fixed in the halacha. 

In instances where the honor and service due to one's parents 

comes in conflict with those due to one's teacher, the latter, 

receives priority. It is the disciple's duty, for instance, to 

return first a lost article of his teacher's, and only afterwards 

his father's; to ransom his teacher first if they both were in 

prison, and to relieve first his master, and then his father if 

they are both carrying a burden (39). These laws are not meant 

to supplant or to turn a student against his parents, but they do 

emphasize the loyalty and the bonding that occurs between the Rav 

and student. 

Students as a sign of respect are also expected to serve 

their teachers, just as a servant serves his master. "All 

manner of service that a slave must render to his master, the 

pupil must render to his teacher" (40). They are required to 

perform duties such as arranging the mats or the benches of the 

house of study, or shopping, preparing and serving meals, and 

attending to other personal needs of their teacher. This should 

not be seen, however, 

in any respect but 

as a sign of cruel servitude or punishment 

as a willing and honored mitzvah. Even 

eminent rabbis did this type of service for their teachers with 

love and devotion (41) and in justifying the practice it is 
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pointed out that "Abraham, Moses, and even the Almighty performed 

similar aerTicee" (42). These responsibilities were shared by 

all the students: "On Sabbaths, students would often take turns 

ministering to their teacher and fellow students" (43) . 

Once again, we should take great care in judging whether o r 

not these required activities place the classical Jewish 

educational system outside of the sphere of self-esteem theory. 

In many ways , the work required was both a lesson in humility and 

a way of life. Above all. it was seen as righteous conduct, 

befitting even the Almighty! Aberbach provides an excellent 

insight into the meaning and ''sound educational reasons" fo r 

requiring this work of the student: 

Above all, however, there were sound educational 
reasons for the custom of Shimush Talmidei Hakamim. 
Discipl es were expected not only to study the Law in 
all its ramifications , but also to acquaint themselves 
with a specific way of life, which cou ld be done only 
through constant attendance upon a master. The 
student would have to take note of the teacher's 
ordinary daily conversation -- which itself required 
study -- and he had to observe his master's habits, 
including at times his most intimate activities. 
Personal attendance on scholars enabled the student to 
learn far more of the deeper spirit of Judaism than 
conventional study at the Yeshivah or Beth Hamidrash. 
Since the rabbis taught as much by example as by 
precept, Shimmush Talmidei Hakamim constituted an 
indispensable means of attaining a higher standard of 
morols and ethics. It was, as has been said, "in 
itself a good education in righteous conduct and fear 
of the Almighty (44) . 

Indeed, the se rvices required of the stude nt where not seen 

as onerous burdens o r punishments in the eyes of the rabbis ( we 

have no accounts, unfortunately, of students feelings 't'egarding 

this work). Quite the contrary, they were seen as important 
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lessons , even acts of kindness: "Whosoever deprives his disciple 

of ( the privilege of) ministering unto him, acts as if he had 

deprived him of [an act of] kindness (45). All these 

responsibilities where part and parcel of , as Aberbach explains , 

a "relationship of mutual trust and respect between mast e r and 

student -- indeed of boundless love and devotion which, as we 

have seen, transc ended and surpassed the natural bonds of love 

between father and son " ( 46). 

Although, as stated previously, most text s that speak of 

the teacher/student relationship talk about the honor a student 

must show his teacher , there are se veral texts that explicitly 

treat the r eciprocal honor a teacher must hold for his students. 

Without a doubt , these ideas and val ues are in warm consonance 

with self-esteem theory. They are self explanatory, and can 

stand without further commenta ry : 

Just as the pupils have a duty to honor the rabbi, so 
the rabbi has need to honor and attract them. The 
sages said: "Let the honor of your students be 
cherished like your own." For one must take care of 
the students and love them like one 's child ren, for the 
students are the sons of delight in this world and in 
the world to come (47) . 

Rabbi Elazar ben Shamus, who said "Let the Honor of 
your students be as precious to you as your own," was 
himself very careful in paying respect to his students . 
It is t old that he always arrived punctually for 
lessons that he .gave his students so that they would 
not have to wait for him (48). 

The honor of his pupil should be as precious to him as 
the honor of his friend (49). 

Let the honor of your pupil be as precious to you as 
your own • •• (SO) . .. \ 

And Hoses said to Joshua: "select us some men and go 
fight amalek" this shows that Hoses consideced Joshua 
his equal. teaching us that one must respect his pupil 
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as he respects himself (51). 

The rabbi comported himself among his disciples with 
great dignity , and they paid homage to him as though he 
vere a sovereign. He. however. was always careful to 
shov them affection and respect. The rabbi also 
insisted that students conduct themselves respectfully 
one to the other ••• (52). 

Just as the studen ts must honor the teacher, so must 
the teache r respect his students and be friendly 
towards them . • . (53). 

Much have I learned from my teachers , and more have I 
learned from my colleagues, but from my students I have 
learned most (54). 

A teacher wh o is a dictator t o his students should be 
dismissed and he should engage in other types of 
work ( 55). 

Pupils ad d to the master 's wisdom a nd broaden his 
heart. The sages said: "Much wisdom have I learned 
from my masters. more from my friends, but most from my 
pupils . " Even as a sma ll twig kindles a great fire so 
a little pupil stimulates the rabbi and there goes out 
from his questions marvellous wisdom (56) . 

CONCERN FOR INDIVIDUAL ESTEEM IN TEACHING PRACTICES 

There are several texts that depict the teaching practices 

of the houses of learning and the academies -- at least the 

suggested teaching practices -- and many of them convey, at least 

indirectly. a concern for the self-esteem of students. The 

importance of the "honor" and "respect" for the student mentioned 

in the sources is embodied in many of these cus toms. 

Noticeably, the ove r all tone of the academies is quite serious, 

for the learning is taken quite seriously. -...... Great pains . 

however, are taken to see that the students receive encouragement 

in their study . and that they be reminded to exemplify io their 
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behavior both the gravity and the positive values of the texts 

they are studying. Teachers, in this regard, are instructed to 

have patience: 

When a rabbi is teaching and the pupils do not 
understand, he must not be vexed with them and be 
agitated. He must return and repeat the matter over 
and over again until they understand ••• (57) . 

To the child who makes no progress, patience should be 
shown: it should be placed, for example, next to an 
industrious one, so that it be encou r aged by its 
companion to persevere in its lessons (58) . 

They must lovi ngly enco ura ge students to do their best , but a t 

the same time they must be demanding, even strict: 

A student must not be e mba rrassed because his friend 
grasps something the first time while he must learn it 
over and over, for if he is thus embarrassed, he vill 
leave school without lea rning anything. The rabbis 
said on this matter: "The bashful will not learn, and 
the angry person cannot be a good teacher." All this 
is said o nly if the students fail to understand because 
the subject is difficult or their understanding is 
limited. But when the teacher notices that their lack 
of understanding is the result of their negligence, the 
teacher must rebuke them in order that they pay 
attention and make an effort •• . (59) . 

Classical Judaism realizes, of co urse, that not everyone 

will be successful i n his studies. Another text i ntimates that 

patience shall be maintained until the student reaches the age of 

twelve. From then on "leniency and tender words shall give way 

to severe pressure" (60). Aberbach speaks of one teacher 'f,ho 

was especially stric t and who went to great ends to assure a 

serious atmosphere in his school (but notice the reference to R. 

Judah's love for his students): 

Particularly strict in this respect was R. Judah the 
patriarch whose love for his students did not prevent 
him from adopting a severe attitude even towards h is 
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star pupils, and to advise his son Gamaliel to "cast 
bile amons the disciples," o~ in other words, to 
enforce discipline at his college (61). 

Students, for their pa rt, are not allowed to engage in any 

frivolous behavior for the house of study is a holy plac e : 

.Coversations are not allowed in the school of 
Hidrash, only the words of Torah. Even if someone 
sneezes, one may not wish him health in the Hidrash 
school and it is needless to mention other matters. 
The school of Midrash is more Roly than the synagogue 
(62). 

One great Ta l mud ic debate exemplifies the con ce rn the r a bb is 

had for what might seem a trivial point of pedagogy. Thi s 

debate, however, may be interp r e ted in light of a concern for 

student self-esteem. 

"How should one teach ? The teacher s hould sit at the 
head and the students sit around him like a crown, so 
that all may see him and hear h is wo r ds. The teacher 
should not si t on a chair while the students sit OQ the 
ground, but either a ll should sit on the ground or al l 
on chairs" (63) . 

Aberbach discusses the two sides of the debate: 

According to one opinion, the disciple was not to 
sit before his maste r on a couch or a bench , but on the 
ground, and he was to absorb every word spoken by the 
teacher "with awe, fear, dread and trembling." R. 
Abbahu, a leading third-century rabbi, contested this 
view to Qome extent, maintaining that a master must not 
sit on a couch while his pupil was seated on the 
groupd. They were either to sit both on the ground or 
both on a couch. Re evidently saw the psychological 
advantages of maintaining, within limits, a certain 
measure of equality ' between master and disciple (64). 

The Rambam; as we have seen above , sides with the ega litarian 

view of R. Abbahu. Abbahu's viewpoint on this issue is 

amplified in the Talmud in the following statement : 
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R. Abbahu further said: how do we know that the master 
should not sit on a bench and teach his disciples while 
they sit on the ground? Because it says, "but as for 
thee , do thou stand here by me, (And God vas to Hoses 
in relation of master to pupil [note from Sonci no 
Translat i on]) (65). 

MOTIVATION 

Another element of learning which c lassical Judaism 

addresses in a manner that is , once again, along the lines of 

se lf-esteem theory, is the problem of motivation. Students will 

not be motivated to learn if they feel that the con tent of their 

studies is not relevant to their lives o r if the material is 

presented in an un interesting and unstimulating manner. Younger 

children, additionally, need more external motivation that will 

reach and enco urage them at their own level. 

The Jewish school of old was not in this regard a place of 

great pedagogic crea tivity and experimentation, for it did not 

employ many diffe r ent modalities of learning to s timulate and 

c hallenge students . The texts do reveal, however , a real 

conc ern for the motivation of students, and they do contain some 

examples of a few innovative practices. The Talmud in this 

passage suggests a way for dealing with a n unsuccessful student: 

•• • the unsuccessful learner is to remain for a while 
in the company of the other students, the hope being 
that he vilL improve as a result of the motivation 
provided by his fellow students (66) . 

Jewish source s dating back to the latter part of the 
v 

thirteenth century reveal a number of elaborate customs in 

connection with the student's first introduction to school. 
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They seem to strive towards the goal of communicating to the 

young child the idea that the work he is about to begin is highly 

valued. The following practices a r e described in the Kav 

Hayashe r of Rabbi Z 1 vi Hirsh Kaidonover: 

And when the time comes to put the child into the 
school, to study by the teacher, the father shall rise 
early in the morning and awaken the ch ild and lead hem 
himself to the ho use of the Rabbi ••. And after that he 
[the teacher] sha ll put a little honey on the 
blackboard and the child shall lick off t he honey that 
is over the letters .•. And it is proper that the child ' s 
father and mother fast on that day and that they pray 
to the Lord of Heaven that t he ch ild succeed in the 
study of Torah, in acquiring piety and good deeds, for 
length of days. And toward eveni ng he shall arrange a 
dinner for the poo r and give char ity according to his 
ability (67). 

Finally, the simple bribe wa s no t beyond met hod s of some who 

felt that the ultimate goal of learning should be encouraged, 

regardless of the means: 

A teacher of yout h, whose prayer for ra in was there and 
then responded to, vhen questioned by Rab, gives as one 
of his merits the fact "that he always had by him 
little 'fish tanks' (some interpret the expression 
' cells of honey') which he distributed among his 
unwilling pupils, whom he coaxed, in order that they 
might i mpr ove , and attend school regularly (68) . 

NEGATtVE METHODS OF MOTIVATION 

Negative methods of motivation, at least considered negative 

by contemporary standards, are a feature found in classical texts 

which we cannot ignore. Punis hments are cited in Jewish s ource s 

as early as the tenth century. The Talmud describes the verbal 

reprimands which the head of the academy metes out to those 

students who are found lacking in knowledge. R. Judah the 
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Patriarch a dvises his son Gamaliel to " ••. cast bile 

[bitterness] among the disciples, (69) or, in other words, to 

enforce discipline at his academy through ha r sh words. Bu t the 

matter was not confined to mere words of anger. Punishment 

often involved a reduction of the student's stipend. The result 

of this constant threat hanging over the students was that "they 

concentrated on and immersed themselves very much i n the ir 

st udies lest they st umble befo re him [the head of the academy] in 

a matter of law ... 11 (70). 

Even the use of physical force was not unknown in Jewish 

traditio n. It was felt that i t was sometimes necessary to hit a 

child in o rd e r to bring him to the recognition of his 

responsibilities. This co nception was e ven incorporated into 

Talmudic law. Thus, while the penalty for unin t ent i ona l murder 

is exile to the Cities of Refuge , the teacher who in the process 

of disciplining a student kills him, is exempt from this 

punishment. The rationale of this provision , as case of whi ch 

is discuss ed in three separate reports in the Talmud, is that t he 

accident occurred in the line of the performance of his 

duties (71) . Floggings are ment io ne d i n several places in the 

Talmud in relation to teachers "encouraging'' students to work 

harder. Thei::.e\ are rabbis who speak boastingly of he 'goodly 

blows' they received from their teachers before they managed to 

grasp a certain s ub ject : "Many are the blows that I received 

from Abime upon the following subject ••• " (72). 

It is wrong, howeve r, to give the impression that c assical 

Judaism approves of physical c ruelties to students. It must be 
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pointed out tha~ s uch is by no means the case. Consider the 

admonition of Rav Sh'muel bar Shilat h vho as ser ts, " If yo u hit a 

chi ld, hit him only with a s hoe st r i ng" (73). This teaching is 

accepted by Rav Natrohoe ba r Hiloe Gao n Su ra as the authentic 

principle of Jewish law . Thu s , this ninth centu r y scholar 

cautions teachers not to use excessive force on small , weak, or 

sickly children. Teachers who violate this rule, he wr ites in a 

responsum, should "after r epeated warnings, be r emoved from thei r 

posi tion ." (The Talmud, as well , speaks out against hit ting small 

children [under the age of twelve]) (74). According to the 

Talmud, flogging is not an acce pt able way of coerci ng s tud ents 

wh o a re not capable or will ing to study . It is seen, rather, as 

a motivator for capable students who are lazy. Go llan cz 

asserts , " Only s uch pupils are to be punished who have the 

ca pacity to learn , but are lazy; while pupils wh o are weak and 

cannot learn, are not to be punished " (75). 

A similar view on this question is reflected in the maxim of 

Rabbi Shimon ben Elazar, "The nature of a child •• . is such that 

you should push a way with the left hand and draw near with the 

right" (76). This sta tement advocates not only leniency with 

respect to t he use of physical force, but also s uggests the 

valuable and valid insigh t that discipline and love need not be 

mutually excl us ive. Hofman suggests in this regard: 
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.On the co nt r a ry , io the very ac t of dis c iplining, 
the student may s e nse his teache r's genuine concern for 
his well-being. 

Nor should th e advocacy of disc ipline be t ake n to 
mean that classical Judaism failed to recognize the 
role of love and affection in the learning process, as 
we have already discussed. Thus, Rovo considered the 
possibility that st udent s may have difficulty wi th 
learning because of insufficient friendliness a nd 
warmth being shown by the teache r . As a r emedy in 
such a situatio n Rovo counselled that the student be 
provided with more friends (77) . 

Summary 

In summary , c lassical Jewish educational principles , in 

their own way, suppo rt and are in consonance with the principles 

of educa t ional self-esteem theo r y . Although they do not 

direc tl y address self-es t eem as a concep t they desc ribe a s ystem 

of education that is no l ess directed towards the psy c hol ogical 

need s of the studen t. Sta rting with the cen tra l tenet of 

Judaism whi-ch views God as having a relati ons hip with each 

i ndiv id ual, as oppose d to the world as a who le, the values of 

c l ass i cal Jewish e ducatio n a r e d i r ec ted t owards the ful f illment 

of each studen~'s individual potential. Studen t s are supposed 

to learn according to their own lev e l of under s tand ing , and they 

are supposed to be e ducated in their own way. 

These "individual " center ed values a r e supported by teaching 

practices that are clea rly s ensi tive to s tudent self-est eem. 

Teachers ar~ ins tructe d to love their st ud e nts, and a re supposed 

to honor them as they honor their friends an d co lleagues, a nd 

themselves. 
..... , 

Teachers are not supposed to be over ly har s h with 

their students i n pun is hment , but are required to treat them with 
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digni~Y· Teachers and students in the c lassical model share 

a relationship that is in many respec ts indistinguishable from 

that of father and son. It is the type of sincere relationship 

of warmth described in the self-esteem text~. Teachers are 

supposed to look out for both the physical and psychological 

needs of their students. both prerequ isites for instilling a high 

standard of mo rals and ethics . Teachers, for their own part, 

are supposed to serve as models for their students -- paradigms 

of dignity and self-respect. They are supposed to be "followers 

of the good way," sincere, competent , cheerful and in good 

health. Through formal lessons , physical service, and 

emulation, the student is to learn " t he goo d way" from his 

teacher. 

Jewish education encompasses more than the lea r ning of 

facts , it is a lifelong activity and a way of llfe for the Jew. 

Although it is seen as the stepping stone to ete rnal life , it is 

also the door to a fuller happier life in this world. J ewish 

education, like self-esteem education , does not negate or 

subjugate the needs of the individual for the sake of learning 

but seeks to enhance learning by enhancing the life of the 

learner. ..He who says Torah is one thing and the affairs of 

the world are another is as if he denies God " (78). 
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CH APTER THREE 



SELF ESTEEM THEORY AND THE CONTEMPORARY JEWISH RELIGIOUS SCHOOL 

Introduction 

From the work of the previous chapters it is clear that 

classical Jewish educational values and theories of self-esteem 

in ed ucation share many key concep t s and concerns. Where 

self-esteem theory, for example, sta tes that "no aspect of 

education is more important than the feeling on the part of th e 

teacher that the individual st ude nt is important" (1) , Jewish 

texts emphasize the same conce rn with pronouncements like "[L]et 

the honor of your student be as precious to you as you r 

own ••• " (2) . Where self-esteem theories talk about the 

correlation between a teacher's warmth and student achie vement, 

Jewish sources talk about the need fo r teachers to be cheerful, 

and encourage teachers to love their students. Almost every 

aspect of self-esteem theory from teachin g methods to the goals 

of education can be found in quotes from Jewish tradition that 

express similar concerns. 

Although Jewish education in the co ntemporary world - - at 

least for the major.ity of Jews today who are non-Orthodox and 

live a life of full participation in secular society -- is 

"secondary" in nature, its goals and aspirations and the values 

behtnd its modalities need not be different than those of the 

classical model. The task at hand may be different, and in 
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many respects more difficult, because contemporary Jewish 

education is often pitted against the seductive demands of the 

secular world. The basic human needs of today's students, 

however, to feel wo rthy, valued, a nd loved, .are not. 

Jewish educators today are forced to compete with public 

school's extra curricular activities and a complicated veb of 

values promoted by pop culture , the media, and a co nsumer 

oriented society. Many students are ambivalent regarding the 

extra burden placed upon their busy schedules and perceive a 

hypocrisy when the values and customs taught i n the Jewish school 

are not discussed o r practiced in their homes . These problems , 

however, only amplify the need to base c urr icula r objectives and 

teaching techniques upon classical values that are sensitive to 

the psychological needs of the individual student , and seek t o 

promote self - esteem. If our schools are not inviting, warm 

institutions dedicated to the promot io n of student self-esteem 

end feelings of self -worth , then we are perhaps ignor ing a vital 

component of Jewish education, and we are withholding a basic 

human need our students will be fo r ced to look for elsewhere . . 
If we are not sensit ive to the self-esteem of our s tudents, 

furth ermore, we may be trying to teach Jewish values without 

demonstrating or modeling them, but unwittingly ignoring and 

contradicting th~m. 

One of the g~a ls of this thesis is to provide a study of the 

contemporary Reform Jewish rel igious school in regard to its 

inc lusion (or exclusion) of self-esteem as goal and/or modality. 
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The objective of this endeavor is to determine whether or not 

Jewish educators today share a concern for t he c lassical and 

contemporary educational values previously explicated , and to try 

to determine whether or not these values are successfully 

realized in the classroom and in the school. It is hoped that 

information gathered through this study will not only provide a 

picture of what is happening in schools today , but will also 

provide a source of "reality based'' data for s uggesting cha nge. 

We can only make meaningful suggestions towards a strengthened 

emphasis on student self-esteem by determining first which areas 

or prerequisites towards this goal are deficient. 

Although it is not always easy to describe and measure 

somewhat intangible values and behaviors associated with values 

like "love" or "honor," the study attempts to determine teachers' 

and students' perception t of these values and strives to examin e 

actions and behaviors that either reflect or contradict the 

concerns and ideals of this thesis. 

It should be stated from the outset that this study is not 

meant to be a compre hensive study of the r e ligious schools of any 

one movement in Judaism, or of all Jewish religious schools in a 

city or in the United States. The purpose of this study is to 

attempt a representative l ook at a few schools and a sampling of 

teachers that hopefully will provide data that characterizes the 

~eneral pulse of contemporary Reform Jewish religious schools. 
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SELF ESTEEM CRITERIA FOR THE JEWISH RELIGIOUS SCHOOL 

A SYNTHESIS OF THE THE TWO SYSTEMS 

If we are to observe self-esteem and its role in the Jewish 

religious school, we must first define a set of c riter ia for its 

actualization as both a goal and a modality of Jewish ed ucation. 

We must articulate and define a working list of tangible actions, 

as well as attitudes , that a teacher in the Jewish religious 

school must employ if he/she is to teach and relate to students 

in a way that builds and reinfor ces student self-esteem and 

utilizes self-esteem as a tool for effective teaching. Only 

then can we create a means to determine whether or not 

self-esteem theory 

self-esteem theory 

or attitudes and actions implicit in 

is being used. 

The following two lists of c riteri a a re gleaned from the 

secular source material on self-est eem as presented in chap t er 

one, and significantly related aspects in the Jewish source 

material as presented in chapter two. The juxtaposition of 

these lists demonstrates the ease with which we may further 

aynthesize self-esteem theory and c lassical Jewish educational 

values. The compilation of these two lists was the first step 

taken by the author towards the goal of c reating a combined set 

of criteria. 
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Secular Jewish 

1. Challenge Effort 

2. Relevance Fulfillment 
Importance of Jewish Education 

3. Success Each according to his own ability 

4 . Freedom Individualism 

5. Responsibility 

6. Control Discipline 

7. Warmth Lovingkindness, Love 

8 . Trust Henchlikite, Respect 

9. Respec t Honor 

10. Patience Patienc e 

11. Creativity 

12. Companion s hip Companionship, Community 

13. Sacredness 

14. Com{llitment Integrity, Obligation 

It should be noted that while some categories on the lists 

stand side by side because they ar~ similar concerns represented 

by slightly different terminology, some are unique, and cannot be 

cross- referenced . "Sacredness," for example, is not a criteria 

of self-esteem education in the secular literature and 

"creativity" was not mentioned anyvhere in the Jevieh texts 

covered. This fact, however, is not considered a problem for 
'-. 

thi s study. These mutually exclusive ca t egories do not violate 

or contradict the values or principles of t he "other" system 

vhich does not include them in its literat ur e. In fact, the 
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additional criteria compliment each system, and aid in the 

creation of a purposeful synthesis of the two. Their 

complimentary nature, as in the categories which are cross 

referenced, is what calls for them to be placed together in this 

fashion. 

Since the juxtaposition of the lists of criteria reflects a 

step towards a synthesis of two systems, it is important that we 

take a closer look at these criteria, and further explain how 

they represent a propitious combination of concerns and why they 

are important criteria for considerations of self-esteem in a 

Jewish school. The two lists are henceforth combined int o one 

list of fourteen criteria. In c ases where the two separate 

lists use different terminology for similar ·concerns, one 

adjective that seems to best summarize the c oncerns is c hosen . 
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A REVIEW AND SYNTHESIS OF THE SECULAR RESEARCH AND JUDAIC SOURCES 

FOURTEEN JEWISH EDUCATION SELF-ESTEEM CRITERIA 

1. CHALLENGE 

Several studies demonstrate that "high academi c expec tation s 

and a high degree of challenge on the part of teachers have a 

positive and benefic ial effect on students" (3). Because a ll 

people possess a basic drive towards the maintenance and 

enhancement of the phenomenal self, or, in other words, an i nnate 

desire for self-fulfillment, teachers need to channel and engage 

this energy through intellectual and emotional challenge. Only 

then will their s tudents be motivated to work hard and learn 

because students ne ed t o view the i r work as self enhanc ing, or as 

evidence of their capabilities. 

Conve~sely, when students are bored or do not feel 

challenged by their studies their self-esteem is not enhanced no r 

is it engaged as a resource for learning. When a task is t oo 

easy or banal it is not valued as a worthy activity or as 

something that will reflect positively on the student . In this 

case, students are not motivated to work or to put forth the 

effort that is required for learning to take place. This calls 

to mind the old adage, "nothing ventured nothing gained." 

The rabbis who where charged with the task of transmitting 

Torah knev that they must challenge their students and they knew , 

in this· light, that they must instill, in a positive way, th~ 

idea that the important task of learning is difficult -and takes 
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effort. "Prepare yourself to study Torah" Rabbi Yossi 

said" (4), for the knowledge of Torah, he counselled, is not 

inherited. Another great teacher pointed out, "The words of the 

Torah require thac one rise early in the morning and stay up late 

at night" ( 5). Hillel put it even more succinctly when he 

asserted, "The more studying ( li terally 'sitting') the more 

wisdom (6). 

Teachers in the contemporary Jewish school must present 

lessons that challenge their students no less than the lessons 

they receive in their other schooling or extra-curricular 

activities. Teachers, furthermore, must communicate the message 

that the tasks they require of their students are difficult, but 

that they are confident that their students are capable of doing 

the work. 

2. RELEVANCE 

Another criteria, one that is related to challenge, is 

relevance. Researchers find that students choose to learn when 

they feel the content of their lea~ning is relevant to their 

personal lives, just as they choose not to learn when it i s 

not (7). Students may be motivated to engage in a task if it is 

viewed as a challenge, but challenge atone will usually not 

sustain the interest of students if t he work is not in some way 

relevant t o them. , If the content of a lesson or the activity 

required ~~ not valued by the student the ba~ic drive toward 

self-enhancement i s not satisfied. 
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Drawing the scenario out further we can ala~ assume that 

many students who give-up or "turn-off" to learning activities 

will experience failure, and/or become discipline problems in the 

classroom. This failure, and/or the negative tension caused by 

a teacher's response to disruptive behavior may, in turn, result 

in a corrosion of student self-esteem. 

This reality is a problem that all educators face, and it is 

an especially important issue for Jewish religious school 

teachers. Because of the ambivalences and the clash of values 
I 

discussed previously, which students often bring with them to the 

religious school, there is a great tendency to resist seeing 

Jewish education as relevant. It should be a primary concern of 

Jewish religious school teachers, therefore, to see that they 

either choose topics with immediate relevance to their students , 

or make conscious efforts to present subject matter in a way that . 
will make it relevant. Ideally, teachers can and should fulfill 

both these prerequisites. The very important c u rricular 

implications of this issue cannot be unde r stated. The Talmud 

se.ems to allude to the issue of relevance in asserting 11 A person 

only learns Torah from the place his heart desires • •• " (8). 

There is no question that Jewish education throughout the 

ages was always seen as a relevant, e~tremely important activity 

and that study is one of Judaism's highest values. It is the 

task and responslbility of Jewish teachers today to transmit the 

value -- a nd to t r anslate it into a reality for their students 

that "The study of torah [Jewish education] is more important 
~ 

than anything" (9). 
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3. SUCCESS 

Educational studies s how how acad emi c performance e ffect s 

both student self-esteem and future student ach ievement. 

s tudents experience s uccess and v i ew themselves as achievers 

their positive self e valuations help to promote feelings of 

"high" se lf-esteem and these feeli ng s are usually the best 

motivators of futur e s ucc es s a nd achieveme nt. When student s 

experience f ai lure , o r do not possess the expectation of success , 

they acqui re lower ge ne ral self-evaluations and lowered 

self-esteem, a nd this in tur n ca n adversely effect future 

academic performance. We must, therefore, teach in a way that 

promo t es achievement and feelings of success . We must a l so 

provide appropriate praise and reward for success. 

It is not r ealistic , of cour se , to suggest we ca n design an 

e ducational system wher e every s tude nt will succeed or achieve 

the highes t standard . It is , however, possible to s et realisti c 

goals for each and every student with the expectation that the y 

can achieve and experience the rewards of success at thei r own 

level. The rabbis, perhaps, gave expression t o t his same 

principl e when they formulated the rule: "Acc ord ing to the 

understanding of the son, his father shall teach him" ( 10). The 

educational principles of classical Judaism are sensi tive t o the 

individual differences between students, and stress that each 

student is a un i que lea rner with specific needs. We can trace 

this concern even to t he bible: "Educate the ~uth in his own 

vay" (11). 
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We must ask several questions to test whethe r o r not Jewish 

schools and their teachers ere sensit ive to the concept of 

success ; to determine whe ther o r not each and every student is 

r eceiving their fair portion of this precious yet inexhaustible 

commodity: 

Do our schools provide an educational atmosphere of success 
rathe r than fail ure? 

Do teachers and administrato r s demonst r ate t hat they view 
s tudent s in essentially positive ways, and do they project 
favorable expectations. Do they expect, and do they 
communic ate the message that they ex pect their students to 
achieve, each t o the best of their abilities? 

Does the school st r ive to pr o vide ''rewa r ds" to all its 
students -- eithe r an oppo rtunity to demonstrate prog r ess 
end learnin g , o r some o ther op portunity to receive 
"feedback,'' with reasonable chances fo r all st udents t o 
succeed? 

Are there rewards set forth that ca n only be attained by a 
few, (hi ghest honors) or are the honors equally distributed 
amongs t all students? 

Does the school group students by ability leve~ in a way 
t hat overtly de mo ns tra te s high and low achievement , a nd sets 
up a hierarchy of success? 

Are all students given reasonable chances to succeed -- and 
is t here enough variet y of l earn i ng ac tivit ies and tasks so 
that every st ud en t can perform and find success at his/he r 
ow n l e vel of a b i lit y? 

4. FREEDOM 

Another tenet of se lf-esteem theory asserts that " [I]t is 

difficult for self-es teem to grow i n an e nvironment wher e there 

is little or no freedom of choice (12). If s tu dents a r e to grow 

and develop into. matu re, se lf -esteeming human beings, they need 

opportunities to make meani ngfu l decisions for themse lves. In 

'<'-\ the classroom that means they should have some opportunities for 

making meaningful choices conce r ning their lea rn ing. Moustakas 
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~ighlights this general emphasis on freedom in writing: "Self 

values are in jeopardy in any climate where freedom and choice 

are denied, in a situation where the individual rejects his own 

senses and substitutes for his own perceptions the standards and 

expectations of others" (13). When students have a say in their 

own development and are given personal decisions to make, they 

develop faith in their own judgments and thoughts ( 14 ) . 

Jewish educational principles recognize that students need 

f ree dom to develop beliefs which are truly their own, and upon 

which they can fashion their own religious way of life consonant 

with the ete rnal truths of our faith. In eve ry generation Jews 

have had to renew the covenant, to find their own pathways to 

God. The Talmud ad vis es us with amazing foresight: "Limit not 

thy children to thine own ideas, they are born in a different 

time" (15) . 

S. RESPONSIBILITY 

A correlate of freedom is responsibility . When students 

are given freedom in the classroom they must also accept the 

responsibility that goes along with it and this too has a 

positive effect on student self-esteem. Eve ry significant 

responsibility presents an opportunity for students to prove to 

themselves and others their capabilities and trustworthiness , and 

results in potential boosts to their self-esteem. Along with 

the freedom to make c hoices, students should also receive chances 

to take on significan t responsibil~ties in their c lassroom, to 

take part in its smooth functioning and to direct and l>e 
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accountable, to some degree, for their ow n learning. Through 

c lass meetings, contract learning, and othe r democratic 

procedures that s t ress r esponsibility , students develop social 

awareness and self confide nce. 

When students are no t given respons ib ility, when they do not 

have contro l over their li ves , they tend to acquire what some 

researchers ha ve coined "learned helplessness" (16). When 

sc hoo l s or t eachers do not allow their students t o exercise 

responsibility , they do not allow them to develop a sense 

indep endence , or a basic trust in their own capabilities. 

The issue of responsi bility i n Jewish educatio n need not be 

discussed at length here , for it is one of Jud aism ' s most 

outspoken lessons: " If I am not for myself, who will be for me? 

But if I am for myself alone, what am I? And if not no w, 

when? (17). Jewi sh educators must remind themselves, however , 

that we must model and teach this value in our clas sroom~ by 

giving our students mea ningful r esponsibilities for themselves 

and eac h other. 

Alt hou~h these two criteria suggest that teachers must give 

leeway to their s tudents to take some control of their time spent 

in the c la ssroom, t hey do not imply that teachers abrogate their 

authority, o r give licens e to their studen ts to do whatever they 

please. Teachers still must set boundaries and expectations fo r 

their s tudents. 

control. 

This i~ ~he co ncern of our next c r ite r ia: 
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6. CONTROL 

Psychologists tell us that children brought up in permissive 

enviro nments tend to develop lover self-esteem than children who 

are brought up in firmer , more demanding atmospheres (18). 

Contrary to what many parents believe, thei r children actually 

desire and need structure and boundaries and in there absence 

feel less secure and less valued. This same dynamic is also 

present in the c lassroom where ''clearly established and 

relatively firm guidance produces more self- esteem i n 

children ... " ( 19) . It is important for teachers to maintain 

discipline, and it is important for them to do it in a democratic 

yet firm manner, 11 
••• for the type o f c ontrol under whi c h a 

child lives has conside rable effect on his self-image" (20). 

J ust like the parent who uses discipline appropriately , proper 

disciplining is among the best ways for a teacher to provide 

necessary structure and to demons~rate to students that he / she 

cares about them and what they do. 

Many classical Jewish texts on education address the issue 

of classroom control. Although some present a s tyl e of 

discipline that educators today consider unacceptable, the 

overall tone is one of moderation and sensitivity to student 

esteem: "If you hit a child, hit him only with a 

shoes tring" (21). Teache rs, according to classical texts , are 

s upposed t o be strict with their. students , but the r e are limits 

to a teacher's behavior i n this matter: "A teacher who .). s a 

dictator to his students should be dismissed and he should engage 
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in other types of work" (22). 

Classroom control does not require a teach er to take on the 

role of "dictator," and it does not require ridicule and 

embarrassment -- behav iors that are alien to self-esteem theories 

of teaching. Purkey suggests a formula for control: 

The secret seems to be in the leadership qual it i es of the 
teacher. When he is prepared for class, keeps on t op of 
the work and avoids the appearance of confusion, explains 
why some things must be done, and strives for consistency, 
politeness, and firmness, then classr oom control i s likely 
to be maintained. When punishment is unavoidable (and 
often it can't be avoided), then it is best t o withdra w the 
student ' s privileges .•• Poor control procedures would include 
punishing the enti re c lass for the transgressions of a few , 
using corporal punishment, or using school work as 
punishment (23). 

Teachers might ask themselves seve r al questions in 

considering whether or not th ey are managing c lassroom control 

appropriately and effectively: 

Do I set high expecta ti ons for control and discipli ne in my 
classroom. 

Do I have, and do my students have , a clear idea of what is 
and what is not acceptable in my c lass? (24). 

Do I emp loy a punitive approach to education, or do I 
concentrate on rewards and other encouragements? 

Do I manage and administer discipline in a democratic 
manner? 

7. WARMTH 

A self-esteem cri ter ia that goes hand in hand with control 

is wormth. Although warmth and control may seem i n opposition 

to one another they are actually a llies in the goal of ~~ 

demonstrating to students that teachers care. When te~chers 

-81-



successfully balance firmness and warmth in their interactions 

with students they create a learning environment that fosters 

self-esteem and personal student growth, 

Bo~h classical Jewish and secular education texts emphasize 

the importance of warmth on the part of teachers. Contemporary 

secular studies are concerned with the effects on the 

self-concept. They demonstrate "significant correlations 

between the height of the self- concept and the degree to which 

teacher s ... were calm accepting, supportive, and 

facilitative" (25). These same studies show "significant 

negative co rrelati ons with the height of pupils' self-concepts • 

• when teachers were dominating, threatening, and sarcastic" (26). 

Jewish texts are concerned that a lack of warmth will actually 

have a detrimental effect on learning: "Rovo considered the 

possibility that st udents may have difficulty with learning 

because of insufficient friendliness and warmth being shown by 

the teacher .•. " (27) . They assert that teachers must show 

warmth to their students just as parents do to their children: 

" •.• one must take care pf the students and love them like one's 

(own] children,' for the students are the sons of delight in th is 

world and in the world to come" (28). 
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8 . TRUST 

Another self- esteem concern that is closely tied to the 

issues of warmth, control, freedom, and success , and is an 

underpinning fo r a majority of the criteria here listed, is 

trust. Students learn and develop best in an environment of 

trust -- in a place that is free from threat -- where one is able 

to explore and take chances without threat of humiliation. When 

a student fears evaluation, as one researcher put it, "as a 

vicious assault upon his self-concept" ( 29) then the fear of 

failure may be so great t hat he / she will a void t ry i ng a ltogether . 

Teachers must strive to build a "safe" environment in their 

classrooms, and they must establish trusting relationships with 

their students. They must demonstrate to their students that 

they are " here to bu i ld, rather than t o de s t roy " ( 30) t he m a s 

people . 

9. RESPECT 

The sages of the Talmud were very clear i n stating their 

opinion on the issue of respect: 
'! 

"Let the honor of your pupil be 

as precioua to you as your own •.• " (31) . Although they did 

not express it terms of self-esteem, they knew that a basic 

feeling by teachers · for the worth and dignity of their students 

is a vital component in teacher/pupil relationships. No aspect 

of ~ducatioi is more important for the building of positive 
. 

self-esteem and for the establishment of a nurturing ~lationship 

"than the feeling on the part of the teacher that the tndividua l 
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student is important, valuable, and can learn in school" (32). 

Teachers often forget the importance of respect and "run 

roughshod over the personal f ee lings of students" (33 ). 

Ca relessly, using both official and unofficial school practices, 

teachers often l ower the feelings of self-worth of many young 

people and impair their own chances at effective teaching. 

Purkey has commented on the potential to ll : " .. . whenever we 

treat a student with respect, we add to his self-respect, a nd 

whenever we embarrass or humiliate him, we are likely to build 

disrespect in him both for himself and for others (34). 

In a Jewish religious school issues of respect, dignity, and 

honor are not only imp ortant considerations for teacher/pupil 

relationships, but are an important focus of our cu rriculum. 

Judaism teaches that every person is c reated "B'tzelem Elohim, in 

the image of God," (35) aod therefore is as importan t as the 

entire world: " .he who saves one life, it is regarded as 

though he haa saved the whole wo rl d" (36). For us to treat our 

students any differently is a violation of the values we are 

trying so desperately to teach. If the Jewish teacher genuinely 

values and respects students, it will be reflected in everything 

he/she does. 

10. PATIENGE 

On~ w~y teachers show respect for their s tudents is by 

havins patience for them. Whether it be over a matter o f'-~ 

discipline, or connec ted to an academic issue, teachers must be 
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aware of the stages of development their students are going 

through, and they must adapt their approaches accordingly. When 

students are pressured to perform beyond their capabilities, they 

often suffer failure and a resulting loss in self-esteem. 

Teachers must acquire a kind of "second sense," a heightened 

sensitivity to the spec ial needs and desires of their students. 

They must try to perceive of how their students are experiencing 

things. and they must listen for the cues and signals their 

students give. Patie nce requires active listening for meanings 

rather than words. A student migh t say that she "does not wish 

to try," for instance, "when what she means is that it is better 

not to try than to be proved wrong" (37). 

The Rambam in Hilchot Talmud Torah extols the virtues of 

patience and counsels teachers to give their student s many 

chances: 

When a rabbi is teaching and the pupils do not understand, 
h e must not be vexed with them and be aaitated. He must 
r e turn and repeat the matter ove r and over again until the y 
understand ••• (38). 

Teachers in a contempo r a ry Jewish religious school must have 

patience not only for the individual differences in pupils, but 

a lso for the difficult and challenging situation in which 

religious acbool teachers must work. 

' 
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11. CREATIVITY 

Researche r s have f ound t hat s tudents who pos ses s high 

self-esteem are creative , i maginative, and have their own 

ideas (39) . This fact shou ld be conside r ed by teachers who 

desire to positively i nfluenc e and reenforce the self es t eem of 

their student~. A class r oom that helps to foster pos itive 

s elf-esteem should enco urage st ud ent c r eativity. It s hould be 

an environment whe r e students are free t o exper i men t , t ry out new 

skills, and express o r igi nal thoughts and ideas withou t fear of 

ri d i c ul e. Since the r oad towards he ight ened self - esteem entails 

a process of self-discovery and actualization, st udents need time 

t o c r eate. 

Although our c lassical Jewish texts are silent on this iss ue 

of st uden t creativity they are sensitive, as we have shown, to 

t he inner needs of students -- to t he issue of students finding 

there own way -- and this entails crea tivit y . If our rel igious 

schools a re to be places of personal discovery and growth we must 

pro vide opportunities for our students to express t heir 

creativi ty. Martin Buber speaks eloquen tly of the need for 

individuals to discove r their poten tialities through their own 

creativity: 

BveTy man's foremost task is the 
a ctualization of his unique, unprecedented 
and never recurring potentialities and not 
the repetition of something that a nother, 
a nd be it e ven the greates t, has already 
a~hieved (40). 
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12. COMPANIONSHIP 

In classical Jewish education companionship is an important 

element of the education process. One is not supposed to study 

alone, but with a teacher and with a community of fellow 

learners. In Pirke Avot the Talmud bids us to "Acquire a 

teacher and a friend" [a learning partner] (41) and this text is 

a good reflection of the structure of the rabbinic academies 

where students studied together in pairs or in small groups. 

The rabbis knew that this system of education would inspire the 

give and take which is so important for critical thinking, and 

would provide a conducive learning atmosphere of friendship and 

mutual s up port. There is another text from the Talmud that 

addresses t he issue of companionship in the academy : 

. Rovo conside red the possibility that students may have 
difficulty with learning because o f insufficient 
friendliness and warmth ••• As a remedy in such a situation 
Rove counselled that the student be p r ovided with more 
friends (42) . 

Much is also written in secular educational texts concerning 

companionship, or in clinical terms, the relationship between the 

self and one's peer group. Students not only learn from their 
~ 

peers, but their self-perceptions are significantly influenced 

as is their self- esteem -- by their feelings of acceptance (or 

lack of acceptance) in a group. Teache r s must pay close 

attention, therefore, to the group interaction in their 

class rooms, and they must take steps to promote friendship and 

mutual cooperation nmong students. 

In the Jewish religious school teachers must grasp the 

opportunity to strengthen their students' feelings of belonging 
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to the Jewish people by encouraging friendships and ''community" 

in their classrooms. They may a t the same time, if they are 

successful, also have a positive effect upon the "Jewish 

self- esteem" of their students. 

13. SACREDNESS 

One essential element in Jewish e ducation, and one that sets 

it apart from secular education, i s the notion that Jewish 

education is a sac re d unde rtaking . We spend much of our t ime in 

the religious school t rying to teach our students abo ut their 

Jewish heritage, and trying to provide t hem with the basic t oo l s 

and knowledge to l ive as Jews. These tools , however, hav e no 

real mea ning o r purpose if they do not in some way enr ich the 

lives of our students and ins till within t hem a feeling fo r the 

underlying th eme of all Jewish literature: the dignity and 

sanctity of human li fe. 

Jewis h t radi tion is l ar ge ly a struggle to de fine a nd 

articulate God's will in our live s and in our relationships with 

others, but the hig hest id eals o f ou r faith asse rt that to love 

God we must first love ourselves and each other . A famous 

Hasidic sa ying teaches: 

To love God truly, you must first love man. And if anyone 
te l ls you that he loves Go d but does not love his fellow 
man, he is lying ( 43). 

Although sacredness is no t a criteria of sec ular self-esteem 

education, it is, perhaps, the ikar , the essence of a model of 

Jev~sh education tha t is equally co ncerned with the indiv-i-<Jual as 

it is with the larger affairs of the world . 
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The Rambam in talking about education was very clear on the 

issue of the sacred task o f the teether of Torah: " ••. bis 

father brings him i nto the life of this wo rl d but it is his rabbi 

[teacher] who teaches him wisdom and brings him into life in the 

world to come . •. ( 44) . 

Jewish religious school teachers today might approach their 

difficult task with different attitudes if they reminded 

themselves that their work is a sacred undertaking. When t hey 

teach thei r students Torah, and try to bring them closer to God, 

they open new doors for self-understandi ng, heightened 

self-esteem, and new possibilities for a better life. The 

Talmud takes this idea one step further: 

child is as if he had created it" (45 ). 

14. COMMITMENT 

"He who teaches a 

Tais criteria actually covers a group of conce rns that are 

categorized together under the title "commitment." It entails 

sincerity, obligation, and authenticity, three important 

requisites of .teaching that set exceptional teac hers apa rt from 

the rest. These are also important requisites for building 

self-esteem in students, for t eachers who are truly committed to 

their work establish speci~l relationships with their students. 

These teachers see their job as more than an occupation: they 

take pride in their , work. Committed teachers are models of 

authenticity and a re tru ly interested and concerned with the 

welfare and growth of their student s; they are "real." In 
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teaching, no less than any other helping relationship, 

"genuineneea" is one of the most important factors (46). 

Model teachers in classical Jewish texts are epitomes of 

sincerity and commitment . These teachers are praised for their 

unique qualities and are given special merit: ·"They that teach 

their pupils with sincerity are destined to stand at the right 

hand of God" (47) . Eygene Borowitz in discussing the exemplary 

teacher raises the issue of the teacher as role model. This is 

very much tied to sinc erity and authenticity: 

While the Hasidim considered the preachments of their rebbe 
important, more important was being with him. It was not 
so much what he said but what he was: not so much his 
teaching, but his being, that had its effect. "As Rabbi 
Leib the son of Sara said: "I do not go to Rebbe Dov Ber of 
Mezrich to hear Torah from him but to watch him tie his 
shoelace." It is not as important to teach Torah as to be 
Torah. The truly religious man is religious in all he 
does, because be is religious in all he is, and sometimes 
the spark jumps the gap from him to me (48). 

Committed, authentic Jewish teachers do not only teach 

Jewish values, but model them in their teaching and in their 

formal and informal interactions with students. 
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METHOD OF STUDY 

UTILIZING THB CRITERIA FOR RESEARCH PURPOSES 

It is very difficult to observe and assess values, or to 

judge behaviors in relation to a set of criteria. An observer's 

perception is easily biased o r i nfluenced by a myriad of factors 

beyond his/her control and it is difficult to know just where to 

look. For this r eason the researchers chose a self-report 

evaluation tool for the study. 

A self-report evaluation tool is an instrument (usually a 

questionnaire) that asks individuals to state their own opinions 

or perceptions about themselves, about a value, or their 

behavior. Although some researchers over the years have 

attacked the validity and reliability of self-repdrts, o th e rs 

show that they provide reliable and valid data. They work under 

the assumption than "if we want to know more about a person, we 

should ask them directly" (49) . 

Thi$ study requires the collection a nd evaluation of data 

for both values and behaviors, and it also necessitates an 

evaluation tool that combines and quantifies these two factors. 

The · Center for Relig1ous Organizational Leadership Education's 

evaluation process . is a tool that incorporates these factors, and 

it is therefore used in the present study with minor adaptations. 
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The ROLE Evaluation Process 

In profit making organizations it is customary to measure 

the financial profit to determine the effectiveness of the 

business. The value-centered or non-profit organization such as 

a religious school, however , is in the business of promoting a 

variety of human values such as personal growth or self-worth 

which is difficult to measur e or quantify. This makes 

evaluation of the effectiveness and quality of the non-profit, or 

the religious schoo l and its programs problemati c , 

The ROLE evaluation proc ess is an evaluation tool which 

provides organizatio ns e nd s c hoo ls with the capacity t o mea s ur e 

qualitative information. It is capable of evaluating a 

particular service, program, o r c lass r oom; client, tea c her or 

student needs relative to certain value-centered goals, 

objectives or standards. 

The evaluation process co llects data from desired 

demographic groups (students and teachers for this study ) with a 

UJquestionnaire and measures the importance individuals in these 

groups give to values, goals, objectives or standards. Bach 

individual then assesses the degree to which they see these being 

realized in their, work, organization, school, or personal life. 

These value and achievement assessments are then combined, 

resulting in a response for each individual or group which can be 

placed on a speci i lly designed evaluation grid for analysis. 

The ROLE evaluation grid consists of twenty-five squares 

laid out in a diamond configuration, each square repres nting a 

possible response combination. These squares are then ~ombined 
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and grouped together with closely corresponding squares that 

represent similar participant responses. Lastly, the diamond is 

divided into four discrete segments -- highlighted by four 

colored blocks: blue, green, yellow and red -- that represent 

significantly contrasting responses, and can illustrate either a 

convergence or divergence with desired values (see grid on 

following page). The significance of the four gr oups is as 

follows: 

Blue: Those individuals whose responses fall in this 
area are committed to the value, goal, objective or 
standard and , fu r the r more, see it being achieved in 
their own behaviors or in the reality around them. In 
terms of service or school effectiveness, a high 
proportion of responses clustering in the blue area 
would deraonstrate that the values or goals of the 
organization, program or school are accepta~l e and are 
shared by workers or those they serve (teachers and 
st udents) and, moreover, that the program, service or 
school is highly effective. 

Green: Those individuals ~hose responses fall in thi~ 
area are only mildly committed to the value, goal, 
objective or standard or do not see it being achieved 
very well in their own life , work, or in the reality 
around them. In te r ms of service or school 
effectiveness, a high proportion of responses 
clustering in the green area would indicate that 
service o~ school effectiveness is moderate; 

. clarification of the values and/or modification of the 
program would 'be essential to regain effective service 
delivery or school effectiveness. 

Yellow aod Red: Those individuals whose responses 
fall in this area are either clearly uncommitted to the 
value, goal, objective or standard, and/or generally do 
not see it happening. tn · terms of service or school 
effectiveness, a high p~oportion of responses 
clustering in the yellow and red areas would mean that 
services, schools, or programs are no longer effective; 
program or school values and goals are either not 
shared by workers or service recipients (teachers and 
students) and/or goals of· the program or school are not 
being achieved. Major changes in the val ues and/or 
goala of the program , organization or school, or 
training of its staff would be needed fo r it to regain 
viability. 
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Further analysis of the evaluation grid and the 

confi guration of responses in the colored squares can take place 

on three different levels. First , the grid provides data about 

the degree to wbich t he value, goal, objective o r standard i s 

important to each individual and consti tuent group. Second . the 

grid provides information which reveals the degree to which the 

individual or group believes the value , goal , objecti ve or 

standard is actually being achieved or delivered. Third, the 

grid revea ls the degree of alienation existing within the 

individuals or groups s urveyed. Alienation, the separation of a 

person or group from a previously held value. is one of the 

primary fa c t ors which block or inhibit the achievement or 

realizat ion of any value , goal or objective. Symptoms o f 

alienation in the workplace include low productivity, 

absenteeism , lack of motivation, increased turnover, burnout, 

poor quality, low morale and increased costs due to the above 

factors . All these symptoms are also present in a schoo l where 

there is a high degree of alienation from its desired goals. 

Measurement of alienation factors provides the organization or 

school with the accurate information necessary to implement 

specific programs or activities designed to reduce the alienation 

or change those factors which caused the estrangement in the 

firat place. 

Another waf to a9sess and explain the convergence or 

divergence of responses with a value in a ROLE study , is in terms 

of doub~ Using the colored divisions provided by the diamond, 

participant responses can be illustrated as falling somewhere on 
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a spectrum between ''no doubt , " and "absolute doubt." The study 

assumes that those participants or groups of participants whose 

responses fall in the blue, or highest category o n the diamond (a 

1-1, 1-2, 2-1, or 2-2 combination) have no doubt, They have a 

very strong identification with o r commitment to the value, and 

their behavior (or the reality they perceive in their 

organization o r school) is cong ruent with the value . Those 

participants who' s responses fall at great distance from the 1-1, 

a 5-5 answe r for example , have absolute doubt . They are not 

committed to the value, and their behavior illustrates their lack 

of commitment and bel ief. The st udy assumes from the outset 

that each of the values or criteria chosen and tested are cor re ct 

and ideal. In othe r words, every value or c riteria is a 1-1, 

and all responses are measured in significance according to their 

distance from the 1-1 apex . Significant divergence from the 

value indicates that either the value is inapprop riate , or that 

steps must be taken to bring an organization o r school closer to 

its desired values. 

as follows: 

1. No Doubt: 

The levels of doubt are fu rther explained 

No doubt is both acceptance of and 
commitment to a specific value , 
expectation, standard of behavior, 
individual or group. Doubt or 
questioning does not exist. Values and 
behavior match. Belief, certainty, trust 
are unshaken . 

2. Opera~onal Doubt: The first level of doubt. At this level 

r 

commitment remains soli~' but problems 
arise su rrounding practical ways to 
maintain them. Thie person is optimistic 
and focused on making things work. 
Organizing, establishing policies and 
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3. Rational Doubt: 

4. Ethical Doubt: 

5 . Abso lute Doubt: 

plans to achieve goals characterize this 
position. 

At the level of rational doubt one is 
beginning to questio n com~itments to a 
specific value, expectation, standard of 
behavior, individual or group. This 
person exhibiting this level of doubt is 
ofte n characterized as unsure, puzzled, 
questi oning, do ubtful or anxious. While 
still steadfast in their commitments they 
are beginning to ask "why?" Looking for 
resources is the activity of rational 
doubt. 

Ethical doubt is the be lief that one has 
been wronged or hurt by their commitment 
to a specific value, expectation, sta ndar d 
of behavior, individual or g r oup. The 
person exhibiting this level of doubt is 
often characte rized as hurt, angry , deeply 
disappointed or alienated . They still 
hold to their values while feeling wronged 
by ot her persons or ins titutions. The 
feeling of being trapped or coerced 
dominates this level of doubt. 

Absolute doubt is the total lack of . belief 
in or commitment to a specific value, 
expectation, standard of behavior, 
individual or group . The person 
exhibiting this level of do ub t most often 
may be characte r ized as hostile, cynical 
or apathetic. They tend to be rigid and 
inflexible in their relationships with 
others. A high degree of alienation from 
other persons and institutions of ten 
accompa nies absolute doubt. At this 
level it is all over and the person wants 
out! 

Once the data has been c~llected and analyzed, steps towards 

bringing an organization c l ose r to its desired goals might fall 

i nto one or both of two broad categories: l) Values must be 

mo r e sharply defin ed, articu lated, and shared with a staff (or 

teachers and stude nts) , and/or, 2) Staff or teachers must be 

trained a ppropria,ely so that their actions are in closer 
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congruence with the values. 

Adaptation of ROLE Process 

To adapt the ROLE process for a se lf-esteem study of Reform 

Jewish religious schools a special questionnaire was designed to 

collect the self-reported value and perceived reality data from 

representative schools . The fourteen Jewish educational 

self-esteem criteria defined earlier in this chapter were turned 

-into two sets of fourteen questions , one set to assess teachers' 

beliefs (convergence or divergence with the values) and one set 

to assess teachers' acts (success o r lac k o f success at r ealizing 

the values in the classroom). 

The researc hers a lso decided t o test student s ' belief and act 

perceptions as an additional means for assessing whether o r no t 

the values were actually being transmitted and . realized in the 

classroom. The fourteen criteria, therefore, were also turned 

into two similar sets of fourteen questions for students . The 

first set (identical to the teacher's first set ) asks for 

students' beliefs ( c onvergence or divergence with the values ) and 

the second set asked for their perceptions of how well their 

teachers realize the values in their classrooms. 

It must be e~phasized, once again, that the present study is 

global in nature. It is not intended to single out specific 

teachers, o r schools through cross compa rison. Rather it is 

intended to point out gross comparisons: teachers' responses as 

a group, and students ' responses as a group. The t"vo sets of 

fourteen questions for both . teacher and st uden t questionnaires 
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-
were accompanied witfi a page for collecting demographic 

information. Due to the limits of this thesis, however, the 

demographic information was not utilized in the assessment of 

data. It may, however, serve as a useful paradigm for future, 

more comprehensive studies . Researchers in the future, for 

instance, may want to assess whether or not gender influences 

identifi ca tion or lack of identification with a value, or they 

may want to determine how a teacher's level of Jewish education 

affects their response s. 

Care was taken not to identify the questionnaire as a study 

of self-esteem. This kind of identification could potentially 

influence teachers' or students ' responses. The questionnaire 

was titled mo r e anonymously as a "Values in Jewish Education 

Questionnaire." 

The questionnaire was administered to a random population of 

59 Reform relig ious school teachers and other faculty and 66 

Reform religious school students (g r ades 6-8) in Cincinna ti (See 

appendix for samples of the questionnaires). 
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ANALYSIS OF THE DATA 

The most efficient method for analyzi..ng the data collected 

is to divide the gr oss responses of teacher s a nd the gr oss 

responses of students into the colo r ed groups of the ROLE diamond 

and the n to compare these studen t and teache r responses side by 

si de. The responses a r e calculated in terms of percentages, not 

real numbers. This allows for a more meaningful and 

il lustrative met hod of comparison. The following pages will 

demonstrate these gross comparisons o f student and teac he r 

responses for each of the fourteen c riteria . The category 

percentages will not always total 100% . In these cases , 

pa rt icipants for one reason or another failed to respond to o ne 

or more questions. REMINDER: The percentages reflect totals of 

combined re sponses of both belief and act. The per centages 

within eac h color category are the total combi ned percentages for 

all number combinations within that c olor category. 

The rough significance of the color categories a nd the 

number combinations they incorporate: The first numbe r 

represents t he belief response, and the second number represents 

the act response ( re fer back to the diamond for a visualization 

of the schemata): 

Blue : 1-1, 1-2 , 2- 2 , 2-1 

Committed to the value , goal, objective o r standard, and, 
see it being achieve d in their own behavi~r s o r in the 
reality around them . 
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Green : 1-3, 2- 3, 3-3, 3- 2, 3- 1 

Only mildly committed to the value, goal , o bjective or 
standard or do not see it ~eing achieved very well in their 
own life or the reality around them. 

Ye l low: 1-4, 2-4, 3- 4, 4-4, 4-3, 4-2, 4-1 
Red: 1- 5, 2-5, 3-5, 4-5, 5- 5 , 5-4, 5-3, 5-2, 5-1 

Either clearly uncommitted to the value, goal, objective or 
standard, and/or generally do not see it happening. 

When analyzing the teacher sco res and student scores an 

attempt was made to also look at the levels of divergence between 

them by subtracting the lower from the higher sco re (using 

parallel section, i.e. co lor areas of the triangle ) . So , for 

example, if 70% of the teache rs in the study scored responses in 

the blue section for one of the criteria , and 30% of the students 

scored blue for the same criteria, the resulting divergence would 

be 40%, etc . 

When all the data was computed, the scores were also rank 

ordered . This provided an additional means for establishing 

identification or lack of identificati on with the criteria, and 

discrepancy between the student a nd teacher re~ponses. 
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Criteria 11: CHALLENGE 

Teachers: 

It is important that teache rs in a Jewish religious school 
challenge their students emotionally and intellectually. 

I challenge my st udents emotionally and intellectually. 

Students: 

It is important that teachers in a Jewish religious school 
challenge their students emotionally and intellectually. 

My teacher challenges me emotionally and intellectually. 

1 
4 

Always, 2 
Seldom, 5 

Host of the time, 3 
never , 6 Unsure 

Teachers 

Blue: 70% 
Green: 20% 
Yellow/Red: 4% 

Teacher/Student 
Divergence: 47.26% 

Sometimes, 

Students 

Blue: 
Green : 
Yellow/Red: 

22.74% 
45.46% 
16.69% 

Green Yellow/Red 

25.46% 12.69% 

There is 8 sizab le gap of 47.26% in the blue category 
between teachers' and students' responses indicating that 
many fewer students value the criteria and/or think it is 
being realized in their classrooms. The diamond for this 
criteria shows that more than a third of the students 
(37.88) responded with either a 2-2, or 3-3. This shows a 
direct relationship in th~s criteria between students' 
identification with this value and the degree to which they 
perceive it i s being realized. 
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Criteria #2: RELEVANCE 

Teachers: 

It is important that teachers in a Jewish religious school 
strive to make the content of their teaching relevant to the 
lives of their students . 

The content of my teaching is relevant to the lives of my 
pupils. 

Students: 

It is important that teachers in a Jewish religio us s chool 
strive to make the content of their teaching relevant to the 
lives of their students. 

The content of my learning is relevant to me and my life. 

1 
4 

Always, 2 
Seldom, 5 

Teachers 

Blue: 
Green: 

Most of the time . 3 
Never, 6 Unsure 

681; 
22% 

Yellow/Red: 2% 

Blue 
Teacher/Student 
Divergence: 33. 14 % 

Sometimes 

Students 

Blue: 34.86% 
Green: 25 . 77% 
Yellow/ Red: 16.7% 

Green YellowLRe d 

3 .77% 14 . 7% 

Neither students nor teacher populations rated this criteria 
very high . The mo~erate gap of 33.14% between teacher and 
student responses ~ n the blue category reveals a much 
stronger teacher identification with the value, but the 68% 
figure is the third lowest teacher total in the blue 
category . 
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Criteria #3: SUCCESS 

Teachers: 

It is important that teachers in a Jewish religious school 
hold high expectations for their students' success, 
encouraging each student to achieve to the best of his/he r 
ability . 

I hold high expectations for my students' success, and 
encourage each student to achieve to the best o f his /he r 
ability. 

Students: 

It is important that teachers in a Jewish relig ious school 
hold high ex pectat ion s fo r their students' success, 
e ncou raging each student to achieve to the best o f his/her 
ability. 

My teacher holds high ex pectations for my success , and 
encourage s each student to achieve to the best of his/her 
a bility . · 

1 
4 

Always, 2 
Seldom , 5 

Teachers 

Blue: 
Green: 

Most of the time, 3 
Neve r, 6 Unsure 

82% 
14% 

Blue 
Teacher/Student 
Diverge nce: 45.63% 

Some times 

Students 

Blue: 36.37% 
Green: 19.7% 
Yell ow/Red: 27.29% 

Green Yellow/Red 

5.7% 27.29% 

Although teachers rate this c r ite ria very high, there is a 
•large divergence of 45 . 63% between teachers' and students ' 
responses for the blue ca tegory . These figures suggest 
that students do not feel their teachers ho l d high 
expectations fo r t heir success , ~ nd that they do not feel 
encouraged. The moderate percentage of stude nts in the 
yellow/ red category is further evidence o f this fact. 
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Criteria 14: FREEDOM 

Teachers: 

It is important that teachers in a Jewish religi ous school 
provide opportunities fo r their students to make choices 
concerning their learning. 

I provide opportunities for my students to make significant 
choices concerning their learning. 

Studen ts : 

It is important that tea chers in a Jewish religious school 
provide opportunities for t heir students to make choices 
concerning their learning. 

Hy teacher provides opportunities f or me to make significant 
c hoices concerning my learning. 

1 Always, 2 
4 Seldom , 5 

Most of the time, 3 
Never, 6 Unsure 

Teachers 

Blue: 50% 
Green: 24% 
Yellow/Red: 18% 

Blue 
Teacher/Student 
Divergence: 21.21% 

Sometimes 

Students 

Blue: 28.79% 
Green: 28.8% 
Yellow/ Red: 30.33% 

Green YellowLRed 

4 .8% 12.33% 

Neither teachers nor students report a high degree of 
identification with this value. The percentage of teachers 
(50%) falling within the blue category is the lowest in the 
study. The percentage of divergence of 21.21% between 
students' ~nd teachers' responses in the blue category is 
the lowest in the study. 
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Criteria IS: RES PONSIBILITY 

Teachers: 

It is important that teacher s in a Jewi sh religious school 
provide opportunities for their s tudents to take on 
significant r esponsibili ti es. 

1 provide opport uni ties for my students to take on 
sign ificant responsi bi lities. 

St ud ents: 

It is impo rt ant that teachers in a Jewish religious school 
provide opportunities fo r their students to take on 
s ign ificant responsibilities. 

Hy teacher provides opportu nities fo r me to take on 
signi ficant res ponsibi l ities . 

1 
4 

Always, 2 
Seldom , 5 

Teachers 

Blue: 
Gree n: 

Most of the time, 3 
Never, 6 Unsure 

52% 
32% 

Yellow/Red: 10% 

Blue 
Teacher/S tudent 
Divergence: 30.78% 

Sometimes 

St uden t s 

Blue: 21.22% 
Gr een: 28 . 8% 
Yellow/Red: 34.9% 

Green Yellow/Red 

3 . 2% 24.9% 

Neither students nor teac her s iden t ify very st rongly with 
this criteria. It is either misunderstood, not accepted, 
or just not held as a val ue. The percentage of students 
falling within the blue category (21.22%) is the lowest in 
the study ~ Thi~ is the only criteria whe re teachers' 
responses are h_igher ( albeit slightly) in a green categor y . 

......-. 
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Criteria #6: CONTROL 

Teachers: 

It is important that teachers in a Jewish religious school 
set and maintain high standards of discipline and control in 
their classrooms. 

I set and maintain a high standard of control in my 
classroom 

Students : 

It is important that teachers in a Jewish religious school 
set and maintain high standards of discipline and control in 
their classrooms. 

Hy teache r sets and maintains a high standard of control and 
discipline in my class room. 

1 
4 

Always , 2 
Seldom, 5 

Most of the time, 3 
Never. 6 Unsu r e 

Teachers 

Blue: 70% 
Green: 24% 
Yellow /Red: 2% 

Blue 
Teacher/Student 
Divergence: 50.29% 

Sometimes 

Students 

Blue: 19 . 71% 
Green: 27.29% 
Yellow/Red: 37.9% 

Green Yellow/Red 

3.29% 35.9% 

A very large divergence of 50.29% between teachers' and 
students' responses. The diamond reveals that students do 
not value this criteria for their religious school classes, 
and that they do not see it happening. This is further 
emphasized by a fairly large number (37 . 9%) of student 
res ponses in the yellow/red category. ......_ 

-107-



Criteria #7: WARMTH 

Teachers: 

It is important that teac her s in a Jewish religious school 
love their students, and create an atmosphere of warmth in 
their c lassrooms. 

I show love fo r my students, and I create a warm atmosphere 
in my classroom. 

Students: 

It is important that teache rs in a Jewish religious school 
love their students , and create an atmosphere of warmth in 
their c lassrooms. 

My teacher shows love for me , and c reates a warm atmosphere 
in my classroom. 

l 
4 

Always, 2 
Seldom, 5 

Teachers 

Blue: 
Green: 

Most of the time, 3 
Never, 6 Unsure 

78% 
10% 

Yellow/Red: 2% 

Blue 
Teacher/Student 
Divergence: 52.241. 

Sometimes 

St udents 

Blue: 25.76% 
Green: 16.67% 
Yello\i/Red: 39.43% 

Green YellowLRed 

6.67% 37.43% 

A very large discrepancy (52.24) between teachers' and 
students' responses in the blue category, and a moderate 
discrepancy in the yellow/red category. Teachers and 
students perceive the realization (o r lack of realization) 
of this cr~teria very differently. 

When we examine where the student responses to this criteria 
are situated in the yellow and red boxes in the diamCU\d, we 
see that many of the students do hold this criteria as a one 
or tvo in importance, but that they do not feel that it is 
being realized ln their classrooms (i.e they do not feel 
that their teachers love them or create a warm atmosphere). 
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Criteria #8: TRUST 

Teachers: 

It is important that teachers i n a Jewish religious school 
create a trusting r elationship with their students, free 
from threat. 

I have a trusting relationship wi th my students, free from 
t hreat . 

St uden ts: 

It is important that teachers in a Jewish religious school 
c reate a trusting relationship wi th their s tudents, free 
from threat. 

I have a trusting r e lat ionship with my teache r, free from 
threat. 

l 
4 

Always , 2 
Seldom, 5 

Teachers 

Blue: 
Green : 

Most of the time, 3 
Never, 6 Unsur e 

90% 
6% 

Blue 
Teacher /S tude nt 
Divergence : 46.05% 

Sometimes 

Students 

Blue: 43.95% 
Green: 18.19% 
Yellow/Red: 30.32% 

Green Yellow/ Red 

12.19% 30.32% 

Teachers rated this as their most important value . Hore 
responses (90;) in . the blue category than i n any other 
criteria. Stud e nts also rated this c riteria fairly high. 
At 43 . 95% ~t is their second most highly rated criteria. 
In spite of the two high scores, hovever, there is sti ll a 
very high percentage of discrepancy in both the blue 
( 46.05%) and ye ll ow/ red (30 . 32%) categories. Teachers feel 
they have trusting relationships with their students, but 
the student~ are not so confident o f t his fact. 
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Criteria #9: RESPECT (honor) 

Teachers: 

It is important that teachers in a Jewish religious school 
honor their students. 

I honor my students. 

Students: 

It is important that teachers in a Jewish religious school 
honor their 
students. 

Hy teacher honors me. 

1 
4 

Always, 2 
Seldom , 5 

Most of the time, 3 
Never, 6 Unsure 

Teachers 

Blue: 86% 
Green: 6% 
Yellow/Red: 2% 

Blue 
Teacher/Student 
Divergence: 58.7~% 

Somet imes 

Studen t s 

Blue: 27.28% 
Green: 19.17% 
Yellow/Red: 42.46% 

Green Yellow/Red 

13.17% 40.46% 

Teachers rate this as one of their most important values 
(86%), but students report that it i s not being realized in 
the classroom. Placement on the diamond r~v9'8ls that 
students identify closely with the value, but they do not, 
evidently, feel that their teachers honor or respect them. 
There is a , very large discrepancy between . teacher and 
studertt response in ' the blue category (58.72%) -- the 
la~gest discrepancy in the study for any color group -- and 
the disappointment of studeots in regards to thif. criteria 
is suggested by both this discrepancy and the large group 
(42.46%) that appears in the yellow/red category. 
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Criteria 110: PATIENCE 

Teacher: 

It is important that teachers in a Jewish ~eligious school 
have patience for their students. 

r have patience for my students. 

Students: 

I t is important that teachers in a Jewish religious school 
have patience for their students. 

My teacher has patience. 

l 
4 

Always, 2 
Seldom, 5 

Teachers 

Blue : 
Green: 

Most of the time, 3 
Never, 6 Unsure 

86% 
10% 

Yell ow/Red : 

Teacher/Student 
~ 

Divergence: 40 . 54% 

Sometimes 

Students 

Blue: 45.46% 
Green: 16. 6.8% 
Yellow/~ed: 30.34% 

Green YellowlRed 

6.68% 30.34% 

At 86%, this is one of the teachers' most bigbly rated 
criteria. St~dent responses, however, show that the 
teachers do not come across as being as patient as they 
think t hey are. Thi~ is evident in both the large 
div~rgence (40.54%) in the blue category, and the sizable 
group (30.34%) of student responses in the yellow/red 
category. 
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Criteria Ill: CREATIVITY 

Teachers: 

It is important that teachers in a Jewish ~eligious school 
encourage student creativity and experimentation in their 
classroom. 

I encourage student creativity and experimentation in my 
classroom. 

Students: 

It is important that teachers in a Jewish religious school 
encourage student creativity and experimentation in their 
classroom. 

My teacher encourages creativity and experimentation in 
his/her classroom . 

1 Always, 2 
4 Seldom, 5 

Teachers 

Blue: 
Green: 

Most of the time, 3 
Never, 6 Unsure 

78% 
12% 

Yellow/Red: 6% 

Bl ue 
Teacher/Student 
Divergence: 44.66% 

Sometimes 

St udents 

Blue: 33.34% 
Green: 24.22% 
Yellow/Red : 25.77% 

Green Yellow/Red 

12 . 22% 19.77% 

This criteria is rated much more highly by teachers than by 
students. The" even distribution of student responses 
suggests that st udents are divided on whether or not this 
cri teria is important , and whether or not it is happening . 
The diamond for this criteria shows that several students 
(over 10%) answered "unsure" for either belief, act, or 
bo th . ~ 

-112-



Criteria 112: COMPANIONSHIP 

Teacher: 

It is important that teachers in a Jewish ~eligious school 
engender feeLings of companionship and community amongst 
students, and between themselves and their students. 

I engender feelings of companionship and community amongst 
my s tudents, and between myself and my students. 

Students: 

It is important that teachers in a Jewish religious school 
engender feelings of companionship and community amongst 
students, and betwee n themselves and their students. 

My teacher engenders feelings of companionship and community 
amongst students, and between him/herself and students. 

l 
4 

Always, 2 
Seldom, 5 

Teachers 

Blue: 
Green: 

Most of the time, 3 
Never, 6 Unsure 

80% 
16% 

Yellow/Red: 

Blue 
Teacher/Student 
Divergence: 57 .26% 

Sooetimes 

Students 

Blue: 22.74% 
Green: 25 .76% 
Yellow/Red: 24.26% 

Green YellowlRed 

9.76% 24.26% 

Teachers rdted thi,s criteria much more highly than students. 
The divergence in the blue category (57.26) is the second 
highest in the study. An even distribution of student 
responses amons the three categories, again, may show lack 
of student unders~anding of the importance of this criteri a . 
They have n~t beed taught to value or expect a great deal of 
companionship in the religious school setting and they do 
not experience ir happening. Over 20% reported "unsure" 
for either act, belief, or both. "" 
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Criteria #13: SACREDNESS 

Teacher: 

It is important that teachers in a Jewish religious school 
instill the idea that Jewish education is a sacred 
undertaking. 

I instill the idea t ha t Jewish education is a sacred 
undertaking. 

S t~ents: 

tt is important that teachers in a Jewish religious school 
instil l the idea that Jewish education is a sacred 
undertaking. 

Hy teacher instill the idea that Jewish education is a 
sacred undertaking. 

l 
4 

Always, 2 
Seldom , 5 

Teache r s 

Blue: 
Green: 

Most of the time, 3 
Never , 6 Unsure 

58% 
14% 

Yellow/Red: 14% 

Sometimes 

Students 

Blue: 22 . 73% 
Green: 27.28% 
Yellow/Red: 22.75% 

Blue Green YellowLRed 
Teacher/Student 
Divergence: 35 . 27% 13.28% 8.75% 

There is a lack of identification with this value from both j 
teachers and students. The even distribution of st udent 
responses suggests uncertainty and lack of 
knowledfte/background. Al most 25% of students report 
"unsure for , eith.er. act, belief, or both. Teachers, 
evi..dently, are not " instil[ling] the idea that Jewish 
education is a sacred undertaking." 

' 
-'~ 
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Criteria 114: COMMITMENT 

Teacher: 

It is important that teachers in a Jewish religious school 
feel a sense of commitment and obligation to their students, 
which is rea lized in every aspect of their work. 

I feel a sense of commitment and obligat io n to my students, 
which is realized in every aspect of my work. 

Student: 

It is important that teachers in a Jewish religious school 
feel a sense of commitment and obligation to their students, 
which is r ealized in every aspect of their work. 

My teacher demonstrates a sense of commitment and obligation 
to me, which is realized in every aspect of his/her work. 

1 
4 

Always, 2 
Seldom , 5 

Teachers 

Blue: 
Green: 

Most of the time, 3 
Never, 6 Unsure 

82% 
12% 

Yellow/Red: 2% 

Teacher/Student 
~ 

Divergence: 59.27% 

Sometimes 

St udents 

Blue: 22.73% 
Green: 22.73% 
Yellow/Red: 33.36% 

Green Yellow/Red 

10.73% 31.36% 

Teachers rate this criteria very highly , but the divergence 
in teacher/student r esponses (59.27) is the highest in the 
study . Te ache r s may feel they are committed to their 
students, apd tha~ this commitment affects their work 
po~itively, but s tudents do not perceive o r o bserve this 
commitmen t. 

-115-



Summary and Integration of Analysis 

Analysis of the data reveals some facts that are expected , 

and some that are quite surprising. In each of the fou r teen 

criteria, for instance , the teachers' response percentages 

falling in the blue group are higher than the students' 

responses, some substantially h~gher. This is probably due t o 

the relative maturity of the teachers over the students, and the 

different socialization of teachers and students in the school 

environment. Teachers are expected to hold these positive 

educational values to some degree, and it is assumed that every 

teacher wants t o be a "good" teacher. Students , on the other 

hand , (perhaps it is better to categorize them as adolescent 

students) are expected to demonstrate some degree of discontent. 

Some students have pulled down the student averages by not 

filling in a category, or by exagge r ating or making light of the 

questionnaire by giving what is probably mischievous, 

intentionally . low answe rs . However, even after making these 

allowances for t eachers being expectantly positive and 

adolescents being obviously more negative, the wide gaps remain 

and are, therefore, significant . They demonst r ate the fact that 

some of the foutteen criteria -- even those that are rated high 

fo r both belief and act by teachers -- are not successfully 

realized in the classroom . 
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The following chart demonstrates some of the most 

significant divergence (using the blue group percentages) and 

highlights four criteria in particular that stand out above the 

rest and require attention. The criteria are listed in 

hierarchical order according to the teachers' top eight 

responses. These eight are listed because they are all above 

75%. The middle column shows where these same criteria fall in 

a hierarchical ordering of the students' responses. The right 

column shows the percentage of divergence for the particular 

criteria, and where these percentages fall in a hierarchical 

order (highest to lowest divergence). The fifth highest 

divergence percentage is not on the list because that criteria 

not in the top eight teacher percentage group. 

Teachers Students Divergence 

( 1) Trust 90% (2) 43.46% (6) 46.05% 

*(2) Respect 86% (7) 27.28% (2) 58.72% 

(3) Patience 86% (1) 45.46% (9) 40.54% 

(4) Success 82% (3) 36.37% (7) 45.63% 

*(5) Commitment 82% (11) 22.73% (1) 59.27% 

*(6) Compani~nship 80% (9) 22.74% (3) 57.26% 

*(7) Warmth 78% (8) 25.76% (4) 52.24% 

(8) Creativity 78% (5) 33.34% (8) 44.66% 

The four criteria indicated by asterisks are of special 

concern because they have the highest percentage of 

teacher/student divergence. The criteria Companionship and 
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Warmth are fairly close in teacher~ response in terms of 

their places in hierarchical order, but are very far apart in 

terms of their g ros s percentages a nd resulting percentage of 

divergence. The criteria Respect and Commitment are very far 

a part in teacher/student response both i n terms of their places 

in hierarchical order and gross percentages and resulting 

percentage of divergence. 

These findings have broad implications for the quality of 

the school environment and teacher/student relationships 

vis-a-vis self-esteem. Happily, many teachers do value these 

four Jewish educational self -esteem criteria very highly. 

Unfortunately, their students are not garnering the fruits of 

their attachment to these important values , for the teachers, as 

far as the students are concerned , do not demonstrate or realize 

the values i n the classroom. 

Although all of the fourteen criter ia are conside red 1-1 on 

the ROLE evaluation sca l e in terms of their importance, the fact 

that these four show high divergence is further ca use for alarm. 

All fourteen criteria are highlighted as important in both the 

secular and Jewish educational literature. These four criteria , 

however, are all especially prominent in the Jewish classical 

texts I Teacher commitment (sincerity) and respect (hono r) for 

students, especially, are values that are repeated and emphasized 

over and over again. The texts charac terize them as part of the 

fabric of the Jewish learning process. 

The three criteria that received the lowest percentage 
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responses by teachers are also cause for s pec ial attention. The 

three lowest criteria percentages in the blue group are 50% for 

Freedom, 52% for Responsibility , and 58% for Sac redness. Of 

first conce rn is the fact that any of the criteria from the list 

of fourteen received a rating under 75% . The resear c h 

demonstrates the importance of each of the fourteen c riteria for 

teaching within the self- esteem model. If these criteria are 

not valued or incorporated then the chances of utilizing o r 

engendering self-esteem in the classr oom setting are diminished. 

The most dismaying finding of the study , perhaps, is the low 

percentage of teachers (and students) wh o expressed an 

identification with the criteria Sac redness. Although 

Sac redness is not a secular educational self-esteem cri t eria it 

is, perhaps, as stated earlier in this chapter , "the ikar , the 

essence of a model of Jewish education that is equally concerned 

with the individual as it is with the larger affairs of the 

world.'' Judaism's sensitivity to the worth a nd dignity of the 

individual is inextricably tied to its belief in God , and its 

belief that "man is c reated in the image of God" [Gen. 1:26]. 

Since Jewish education is the vehicle for teaching and affirming 

these beliefs, it is also a vehicle for expressing to our 

students that we regard them as worthwhi le , competent, lovable 

human · beings. This important task is none other than a sac r ed 

undertaking. If these central tenets of Judaism are not held 

by the teachers whose job is to transmit Jewish values to our 
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young, then we may be missing important opportunities for 

self-estee• growth . We must find ways of reintegrating and 

emphasizing these educational values that are a~ equally 

essential to Jewish education as they are to modern theories of 

self-esteem education. 
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CHAPTER FOUR 



BRINGING SELF-ESTEEM THEORY INTO THE JEWISH SCHOOL 

Introduction 

There are many Je wish religious school teachers and, in some 

cases , schools to whom the concepts and practices discussed in 

this thesis a r e already very familiar. To others, they may 

represent a dramatic shift in emphasis f ro m current institutiona l 

features, curriculum plans, and teaching methods. 

The st udy in chapter three demonstrates that some Jewish 

religious school teachers do not share the values of self-esteem 

education which are, at the same time, classical Jewish 

educational values. rurthermore , among those teachers that do 

report a high identification with the values, the data suggests 

that few a r e very successful at incorporating these values in 

their teaching. Student responses suggest a wide gap between 

teacher intent and classroom r ea l ity. 

If Jewish religious schools are to become places that embody 

the se values ( both secular and Jewish) an d make self- es t eem both 

a goal a nd a moda lit y of ins t ruction, teachers and principals 

must: 

1. ' Be exposed to the literature, both secular an d Jewish. 

2. Be given the c ri~eria for teaching in t he 
Jewish/self-esteem model. 

3. Be given an o pportunity to evaluate their schoo l s and 
their teaching in light of the lite rature . 
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4. Receive direction in incorporating the values in their 
teaching and in their schools. 

5. Receive direction in exploring the 
sources of their own self-esteem. 

There are several models (or strategies) for change that are 

discussed in the substantial secular educational self-esteem 

literature. These include, for example, c urriculum c ouncil s 

charged with the responsibility for encouraging and sponsoring 

curriculum planning, o r ''self-esteem" committees who are 

responsible for evaluating some aspect of the school in relation 

to its impact on student self-esteem. However, the fi r st step 

towards instituting any possible change for Jewish religious 

schools must be a program of professional growth for teachers and 

principals that includes the five essential elements enumerated 

above. 

As in any c urric ulum, many modalities of teaching and 

learning can be used to effectively teach self-esteem 

methodologies and approaches. Some possible modalities are: 

1. Full Semester Courses for Religious Sc hool 
Teachers 

2. Limited Training Courses (8-10 weekly sessions 
over a 2-3 month period) 

3. Week-long Intensive Training Courses 
(several hours a day, or evenings) 

4. Weekend Retreats/Seminars 

5. 1-Day-long In-Service Training Sessions 

6. Single Sessions (e venings, afternoons, weekends) 

Whichever initial approach is taken to introduce self-esteem 
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theory and start a process of school change it must not be seen 

as a solution in and of itself. Teachers and others interested 

in developing attitudes and skills related to enhancing student 

self-esteem need the support of serious, ongoing, comprehensive 

professional growth programs. These programs must center around 

three purposes, as enumerated by Beane and Lipka: 

first, to help teachers more fully understand the 
learners with whom they work; second, to help teachers 
more fully understand themse lves in relation to 
learners; and third, to help teachers analyze and 
develop curriculum plans and teaching methods that are 
most likely to enhance self-perceptions (1). 

For the purpose of this thesi s , a model worksh~p series is 

designed that incorporates the five essential elements enumerated 

above, as well as st ructures fo r instituting school evaluation 

and change that can be adapted into ongoing programs. An 

outline of the workshops follows. 
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Self Esteem and Jewish Education 

A four session workshop series designed for a Jewish religious 

school seeking change through the incorporation of self-esteem 

theory. 

Setting and Structure: The workshops are designed for use in 

one of several i n-town wo rkshop structures to be held at the 

temple either one full weekend, or one a week for four weeks, 

or once a month for four months. However, with minor changes 

the workshops could also be ada pt ed fo r a weekend retreat 

setting. The workshop s will most likely have the greatest 

impact if they are scheduled close togethe r . 

Participants: All teachers, administrators, rabbis, staff, and 

student-teachers of a Jewish religious school. 

Basic Pri~ciples and Key Concepts: 

These workshops are designed to introduce some of the key 

cpncepts of self-esteem t~eory in secular education, and some of 

the related underlying principles of Jewish education as 

expressed in classicaf Jewish texts. Workshop participants 

will be sqown that ·the goals and principles of these two 

educational systems are not that far apart and that a synthe~s 

between self-esteem e ducation and Jewish education is possible. 
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Self-esteem theorieg of education are predicated on the idea 

that students will learn and develop best in an environment that 

fosters high student self-esteem . Students who suffer from low 

self-esteem, regardless of their capabilities, will not learn and 

will not succeed in school as well as their peers with high 

se lf-esteem . This important fact must be considered by teachers 

and by administrators in their day-to-day interactions wtth 

students, and in their setting of school policy and curriculum 

planning. 

The school experience has great impact on the self-esteem of 

students. It has the potential to both build and strengthen 

self-es teem, or to attack and r ed uce self-est eem. Wh en s tudent s 

feel threatened by school practices -- when they feel c hances for 

success or recognition are unobtainabl e and the possibility of 

embarrassment, humiliation, or failure are great -- they will 

retreat emotionally, intellectually (and even physically). 

Teachers, there!ore, must show respect, and warmth to their 

students. They must st rive to emulate the positive attributes 

so prevalent in classical Jewish texts that talk about honoring 

and loving students. They must demonstrate that they are there 

to build rather than to destroy their st udents as human beings. 

They must take steps to insure that every student is given 

reasonable chances to experienci success. Positive self-esteem 

should be both a goal and a modality of our Jewish religious 

schools. 

These workshops will give teachers and adminis trator s the 
• T ) 

skills and knowledge to evaluate their schools and classrooms in 
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light of self-esteem theory. Furthermore, they will provide an 

impetus as well as a vehicle for incorporating self-esteem 

methodology into the school. 

Goals 

Participants i n this workshop will: 

1 . Experience a mode l learning en vironment that is designe d t o 
foster st u~ent self-esteem. 

2 . Exp lore the close relations hi p bet ween t he principles of 
self-esteem e ducation and classica l Jewish e ducation. 

3. Be exposed to the basic principles and theories of 
self-esteem education an d class ical Jewish education a nd 
will be able to evaluate l earning/teaching si tuations in 
light of what they have learned . 

4. Value self- esteem as both an impo r tant goal and modality of 
Jewish relig io us education. 

5 . Part ici pa te in an assessment of t he..i. r own relig i ous school 
in light of the pr inciples of self -es t eem education. 

6. Participate in learning activities that promote feelings of 
positive self-esteem. 

7. Learn specific strategies/acti vities /ideas that they can use 
in their teaching t o help foster s tud en t self-esteem. 

8. Explore the so urces of their own self - esteem as individual s 
and as Jewish religious school teachers . 
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Ob 1ectives 

After attending this workshop participants will be able to: 

1.0 Recognize the importance of self-esteem as a factor in 
teaching and learning and desi r e to learn more 
concerning this topic. 

1.1 Describe the traits/characteristics of "good" and "bad" 
teachers. 

1.2 Define the te r m " self-esteem" and explain its gr owth 
and maintenance. 

1.3 Desc ri be ways in which a student's self-esteem effec ts 
his/her lear ning. 

1 . 4 Desc ri be how a teacher's a c tions and attitudes effects 
student self - esteem. 

1.5 Evaluate the importance of self- esteem as a goal a nd 
mo dal ity of Jewish education. 

1.6 Identify the sources of their own self-esteem. 

2 .0 I dent ify and e xplain the r e lati ons hip between a 
student's self-esteem and the per ce ption s and behaviors 
of his/he r teacher. 

2 .1 Describe how a teacher's ability to promote student 
s elf-esteem is related t o that teacher' s own 
self -esteem. 

2.2 Identify and validate their own str engths and succe sses 
as' indi vidua l s and a s teachers as a rt iculated in Jewish 
texts. 

2.3 List positive traits/characteristics of "good" Jewish 
religious school teachers. 

2.4 Specify which traits /characte r istics they f eel a re most 
important for Jewish religious school teachers to 
possess and exp l ai n why t hese traits/characteristics 
are important 

2. 5 Define their own goals as Jewish rel i gious schoo l 
teachers concerned with the s elf-es teem of their 
students . 
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2.6 Exhibit a readiness to r evise their judgements and work 
towards changing their teacher behaviors in light of 
the evidence presented in this workshop. 

3.0 List several school and non-school related encounters 
that potentially deflate their student's self-esteem on 
a daily basis. 

3.1 Explain what kinds of encounters and/or perceptions 
(e.g. that teachers are not valued) that deflate their 
own self-esteem on a daily basis. 

3.2 Identify several t echniques that might help to 
strengthen their student's self-esteem. 

3.3 Identify and explain several Jewish texts that address 
the issue of student self-esteem. 

3.4 List specific criteria for self-esteem teaching in a 
Jewish religious school. 

3.5 Form judgements concerning a Jewish religious school 
teacher's responsibility for preserving and enhancing 
his/her students' self-esteem. 

3.6 Explain the major principles and concepts of 
"invitational teaching." 

3.7 Distinguish between inviting and disinviting teacher 
statements. 

3.8 Identify inviting and disinviting statements and 
attitudes from sample classroom dialogue. 

4.0 Distinguish between "factory" and "family" models of 
education. 

4.1 Comp.are and contrast qualities, procedures, and 
attitudes of schools that enhance student self- esteem 
and schools that do not . 

4.2 Lead a simple exercise that helps to build self-esteem 
in individuals and in groups. 

4 . 3 Identify and explain several Chasidic texts that talk 
about love. 

4.4 Evaluate thei r own religious school in light of 
1elf-esteem theory and list se veral suggestions for 
constructive ch~nge. 

-129:-



4.5 Develop plans for integrating self-esteem theory into 
their teaching and into their schools with the desire 
to model and promote Jewish educational values that are 
sensitive to student needs. 

The following model workshop series represents bu t one 

variation of the many possible approaches availabie. The 

workshops may very easi ly be adapted to fit the individual 

preferences, concerns and needs of a specific school. All 

learning activities a re outlined in de tail, and all handouts and 

necessary reference literature is contained in the appendices and 

body of this thesis. Additional refere nces and resources are 

listed in the bibliography. In spite of the thorough 

compilation of materials, these workshops should on ly be led by a 

qualified facilitator. 
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Workshop #1 

Self-Esteem and Jewish Education . 
I. Objectives: 1. 0, 1.1, 1.2, 1.3, 1.4, 1.5, 1.6. 

II. Content/Resources: Jewish texts that address self-esteem, 
quotes from the secular sel f- esteem literature. 

III . Mode of Learning: large group discussion, individual 
activities, triads, dyads, short lectures . 

IV. Strategy/Learning Experience: 

A. Set Induction 

The facillitator asks participants to think for a 
moment about the best/favorite teacher they ever had as 
a student. They should try to think of this teacher's 
specific cha racter istics. Then, with paper and pencil 
provided, the faci llita tor will ask participants to 
list adjectives to describe this teacher (or a 
composite of a few teachers they liked the most). 

The facillitator will then ask participants to think 
about the worst (or least favorite) teacher they ever 
had. Following the same proceedure above, 
participants are then directed to describe these 
teachers with a list of adjectives. 

The facillitator now directs participants, working in 
triads, to compare their lists. They should note 
similarities in their lists and discuss there 
significance. Triads should work together to c reate 
"best teacher" and "worst teacher" lists of adjectives 
that they as a group can agree upon. 

The facillitator now asks for representatives from each 
triad to revort on what they discussed, and to share 
their triad s lists of adjectives with the entire 
group. Either the facillitator or a group volunteer 
vill write sample answers from the two lists of 
adjectives on a blackboard. The facillitator invites 
a general disc~ss~on amongst al l participants, and 
helps the group ' to distinguish between the 
characteristics of "good" and "bad" teachers. He/she 
will point o~t that "good," well liked teachers, among 
otner traits, are usually teachers who make their 
studentr feel ial ued as individuals, a nd successful as 
students; They enhance the self-esteem of their 
students . 
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B. Lecture: "Defining Self-Esteem" 

The facillitator will now present a short lect ure on 
the subject of self-esteem, defining it and describing 
its growth and maintenance. He/she will provide an 
overview of the liturature, and highlight important 
concepts (For resources see chapter one this thesis, 
and/or the major references cited therein). 

C. Contemporary Sel f-Esteem Liturature 

The facillitator will now distribute a col lection of 
several short excerpts from the secular liturature on 
self-esteem and education (Appendix 1.0). Working 
together with the whole group, he/she will ask 
participants to take turns r eading the excerpts aloud, 
and invite participants to respond. These t ex ts will 
highlight several issues o f concern in the study of 
self-esteem in education, whic h the facillitator should 
elaborate upon in the context of group discussion. 
Issues to be covered: 

How does the self- esteem effect learning? 

What effect might a teacher's technique have on stud en t 
self-esteem? 

Should the raising of self-esteem be a legitimate goal 
of education? 

D. Break -- Snack 

E. Self-Esteem and Jewish Education 

The facillitator will make a brief introduction to the 
next. topic of consideration -- the place of self-esteem 
theory in Jewish education. He/she will suggest that 
rabbis and teachers in the Jewish world have long been 
aware of the importance of self-esteem in teaching and 
learning, and evidence of this is recorded in· Jewish 
texts. 

Participants, working in dyads, wi ll examine several 
excerpts from classical and modern Jewish texts that 
address the importance of self-esteem in teaching and 
learning (A ppendix 1.1). They will discuss each text 
individually appraising its significance, and will look 
for trends th~t run through and unite texts. The 
faciflitat o r will also instruct participants to choose 
the text s that are most meaningful and relevant to 
them, and will ask them -- at the end of the exercise 
-- to share these texts with vith the group. 
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The facillitator will now use the blackboard once again 
to create tvo lists. He/she vill put the words "goal" 
and "modality" at the top of the board and ask 
participants to point out the texts that suggest that 
self-esteem is either a goal or a modality of Jewish 
education. When the group has finished categorizing 
the texts. the facillitator will moderate a short 
debate on the topic: "is self-esteem a goal or a 
modality of Jewish education"? In a summary/wrap-up 
the facillitator will suggest (as by this time the 
group has probably established) that it is both. 

F. "Reaching for a High" A Fantasy Exercise (1). 

The facillitator tells participants that he /she would 
like to end the first workshop with an exercise that 
they can use themselves or with their students to rais e 
temporary moods of low self-esteem , or just to relax 
and feel good . They should reflect upon the good 
feelings the exercise invokes, and think about 
different ways they can bring these positive feelings 
into their classrooms, and how these feelings have the 
potential to change the nature of the learning 
experience for their students . 

The participants are told to close their eyes , get 
comfortable, relax, and let the tension flow out of 
their bodies. They can use any one of several 
relaxation techniques. 

Next, they a r e told to think of a time when they were 
feeling especially good about themselves. They should 
identify the scenery, the persons present , the time of 
day, what the weather was like. They should try to 
identify the colors, smell the smells, and get fully 
into the mood of that time and place. Perhaps they 
recall their "best teacher'' from the opening exercise, 
and can remember a compliment they got from him/her, or 
how they made them feel. 

The. facillitator tells the participants to enjoy "being 
there," and to feel their self-esteem raise as they 
experience that scene and time. When they are ready, 
participants should come back to the present place and 
time s l owly, and open t he ir eyes. 

The Facillitator tells participants that any time they 
are feeling tired, bored, depressed, or in a mood of 
low s~lf-esteem, during our workshops or in their 
teaching, or on any other occaision, they should go to 
that spot ln their fantasy and enjoy it. The should 
be able to draw from it strength and energy, and be 
able to return refreshed end renewed. 
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G. Closure 

The facillitator thanks and praises participants for 
their help and participation in this first of four 
workshops, and wishes them a good week. He/she 
~nvites participants to share a thought or reaction to 
the first workshop. The session ends with a closing 
prayer or reading. 

V. The workshop should last three hours, thirty five minutes . 

The following schedule is appropriate: 

A. Set Induction - 45 minutes 
B. Lecture - 20 minutes 
C. Text Study/Discussion - 45 mi nutes 
D. Break/Snack - 20 minutes 
E. Text Study/Debate - 60 minutes 
F. Visualization - 15 minutes 
G. Closure - 10 minutes 

VI. Supplies: Paper, pencils , blackboard, chalk; Jewish text 
material, quotes from secular literature. 

VII . Room: Large meeting room with ample space for several 
small groups to meet simultaneously. 

-134-



-
Workshop #2 

Self- Esteem of Jewish Teachers 

I. Objectives: 2.0 , 2 . 1, 2.2 , 2.3, 2.4, 2 . 5, 2.6. 

II. Content/Resources: Dialogue from Pygmalion "Self-Esteem 
Tree," Eric Fromm quote, Jewish texts that talk about 
teachers. 

III. Mode of Learning: Individual exercises, lecture, dyad and 
small group work. 

IV. Strategy/Learning Experience: 

A. Set Induction Se lf-Perceptions and Self-Esteem 

The facillitator asks a few volunteers in advance to 
help with the set induction for workshop #2 by reading 
an excerpt from George Be r nard Shaw ' s Pygmalion 
(Appendix 2.0) . This excerpt contain s an important 
dialogue of the play which relates to our topic 
" sel f-perceptions and self- esteem" ; Liza says to 
Pickering: " .•. t shall always be a flower girl to 
professor Higgins, because he always treats me as a 
flower girl, and always will: but I know I can be a 
lady to you , because you always trea t me as a lady, and 
always will . .. " (2) . 

After the reading , the facillitator speaks brief ly 
abo u t the effects of teachers' attitudes and behaviors 
on students . He/she gives an ove rview of some of the 
work done i n this area , incl uding the controversial 
work Pygmalion in the Classroom , and reads H.F Lowry's 
s t ory about the average boy "who became one of the best 
men of his generation" (3) after his academic aptitude 
test scores vere sent skyrocketing by a mouse ( Appendix 
2.1). The building of positive se l f-es t eem , in many 
respects, is a self-fulfilling prophecy. If others 
see us as lovable and capable, we will be positivly 
iflueoced by these attitudes. If we see our students 
as lovable aod capable , they will flourish better in 
our classrooms then if we label them as incompetent, 
misbehaved, or slow. 

This short lecture conc~udes with the thought that 
teacher ~, tf they are to raise and aff irm the 
sel f-esteem of their students, must firs t themselves 
poses!J positive self-es teem. They must "be in touch" 
vith the so urces of their own self-esteem both as 
persons and as Jewish teachers. This leads right into 
the next exercise . 
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B. Explo ring the Sources of Our Own Self-Esteem: 
Se lf-Esteem Tree (4) 

The facillitator explains the importance of identifying 
and validating our strengths and resour ces, abilities 
and talents. He/she distributes copies of the 
"Self-Esteem Tree" to each participant, ( Appendix 2.2) 
and asks them to write all their talents and abilities 
o n the roots. They are instructed to leave some 
spaces to add mo re later (5 minutes). 

The facillitator then suggests that not only should we 
be more aware of our s tr engt hs and talents , but of all 
of the successful things we have done . He/she , 
therefore, asks participants t o write o n the branches 
of t heir trees a l l of their successes. Again, they 
s hould leave some spaces fo r later additions (5 
minutes). 

The facillitator now instructs each of the participants 
to find a pa r t ner to work with, preferab ly someone they 
do not know very well. Participants are instructed t o 
share their t r ees with their partners, without 
apologies for "bragging." They should be enthusiastic 
about sha ri ng their successes , and attentive and 
interested in listening to their partner's successes 
(15 minutes). 

Participants are now asked to come back together as a 
group. ~ach participant is asked to int r oduce his /her 
partner to the whole group, with special emphasis on 
their strengths and successes (30 minutes). 

The facillita t or brings closu re to the exercise 
re i terating the importance of teacher se lf-es t eem. 
He/she talks about the fact that we all, of course , 
also have weaknesses that we must recognize , but we 
must affirm and utilize our st r e ngth s. We must feel 
good about who we are as individuals , and accept and 
love ourselves i f we a re to hel p ot hers to love 
themselves . He/she quotes Eric Fromm' s essa y on 
self-love " .•. Love of others a nd love of our selves 
are not alternatives. On the cont rary, a n attitude of 
love toward themselve~ will be found in all those who 
are capable of loving others. " (S)(Appendix 2.3). 
He/she distaributes copies o f that portion of Fromm's 
essay . 
Participants keep their self-esteem trees to post in a 
p,rominent place, or to take out when they need a ~ 
'boost." 'J'.hey are also instructed to add important 
"successes" to their trees when they occur (15 
minutes) . 
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C. Break -- Snack 

D. Self-Esteem as Jewish Teachers 

Wo r king in groups of 3-4 people each, participants are 
instructed to write on b!ank paper provided as many 
endings to this sentence as they can think of: " Jevish 
religious school teachers are people who. " They 
are encouraged to be creative and to have fun (8- 10 
minutes) . 

After most grou ps seem to be flnished, the facilli tator 
distributes a sheet with s evera l quotes from Jewish 
texts that talk about the impo r tance of teaching in 
Judaism, and the hono r accorded to Jewish teac her s 
( Append ix 2. 4). He/she has participant volunt ee r s 
r e ad th e quotes aloud , and l eads a discu ss ion / talk on 
the importance of teachers and teaching in Jewish 
tradition . (20 minutes) 

The f acillitator then instructs th e groups of 3-4 
people to look back at the sentences they created in 
the beginning of the exe rci se. He/she asks them to 
consider whether or not they feel they need t o add 
any t hing to their lists . He/she then instructs them 
to work together to nar r ow down their lists to 5 
sentenc es that best describe . in their minds the ideal 
Jewish religious schoo l teac he r ( 15 minutes). 

When a l l groups have finished this task , the 
fac ill itator has each group read their lists t o the 
rest o f the grou p , and someone vrites the second half 
o f the sentences on the blackboa rd . When all groups 
have finished reporting, the part icipants compair the 
lists and the facillitat o r wo rk s with the entire group 
t o pick 5 sentences from the ones on the board that 
everyone can agree upon . Participants, with the 
facillitator as moderator, discuss the sign i ficance and 
the implications of their list. Most likely, the 
sentences will portray the ideal Jewish teacher as 
someone with a great deal of dignity wh o teaches people 
to love and honor themselve s and o th ers. (30 minutes) 

E. Break 

F. Personal Coal Setting -- Write a Le t te r to Your self 

The fac il l lta tor di stributes more blank paper a nd 
envelopes, and asks participants to"""vrite a letter to 
themselves describing their goals a~d aspirations 1 .) 
as individuals, 2 . ) as Jewish religious school teachers 
for the rest of the religious school year. "What 
goals do you have for your teaching , and vhat concepts 
or ideas f r om these workshops do you ho pe to 
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V. 

incorporate in your teaching ?" He/she instructs 
participant s to put their letters i n the envelopes 
provided , and to address them to whereve r they v ill be 
at the end of t he sc hoo l yea r. These letters are 
saved and mailed to partic i pants at the appropriate 
time . 

G. Closure 

The facillitator briefly reviews some of the important 
themes of this workshop, and thanks and praises 
participants for their participation . He/she asks for 
any questions or comme nts o n the day's activities . 

The facillitator has asked a participant volunteer in 
a dvance to prepare a closing prayer, thought, or 
reading , which they now deliver. 

Time: the workshop should last appoximately thr ee hours 
and fou r ty five minutes. The follo wing schedule 
is approp r iate: 

A. Set Induction - 20 minutes 
B. Self-Esteem Exercise/Sha r ing - 70 minutes 
C. Break/Snack - 20 minutes 
D. Sen tence Sompletion / Text Study/Discussion - 75 min. 
E. Break - 10 minutes 
F. Letter Writing - 20 minutes 
G. Closure - 10 minutes 

VI. Supplies: Pape r , pencil , envelopes, Blackboard, chalk , 
Dialogue from play; Handouts: Self-Esteem trees , Jewish 
texts tha t talk about teachers , Eric Fromm quote. 

VII. Room : Lar~e meeting room with ample space for several 
small gr oups to work simultaneously. 
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Workshop #3 

Building/Preserving Studen t Self-Esteem 

I. Objectives: 3.0 , 3.1, 3.2, 3.3, 3 .4 , 3.5, 3.6, 3 . 7, 3.8. 

II. Content/Resources: Simon' s IALAC story,. Bukley poem "The 
Little Boy;" Handouts: Jewish texts that talk about 
honoring/loving students, "Values in Jewish Educatio n 
Questionnaire, "inviting" and "disinviting" statements 
from Purkey, classroom verbata. 

I I I. Mode of Learning: lecture, story improvisation, text 
study, discussion, values clarification: large group 
and small group discussion. 

IV. St rategy/Learning Experienc e : 

A. Set Induction -- The IALAC Story (6). 

The faci llitator holds up a piece of paper with the 
Letters IALAC printed on it in large bold print. 
He/she explains : 

"Ev eryone ca rri es an invisible IALAC sign around 
with them at all times and wherever they go. 
IALAC stands for 'I am loveble and ca pable.' 
This is our self-concept/self-esteem or how we 
feel about ourselves. The size of our sign -- or 
how good we feel about ourselves -- is often 
affected by how others interact with us. If 
somebody is nasty to us, teases us, puts us down, 
rejects us, hits us, etc., then a piece of our 
IALAC sign is destroyed. [Illustrate this by 
tearing a corner piece of the sign.] I am going 
to tell you a story to illustrate how this happen s 
in everyday life" (7). 

The facillitator then begins to tell the story abo ut a 
student who goes through an average difficult day 
(Appendix 3.0) tearing off pieces of the sign at 
appropriate momentJ. At some point in the s~ory, the 
facillitator • i6vi~s participants to help create the 
story, and h~/she continues to tear off pieces of the 
sign, and picks up the story, if necessary, to keep it 
moving. 

Working in diads, the facillitator asks participants to 
discuss the following questions which are written on a 
hand-out sheet: -
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How does your IALAC sign get torn up? 
As an individual ? 
As a religious school teacher? 

What do you do that destroys the IALAC signs of 
others ? 
In school, family, etc.7 

How do you feel when your IALAC sign is ripped? 
When you rip someone elses7 

What can we do as religious school teachers to 
enlarge our s tudent s signs rather than to make 
them smaller ? 

The facillitator asks participants for r esponses to the 
exercise. Did they learn anything new about 
themselves? Does this cause them to look at their 
students any differently? Do they think they could 
use this exercise with their students? Cou ld they 
integrate it somehow into their curriculum? ls there 
anything Jewish about the lessons that may be drawn 
from it? 

B. Building/Preserving Student Se lf-Esteem in Jewish Texts 

Working as a whole group once again , the facillitator 
distributes a sheet with se veral Jewish texts that talk 
about honoring/loving student s , and teaching practices 
that are sensitive to thees issues (Appendix · 3.l). 
The texts are read aloud and briefly discussed. The 
facillitator asks: Are these texts outdated? Do 
they have relevance for us today as religious school 
teachers? 

C. Break 

D. Criteria for Buiding/Preserving Self-Esteem in the 
Jewish Religious School 

Values Clarification 

Th• facillitator tells pa rtic ipants that they will now 
look at some specific cri teria for building /preserving 
student self-esteem in the Jewish religious school 
classroom. He/she distributes copies of the 2nd and 
3rd page from the "Values in Jewish Education 
Queationnftire" in chapter three of this thesis 
(Appendix 3.2) . He/she gives a brief explanation 
(omitting the £act that these are all important 
criteria for building/maintaining self-esteem i n th>e. 
Jewish religious school) and asks teachers to rate each 
question as they see fit (see Appendix for 
questionnaire). 
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When all · participants have completed the two pages of 
the questionnaire, the facillitator goes through the 14 
criteria, posting on the blackboard a tally of 
participants' answers. When the tally is completed, 
the facillitator discusses with the group the outcome 
of the tally. • He/she also highlights the importance 
of the various criteria, answering questions and citing 
data and/or texts where appropriate. Important 
questions for consideration: Why are these criteria 
significant for the Jewish religious school classroom? 
What makes a Jewish religious school classroom 
different from any other classroom? 

E. Break -- Snac k 

F. Invititationa l Teaching 

The facillitator starts off this next session by 
reading Hellen B. Buckley's poem "The Little Boy" 
(Appendix 3 . 3). Re/she suggests that to encourage 
both school success and a nurturing of positive 
self-esteem we must con s tantly give invitations 
students, like the second teacher in the story. 
invitati ons must be intentional end con s istent. 
fecillitator talks briefly about the work of W. 
and J. Novak, highlighting some of their major 
concepts. (15 minutes) 

to our 
These 
The 

Purkey 

Next, the facillitator distributes copies of Purkey's 
"inviting" statements and "disinviting" statements 
(B ) (Appendix 3.4). With some help from volunteer 
readers, the participants and facillitator read, 
compare and contrast the statements, and discuss their 
effects on students: Some t~acher statements make 
students feel valuable, able, and responsible, while 
others make students feel worthless, unable, and 
irresponsible. (15 minutes) 

Participants are now divided into small groups (3-5 
people each ) which are paired according to grade level 
(grades K- 2 , 3-5, etc.). After instructions and 
materials are given, the groups are dispersed to 
different rooms throughout the building. Each group 
receives ~ sample case verbatum of a classroom dialogue 
from their grade level (Appendix 3.5). Groups , are 
instrJctred to read the dialogue togethet, and note 
where the teachers 1n the sample cases are either 
inviting or disinviting. They should also categorize 
the statements as above (e.g. do the statements make 
the students feel valuable, able, and responaible, or 
worthle~s, unable, and irresponsible?). Participants 
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should also critique the teacher's performance in light 
of all the issues we have discussed in our three 
workshops so far. What mistakes do these t eache r s 
make in regards to the maintenance of their students' 
self-esteem, and what thing s do they do right ? 

When participants finish reading thro ugh and discussing 
the sample cases, they have instructions to try to 
identify and write out a list of at least five teacher 
behaviors they found that are inviting, and five that 
are disinviting. (45 minutes) 

All groups reconve ne at a specifi ed time , and the 
facil litato r asks each group to share their lists of 
inviting and disinviting beha viors. They are al so 
asked to share any feedback they may have to the 
exerci s e. Did the sampl e cases replicate realist ic 
classroom s ituations? Can they as teachers imagine 
themselves saying some of the things they read in the 
case, or reacting in a similar way to student 
behavi o r s. Does doing th is exercise provide them with 
any new insights? ( 15 minutes) 

G. Closure 

The facill i tator thanks and praises participants for 
their participation. He/she mentions that one nice 
behavior of invitational teaching is ''gi f t g~ving ." 
In that regard, he/she has several gifts to give.to the 
participants on their way o ut. These gifts are lists 
of inviting and disinviting behavio rs and comments from 
the appendix of Purkey's Inviting School Success , and 
Checklists of Charac ter istic Attitudes and Behaviors of 
Teachers who Enhance and Hinder Self-Pe rcept io ns from 

. Beane and Lipka's Self-Concept, Self-Esteem, and the 
Curriculum, also Sam Joseph's Essay i n Pedagogic 
ReBcirterl Pinvi ting School Success " (Appendix 3.6, 3.7 , 
3. ). ar ticipan ts are ''i nvited" to take these list s 
to read over and consider at their own leisure. 

The facillitator has asked a participant in advance to 
prepare a c losin~ prayer, thought, or r eading for the 
day. 
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v. 

VI. 

VII. 

Time: the workshop should last approximately four hours. 

The following schedule is appropriate: 

A. Set Induction - 45 minutes 
B. Text Study/Discussion - 15 minutes 
C. Break (short) - 10 minutes 
D. Values Clarification/Discussion 50 minutes 
E. Break/Snack - 20 minutes 
F. Closure - 10 minutes 

Sup plies: pencils, paper, blackboard, chalk , IALAC sign; 
Handouts: Jewish text material, questionnaire, "inviting" 
and "disinviting" statements , verbata. 

Room: large room big enough for several small groups to 
work simultaneously. Five to six additional rooms for 
small group work. 
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WORlSHOP #4 

MAIING SELF-ESTEEM A SCHOOL-WIDE GOAL 

I. Objectives: 4 . 0, 4.1, 4.2, 4.3, 4.4, 4.5. 

II. Content/Resources: Handouts: "Moving toward the 
Self-Enhancing Schoo l" , Rassidic texts, Discussion 
guides. 

III. Mode of Learning: Large group, dyads, small groups, 
individual; discussion, lecture, evaluating, 
brainstorming, experiential activi t y. 

IV. Strategy/Learning Experience: 

A. Set Induction - - Factory Vs. Family School 

The facilitator explains that in this last workshop we 
will be considering several ideas and concepts for 
making self-esteem a school -wide goal and priority. 
We will also make real steps towards implementing 
change. 

The facilitator puts two headings on the blackboard, 
''factory" and "family" and asks participants to thi nk 
about the different characteristics of these two 
structures. What are the negative attributes and the 
positive attributes, and how can they be contrasted? 
A factory, for example, is usually cold, automated, 
efficient. It places its emphasis on mass production, 
cost effectiveness, technology, centralized control. 
A family, on the other hand, is usually thought of as 
loving, caring, warm, inviting. It places its 
emphasis on nurturing, providing a sense of belonging 
and safety, and teaches cooperation (They should 
concentra te on the positive a ttri butes of a family if 
they can). Participants are instructed to write, 
with the paper a nd pencil provided, as many shor t 
phrases or adjectives they can think of to describe the 
two. 

After a few minures of individual writing, the 
facilitator asks for participants to share some of 
their responses. He/she writes these responses under 
the appropriate beading on the board. The facilitator 
is ready to suggest some additio nal sample answers if 
responses are sparse (Appendix 4.0). 
When the participants have exhausted their lists and 
their brainstorming efforts, the facilitator sugg~ta 
that mos t schools can be characterized somewhere a~'ong 
a spec~rum between these two structures. Some acbools 
are more like a family, and some are like a factory, 
and moat probably fall somewhere in between. Together 
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vith participants, the facilitator now brainstorms 
specific school practices and characteristics that are 
facto ry and then family o riented. 

B. Hoving Toward the Se lf-Enhancing School 

The facilitator distributes copies of table 5.1 from 
Beane and Lipka Self-Conce t Self-Esteem and the 
Curriculum, (10) and leads a lecture discussion based 
on the 17 suggestions in the table for building a 
"self-enhancing school" ( Appendix 4.1). 

C. Massage Train (11) . 

The facilitator asks the group to stand, come the the 
open space in the room, and form a circle. He/she 
then instructs eve ry one to turn to the right , and to 
put their hands on the sho ulders of the person next to 
him/her. Participant s are instructed to bring some 
comfort and ca ring to their partner's tired shoulders. 
The whole group gently massages each other's shoulders. 

If participants seem nervous or uncomfortable , the 
facilitator may may help relax the situation with good 
humor . He/she might suggest "This is how all mee tings 
of the United States Sena te should begin," or "This is 
how all our faculty meetings should begin. " 

After three or four minutes the fac ilitator tells group 
to slowly let their hands come to rest and hold them on 
their neighbor's back for a minute in silent rest. 
Then they s hould remove them very slowly and gradually 
so the person doesn't realize they are gone. 

Participants then turn around and r eturn a massage to 
the partner who massaged them. They should follow the 
same procedure stopping very gently and slowly. 

When everyone is finished, the fa c ilitator asks fo r 
some responses to the exercise. How did it make you 
feel? Did it raise your feelings of self-e~teem as 
individuals? As a group? Participants may brainstorm 
for a few minutes to list some situations where massage 
-- or group massage -- may be used to improve the 
esteem of those around us. 

D. Break -- Snack 

E. Text Study 

Participants wo r k in dyads reading a collection of 
Hassidic stories and sayings on the ~heme "Lear ning to 
Love" from Chasidic Tales Retold, (12)(Ap pendix 4.2). 
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They are told to try and disce r n the Chas idic 
understanding o f l ove . Do these tex ts have any 
relevance for Jewish religious school teachers and 
their wo rk? 

f. Self-Esteem and Our School 
Evaluating and Brainstorming for Change 

The facilitator suggests that it is now time to take a 
look at ou r o wn school, to evaluate it in light of the 
t heories we have discussed and to think o f some 
positive suggestions for making it a "self-enhancing 
school. " 

The g r oup is di vided into five committees o r task force 
groups , each with a specific aspec t of the school to 
investigate . They are given sheets wit h s uggested 
gui de lines (as be l ow) to direct their discussion ( they 
may , howeve r , deviate somewha t from t his description of 
t he ir task adding o r s ub t racting s ub jects as they see 
f it ) . They will each be assigned a room to wo rk in, 
but they have the r un of the school to make 
observations if they wi sh, o r to ask questions of the 
administration and/or other suppor t staff. Each g r oup 
s hould p r epa r e a brief presen tat ion to make to the rest 
of the participant s of their findings and ideas. This 
may be either a simple report which they can read ou t 
lo ud, or they may c hoose to use some other medi um for a 
c r eative end eavor (posters , charts, signs, o r ot her 
visual aids). Art s upp lies a re available. 

School Cl ima te (Social and Physical) 

This group wi l l assess the general quality of life in 
the school. They should co nsider the degree to which 
students and teachers are involved in decision making 
in t e rms of governance of the school , and in terms of 
curr iculum plann ing. Is the s chool mo re like the 
factory o r the family model? Does it i nv ite students 
to learn , to feel accept e d a nd valued? Does our 
school model Jewish values? This commi tt ee should 
e valuate the physical cl imate, and talk about its 
impact on tea.chers and st udents. When t hey finish 
their evaluat i on they should make a list of suggestions 
for change. 

/ 
Institutional Features 

This group s hould evaluate existing school practices 
s uch a s g r ou ping, promotion/nonpromotion, 
srading /eval uating , discipline , and other 
organizat iona l pract ices that potentially effect 
student self - es teem . They sho uld e xplain why the 
existing practices are either good or bad in this 
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regard, and suggest possible alternatives. ( They may 
wish to design a new student evaluation form, or 
innovate a new evaluation procedure. They may make a 
list of suggestions for handling classroom discipline, 
or address the issue in terms of a school-wide 
approach.) 

Parent Involvement 

This group should assess the degree of parent 
involv ement i n the school. Are parents seen as "t he 
enemy" or are they valued and encouraged to help? 
This group should identify ways to help get parents 
more involved in the school. They should think of 
ways to invite parents to become partners with teacher s 
in enhancin g student self- perceptions/self-esteem. 
They should also suggest ways of enlisting parents to 
help insure school success. 

School/Temple Integration 

This committe e should evaluate the overal l integration 
of the religious school in the life of the temple, and 
consider what effect thi s might have on the esteem of 
the school and its students and teachers. They should 
identify ways of br ingi ng the two closer together, and 
make rec ommendations for improving/enhancing the 
quality of life for young people both i n terms of 
attitudes and activities. 

Teacher Self-Esteem 

This committee should evaluate the policies and 
conditions in the school whi ch might have either a 
positive or a negative effect on teacher self-esteem. 
Are teachers treated with re spec t by the 
administration, the rabbis , the lay leaders of the 
congregation? Are they valued, and are they 
adequately recognized and thanked for their efforts? 
Are they trusted to make sign if icant decisions, and do 
they receive the proper support, supplies, facilities, 
etc. to do their job? This group should make 
recommenda tions for programs, structures, policies 
(short of doubling their salary!) etc. that will 
enhance teacher self-esteem. 

G. Evaluati on 

Participants are asked to fill out an evaluation form 
which asks them to make brief comments on all the 
differ ent as pects of the workshops.'-

Additionally, a g roup of volun tee rs is solicited to 
join an evaluation committee that will meet within two 
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weeks of the this last workshop to do a more extensive 
evaluation. and to consider the implementation of 
auasestions from this closing program. 

B. Closure 

This final workshop ends with a slightly more elaborate 
closure session than the pre vious workshops. The 
facilitator writes sente nce stems on the board and, 
goi ng around the room , asks participants to complete 
the sentences. Some sample stems may include: ttThe 
most important thins I learned from these workshop s is. 

tt ; The most gratifying excercise was. tt; The 
most worthwhile aspect of these workshops was •.• tt; 
"On e new idea that I now have is ... " Then, using a 
similar procedure as the other workshops, the 
facilitator pulls loose ends together, asks for any 
questions, comments , and thanks and praises 
participant s . The facilitator might choose to prepare 
a special reading or prayer for this last workshop, or 
to involve participants in an ad-lib sharing of 
positive thoughts. Once again the facilitator also 
has resource material for participants to pick-up o n 
their way out - "gifts." 

V. Time: the workshop should last three hours and 
fifty minutes. The following schedule 
is appropriate: 

A. Set Induction - 15 minutes 
B. Lecture/discussion - 30 minutes 
C. Group Massage - 15 minutes 
D. Break/Snack - 30 minutes 
E. Text Study - 20 minutes 
F. Group work - 60 minutes - presentations 30 minutes 
G. Evaluation - 10 minutes 
H. Closure - 10 minutes 

VI. Supplies: Paper, pencils, blackboard, chalk, art supplies. 
Handouts: "Moving Towa rd the Self-Enhancing 
School," Hassidic sayings and stories, 
Discussion guides. General resource material. 

VII. Room: Large mee ting room with ample space for several 
small gro ups to mee t simultaneously, and an open 
space for all-group exercise . At least four other 
meeting rooms for small group work . 
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This thesis has attempted to point out the important 

implications of self-esteem theory for Jewish education. By 

looking at representative classical J ewish texts, it has s hown 

that the goals and ideals of self-esteem education are not alien 

to the spirit and intent of Jewish education . On the co ntrary, 

the two systems share many goals in common. Both place a heav y 

emphasis on the growth and psychological needs of the individua l 

student. Chapter three ' s study of Jewish schools, however, 

shows that wh ile t eache r s fo r the mos t part have good intentions 

and are committed to the val ues of Jewish education that are 

related to self-esteem, much training and supervision is needed 

to improve their success at realizing these values in the 

classroom. If positive self-esteem is an educational 

objective, it must be consciously and properly utilized as a 

modality in teaching. A closer l ook at self-es teem theory is a 

step towards this goal, and a step that may help to strengthen 

and revitalize some of Jewish education's most fundamental 

values. The end product ultimately should be a synthesis of the 

two systems. 

Hucb work is s till required in both the secula r and Jewish 

realms. The field of self-esteem theory is young and social 

scientists h~ve a lot more to learn about how the self-concept is 

formed, wh~t influen ces it, and how se lf-esteem affects learnin&:-­

More work is needed to help identify effec tive st rategies for 

change. Jewish scholars must continue to study the classical 
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texts, and must work at interpret i ng them in light of self-esteem 

theories of education. They must help to make them r elevant to 

new generations of Jewish teac her s . Many "new ideas" in 

education , as cha pter two demonstrates, are actually grounded and 

validated in thousands of years of real Jewish teaching 

experience. ·Jewish educators i nterested in promoting student 

self -esteem within a Jewish framework must use thes e classical 

texts to help them define and authenticate the ir roles as 

teachers of torah. They should serve as bo th the "context" and 

the "pretext" for everything they do. 

Some strategies fo r bringing teachers and schools close r to 

the self-esteem model are discussed in c hapter four , but they 

only represent the beginning of the e xtensive work that must be 

done in this area. Teachers (and students at appropriat~ times ) 

must be brought into the process if meaning ful com pr e hensiv e 

c hange is to occur. Special committees to investigate and make 

suggestions to imp r ove some particular aspect of a school (school 

climate , institutional features, parent involvement, etc. ) is one 

idea . In addition to committees , movement-wide or communi ty-wide 

curriculum co~ncils might be es t ablished to investigate the 

degree to which teachers are encouraged to engage in practices 

that enhance self-esteem. Using resources referenced in this 

thesis, and the many o ther resour ces available, these counci ls 

may create self-esteem guidelines or they may compile director ies 

containing ideas and promising practi ces used by Jewish religiO<Us 

school teachers. These directories might include acti~ities, 

resource materials, s elf-esteem units, ~nd techniques which have 
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been tried and found successful . The co uncil should promote 

opportunities for teachers from different schools to work 

together during the year and during the summer to writ e 

curriculum , attend conferences , and further study the particular 

needs of Jewish religious schools vis-a-vis self-esteem. These 

and othe r activities should be aimed not only at helping teachers 

enhance student self-esteem, but at improving teacher s elf-esteem 

as well . 

As discu ssed briefly in c hapt er four, it is important that 

teachers engage in some form of ongoing professional development, 

for ttone shottt approaches to the issue will not suffi ce . A one 

day seminar or an afternoon or an eveni ng lecture or workshop 

will not significantly change a school or prepare a teacher to 

incorporate the skills necessa r y to enhance student self-esteem. 

Rather , this requires on-going, comprehensive professional growth 

programs. Teachers must learn more about the self-perceptions 

their students hold, and they must become more sensitive to 

individual differences and needs. This kind of sensitivity can 

only come through training and practice. Teachers might meet 

regularly with a .4tU&lified supervisor -- either individually o r 

in groups -- to discuss particular students on whom they would 

like to focus their attention. They can keep a log and come to 

these meetings prepared to discuss notewo rthy statements , 

conversations, behaviors or ac t ivities they observed. Various 

methods could then be discussed for rais i ng these students ' ~ 

self-es t eem which the teachers could then try in their teaching. 

The whole issue of self-esteem and the Jewish religious 
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school should be brought to the attention, and should be made a 

priority of Bureaus of Jewish education , and Jewish educational 

• organizations such as CAJE and NATE. They can effectively bring 

it to the attention of Jewish teachers th roughout the country. 

The various schools that train Jewish educators such as HUC-JIR, 

JTS, the UJ, (to name just a few) should make alliances with 

secular scholars doing re s earch in self-esteem, and they should 

invite them to come and speak to their classes. The faculty of 

these schools and their students should contribut e to the study 

of the field, and they should carry on the important work of 

synthesis suggested in these pages. 

Many Jewish ed ucator s and religious school teachers today 

have taken on the attit ude that their role does not necessarily 

i nclude the responsibility of helping young people grow and 

develop in healthy positive ways. They are frustrated that 

their time and influence with their students is so limited. It 

is the conclusion of this thesis that Jewish e ducat ion as 

articulated in classical texts is somehow cheapened, 

ill-directed, and made irrelevant if it ignores this goal. Our 

texts and the important findings of self-esteem theory point the 

way towards building healthy environments and teacher/student 

relationships for growth. We now need to act in that direction. 

•We hold in our hands the keys for adding to the quality and 

meaning of our student's fives. It is a goal we should pursue. 

"Lo alecha h~m'lacha ligmor , v'lo atah ben chorin l'hibateil 

mimenah -- It is not your duty to complete the work, but neither 

are you free to desist from it (Pirke Avot, 2:21) . 
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APPENDIX 1. 0 

Let people real ize clearl y that eve ry time they threaten 
someone or humiliate o r hurt unnecessarily or dominate or reject 
another human being, they become forces for the creation of 
psychopatho l ogy, even if these be small forces . Let them 
recognize that every man wh o is kind, helpful, dec~nt, 
psychologically democratic, affectionate, and warm is a 
psychotherapeutic force even though a small one . 

( Abraham H. Maslow ) 

Every pe r so n needs recognit ion. It is expressed cogently 
by the lad who says , "Mothe r, let's play darts. I'll throw the 
darts and you say ' won derful . "' 

( H. Dale Baughman) 

••. even the most insensitive parent of teacher can usual l y 
recognize and take into account a crippling physical handicap . 
Negative self-esteem, however, is ofte n overlooked because we 
fail to take the time an d effort it requires to be sensitive to 
how children see themselves and their abilities. 

(William W. Purkey) 

Important for teachers is the fact that self-concepts are 
not unalterably fixed , but ra the r are modified by every life 
experience through at least t he maturing years . Inhetent in the 
thought that self-concept is learned as a function of experience 
is the fact that it c an be taught, Interpe r sonal theory, then, 
holds that se lf-concept is built or achieved through accumulated 
expe rien ces and contracts. 

(Wallace D. La Benne , Bert I. Greene) 

The indications seem to be that success or failure in school 
signi ficantly influence the ways in which students view 
themselves. Students who experience repeated success in school 
are likely to develop positive feelings about their abilities, 
while those who encounter failure tend to develop negative views 
of themselve&. In the light of the influence of the self 
concept on academic ac hievement, it would see m like a good idea 
for schools to follow the precept i saw printed on an automobile 
drag-strip racing · program: "Every effort i s made to insure that 
each entry has a r easonable chance of victory." 

(Wi lliam W. Purkey) 
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.whenever a value is set forth which can only be 
attained by a fe w, the conditions are ripe for widespread 
feelings of personal inadeq uacy . An outstanding example in 
American society is the fierce competitiveness of the school 
system . No educational system in the world has so many 
exami nations , o r so emphasized grades, as the American school 
system. Children are constantly being ranked and evaluated. 
The superio r achievement of one chold tends to debase the 
achievement of another . 

(Morris Rosenberg ) 

Students who misbehave generally have a negative 
self-regard . They may feel unwelcome , ugly , mean, unsuccessful, 
unimportant , or stupid. People tend to behave in ways 
consistent with their self-concept. In a class in which 
democratic discipline is established , the students help set the 
standards. Where students have a perception of shared 
objectives , a feeling of "weness" and cohesiveness is maintained . 
This cooperative action produces a common set of goa l s whereby 
each student feels he has a stake in the ongoing process of his 
education and classroom behavior. 

(Wallace D. La Benne) 

( 
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APPENDIX 1.1 

Said Rabbi Eliezer ben Shamus : "Let the honor of your pupil be 
as precious to you as your own, the respect for your colleague be 
like that of your teacher, and the respect for your teacher be 
like the respect for Heaven" {Pi rke Avot) 

"And thou shalt teach them to your sons." This shows that 
students are accounted for sons and the teacher may be considered 
a parent 
{Sifre Vaetchanan 34). 

A student must not be embarrassed because his friend grasps 
something the first time while he must learn it over and over, 
for if he is thus embarrassed , he wi ll leave school without 
learning anything. The rabbis said on this matter: "The bashful 
will not learn, and the angry person cannot be a good teacher" 
( Hilchot Talmud Torah, S). 

Woe unto the teacher who has decided that his student is "evil." 
Suc h an attitude will influence his educational approach and his 
manner of talking to the st~dent. As a result he will be unable 
to guide him unto the right path. Such an attitude takes away 
from the teacher all his influence for good. He is liable to 
ruin the student more and more •••• The Sages suggest in dealing 
with a child that "The left band shall eve r reject him but the 
right hand must ever accept him." It means that if we are to 
have the proper influence on the youngster and assist h im in 
developing in the proper path, we will succeed more be exercising 
the encouraging approach of the right hand rather than using the 
rejecting left hand. Teachers who have no co nsiderations for 
the rights of youngsters and those teachers who demand absolute 
obedience, will fail in their efforts. Chi ldren are wi lling to 
be influenced bu~ that influence must emanate from the 
encouraging right hand (Samson Rafael Hirsch). 

What we need more than anything else is not textbooks but 
textpeople. It is the personality of the teacher which is the 
text that the pupi~s read~ the text they will never _forget 
{Abraham Joshua Heschel). 
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••• Rovo considered the possibility that students may have 
difficulty with learning because of insufficient friendliness and 
warmth being shown by the teacher . As a remedy in such a 
situation Rovo counselled that the student be provided wirh more 
friends (Taanith, 8a). 

Jewish educators are i n a un iq ue position to reflect back to 
children their unique lovability and worthiness which is derived 
from our belief that "man is created in the image of God [Gen. 
1:26]. One way to help our children is to take every 
opportunity to make expl i c it and to conc reti ze the underly ing 
theme of all Jewish literature: man ' s dignity and sanctity .. 
. Any method we use that shows our students that we regard them 
as worthwhil e, competent, lovable human beings will have a 
long-lasting , salutary effect (Da vid Wa ch stock) . 

The "Ikkar, 11 the essential element, is not the intellectual 
rationalization, but the emo ti onal involvement, the "Ahavat 
Yisrael" [the love of Israel). We must evoke the correct 
interp retation of the famous biblical dictum: "VeAhavta LeReacha 
Kamocha" [Lev. 19:1 8 ] "Love Thy Neighbor as Thyself"). not as an 
edict to practice universal brotherhood (only . .• ) ~ut as a 
good piece of mental hygiene, thus: "Love yourself as a Jew and 
all your fellow-Jews." In other words the goal of our 
education, and particularly secondary education, s hould be: 
Se lf-acceptance through self-identification and self-knowledge 
( David Kuselewitz). 

The story is· told that the Baal Shem Tov spoke to a group of 
follow&rs in a quiet moment. As they were walking away from the 
great man, the followers began to confide to one a nother. 
"It vas good of the Baal Shem Tov to single me out bJ speaking 
only to me," said one. But his neighbor replied, "The re must be 
some mistake. Tonight the Besht addressed himself to me alone, 
and to no other did he sp~ak." 
"Both of you are wrong ," a third said, "The Baal Shem Tov s poke 
to me alone." · 
But as each new voice affirmed the same experience, all fell 
silent in realization of what had actually occurred. 
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LIZA [To Pickering, taking no apparent notice of Higgins, and 
wo r king away deftly] Will you drop me altogether now that the 
experiment is over, Colonel Pickering? 

PICKERING . Oh don't. You musn't think of it as an experiment. 
It shocks me, somehow. 

LIZA . Oh, I'm only a squashed cabbage leaf --

PICKERING [impulsively] No. 

LIZA [continuing quietly) but I owe so much to you that I 
should be very unhappy if you forgot me. 

PICKERING. It's very kind of you to say so, Miss Doolittle. 

LIZA. It 's not because you paid for my dresses. I know you 
are generous to everybody with money. But it was from you that 
I learnt really nice manners; and that is what makes on a lady, 
isn't it? You see it was so ver y difficult for me with the 
example of Professor Higgins always before me. I was brought up 
to be just like him, unable to cont r ol myself, and using bad 
language on t he slightest provocation. And I should never have 
known that ladie s and gentleman didn't behave like that if you 
hadn ' t been there. 

HIGGINS. Well I I 

PICKERING. 
it. 

Oh, that ' s only his way, you know. He doesn't mean 

LIZA. ' Oh, I didn't mean it either, when I was a flower girl. 
It was only my way. But you see I did it; a nd that's what 
makes the difference after all. 

PICKERING. No doubt. Still , 'he taught you to speak; 
couldn't have done that, you know. 

LIZA [tr ivially] Of course: that is his profession . 

HIGGINS. Damnation! 

and I 

LIZA [continuing] It wa just like learning to dance in the 
fashionable way: there was nothing more than that in it. But 
do you know what beg~n my ' r eal education ? 

PICKERING. 
~ 

What ? 
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LIZA [Stopping her work for a moment] Your calling me Miss 
Doolittle that day when I first come to Wimpole Street. That 
was the beginning of self-respect for me. [She resumes her 
stitching]. And there were a hundred little things you never 
noticed, because they came naturally to you. Things about 
standing up and taking off your hat and opening door --

PICKERING. Oh, that was nothing. 

LIZA. Yes: things that shewed you thought and felt about me as 
if I were something better than a scullery-maid; though of 
co urse I know you would have been just the same to a 
scullery-maid if she had been let in the drawing-room. You 
never took off you r boots in the dining room when I was there. 

PICKERING. You musn't mind that. Higgins takes off his boots 
all over the place . 

LIZA. I know. I am not blaming him. It is his way, isn't 
it? But it made such a difference to me that you didn't do it. 
You see, really and truly, apart from the things anyone can pick 
up (the dressing and the proper way of speaking, and so on), the 
difference between a lady and a flower girl is not how she 
behaves, but how she ' s treated. I shall always be a flower girl 
to professor Higgins, because be alway s t reats me as a flower 
girl, and always will; but I know I ca n b~ a lady to you , 
because you always treat me as a lady , and always will. 

Bernard Shaw, Pygmalion, (New York: Brentano's Publishers, 1916), 
pp. 195-197. 
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THE MOUSE AND HENRY CARSON 

It was "one evening deep in June .•• mid summer, to be . 
exact." when the story begins of "The House and Henry Carson." 
In this fable of the influence of attitudes on academic 
achievement, Lowry (1961) describes how a mouse ran into the 
office of the Educational Testing Service and accidentally 
triggered a delicate point in the apparatus just as the College 
Entrance Examination Board's data on one Henry Carson was being 
scored. 

Henry was an average high-school student who was unsu r e of 
himself and his abilities. Had it not been for the mouse, 
Henry's scores would have been average or less, but the mouse 
changed all that, for the scores which emerged from the computer 
were amazing - - 800's in both the verbal and quantitative areas . 

When the scores reached Henry's school, the word of his 
giftedness spread like wildfire. Teachers began to reevaluate 
their gross underestimation of this fine lad, counselors trembled 
at the thought of neglecting such talent , and even college 
admissions officers began to recruit Henry for their schools. 

New worlds opened for Henry, and as they opened he started 
to grow as a person and as a student. Once he became aware of 
his potentialities and began to be treated different~y b y the 
significant people in his life, a form of self-fulfilling 
prophecy took place. Henry gained in confidence and began "to 
put his mind in the way of great things." Lowry ends the story 
of "The House and Henry Carson" by saying that Henry became one 
of the best men of his generation. 
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A SELF-ESTEEM TREE 

\/1(11 

THIS SELF-ESTEEM 
TREE BELONGS TO 

-
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The doctrine that selfishness is the arch-evil and that to 
love oneself excludes loving others is by no means restrict ed to 
theology and phi losophy , but it became o ne of the stock ideas 
promulgated in home, school, motion pictures, books; indeed in 
all instruments o f socia l sugges t ion a s well. "Don 't be 
selfish" is a sentence which has been impressed upon millions of 
ch ildren, generation af.t,.e.{ generation . Its meaning is some what 
vague. Most people--1ioul di say that it means not to be 
egotisti cal , inco n~idera te, without any co nce rn for others. 
Actually, it generally means mo re than that. Not to be selfish 
implies not to do what o ne wishes, to give up one ' s own wishes 
for the sake of those in authority •.. "Don't be selfish" becomes 
o ne of the most powerful ideological tools i n supp re ssing 
s pontaneity and the fr ee development of personality . Under the 
pressure of this slogan one is asked for eve r y sacrifice and for 
complete submission: only thos e acts are "unselfish" which do 
not serve the individual but somebody o r something outside 
himself • 

. • . Love of othe rs and love of ou rselves are not 
alternatives. On the contrary , an attitude of love toward 
themselves will be found in all those who a re capable of loving 
ot hers ••• 

. If an individual is able t o love prod uctively, he loves 
himself too; if he ca n love onl y others, he ca n not love at 
a 11 • • •• 

. Se lfi shness a nd self-love , fa r from being identical, 
are actua lly opposites . The selfish person does not love 
himself too much but too little; in fact he hates himself . 

(Eri c Fromm) 
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To teachers who taught their pupils faithfully was applied the 
verse: "thy cheeks are comely with rows of jewels" and to the 
pupils the second half of the verse (was applied) "and thy neck 
with chains of gold" (Cant . Raba to Ca nti cl es ) . 

Teachers rather than police are the true guardians of a ci ty 
( Jer. Tal. Hag . , 76). 

[Teache r s are] they that turn many to righteousness , as the 
everlasting stars for ever and ever (Baba Bathra, Sb) . 

• . . we must not learn from a rabbi who does not follow the good 
way although he be a great scho lar and all people need him, until 
he returns to better ways • .. the sa ges said that if a t ea cher 
arises who is like a messenger of the lord of hosts, then they 
should seek the law f r om his mouth but, if he is not, they shall 
not seek the law from him (Hilchot Talmud Torah, 3:4). 

They that teach their pupils with sincerity are destined to sit 
at the right hand of God (Lev. Rab., 30:2). 

Sc ribes and teachers who teach children will merit to stand at 
God's right hand (Vayikra Rabba 30). 

Rabba further said: a teache r of young children, a slaughterer, 
a blood letter, and a tovn scribe are all liable to be dismissed 
immediately [if inefficient]. Their general principle is that 
a nyone whose mistakes cannot be rectified is liable to be 
dismissed immediately [ if he makes one ] (Baba Bathra, 2lb). 

"One who finds the lost ~bject of his teacher and that of his 
father , his teacher' s must be restored first , for his father gave 
him earthly life, while his t eacher gave him eternal life" (Baba 
Hetz ia, 32b) • 

• • • It ~s customary that the disciple sit in fro nt o f his 
rabbi. After he had ffnished the disciple says to the rabbi , I 

~ 

love you (Shemot Rabba 41-4) . 
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IA LAC 

The lAUC Story is told 10 illustnlc how one's sclf-conccpl an be destroyed by 
cthc11. If done with feeling and imagination, It can be a very powerful and moving 
experience. We have found that It is appropriate for students of au ages. 

Take a sheet of paper and write the letters IAUC (pronounced I-ah-lack) on 11 in 
large bold print. Holding this to your chest so that the students can sec it, tell them, 
"Everyone carries an invisible IAUC sign atound with them al all times and wherever 
they go. IAUC stands for 'I am lovable and capable.' This is our self-concept, or 
how we feel about ourselves. The alz.e of our sign-<>r how good we feel about 
ouiselves- is often affected by how othen interact with us. If somebody is nasty to us. 
teases us, puts us down, rejects us, hits us, etc., then a piece of our IAUC sign is 
destr!)yed. [Illustrate this by tearing a comer piece off the sign.) I am going to tell you 
a story to illustrate how this happens In everyday life.'' Then proceed to tell the 
studet)U about a boy or girl who ls the same age they are. Pick a name th:at no one in 
the class has. As you tell the story, try to be as emotional and dramatic as you ~n 
without burlesquing it too much. An outline is provided below. You will have to fill 
it in with your own imagination. Some teachers we know have the children help create 
the story as they go along. As you describe each event that negatively affecu 
the student's IAUC sign, tear another piece of the sign off until at the end you 
arc left with almost nothing. 

A possible outline for the IAUC story is as follows. Feel free to adapt , add 10, change. 
and embellish It In any way you want: 

A seventh-grade boy named Michael is stW lylng in bed three minutes after 
his alarm goes off. All of a wddcn his mother calls to him. MMichael, you 
laey-bead, set' your body out of bed and get down here before I send 
your father up there!" (rip!) Michael getJ out of bed, goes to get dresstd . 
and can't find a clean pair of socks. His mother tells him he 11 have 10 
wear ytsterday'a pair. (rip!) He aoes to mush his teeth and his older sister. 
who's already locked hcnclf In the bathroom. tells him to drop 
dead! (rip!) He gon IQ breakfast to ,find soggy cereal wailing for h1n1. 
(rip!) As he leaves for school, he foraets his lunch and his n101her calls 
to him. "Michael you've foraouen your lunch: you'd fOJgel your hud if 
It weren'I 111t:ichcd!" (rip!) Al he geu 10 1hc corner he sees the 1Chool 
bus pull 11w1y :ind ao he hu 10 walk to school. (rip!) He's l111e h> school 
and lu$ l<l gel:> pus fr~m the princlp11l who gives him:> lecture. (rip!) 
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Continue the atory through the school day with appropriate eumples. Some 
possibWtia are: 

Forgettina hb homework 
Getting a 68 on 1 apelling test 
Reina called on for the only homework question he can ' t answer 
Makin& a mlatake in readi• so tJ\at all the kids laugh 
Being picked lut to play ball at m:eu 
Dropping his tray In the lunchroom, with everybody applauding 
Being picked on by bullies on the way home from school 
Being rcrerred to as "Hey you!" in gym class 

You can think of other eumples or get the students to help you 

When Michael gels home rrom school some typical negative events might include not 
being able to watch the baseball game because his mother is watching her favorite 
soap opera or beause he has not yet finished his homework, or being told to wash the 
dishes for the third night in a row because his older brother has band practice, etc. 

End the Uory by showing Michael going to bed with an IALAC sign about as big as a 
quarter! When you finish , uk the kjdJ to discuu the following questions: 

How doeS)'Olll" IALAC sign get torn up? What things affect you the most? 
Wh11 do you do that destroys the IALAC Signs of others- in school, family . etc.? 
How do you feel when your IALAC sign is ripped? When you rip someone else's? 
What can we do to help people enlarge their sigM rather tlun make them 
smaller? 

This exercise can also be used in conjunction with Exercise 29- Killer Statemenu 
and Gestures. In the exercises that follow, activities are presented thaf help studenu 
pule their own and others' IALAC signs back together again. Exercise 30- "Posllive 
Mantram"~ alto be used in relation to l.ALAC, with the Idea that whenever 
someone tries to rip your IALAC sjgn, you an simply repeat the manttam: "No 
matter what you say or do to me, I'm still a worthwhile person." 

One dua we know of spent a whole week wearing l.ALAC signs and actually nppil1g 
them apart anytime 10meone said or did IOmcthlng damaging 10 thcit self<oncept. 
Whenever a sipl wu ripped, the class had to stop and discuu what had just happened. 
11\e leamin& that took place was Incredible. Several teacbcrs ~vc enthusiastically 
reported trying this with their families. Have fun with it. It is a powerful technique. 

Tbr IALAC 8'ory WH orclnaUy conceived by Sidney Simon and Mrrrill Harmin. 
Simon b.u recently WJIUCD and publlsbed the story for u.sc by students and teachers. 

For a copy, write Arat.11 CommWlications, 7440 Natcbei Avenue, Niles, Illinois 60648. 

LoH •*' •lf-wonlt .,. '° t111enwbwd tlwr tllq INJI pro1Hr1>' k rd•Cld 
tlwllflt tlw..,. of tit• ''""~ea&lty. 7'w _,. wwy aq tlYt tlN IUtfk NM ltffd 
tlwt ,_,,. ltcN II tlN Nq....,..,., for.,. IM1trlf)I; tlN hlltl/ IMt _,..,. '°"'..­
o"' be ~" to otlt.n, Mil llMI tlN IOmlOM II lmportlllll clld wortltwlUJL 
n.• low M4 •II.Worth may k oouidlC'ld tbe two petbways tlwr 1U1tkbl4 Ml 
dllooNMI tlYt /Md to• ~ l4•1tlfl7. 

William G.._, M.D. 
Sdtooll WltlaolU Fdlln 
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"The honor of his pupil should be as precious to him as the honor 
of his friend" {Pirke Avot, 27b) . 

"And Moses said to Joshua: select ..!!..! some men and go fight 
Amalek." This shows that Moses cons idered Joshua his equal, 
teaching us that one must respect his pupil as he respects 
himself (Tanhuma Beshalach, 26) . 

"Much have I learned from my teachers , and more have I learned 
from my colleagues, but from my students I have learned most" 
(Taanit, 7b). 

The universe exis t s because of the breath of schoolchildren 
(Shabbat 119). 

A teacher who is a dictator to his students should be dismissed 
and he should engage in other types of work (Tana Dvey Eliyahu 
17 ). 

One should not say love the wise and hate the students; love the 
students and hate the ignoramuses; but one must love them all 
{Pirke Av ot, 16). 

Rabbi Elazar ben Shamua, who said "Let the honor of your students 
be as precious to you as your own," was himself very careful in 
paying respect to his st udent s. It is to ld that he always 
arrived punctually for lessons t hat he gave to his students, so 
that they would not have to wait for him (Eruvin, 53a). 

How should one tea ch? The teacher should sit at the head and 
the students sit around him like a c rown, so tbat they s hould be 
able to hear him well . The teacher should not sit on a c hair 
while the students sit on the ground, but either all should sit 
o n the ground or all on c hairs ( Hi lchot Talmud Torah~ 5). 
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If after the teacher has taught the lesson, students do not 
understand, he must not be angry wlth them, but ra~her repeat the 
lesson until they understand it •• • (Hilchot Talmud Torah, 4). 

Even a c hild who does not know how to read should not be removed 
but he should sit wi th the others, perhaps he will understand 
(E ruvi m 9). 

One of Rabbi Akiva's students in Yavne became ill . He had no 
relations or friends there. When Rabbi Akiva noticed that the 
student hadn't come to study for seve ral days, he went to visit 
him and found him lying in a shabby tent wlth no one to look 
after him. Rabbi Akiva quickly s wept the roop- clean, made his 
bed , gave him some medicine, and sat down to tllk to him and 
comfort him. The student immediately felt his strength 
returning. He looked at his Rabbi and said: "Rabbi, you 
brought me back to llfe " (Neda rim, 40 ). 
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Pl eaae rate hov im portantly you fee l each of the following statements 
applies to Jeviah education by circling the nu•ber beside each 
sta tement vhich •os~ closely reflects your opinion . 

1 Always, 2 Host of the time, 3 Sometimes, 4 Seldom , S Ne ve r, 6 Unsure 

It is im por ta nt that teachers in a Jewish r eligious school ... 

1) •.• challenge their students emotionally and 
in tellectually. 

2) ... provide opportunities for thelr students 
to make choices concerning their learning. 

3) ... honor their stud ents. 

4) •. . love t heir students, and create an 
a tmospher e of warm th in their classrooms. 

S) .•. se t and maintain high sta ndards of 
discipline and cont r ol in t heir classrooms. 

6) ••• hold high expectations for the ir s t udents' 
s uccess, encouraging each student to 
achieve to the best of his/her ability. 

7) ••• feel a sense of commi tme nt and obligation 
to t hei r student s, which i s realized in 
every aspect of their work. 

8 ) ••• create a t ru s ting relat ionship wi t h their 
students, free from threat. 

9) ••• strive to make t he content of their 
teaching relevant t o the li ves of 
their students. 

10 ) ••• enc~urage st udent creativity and 
experi•entation in their c lassrooms. 

11) ••• provide opportun i ties f or their st udents 
to take on significant re s ponsibilities. 

12 ) • •• inst i ll the i dea that Jewish educat ion is 
a sac red undertak i ng. 

13) ••• have pat ience fo r t hei r students. 

14) ••• engender feelings of companionship and 
community amongst st udents, and between 
the•selves and their st udents. 
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The folloving statements seek to determine to vhat extent the 
preceding stateaents are a reality in your vork . Please circle t he 
nuaber beside each s tatemen t which aost closely reflects your opinion. 

1 ~lways. 2 Host of the time , 3 Sometimes, 4 Seldom , S Never , 6 Unsur e 

1 ) 

2) 

3) 

4) 

s) 

6) 

7 ) 

8 ) 

9) 

I challenge my students emotional l y and 
intellectually 

I provide opportunities for my students 
to make significant choices concerning 
their learning 

I honor my students. 

I show love for my students , and I c reate 
a warm atmosphere in my class ro om . 

I set and maintain a high standard of control 
and discipline in my classroom. 

I hold high expectations for my students' 
success. and encourage each student t o 
achieve to the best of his/her ability. 

I feel a sense of commitment and obligation 
to my students, vh i ch is realized in every 
aspect of my work. 

I have a trust ing relat i onship with my 
students. free from threat. 

The con tent of my teaching is relevant 
to the lives of my pupils. 

10) I encourage student creativity and 
experiaentation in •J classroom. 

11) I provide opportunities for my students 
to take on significant responsibilities. 

12) I iaatill the idea that Jewish education is 
a sacred undertaking . 

13) I have patience for my students. 

14) I engender fee linss of companionship and 
coaaunity amongst my s tudents , and between 
ayself and my student s . 
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THE LITTLE BOY 

Once a little boy went to school. 
He was quite a little boy. 
And it was quite a big school. 
But when the little boy 
Found that he could go to his room 
By walking righ t in from t he door outside, 
He was happy . 
And the school did not seem 
Quite so bi& any more. 

One morning, 
When the little you had been in school awhile , 
The teacher said: 
"Today we are going to make a picture." 
"Good!" tho ught the little boy. 
He liked to make pictures . 
He could make all kinds: 
Lions and tigers, 
Chickens and cows, 
Trains and boats - - . 
And he took out his box of c rayons 
And began to draw. 

But the teacher said: "Wait! 
It ls not time to begin!" 
And she waited until everyone looked ready. 

" Now," said the teacher, 
''We are going to make flowers. " 
" Good!" thought the little boy, 
He liked to make flowers, 
And he be.gen to make beautiful ones 
With his pink and orange a nd blue c rayons. 

But the teacher said, "Wai t! 
And I will show you how." 
And she drew a flower on the blackboard. 
It was read, with a green stem. 
"There," said the teacher. 
"Now you ma y beg in." 

The little boy looked at the teacher's flower. 
Then he looked at his own flowe r, 
He liked his flower better than the teacher ' s. 
But just turned his paper over 
An d made a flower like the teacher's. 
It was red, with a g r een stem. 
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On another day, 
When the little boy had opened 
The ,door from the outside all by himself , 
The teacher said: 
"Today we are going to make something with clay." 
"Good," thought the little boy, 
He liked clay. 

He could make all kinds of things with clay: 
Snakes and snowmen , 
Elephants and mice, 
Cars and trucks --
And he began to pull and pinch 
His ball of cl ay. 

But the teacher said, 
"Wait! It is not time to begin!" 
And she waited until everyone looked ready. 

"Now, " said the teacher, 
"We are going to make a dish." 
"Good !" thought the little boy , 
He liked to make dishes, 
And he began to make some 
That were all shapes and sizes. 

But the teacher said, " Wait! 
And I will show you how." 
And she showed eve ry one how to make 
One deep dish. 
"There," said the teacher, 
"Now yo u may begin." 

The little boy looked at the teacher's dish. 
Then he looked at his own. 
He liked his dishes better than the teacher's. 
But he did not say this. 
He just rolled his clay into a big ball again, 
And made a dish like the teacher's. 
It was a deep dish. 

And pretty soon 
the iittle boy learned to wait 
And to watch, 

t and to make things just like the teacher. 
And pretty soon 
He didn't make things o f his o wn anymore. 
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Then it happened 
That the l ittle boy and his family 
Moved to another house, 
In another city, 
And the little boy 
Had to go to another school. 

This school was even Bigger 
Than this other one , 
And there was no door from the outside 
Into his room. 
He had to go up some big steps , 
And walk down a long hall 
To get to his room. 

And the very first day 
He was there, 
The teacher said: 
"Today we are going to make a pi c ture." 
"Good!" thought the little boy, 
And he waited for the teacher 
To tell him what to do. 
But the teacher didn't say anything. 
She just walked around the room. 

When she came to the little boy 
She said, "Don't you want to make a picture?" 
"Yes ," said the little boy, 
"What are we going to make?" 
"I don't know until you make it," said the teacher. 
"How shall I make it?" asked the little boy. 
"Any color," said the teacher, 
"If everyone made the same picture, 
And used the same colors, 
How would I know who made what, 
And which was which?" 
"I don't know," said the little boy. 
And he began to make pink and orange and blue flowers. 

He liked his new school. 
Even if it didn't have a door. 
Right in from the outside! 
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FEELING INVITED 

Ove r the past few years, more than three thousand students 
at various academic levels have provided examples o f inviting or 
disioviting messages they received during their years of 
schooling . The grea t majority of students remember clearly what 
it was like to feel invited in school. Their illustrations fell 
into one of three categories: (1) valuable , (2) able, and (3) 
responsible. Here a re some examples given by students of 
va~ious ages. 

Valuable 

" Hr . Toppe cared enough to come to school a half hour early each 
morning just to help me with math." 

"The teacher treated us like we wer e some bod y . I recall the 
time she invited all of us to her home for a cookout." 

''The first day of school my teacher said she was go in g to teach 
me bow to smile . .and she did." 

"our teacher kept us i n during a recess and taught us ho w to sit. 
All the girls felt like we were being i nvited to be ladies." 

"Hy f i rst grade teacher kissed me once. " 

11 The prin c ipal remembered my name . " 

"I could tell the counselor wa s genuinely interested i n me . She 
listened." 

Able 

"Hr. Hae said I had made the most progress of anyone in the 
class. " 

" I r emember my scienc e teacher saying I wa s a ca reful 
r esearcher." 

"Hy teacher asked me if she could take a copy of my paper to show 
at a teacher vorkshop. 0 

._.... 
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"She was enthusiastic about my poetry and arranged to have it 
entered in a contest . " 

"Coach said I had natu r al ability . " 

"Mr s . War r en would write 'tres bon ' on our papers when she wa s 
pleased." 

"Hy Eng l ish teache r , Hr. Maras , always said: 'Se great. I'" 

Responsible 

"Coach asked me to take the equipment out and explain the rul es. " 

"She didn't try to fo r ce us to work , but s he made it c lear th a t 
we would hurt ourselves by goofi ng off." 

"When I decided to choose French o ver Spanish , I could tell that 
the Spani sh teacher respected my decis io n." 

"She let us do something on ou r own, she trusted us." 

"I remember my third-grade teache r tel ling me how proud she was 
of our behavior du r ing her absence -- she said we were like 
sixth-g r ade r s!" 

NEGATIVE ME SS AGES 

Beyond the formal ~chool policies of sus pending , expellin g , 
labeling, tracking, and grouping, many students are disinvited by 
educators who; eithe r intentionally or unintentiona l ly , behave in 
way s that result in studen t embarrassment, frustration, and 
failure. "Hy Latin teacher did not like females , parti c ularly 
'social ly oriented' ones , 11 a high-school girl wrote. "and I met 
both requirements. I was in a r oom with by best f ri ends , whi c h 
included males and females. The teacher would pick me out and 
have me go to the the board and write something i n Latin . Of 
course, when I missed something, whic h was often, the entire 
c lass gpt a lecture on studying more and socializi ng less . But 
I had to stand in fron t of the class by myself the entire t ime 

' while t he l ec tur e on the evils of 'sociali zing ' was being 
presented. I was usually so emba rrassed I would end up crying 
in the . bathroom where no o ne could see me." 

Canfield and Wells (1 976) use the term kille r stetements to 
describe the means by which a student ' s feelings, thoughts, and 
~ reativity are "killed of by a nother person's negative comments, 
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physical gestures, or other behaviors. These actions may be 
little more than a teacher's suddenly stiffened spine when a 
child of another race touches his or her shoulder -- or as 
elusive as the failure to ca ll on or even look at certain 
children. 

A child's feelings of being disinvited are described by Dick 
Gregory in his autobiography Nigger (1964): "The teacher thought 
I was a troublemaker. All she saw from the front of the room 
was a little black boy who squirmed in his idiot's seat and made 
noises because he wanted someone to know he was there" (p . 30). 
People have profound inf luence on each other; whether 
intentional or unintentional, disinviting messages can have 
long-lasting effec ts. 

Students who reported that they felt disinvited in sc hool 
described experiences that could be divided into three ca tegories 
of self-perception: (1) worthless, (2) unable , and (3) 
i rre sponsible . Here are some examples. 

Worthless 

"On the first day of school, t he teache r came in and said he 
wasn't supposed to teach this basic class , but that he was stuck 
with us." 

"My name is Bill Dill, but the teacher always called me ' Dill 
Pickle' and laughed." 

"One teacher t old me I j ust wanted to ca use trouble all the 
time." 

"The teacher said ' That's c razy! What's the matter with you ? ' 
Bis negative attitude toward me s t ood out like a bump on your 
nose." 

"I transferred to a new school after it had started. When I 
appeared at the teacher's doorway, she said ' Oh , no, not another 
one!" 

"Hy teacher told me I was the worst kid she ever t augh t." 

Unable 

"They put me in the dummy class, and it had Special Education 
painted right on the door. " 

"The teach&r said to me in front of the whole c lass: 
don't think you're that stupid." 

'I really 

"The principal showed me to the visitor as an example""·of a 'slow 
child' who could dress nice." 
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"When th~ principal hit me, he said it was the on ly language I 
understood." 

"They kept telling me I got to learn to keep my mouth shut and 
stay in my seat." 

"I was asked if I had enough sense to follow simple directions." 

Irresponsible 

"The teacher said I didn ' t want t o learn, that I j ust wanted to 
cause trouble." 

"She said I was worse than my brothe r, and I don ' t e ven have a 
brother." 

"Because I failed to bring my homework, the co un selo r asked me 
why I bothered coming to school." 

" She told the class we were discipline problems and were not to 
be trusted." 

"The teacher put me out in the hall for ever yo ne to laugh at." 

"The coach told me he couldn't count o n me fo r any th ing 
important ." 
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APPENDIX A 

PRACTICE 
EXAMPLES 

This appendix includes 6ve brief examples of classroom life in ele­
mentary school and junior and senior high schools. These case mate· 
rials will give you an opportunity to apply the material you have 
mastered in this book. Try to identify the teaching strengths and 
weaknesses that appear in the case teaching episodes that follow 
and to suggest alternative ways in which the teacher could have 
behaved differently to improve the classroom discussion. Then com· 
pare your insights with those of your classmates. 

I CASE 1 
Charles Kerr had done his student teaching on the secondary level 
with majors in social studies and PE. Since there was a surplus of 
teachers seeking positions in his &eld at the high schools in his area, 
he accepted a position as a sixth-grade teacher temporarily. while 
waiting for an opening on the coaching sta&' of one of the athletic 
programs in the high schools. He teaches in an all-white middle· 
class school and he has good social rapport with his students. 

TEACHER: Class, todi.y we are going to talk about the upcoming 
presidential elections. The actual election is not for a whole 

Patedes In 
vrt'p&ri 
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year, but some men, senators mainly, have already announced 
themselves as candidates. Tom, tell me why men like the sena­
tors from Maine and Ohio have said they are going to run for 
President this soon. 

TOM: Because they don't want the president to stay in office anymore. 
TEACHER: A lot of people don't want that, but they aren't running; 

there's a good reason you haven't thought of yet; try again. 
TOM: I don't know; I don't care much about the election. 
TEACHER: Well, you should care; it won't be too long before you 

can vote and you need to be aware. Susanne, what reason can 
you come up with? 

SUSANNE: Maybe people don't know them very well. 
TEACHER: That's right. They need the advance publicity. Brian, what 

kind of elections are held in each individual state before the 
general election? 

BRIAN: Preliminary? 
TEACHER: The word's primary-but that was close enough. Craig, 

who can run in the primary? 
CRAIG: Republicans and Democrats. 
TEACHER: And that's it? Suppose I wanted to run and I'm neither 

one of those mentioned, then what? 
BRIAN: You couldn't do it. 
TEACHER: (impatiently) Jane, stop shuffiing your feet that way­

do you think I could run for president if I wanted? 
JANE: I suppose so. 
TEACHER: You don't sound very definite in your opinion; be decisive 

and tell me yes or no. 
JANE: Yes! 
TEACHER: All right-don't be wishy-washy in your opinions. :\'ow, 

Tony, who would you like to see run for President? 
TONY: The mayor of New York. 
TEACHER: How about you, Janette? 
JANETTE: The honorable senator ·from Texas. 
TEACHER: Why? 
JANETfE: Because he's attractive and colorful. 
TEACHER: (sarcastically) Girls don't think logically sometimes. 

Bobby, could you give me a more intelligent reason than 
Janette? 

BOBBY: Because he has had lots of experience. 
TEACHER: In my opinion, I don't think that counts for much, but 

at least you are thinking along the right lines. Danny. what 
will be a major issue in this campaign? 

DANNY: Crime. 
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TEACHER: (with a loud, urgent voice) Crime is always an issue; there's 
something else you should concern yourself about as an issue; 
nl give you another chance. 

OARBARA: (calling out) Won't the economy be an issue? 
TEACHER: I'll ask the questions, Barbara. and you be thinking of 

some good answers! Danny, have you thought of it yet? 
DANNY: Probably the economy and foreign policy. 
TEACHER: Certainly. Rob, since you have been doing so much com· 

menting to everyone around you back there, tell me, should 
we 6ght other people's wars? What should our foreign policy 
be with respect to small wars? 

ROB; lf they need the help and can't defend themselves. 
TEACHER: Does that really sound sensible to you? Do you want to 

go to some distant part of the world and get killed? 
ROB: No, but I don't think we should let other powers move in 

and take what they want either. 
TEACllER: Of course not, but I don't think we should get involved 

in foreign affairs to the point of war and you shouldn't listen 
to anybody who tells you we should. Back to the issues; we 
decided war should be over and that we should get out no 
matter what the costs; there are a few more issues you might 
hear a lot about. Yes. Margaret? 

MARGARET: Don't you think the war is just about over now and 
will be by the election? 

TEACHER: No, I don't ; if I did think so, I wouldn 't have brought it 
up here; pay attention! We only have eight minutes more before 
the bell rings and then you can do what you want to do. Pay 
attention to the d!scussion and quit moving around. Now let's 
get back to my question. Tim? 

TIM: There aren't enough jobs for everyone. 
TEACHER: No. there aren't. I wanted to teach high school, but there 

are already too many or those teachers; so don't decide to be 
a high-school teacher because there may not be a job for you. 

CONNIE: You mean I shouldn't become a teacher? 
TEACHER: I would consider something else where there might be 

more job openings. What I would like you to do is &nd some 
resour'Ce materilll that will tell you more about the elections 
and what we can expect' ln the way of candidates and issues, 
John, when we go to the library what might you look for to 
6nd this informati~n? 

JOHN: Magazines. 
TEACHER: Yes. which ones? 
JOHN: Time. Ncwsuwek. 
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TEACHER: Good, Where e lse, wlie? 
LESLIE: Newspapers. 
TEACHER: Which ones? 
LESLIE: Local new1papers. 
TEACHER: You had better go further than that. Why should you 

look at more than one newspaper, Mike? 
Mll(E: Our paper might not have anything in it about elections. 
TEACHER: No. The reason is that dill'erel'\t papers have different 

views of the candidates. l want you to have two dill'erent view· 
poi nu in your papers, Now. ( want you to write a good paper 
on what we have discussed today using reliable resources, If 
you have forgotten the style you are to use, get out the instruc· 
tion sheet ( gave you a few weeks ago and follow it point by 
point. Tomorrow you are going to defend your positions to the 
class. The class will attempt to tear apart your papers. So write 
them carefully or else your poor logic will embarrass you. 

CASE 2 
Linda Law is teaching for her second year at Thornton Junior High 
School. The students at Thornton come front upper middle-class 
homes and Linda teaches social studies to the brightest ability group 
of ninth·grade students. Today she is deviating from her normal 
lesson plans in order to discuss the Tasadays tribe that resides in 
the Philippine Rain Forest. 

TEACHER: Class, yesterday I told you that we would postpone our 
scheduled small group work so that we could discuss the Tasa· 

• days. Two or three days ago Charles mentioned the Tasaday.s 
as an example of persons who were alienated from society. Most 
of you had never heard of the Tasadays but were anxious to 
have more information, so yesterday l gave you a basic fact 
sheet and a few review questions to think about. I'm interested 
in discussing this material with you and discussing the questions 
that you want to raise. It's amazing! just think, a stone age 
tribe in today's world. What an exciting opportunity to learn 
about the way m.an used to live! Joan, I want you to start the 
discussion by sharing with the class what you thought was the 
m~t intriguing fact uncovered. 

JOAN: (in a 1Jiv. 1hakv voiu) Oh, that they had never fought with 
other tribes or among themselves. Here we are, modern man. 
and we 6ght continuously and often for silly reasons. 

SlD: (breoklns in) )'eah, I agree with Joannie, that is remark<Able 
You know, we 1'1we talked about man's aggressive nat1Jre. and 
this 6nding suggeJts that perhaps it isn't so. 
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SALLY: (calling out) You know, Sid, that is an interesting point! 
TEACHER: Why is that an interesting point, Sally? 
SALLY: (looks at the floor and remains silent) 
TEACHER: Why do you think these people don't fight, Sally? 
SALLY: (remains silent) 
TEACHER: Sally, do they have any reason to fight? 
SALLY: No, I guess not. All their needs . . . you know, food and 

clothing, can be found in the forest and they can make their 
own tools. 

TEACHER: Yes, Sally, I think those are good reasons. Class, does 
anyone else want to add anything on this particular point? (She 
calls 011 Ron who has his hand up.) 

RON: You know what I think it is that makes the difference, well, 
my dad says it is money. He says that if these Tasadays find 
out about money, there will be greed, corruption, and war all 
in short order. 

TEACHER: Ron, can you explain in more detail why money would 
lead to deterioration in life there? 

RON: (with enthusiasm) Well, because now there's no direct competi­
tion of man against man. It's man and man against nature and 
what one man does is no loss to another man. 

TONY: (calling out) Not if food or something is in short supply! 
TEACHER: Tony, that's a good point, but please wait until Ron finishes 

his remarks. Go ahead, Ron. 
RON: Well, money might lead to specialization and some men would 

build h~ts and others would hunt and exchange their wares 
for money and eventually men would want more money to 
buy more things and competition would lead to aggressive 
behavior. 

TEACHER: Thank you, Ron, that's an interesting answer. Now, Tony, 
do you want to add anything else? 

TONY: No, nothing except that Ron's making a lot of generalizations 
that aren't supported. You know, the Tasadays might have spe­
cialized labor forces. Now there's nothing in the article I read 
about this. 

TEACHER: That's good thinking, Tony. Class, how could we find 
out if the Tasadays have a specialized labor force? 

'.\IARY: (called on by the teacher) Well, we could write a letter to 
Dr. Fox, the chief anthropologist at the National Museum, and 
ask him. 

TEACHER: Excellent, Mary, would you write a letter tonight and 
tomorrow read it to the class and then we'll send it. 

'.\IARY: Okay. 
(The teacher notices Bill and Sandra whisperirlg i1I the back corner 
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of th. room and <U sh. <Ub the nnt question, she wallcs holf-walJ 
down th. aule. Thl11 stop talking.) 
TEACHER: What dangers do the Tasadays face now that they have 

been discovered by modem man? 
TOM: (col/Ing out) I think the biggest problem they face will be 

the threat of loggers who are clearing the forest and the less 
primitive tribes who have been driven farther into the forest 
by the loggers. 

TEACHER: Why is thi.s a problem, Tom? 
TOM: Well, they might destroy. You know, these less primitive tribes 

might atta.ck or enslave the Ta.sadays. 
TEACH ER: Okay, Tom. Let's see if there are other opinions. Sam, 

what do you think about Tom's answer? 
SAM: Well, I do think that those othe r natives and loggers are a 

threat, but personally I feel that the Tasadays' real danger is 
sickness. Remember how, I think it was on Easter Island, natives 
were wiped out by diseases that they had no immunity to. I 
think they might be wiped out in an epidemic. 

T EACHER: Wha t kind of an epidemic, Sam? 
SAM: Well, it could be anything, TB, you know, anything. 
TEACHER: O ass, what do you think? If an epidemic occurred, what 

disease would be most likely involved? 
CLASS: (no ruponse) 
TEACHER: Okay, class, let's write this question down in our notebooks 

and 6nd an answer tomorrow. I'm stumped, too, so l'll look 
for the answer tonight as part of my homework. I'm going to 
allow ten minutes more for this discussion, and then we '11 have 
to atop for lunch. I wish we had more time to discuss this topic; 
perhaps we can spend more time tomorrow. ln the last ten 
minutes, I'd like to discuss your questions. What are they? CalJ 
them out and I'll write them on the board. 

ARLENE: 1 was surprised that the oldest of these people were in 
their mjddJe forties and the average height was only 6ve feet. 
It loob like Uving an actjve outdoor life, they would be healthy 
and b•s· What's wrong with their diet? 

MAJW JANE: I'm interested in a lot of their supentitious behavior. 
F,pr eu.mple, why- do they feel that to have white teeth \$ to 
be Wee an animal? . . 

CASE 3 
Mrs. Jackson taught school for two years in the l950s then retired 
to raise a family. Now that her children are grown, she has decided 
to return to the classroom and has received a teaching position in 
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a large city school. Her third-grade class is composed of equal num· 
bers of black, Oriental, Mexican-American, and Anglo chOdren 
whose parents work but are still very involved in the school's activi· 
ties. Previously, Mrs. Jack.Ion hsd taught in an upper middl~lass 
school, and although she had adapted her lesson plans to the changes 
in curriculum, she had not expected to have to change her approach 
to teaching since children, their behavior, and their needs remain 
pre tty much the same over the years. Today, she is reviewing multi· 
plication tables with the class, working with everyone the 6rst 20 
minutes and then dividing the children into four groups to complete 
their assigned independent work. The teacher sits with one group 
and helps them with the ir lesson. 

TEACHER: Today, children, let's review our 8 and 9 times tables; 
whichever group can give me alJ the answers perfectly will 
be able to use the math games during independent work in· 
stead of having to do the exercises in the book. John, what 1s 
8 X9? 

JOllN: 72. 
TEACHER: Tim, 8 X 0. 
TIM: 8. 
TEACHER: Wrong, te ll me what 8 X I is? 
TIM: 8. 
TEACHER: Yes, now you should know what 8 X O is 
TIM: (no ,_sponse) 
TEACHER: Tim lost the contest for group 3. 
JAN: (calls out) Why didn't you ask me, I know the aruwerl 
TEACHER: I'm glad that you do, so you can teach Tim and your 

group will win next time. I'm going to ask Terri what 8 X 2 is 
TURI: 16. 
TEACHER: Mark, what is 8 X 4? 
MARIC: 32. 
TEACHER: Lynn, 8 X 6? 
LYNN: 48. 
TEACHER: Judy, 8 X 10? 
JUDY: 56, no. Wait a minute. (Tt10CMr pauses and gi()U her tim~ 

lo com• up with anoth6' annwr.) It's 80, isn't it? 
TEACHER.: Yes, it is. JeJf, give me the correct answer to this one, 

and your group will have a perfect score; what is 8 X 11? 
JEFF: (Thinks a minuu and CiJrri•. f rom another group, calls out ) 
CARlUE: 88! 
TEACHER. C u rie , it was not your tum and now I'm not going to 

give your group a chance to win. I'm sure Jeff knew the answer 
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and so his group has done the best so far. Now, Linda, lets 
see how well your group will do; what is 9 X 3? 

LINDA: 28; no! 27. 
TEACHER: Are you sure? 
LINDA: I think so. 
TEACHER: You must be positive; either it 1s 27 or it isn 't Class? 
CLASS: Yes! 
TEACHER: All right, Chuck, you don't seern to be liste ning so I wi ll 

ask you the next one. What is 9 X 6? 
CHUC K: (oou11ting o n his fingers si/e11t/y) 
TEACHER: We haven't got time to wait for you to get the answer 

that way and that's not the way I taught you to do multiplication. 
Let's see if your friend Bobby can do better. 

BOBBY: (looks ot Marll11n without givfog a11y rulJ(mse) 
TEACHER: M1&rilyn is not going to give you the answer; this was 

something you we re supposed to learn for homework last night. 
Did you do it? 

BOBBY: Yes. 
TEACHER: Well, since you d id the work you should be able to answer 

m y question. Again, what is 9 X 6? 
BOBBY: I can 't re member. 
TEACH ER: Marilyn, do you know? 
MARILYN: 56? 
TEACHER: (ezasperated) For as many times as we have done th~ 

tables, I don't know why you can't learn the m. I think this 
group will have to go back and do some work in the second· 
grade math book until they are ready to learn what everybod>' 
else is doing. (Clau IDughs.) Now, let's look at our chart here 
and e veryone together will recite the tables twice. (Cius reads 
dow11 the chart.) 

TEACHER: I have writte n the pages and directions for each group 
on the board. Terri, your group may get the games out becawe 
you know your tables. Matthew, read me what your group i.s 
to do, 

WATT'HEW: .. find the products (Mall fo/tus on word, te.acher gives 
It lo laim) and factors" (doun 'I le now word). 

TEACHER: How can you expect to do the work if you can't read 
the directions? l guess l had better read it. Now does everyone 
understand? (No com1mmt from group.) All right, go to work 
and I don't want-any intenuptions wrule I'm working with Tim"s 
group. Chuck, you get out the second·grade books and start 
on the pages that l have written up here. I'm sure you under· 
stand wh:at all of you have to do. 

TEACHER: Will the monitors pass out paper? john, if you don't thlnL 
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you can do the job without chatting with your friends, you had 
better give the papers to someone else. Elaine and Mike, I like 
the way you are sitting-«"eady to go to world Let's tee how 
quietly we can all do our work today. 

(with group 3) 
TEACHER: Carrie, you're a good thinker, do this problem on the 
~ board for me. 
(Carrie dou It correctb1.) 
TEACHER: That's good. Darry~u try this one--{2 X J) X 6. 
(Da"'ll worlc1 ii out.) ~ 
TEACHER: There's another way; could you do that, too? 
(Da"'ll I/art~ but can't finish .) 
TEACHER: I'll 6nish it for you and then tell me what I did to get 

the answer. (Writes (2 X 6) X 3.) 
DARRYL: You jwt changed the brackets. 
TEACHEft: Will I get the same answer? (Chorus: vu!) Paula, you 

make up a problem of your own and Ted will 6gure it out. 
(Shedou.) 

TED: What is 7 x 4? 
TEACHER: Ted. we just went all through this; now do the best you 

can. 
(Ted dou and gets the wrong answer.) 
TEACHER: I guess Paula will have to do it herself. Tonight I'm going 

to give you extra homework so that you will know this type 
of problem perfectly. 

C~E4 
Matt Davidson teaches American literature at an all·white middle­
elass high school lbe seniors in his class at Windsor Hills have been 
doing some concentrated study or Mark Twain's writings. They a.re 
o( above average intelligence and have previously read two other 
novels by Twain. 

TEACHER: Class, I know I didn't give you as much time to read 
Tia. Adumturu of Huck/1be"11 Finn as we might ordinarily 
take; however, since you are familiar with Twain's style, his 
settings and characters, l knew you would be able to grasp 
the content and motives in the story without much trouble. 
HuckJ.,_,.,,, Finn is considered to be a classic today, a real 
artistic work or 6ction. Stylistically. why ls this book considered 
to be a masterpiece, John? 

JOHN: He used a setting In Mlaouri and adapted the narrative to 
the dialects common to that place and time. 

TEACHER: Cood. Was there one dialect only? 
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JOHN: No, I think maybe there were two. 
TEACHEft: Actually, there were several-Huck's and Tom's, Jim's, 

Aunt Sally's and others. Dialect here was a necessary ingredient 
to the 6ction of the time. What sets the mood, what gives the 
structure to the story? 

TEAAI: (calling out) The time. 
TEACHER: Could be to a small extent, but not whllt l had in mind, 

Terri. Where is the setting? 
TEAAI: St. Petersburg, Mo. 
(Teacher nolic.es Mall drawing on a piea of paper arid loo/cs at 

him as Terri rupands. Wh6n Mall loo/cs up the teacher catches 
his er;e and Malt putt away his paper.) 

TEACHER: All right. Could Twain have taken Huck to Phoenix, Ari­
zona and related the story exactly the same? How about that, 
Tim? 

TIM: I guess not, there's no Mi.ssissippi Rive r in Phoenix. 
TEACHER: Exactly. Develop that thought further, Tim-keep in 

mind the author himself. 
TIM: Twain gew up in Hannibal and he probably saw much of what 

he wrote about. 
TEACHER: You're right there . Did you want to add something, 

Melissa? 
MEUSSA: The story is probably semiautobiographical, then, with a 

few names and places changed. 
TEACHER: Yes, I think so too. 
MARI(: (colling out) 1bere probably weren't any slaves in Phoentx, 

either, so Jim might have not been in the story. 
LAJ\RY: (collin1 out) lllere might have been. 
TEACHEft: I think Mark is pretty close to the tTUth in what he said, 

Larry, but that's something For you to look into. So, locale Is 
important. Now, what is the book about-is it jwt about a boy 
going down the river? Lynne? 

LYNNE: It's an adventure story. 
TEACHER: Could you lend a Uttle more depth of thought to your 

answer? ls it just a comedy? 
LYNNE: A thoughtful one. 
ED: (ca/liq out) lt has a more serious element-satire. 
T£ACH£R: I don't think we've discussed satire and rm glad you 

brought It up. What is your de6nition o( satire? 
EO: WeU. For instance, Aunt Sally and Aunt PoUy always pretended 

to be so virtuous and Ouiltian-like. but they were willing to 
seU Jim back into slavery. Huck wanted to get away from all 
the hypocrisy and fraud. 
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TEACHER: Very good! But, Huck had a hard time copl.ng with this. 
What one particular quality or emotion did Huck have, as op­
posed to say, Tom, Unda? 

LINDA: (rsading h11r boolc) He was smarter? 
TEACHER! That's not so much a quality-this is something he feeb. 
DUANE: (calling out) Sad, about the way people treat each other. 
TEACHER: That"s more what I was looking for, Linda. He was sensi· 

tive. Whom was he most sensitive about, Carol? 
CAROL: Tom, I guess. 
TEACHER: Oh no. He accepted Tom for what he was-a foolish little 

kid. The story revolves around Huck and one other person 
Who, Bobby? 

BOBBY: It was Jim. Huck knew slavery was wrong and was disturbed 
by it. Mr. Davidson, was slavery over yet? 

TEACHER: No, this takes place in 1850 and slaves were not emanci· 
pated until the end of the Civil War in l865. Your answer is 
corTect. The way Tom treated Jim-always hurt his feelings, 
that hurt Huck, too. Chris, did Jim reciprocate this treatment 
toward the boys by being cruel in some manner? 

CHRIS: I think he did. 
TEACHER: Give me an instance when 
CHRIS: (no response) 
TEACHER: Can you remember anything Jim did on the raft? 
CHRIS: (no response) 
TEACHER: Did you read the book? 
CHRIS: No. 
TEACHER: I think it's important you read it and I'm sure you will 

&nd it very captivating. Susann, who is the most admirable 
character? 

SUSANN: Jim, because he was always loyal and dedicated to Huck 
no matter what. 

CERRV: (calling ouV No, I think it was Huck because he was always 
wrestling with his conscience and knew things were wrong. 

TEACHER: Both answers are correct and show good reasoning. There 
is never one necessarily right answer when discussing litera· 
~t's a matter of your interpretation as you read it and 
see it. Who are the villairu? Kevin? 

ICBVlN: The most obviow a.re the Duke and the Dauphin. 
TEACHER: Why, Leslie? 
L£SUE: (rustling through the pages) 
TEACHER: You don't need to look it up; just give me your impression 

of their cllaracters. 
LESLI£: They pretended to be royalty and Shakespearean actors. 
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but they really lied and cheated people out of their money. 
TEACHER: Right, Huck's father was something of a villain, and the 

Crangerfords and Shepherd.sons were certainly not the most 
upstanding citizens .. Turn to page 2.54 and read this short pas.­
sage with me. I think this pretty well summarizes Huck's feel­
ingJ: 
"But I reckon I got to light out for the territory ahead of the 
rest, because Aunt Sally she's going to adopt me and civilize 
me, and I can't stand it. I been there before: · 

TEACHER: A very important concept is contained here. Who can 
discover what it is? Yes, Marilyn? 

MARILYN: He doem't want to have any part of fancy clothing, going 
to school or church, or eating off a plate. 

TEACHER: Yes, he wants his freedom. Let's do a little deeper analysis 
of Huck's character. I'm going to put some questions on the 
board and you tell me as best you can what Huck re.ally thought 
about the Crangerfords, about slavery, about the Duke and Dau· 
phin, and so forth. How d id he confront and deal with these 
people? 

CASES 
Joan Maxwell has been teaching the first grade for seven years in 
a small rural community school. Her students are children of pri· 
marily farm and ranch workers of lower middle-dass background. 
Joan and her hwband both received their degrees from a large 
univeriity and now operate a lucrative business in the area. Joan 
is introducing a science lesson today; it's late fall and the children 
have been asked to bring in some leaves to show changes in leaf 
colors from season to season. The class has previowly discussed 
seasonal changes and what weather patterns occur during th~ 
times. 

TEACHER: Boys and girls, let's 6rst review what we talked about 
last week when we were WTiting our stories about dilrerenl 
seasons. 

SHAIU: (col/irllJ out) Do we have to do this? Why can't we do some· 
thing fun instead of doing something we don't like? 

TEACKD: We can't always do things we enjoy. Carol, do you remem­
ber how many seasons we have in a year? 

CA"OL; Three. 
TEACHER: No, we wrote more stories than JWt three--think for • 

minute. 
CA"OL: Four! 
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TEACHER: All right, now can you name them for me? 
CAROL: Fall, winter, summer . .. 
TEACH£": Oidn ' t you write four stories? 
CAROL: I don't remember. 
TEACHER: (forct1/ully, but with some irrltatw11) You may have to 

go back and write them again. Who knows the fourth season? 
Can somebody in my special Cardinal group respond? John. 
you answer. 

JOHN: Fall. winter. spring. and summe r. 
TEACHER: Cood thinking! It helps us to remember seasons sometimes 

if we think about important holidays that come then. Tim, in 
what season does Christmas come? 

TIM: (no response) 
TEACHER: You weren't listening. I want you to put those leaves in 

your desk and not touch them again till it's time . Cory, when 
does Christmas come? 

CORY: In the winte r. 
TEACHER: How do you know it 's winter. Mark? 
MARK: Because of the snow and ice and nun . 
TEACHER: Does it snow he re? 
MAAK: No. 
TEACHER: How do you know it's winter, then? 
MARK: (no rupo~) 
MARY: (calllng out) It snows at Christmas whe re I used to live. 
TEACHER: Mary, if you have something to say, will you please raise 

your hand? (She does.) Now, what did you say? 
MARY: Where l used to live it did snow. but not anymore . 
TEACHER: Right! In some places it does snow and not others. Clar· 

ence, why wouldn't it snow here? 
CLARENCE~ Because it's too warm? 
TEACHER: lt's not warm here! l told you this before a couple of 

times. (turns l o Tim) I asked you once before to put those away 
and you can't seem to keep your hands on the desk, so I'm 
going to take them away from you and when we do our project 
you will have to sit and watch! Don't anyone else do what Tim 
does. Now, let's talk more about the fall season and get some 
good ideas for our story. What Is another word for the fall season? 
Lynne? 

LYNNE: Halloween. 
TEACHER: I didn't ask you to give me a holiday, a word. 
LYNNE: I can't d\ nk of it. 
TEACHER: I'm going to write il on the board and see if Bobl>y C:All 

pronounce it for me. 
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BOBBY: (no response) 
TEACHER: This is a big word, Bobby. I'll help you. 
JUDY: (calling out) Autumn! 
TEACHER: (turns to Judy) Is your name Bobby? 
JUDY: No. 
TEACHER: Then don't take other children's turns. Now, Bobby, say 

the word. (He does.) I think this is a good word to write in 
your dictionaries. Get them out and let's do it now. 

JANE: I don't have a pencil. 
TEACHER: That is something you are supposed to take care of your­

self. Borrow one or stay in at recess and write it then. Let's 
look at these pictures of leaves as they look in the fall and spring. 
Mary Kay, can you tell me one thing that is different about 
these two pictures? 

MARY KAY: The leaves are different colors. 
TEACHER: Good. Tell me some of the colors. 
MARY KAY: In spring, they are a bright green. 
TEACHER: Right. Joe, how about the other ones? 
JOE: They are brown and orange and purple. 
TEACHER: I don't see any purple-you've got your colors mixed 

up. Tony? 
TONY: It's more red. 
TEACHER: Yes. Steve, we are finished writing in our dictionaries; 

put it away. You can 6.nish at recess with Jane. Some people 
in our class are very slow writers. Take out your leaves now. 
Mark, how does that leaf feel in your hand? 

MARK: If feels dry and rough like old bread. (Class laughs.) 
TEACHER: Don't be silly! How did it get so dry? Marilyn? 
MARILYN: If fell off the tree. 
TEACHER: Yes, a leaf needs the tree to stay alive, is that right, Dave? 
DAVE: You could put it in water and it would stay alive. 
TEACHER: Not for long. Martha, what else can you tell me about 

these leaves. 
MARTHA: I don't have one. 
TEACHER: I don't know what to do about children who can't remem­

ber their homework assignments. You will never be good stu­
dents if you don't think about these things. Mike, what do you 
see in the leaves? 

MIKE: Lines running through. 
TEACHER: We call those lines veins. Are all leaves the same shape? 
MIKE: No, my leaf came from a sycamore tree and it has soft corners, 

not sharp ones. 
TEACHER: That's good. I think you will be able to write an interesting 
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story. Two holidays come during the fall; who can rame one? 
Terri? 

TERRI: Halloween. 
TEACHER: That's one: Je ll' do you know another? 
JEFF: ( r10 res1>0nse) 
TEACHER: It comes In November and we have a school holiday. 
JEF'F: Easter? 
TEACHER: No, that is in the spring; we have turkey for dinner this 

day. 
CHORUS: Thanksgiving. 
TEACHER: Now do you remember, Jell'? I would like you to write 

about Thanksgiving in your story, then you won't forget again. 
Now we are ready to put our vocabulary words on the board 
that we will use for our story and pictures. 

(Teacher notices Shari, Jim, and Riclc exchanging their boo/cs but 
she ignores their misbehavior.) 
TEACHER: Ed, you come up here and Sally come up here and help 

me print our vocabulary words on the board. Ed, you print 
these four words (hands him a list) and Sally, you print these 
four. 

TEACHER: What are you kids doing in that corner? Shari, Rick, Jim, 
Terri, Kim, stop Gghting over those books. (All the children 
in the class turn to loolc at th11m.) 

RtCIC: Mrs. Maxwell, it's all Kim's fault. 
KIM: It is not. I wasn't doing anything. Shari, Rick, and Jim have 

been fooling around but I've been trying to listen. 
TEACHER: Quiet down, all of you. You all stay in for recess and 

we'll discuss it then. 
tCJM: Not me! 
TEACHER: Yes, all of you. 
KIM: (mull•n lo h•r friend) It's not fair. 
TEACHER: Kim, what did you say? 
lCJM: Nothing. 
T EACHER: That's more like it. 
TEACHER: Okay, Ed, put your words up. 
ED: I've lost the list ,. , . (Class roan with laughter.) 
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The following lists of inviting and disinvhing verbal comments, per­
sonal behaviors, physical environmems, and printed signs have ~en iden· 
ufted by educators and students as Indicators of the quality of life In 
schools. These lists are only illustrative, but the presence o r absence of 
items on these l is t~ may help to Identify the inviting or dlsinviting stance 
taken by those who live and work In and around schools. These hems may 
al~o serve as a checkli~• for those in schools who are already doing good 
tlt1ngs, and who w:int 10 do them even better. 

Verbal Comments 

Forrr lm•illll.8 Com111tmls 

Good mornin11 
Thlnk.s very much. 
Co ngra1ula11o ns 
~I s 1alk It O''t:r 
How can I hdp' 
Tdl me abou1 11 

I 1ppreclatc )'Our hdp 
Hlppy birthl.lar ' 
I enjoy having yo u here 
I understand 
\l:'e missed )'OU 

rm glad you came b) 
I hke that idea• 
I think you c:in 
~-elcome 

I hke what r ou did 
~'elcome back 
You are unique 
That's even better 
I\~ been thinking about rou 
Ho\\· :are things going' 
H O\\' arc you? 
I'd like your opinion 
HapP)· holiday!' 
~"hat do you think> 
Let 's luve lunch. 
\l:'h:u can I do for you' 
Of course I have 11me. 
That's OK. 
I am Impressed' 
You made me feel goud 
Yes. 
Please come In 
t\ ·e aly,-ays gOt lime for you 
I think you can du It 
PleiJt' tell me more 
~llr I ~p rou' 
~·s do it together 
COl1\e b:1ck 500n' 
I tt1loy our lime tog~hc:r 

fo rty Dumt•l1111s Commt>ms 
Keep OUI 

Wh:u M:ary Is trying to s:ay IS 
llsc your head 
It won·t wurk. 
\ 'ou 'II h:ive w o il hack 
You c:in '1 do that. 
I <Jon·t care wha1 you do 
Nu1 baJ. fur a girl 
Oon·t be so stupid. 
ll'ho do you think you are > 
lie on"t be disturbed 
\X'hr didn·t you stay at home> 
ll'oman driver. 
11ier don ·t ":am to learn 
They don·t have the abllit)' 
You can ·t be that dumb 
Ther·re all right, In 1hc1r place 
Who"s calling? 
You should not feel that way 
You ought to know better 
You must do as I say. 
How could you? 
Shape up o r ship out 
Arwbodv can do that. 
why do )'Ou bother coming to school? 
Tha1 's a childish viewpoint 
That is dead wrong 
111. Chubbr 
You goofed. 
Get lost 
That's stupid 
So wh:at? 
lkcausc I s:ald so, du1·s whr 
ll'h:lt, ~'OU apan? 
forl!ci It. 
''ou·11 ne>~r make It. 
Sit down :111d shut up. 
~ltolf. 
I kno~· you·re noc that stupid 
ll1ut's your excuse this time> 
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INVTTl/VC ANO DISJHVmtvc SIC/VALS 

Personal Behaviors 

F<Nt)' lni~tmg /Hbavtors 

A rela.,ed posture 
Lending a book 
Sm ii Ing 
Listening c:arefullr 
Paulng a b:ack 
Shalung hands 
Opening a door for someone: 
Giving a friendly wink 
Sharing lunch together 

Being on 11mc: 
Sending :a thoughtful llOIC: 

Bnng1og :a g1fl 
Sharing an cxperlc:nt·c: 
ACccpclng pr:a1sc 

GMng ~"all ·tlme 

Gazing warmly 
Yielding lnter~t 

Nodclng nev.· clothes 
Learning names 
Offe ring rcfreshmcnu 

Sending :a '~lcNlne 
Huuina (whett 2PJ>ropr~tc:) 
Elacndln& an apology (where: 

required) 
Picking up litter 
Pbntlng • nower 

Wallin& )'Our turn 
Holding a door 
Extending a hand 
Conaraiuwlng somc:onc 
Sharing a poem 
llcmcmbc:rina 1mporunt occasions 
Shanng a s.indiit.•lch 

Usina a napkin 
Offcrln1 jc)me!Qn<' ;i chlllr 

Brln&Jna no v. crs 
ScrMchintt sumconc:'s back 
Exprns1n1 r~rct 
Wavina • ·1th both hands 
Glvlna a thumbs·up sign 
O\"C'rlooluna a CaUll pas 
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Forry 01Smt'lt111g Beba1•1ors 

Giving a thumbs·down sign 
lntcrrupung 
Looking ;11 )'Our WlltCh 
Yawning in someone's fau 
Shaking rour finger :11 someone 
Scov.•hn1t and frowning 
Sl:ammlng a door 
Using nd1culc: 
Turning your b:lck on someone 
Cu111n11 pcoplC' shon 
M:akln11 fun of :a person 

l.ook1ng Jw:a~ from somc:onC' 
lcJv1n1t someone 10 :answer 1hc.' 

pho ne: 
I tuung omeonc: 

Uc!ing obscene: 
l..:augh,ng ;u someone's m1sronune 

Throwing paper on gro und 
Tipping 2 pencil (fldgc:ung) 
Chcwing gum loudly 
Breaking a promise 

ForgC't1ing in lmponini da1C' 
Gawlung a1 an 2cc1dcni 
Using sarcasm 

Mimicking 
Forgctung i blnhcby 
Blowing your car horn 
Talking wuh. vour mouth full 
Plartng ... ·uh rour nose 

Eating loudlr 
Showing lack of concern 
Snttring 
Being we 
Sc.anng at .somC'OOC' 

Lutenng 
Shoving ahead 
Scamping rour foot 
Telllna a lie 
Dumping ashcr:a~-s 1n the str~ 
lruuhing a person 
Talldng dunnit a mo\•1e 
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LOOIUNG AT OUUBLVF.s AND oua ICllOOU 

Lookina 1t Ounelva IDd Our Schoob 

One way of beginning to think about how we might transform our­
selves and our schools toward enhancing self·perceptions is to evaluate 
what we do. This means that as professionals we must be willing to 
honestly confront our ideas, beliefs, programs, and practices. To help 
with this undertaking, we have included here three sets of checklists. 
The first and second have to do with how we perceive and interact 
with leamen as teachers, administnton, counselors, and so on. Those 
who enhance self·perceptions of learners will find themselves answer­
ing "yes" to the questions in the rU"St list and "no" to those in the 
second. 

The third checklist is a set of questions that might be asked 
with regard to institutional features and curriculum plans. Again, 
those educators who are in self-enhancing schools will find themselves 
answering "yes" to these questions. The third checklist appears again 
in Appendix A as part of the possible professional growth activity de­
scribed there. 

/ 

Ouckllrt I: Oumlctmstk Attltaula llNl Btluwlofl of 
Ttachtfl Who £""4.n« ~lf.PtrctptlOIU 

Do I accept students as human beings, regardless of their back· 
grounds? 
Do l ertjoy the diversity of individual differences in a group? 
Do l provide opportunities for students to pursue personal 
interests? 
Am I iCnsitive to the group's status system and do I help indi­
viduals achieve status in the arou.P? 
Do l attempt to learn about student lives outslde the classroom? 
Do I provide many opportunities for interaction and coopera­
tion? 
Do I involve stud~nts in planning and evaluating activities and 
projects? 
Do I avoid equating the learners• work with their self-worth? 

Do l rapect the personal dianitY of students? 
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STATE OP ntE ART AND HOPE FOR TltE FVTUllE 

Do I encourage students to think about themselves? 

Do I help students to find personal meaning in ideas and con­
cepts? 

Do I encouraste parents or guardians to be active and constructive 
in children's education? 

Do I encourage students to help each other in learning and 
problem solving? 

Am I happy to be involved in teaching? 

Do I encourage students to pursue ideas about which I am not 
knowledgeable? 

Do I trust students to carry out projects responsibly? 

Do I have positive and realistic expectations of students? 
Do I seek new and worthwhile ideas for improving teaching? 

Do I speak out on behalf of children and youth in the school 
and community? 

Am I concerned about the quality of living for children and 
youth in society? 

Do I volunteer to work with students outside the classroom? 

Do I provide a variety of resources for classroom use? 
Do I encourage students to challenge others' ideas and to seek 
support for their own? 
Do I feel secure when students challenge teacher ideas? 
Da I recognize the influence of various pressures on students 
and their effect on learning? 
Am I willing to share personal feelings with students? 

Am 1 flexible; willing to revise plans as needed? 

Do 1 help students to learn about their personal backgrounds 
and possible futures? 
Do I treat student mistakes or failure at a task as an opportunity 
for new learning and growth? 
Am I willing to share ideas with other teachers? 

Do I recognize the power of self·perceptions in learning? 
Do I have patience in working with learning difficulties? 

Do I purposefully plan activities at wrucb students can succeed? 
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' 

LOOKING AT OUltSELVES AND OUR SCHOOLS 

Do I reoognize and use the community as a source of teaching 
and learning? 
Am I willing to try new approaches and ideas even though some 
risk is involved? 

Olukllst If: Chal'tlcterlsdc Atdtuda ond Behavlon of 
Teachers Who Hinder P03itl'H UlllMr Self.Perceptions 

Do I believe students are "evil" and irresponsible? 
Do I label individuals with personal perceptions of the group? 
Do I have low expectations for students and believe they will 
fail no matter how hard they try? 

Do I believe l am the source of all worthwhile knowledge? 
Do I believe students should concentrate only on those ideas 
that are of interest to the teacher? 
Do I feel that students should be able to ignore personal/social 
problems when working on cognitive tasks? 
Do I personally plan all learning activity? 
Am I reluctant to deviate from prepared curriculum plans? 
Do I equate school success with personal self-worth of students? 
Do I think learning difficulties are the fault of anything or any­
body but me? 

Do I force students to compete for rewards? 
Do I refuse to involve students in ideas about which I am unsure 
or unknowledgeable? 
Do I believe last year's curriculum plans are suitable for this and 
succeeding years? 
Do I assume that leaming, growing, and developing take place 
on a constaqt continuum? 
Do I wish that I could get out of teaching? 
Do I refuse to accept students' challenges of my ideas or opin· 
ions? 
Am I sure that I know what all students need? 
Do I have no interest in the personal interesta of students? 
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STAtt 01' TII£ ART AND HOPE FOil 111E RmlllE 

Do I believe that classroom misbehavior is sure to lead to adult 
failure and illegal behavior? 

Do I believe that students will not learn unless motivated by me? 

Do I believe maintenance of order is the first condition of learn· 
ing? 
Do I confuse submission of students with willingness to learn? 

Do I use punitive punishment, humiliation, and sarcasm in deal­
ing with students? 
Do I wish students would act like adults rather than young 
people? 

Do I believe parents should not help their children with school­
related learning? 
Do I equate student cooperation with cheating? 

Do I make all decisions about curriculum plans? 

Do I reserve the exclusive right to evaluate student work? 

Do I think education is preparation only for future living? 

Ottck/ht Ill: Characteristics of tht 
Stlf .£nhancing School 

ls the idea of enhancing self-perceptions a high priority in our 
school? 
Do students have a say in what happens in our school? 

Do we avoid stereotyping students? 

Do we emphasize cooperation rather than competition? 

Do we avoid the idea that some students will fail no matter how 
hard they try? 

Do we do whatever possible to assure success for students? 

Do we make an effort to help students earn status with their 
peen? 
Do we make anangements for peer tutoring as well as interaction 
"ith younger and older persons? 
Do we make mangements to teach parents how to interact and 
work with their children in constructive ways? 
Do our curriculum plans malce provisions for enhancina self­
perceptions? 
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SI'EWARDSHIP FOR YOUNG PEOPLE: WHERE DID IT GO! 

Do our school goals include clean and direct statements that 
commit us to enhancing self-perceptions? 

Does each school level have general objectives committing it to 
enhancing self-perceptions? 

Does our school program offer opportunities for students to 
team about themselves? 

Does our school have established communications with com· 
munity agencies that supply support services for children and 
youth? 

Do we make use of the problems and needs approaches? 

Do we use issues for present lives of students as organizing cen· 
ters for curriculum plans? 

Do students participate in making classroom decisions? 

Arc a variety of activities and materials available from which 
students may make choices? 

Do we observe and record changes in student self-perceptions? 

Do we discuss changes in self-perceptions with students and 
parents? 

Do students have an opportunity to evaluate themselves? 

Do our curriculum plans offer opportunities for students to im· 
prove their present lives? 
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di.ripllne), IMChrn Ila" tried t'ftJJ1hln& fl'Ol'll whlppin& '° ,.., '° ~ modlftcado.. 
...................... udldloollUCIClm bJ ...................................... -

..... - .... 1fl1.al1fmtMlr...,....-a.T~ 
-· .............. ....., •lld ........ 

TMdlen ....._ toed dAldpl&.t •'- 01cJ bdft thAll 
IUdll .................... ""' u ......... 8ondoe Is 
dbiaWlfll. T_... Mii ... &ood diadpliM-'-1~ 
..-oplze their or11 s--tl ddlnitloN al mllbthericw. 
R11~ aliould 111 ftUOllable . cmorcuble. -s ed11carioo· 
allJ rclc,..nl. 

Of eoune tlwrc will still be aome 1111de11tt •ho INiat °" 
beln1 disnipet... Thia is IOcYCO in the molt Uiwlli111 tdlOOI 
dimalt. Tiie flf'll ••• 1t.1h thould lllC'l11dc m l111. 
" Wllat'a Fina oa heft? h •he 1111dt111 Ill. 11~? Are thtft 
Ktiool floC'tOl'I u 1tt11pcnt11rc, dell .iu, 1i111t al da1? Arc 
lheft '-w """*""'" If ,...w.-111 Is wam111eed. theft 
h thould be hlllll&lle, II a le"'f'O"ary dcfllal al -
priwllep ra1hef tha11 "•hlppi111" Of " (car." 

Mo.a ltapartta1~. pod dildpliAe •ad achool -­
arc l!Mtcd bf llftint the ctudcett 10 l11wst ~h•d in 
Ille lamina. S111dc111.1 need lo be lnwitcd 10 1pmilatc. 
suaa. and try - 1hh1p. Our"°"' .. tudicn thou Id be 
10 ttlC'OUrqc our awdtnU 10 lftk oul lhinp 10 do in 
Ktiool without the oft'tf al Sold '"" Of 1rada. ~ 
rewatd should be 1he 1oe1i.i17 iuclf. 

M.dlMt n.t Wert. 
Heft &ft .UMeD pnc1ical •a11 lllal work with -

1t11dtt11S " _. "* ism.. 
I . ArN• • p/ftM1t1 •lfflOlp/t-. MOQ daafooms 

'911 be made •illibly •lld .. ~lceU, ..,,. ,.,.. ••. 
Displa11. oalon. Mid flOI"" c .. bfithtco U. ~ 
mYI""',..'· Disks alld d\aln cu Ill UYueed eo IMI a1l 
studcllb red included. Routlon al -11111. to .... , 8Mfl 
dlikt hu IM opponllflilJ 10th dGM to the act.. la 
hdpfiil whca ..tilat wicll ,_... dllklra. 

2. 11"4 •- ,_.. iii , .. """'"'· At the ~ .. Clll 
the,_, or OIMlfW, the lliecW IUJ olleain WC1n11u14'0• 
rro111 eecti .,.. .. , ....Slac Wrthplael "" ~. 
lpeciel ....... aaMUa, ,........, OI - l6fu. 
daJt C811 be ...ted - ........ caa-sar lo ........ fcw 
• apecial ......... eecll IAldnt'• blftlldlJ. AAID, the 
twt.r~ .......... few .... ~ Ill Cll'dff 
toN I ............ ...., ........... . 

3. $"- - A RJ tll ~ thrtat It lhe ..... . 
nl111 ol 1 -. • IO ..., trucll• lo ...,,. lllOl't dClut 
eecfl otber. To• dlk., die...._ inay eak 11.._ to ..U 
the othm ill die"°"' ...... thclt "'-· For ...... : 
•few w11om waoe JOU .....t?• •wtw doa ,.,., -
-..r ·o- ,_, .._ •• '° n1 ,_, ,......._,M 
" Oo you Ilk• ,_, •-r "Haw you ""' 11119 kidded 
abollt ,_, .... ar Md It •itP•~-llCed?" "WM4 do 
,. • .. • Cllladr 1llil u• ._......._ ...... .,..... •tall._. the-ha ••lhollt the u..a •llr· 
w fll llitl • *a I 0.C. dM ICICM teanla ce. ,.-. 
................ the ·~ should - ...... ....... _,.,,.,..,, . 

• · .S-. -' T• C-..ry 1411 whal ..,. ~ ""-"' ................. to~-.h-- tllctaa 
Mdllll..,...lt•eoeM-..toprimAfJ~ llcubc 
...., eflectM .. ell ...... ~ llllMnll' ~ 
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counesl Show and Tell lw the adn11t1,e al icirroducln1 
studc1111 to each ochl'r 111 111 aijoy•ble, ,_1hratenln11 
maaMI. A ••J IO 111 die .... fm Stww ud TIU ii 10 uk: 
" AlllCllll ,_, ...... J.wW1 tft&IU,_, wt\at It the OM 

lhlftC JOll wwld pab I• CAMolftrc?" The q-'ioll wori;s 
Ir atvdmb.,. uted IO adtldr pfl04IO& ol lowd-. Th•s 
c~ ltirltca ICudcnCJ lo 11lk about themalwcs. nut 
ochcn. 

$ . /11.U.""11 .,. ~/#""'* li6rwy. ~ att munl 1n 

be llMd udtftjoJed. A ••7 t0nicourqe rudln1 is for 1hc 
teacher to read 111 ocuslonal .,...asc or brief' 1«11oft frorr. 
• fa-'•• booli. thttl prae:111 the booli 10 - 1111dcnt •• 
• 1ift. TCKMn .... 1 terp a fresh stock ol boolis Oft hand 
by wialllnt llf'lfC ulcs. n. llW1lcu, &11d uwd ·boo~ 
aora. ll't WOfth !he small cOlt for 1 1111dcn1 10 hur a 
lcad1a uy, "Herc's a booli I want 10IJ 10 hawc and cn)O)' . 
I lhi•li it wu wrincn just fOf )'OUI" 

Cl. c-,.,.., u...p.tiolt. While looklnt for boolis a t 
flea 1111rllm and 1arer ulcs. the 1M(hcr may look for 
obj«t1 !hat CID bc takm ap&n. put ti.ck •••hn. 
malljputatcd: thlllrs like btokte 1,...mi.n. docks. and 
simp6t M«t1&11lcal dcWa. PuuJa, 11ma. IOJI. and 
11dft1.1 cen all be 11wd to l11¥11c lcaml111. u well at Old 
hais, m&U.1. 11n.if'orms. cou11mcs. and ocher clochn that 
can be uted for clau playi, dram11lza1ions. and t"Ok· 
playl111 actmtin ~tr-dlrecccd drama1lu1iotls and ttlatrd 
actlvlliea C:all imP"O"' rcadit111kWs whl~ UMhlll posh~ 
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7be Efficient Factory 

There arc many differences among faciorles, bur mosr faaoraes pl:ace 
emphasis on the following six charaetcrlsllcs: ( 1) mass produalon. (2) 
uniform produa, (3) cost ctr~lvcnes.s, (4) rechno logy, (5) centrall~cd 
control, and ( 6) workers as funa lonarlcs. Lei us consider th~ characteris­
tics In 1urn. 

,\fass Prodt1Cll0 '1 

In 1hc effk1em facrory a luge number of unirs. all alike. arc 1urncd out 
by assembly lines ln some cases, depending o n rhc needs of society o r the 
promotional activities of the sales dcpanmcn1, minor differences In 
appearance and performance arc introduced. But lh~ differences are in 
various models and n0t in Individual units coming off the line. The major 
emphasis is o n quantily. !Uw materials arc graded, hammered, shaped. 
processed. condhioned, and turned into a s1andard and uniform product 

Unifonn Producr 

The efficient facio ry is supervised closely 10 ensure tha1 each produa 
meets minimum srandards of sameness. The process involves cxpens who 
arc charged with ensuring quality control. These many cxpens monito r, 
sample, rest, and approve or rcjcet goods. Produru that arc damaged In lhc 
factory process, or lhat differ In any slgniflcant way, are rejected and shoved 
aside These rcjcru will later be recycled, destroyed. or marked down and 
sold at discount as irregulars, odd IOtS, closc-OutS, or seconds, often with· 
out brand name or Identification. These inferior goods, sometimes found 
In factory outlets, damaged goods slOrcs, or d iscount houses, failed to mce1 
the minimum required standards of uniformity. 

Cost Eflecmwness 

In 1hc efficient faetory a high priority Is given to cost effectiveness. 
The aesthetics of the pbnt b relatively unlmponam. faciorlcs arc designed 
without windows to control the cllnwc. reduce maintenance, and prevent 
vandalism and theft. Efficlenr faetorles arc often surrounded by ctuln·llnk 
fen~ topped wtth barbed wire.. wich gates and guards on duty around the 
clock, again to prevent theft and vandalism. Cost comers arc cut wherever 
possible, and shon ·1crm profttS arc 50rnC(lmcs given priority over long 
nngc planning In almost every pollcy dcclsion. costS arc the bottom line. 

Tecbr1ology 

Tcchnolog1caJ advances arc greatly valued In the efficient fxtory and 
arc lncroduccd Into plants as quickly as possible. Conslckrable auentJon b 
paid to such hardware hems as c:omputcrs, automadc equipment, program· 
med dcUvuy syMems. and other lnventloos designed to provide swift and 
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sure processing procedures. Even workers are seen as physlc;al ob1eru to 
be combined with the 13teSI machinery to provide still more technological 
e.fficlency. 

Cenrraltzed Comrol 

In the efficient factory, planning is usually separated from producuon 
Authority Oows from the top down, from board to executives, to production 
managers, to plant superintendents, to supervisors, and finally to workers. 
Policies and programs are traditionally developed In places and by people 
far removed from the production line in function and Status, if not In 
distance. Managers and workers have their respective functions and pre· 
rogatlvcs, and workers have lhtlc voice in planning. Workers get what they 
can by org.ani2ing, bargaining. and when necessary by striking. But whatev· 
er workers get, it usually does not include a role In policy formulation of 
program design This formulatio n is done by boards o f directo rs. executive 
management, and design experts 

Workers as Func1fo11an~ 

Workers in the efficient factory :ire expected to be punccual, obedient, 
conforming, and above all busy Individual needs, interests, and personali­
ties are relatively unimportant. Work is broken into small , easy-to· 
understand, mistake-proof t:uks. The workers are controlled by clocks, 
bells, buzzers, whisdes, shifts, public address systems, assembly lines, and a 
host of supervisors. Efficiency studies arc made regularly to monitor the 
entire process 10 ensure maximum production. Meanwhile, public rela· 
tlons depanmentS project the Image of the happy worker. 

These characteristics of efficient factories are ccnalnly not compre· 
hens Ive or universal, but they do suggest the organiutlonal nature of the 
Industrial plant. Such organization h~ produced an av:afanche of material 
goods, much of It good and some of II shoddy. In return for the cornucopia 
of produru. Nonh America has paid a he2vy price in the vn.y of huf!lan 
suffering and discontent and of environmental pollution :ind destruction. 

We now turn our attention to the way the efficient fa ctory 
model has been adopted in school-which Is a little eerie 

Tbe Efficient Factory School 

Let us 1:ike each of the six factory charac1erls1lcs described and look a1 
Its countcrpan In schools. 
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Mass Production 

The sheer size of schools has been increased so that some n09.· enroll 
studems by the thousands. M In the efficient factory, quantity t2kes prece· 
dence over quallry, and minimal Slandards me priority over optimal goaJs 
Curricula arc established and requirements are made to ensure that all 
students t2ke ceruln subjeru and get ceruln basic material in a mass 
lock-s1ep procedure based o n outcome variables. 

Unifonn Product 

Perhaps never before In Nonh American education has there bttn 
such emphasis placed on unlrorm product. Testing experu are everywhere. 
and performance indicalon, ail sltllls. bebavtoral objectives, and minimal 
competencies have entered the language. Uniform productivity is Insured 
by "mandated" pupil achievement, minimal competency tests, exh skills at 
each "learning station," and frequent perfo rmance testing on "objective" 
multiple choice tests. Nonconforming students are recycled by being made 
to repeat grades. Jf they do manasc to make it through high school. students 
who do nor meet minimum academic standards may be given a ceniftcate of 
attendance rather than a high·school diploma. Other nonconforming stu· 
dents may be e jeeted tocally from the learning environment, as in the C2.SC • 

of suspensions, expulsions, and the like. 

Cost Effectiveness 

Like efficient factories, many schools place highest prlorhy on cost 
effeetlvcness . .Vsthetlc considcr2tlons arc relatively unlmponant. Schools 
arc designed without windows to save heat, reduce malmenancc, and 
prevent vandalism. Frills are kept to a minimum or eliminated completely, 
along with special programs that do nor pay their own way. Educauo nal 
policies arc made in terms of cost effee11veness, and only those programs 
that are cost effective survive. 

Tecbnology 

Nonh American education is a major market for hardware designed to 
Instruct students more efficiently and effectively. This ls panicularl~· 1rue In 
the cmc1ent faqory school. Early on, students arc Introduced 10 "lnstruc· 
tJonal centers" and "learning labs" boasclng techno logical advances such as 
closed c1rcu11 television, plklng rypewritcrs, tape decks, llstenlng Stat.Ions, 
audiovisual pack.ages, and microcomputers. Teachers and students arc 
surrounded by kits, units. modules, ~. packs, printers, and ocher expen· 
slve devices Teachers are encouraged 10 lnstruet ch rough 1he use of pack· 
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aged. highly structured programs. Al every turn, 1cchnological develop· 
mcnt.S influence the educational process. 

Ceniralized Con.trol 

Superintendents, school boards, state dcpanmcnts of education, and 
t,·cn 1hc federal government arc mandating standards for students. 
teachers, and other persons who work In schools. This standardizing pro· 
ccss is supponcd In 1hc efficient factory school as a necessary pan of 1he 
organiutional struC'turc. Professional relationships arc hierarchical, with a 
nov.· of authority from the top down, from school board 10 superintendent, 
to principal or supervisor. to teacher, and then 10 students. As is typically 
the case with remote admlnistralivc authority, there Is usually a wide gulf 
beiwecn the rruJndators and the mandated. The rcsuh can be that teachers 
and students begin to burn out and become uncaring au1om:uons. 

Workers as Functio,ian·es 

In the efficient factory school. 1eachers and students h:ivc reladvely 
liule contro l over their workadlay lives. Eniries and exits are comrollcd by 
schedules and punctuated by bells. What Is 10 be 1aught and learned, 3S well 
as why, how, when, 2nd to or by whom, is determined by textbook writers. 
accrediting agencies, state department officials, directors of curriculum. 
uni\·erslty consultants, or active pressure groups. Usually, learning is de· 
fined in terms of basic skill mastery. performance on s1andardlzed tCStS, or 
behavioral objectives designed by people far removed from the classroom. 
Students and teachers are expected 10 be docile. hard.working, and respon­
sive to the needs of the system. 

Keeping the foregoing six characteristics of the efficient fac1ory 
model in mind, let us now turn to a second model , that of the inviting 
family. 

The Inviting Family 

As we mentioned In Chapter I, the word m11i1a1iot1 comes from the 
Latin invitare, which means "to summon cordially, not to shun." Thls 
meaning may be vital to positive family relationships where each family 
member Is cordially summoned to realize his or her unique potential and 
v.·hcre no one in tt\I family Is shunned. In our vlCTo'. the Inviting family has at 
least five b:is1c characteristics: (1) respect for Individual uniqueness, (2) 
coopera1ivc spirit, (3) sense of belonging, (4) plcaslns l\abiiat, and (5) 
positive expeet2tion.s. Let us examine these five qualities more closely. 
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Respect for lndil'idual Uniqueness 

In the inviting family there is an appreciation of individual differ­
ences. Not everyone is expected to be alike or 10 do the same thing. There Is 
tolerance for family members who :ire unable or unwilling to meet family 
expeetatlons or aspirations . .. He's not heavy, he's my brother" reneru this 
attitude of suppan . There is :ilso :i great and shared pride in those who 
exceed the fondest hopes of the family. Flexible :ind varied work periods 
are promoted as e:ich family member moves toward his or her own creative 
1:1.•a~·s of being. In the invit ing family. the concept or each Is unique deter· 
manes family policy., 

Cooperative Spirit 

.. One for all and all for one·· describes the inviting family. Aduhs and 
chi ldren le:irn from each other. The family is seen by all Its members as :a 
cooperative enterprise in which cooper:11ion is valued fa r more than com· 
petition. When one member achieves, all members fed a part of the 
success. And when one member is h:iving difficulty, it is a family concern. 
Everyone pitches in to help until the person is able to c-a1ch up. In the 
inv111ng family. a special watch is kept for those In the family who might 
need :i special boost. This suppon is always provided within a circle of 
unconditional respect for the feeling~ of those who may need assistance. 

Sense of Belonging 

A most Jmponant qu:ilny of the inviting family 1s a deep sense of 
belonging. This feeling Is culllvated wherever possible. Family members 
spend time talking with each other and sharing their feelings and concerns. 
The-y make a special effon 10 look beyond their own lmmedi:ue gratiflca· 
tlon 10 the needs of ocher family members. Everyone thinks in terms of our 
family, our home, our traditions, our responsibililies. This lo)·ahy 1ow:ird 
one another and the warmth feh for one another result in mutual apprecia· 
don, posilive self-est~m. and a deep sense of family togetherness. 

Pleasing Habitat 

Aesthetics ls given a high priority tn the Inviting family. Living grttn 
, plants. anractlve colors, comfortable furniture. soft lighting, open space. 

cleanliness. pleasant smells, fresh air, and comfortable 1empera1ures are 
p rovided wherever possible. Changes fn the physical environment are 
made regularly to keep the habitat anractlve. The emphasis on creating an 
aesthetic environment, even In the most difficult situations, Is beautifully 
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illustrated by Betty Smith in her book A Tree Grows in Brooklyn (1943), in 
which a poor family obtains a piano at great effort and personal sacrifice. In 
the inviting family habitat, everything is designed to send the message "be 
as comfortable as possible, we're glad you're here." 

Positil'e Expectations 

Encouraging each family member to realize his or her unique poten­
tial is an important quality of the inviting family. Family members expect 
good things of themselves and others, but these expectations are always 

. presented within an atmosphere of respect. Every effort is made to encour-
age feelings of self-control and individual responsibility and to encourage 
members to realize their physical, social, and psychological potential. 

Now let us relate the inviting family to the inviting family school. 

The Inviting Family School 

The following five characteristics describe what we have chosen to 
call the inviting family school. They parallel the five basic qualities of the 
inviting family just presented. 

Respect for Individual Uniqueness 

A hallmark of the inviting family school is that judgments and evalua­
tions are made primarily on a personal basis. Each child is seen as unique 
and is treated as such. Where grades are unavoidable, every effort is made 
to insure that the marking system is used for the welfare of the people 
involved. Students are encouraged to test themselves and judge their own 
personal performance and progress. Errors are viewed as a source of 
information rather than as a sign of failure. Further, students participate in 
making decisions about how grading and evaluation processes will be 
applied. All students are encouraged to take confidence in their ability to 
learn, to trust their'. feelings, and to celebrate their personal uniqueness. 

Cooperative Spirit 

In the inviting family school, peer teaching is encouraged so that both 
tutors and tutored may benefit. In every way, people in the school are 
expected to take cooperative responsibility for what happens in their lives. 
Everyone is expected to participate in the decision-making process. 
Teachers and students are not isolated from decision-making, but rather, in 
a very real sense, are "executives" of the school. A related feature of the 
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inviting family ~hool ls th:it compet1t1on as minlnuzed in favor of mutu:il 
suppon. Students who are un:ible to achieve as expecred arc offered extra 
help, always within an emp:11heuc, respectful sr:ince. School :ictiv111es are 
based on cooperation and murual concern. 

Sense of Belonging 

The inviting family school cht:rlshes community "-armth :ant.I 10· 
gethcrness. S1uden1s :and te:ichers think 1n term:. of our school. our \\'Ork, 
and all of us together . Students are kepi togetht:r w1th peers as much as 
possible. lf one srudent must be removed from the group, it is for as short a 
period as possible. Every effon is made to encourage feelings of school 
pride and of being :i member of a le:irning and caring community. Perhaps 
this sense ofbelonglng c .. n best be illustr:ucd by one student 's high·school 
experience · our school is like a big, caring family '1('hen my la1herd1ed all 
my teachers were :ir rhe funeral home My senior cl:ass collected money :ind 
sent ;a wreath I'll never forget their kindne.ss " 

Pleasmg Habitat 

A pleasanr env1ronmen1 for lwing :ind learning 1s stressed an the 
lnviring famllr school The l:indsc:ipe. upkeep, :ind gener.il ap~rance of 
rhe school are given careful :attention Te:ichers, staff. and students take 
equal responsibihry with cu~toJ1:ms to cre:ue and m:iint:i1n an aesthettcally 
pleasing physical environment. Reg:m.lless of the :ige of the school. every· 
one takes pride in malnaaining 11 a~ auracrlvely :is possible. Extra effons :ire 
made to ensure th:u lighclng. acousrlc qu:.1l1t1es, tempcr11ture. room design, 
window are:lS, furniture arrangement, colors. use o f space. displ:iys. :ill 
make a contribution to :in :ippcal1ng :ind comfora:ible setung. 

Posttll~ £,~ctatioru 

Effons :ire made in the Inviting fomil)· ~chool to t"ncour.ige favor:ablt: 
sclf<Steem. Scudents are t:iught th:u each person has relatively unt:ippct.I 
cap:achles for le:arnlng. and that this learning is l\omething th:it happens 
Inside themselves: ll ls noc something that happen.~ owsfde. Students par· 
tlclpate an deciding what they will study. how much th~· will learn, ho"'' fast 
they ... ,11 le:irn. and how they will ev:ilu:ite 1he1r own Individual progress. 
Each student Is encour:aged h)• posith·e expccc::111ons communlc-Jted by 
teachers. These teachers. In turn, have :a sense of pcrson:il emc:acy and high 
expcct:ittons for themselves. Ag:aln, these expccta11ons are manifested an 
terms o f respect for oneself and Others. 

There is no specific blueprint for ahe cre;ulon of Inviting family 
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schools because each school, hke e:ich family, h:i.s 11s own umque charac-
1erisdcs. There Is, however, as our colleague Dean Fink has pointed out, a 
general plan of action for developing invillng schools. This Involves an 
awareness and unders1anding of lnvharion:il education, an appllca1lon of 
the theory to specific siluarlons, and a working together with :ill school 
personnel and students 10 develop inv111ng pbces, policies, and programs. 
Creating and maintaining Inviting schools, :i.s we h:ive sue~. is a beirig 
witb and domg u•itb process and involves the perceptions, s1:ince, and 
behaviors 1ha1 have been presented throughout this book. 

We believe that now more th:in ever there 1s 3 need for the develop· 
menr or inviting family schools. Efforu 10 cre:ue such schools are now 
underway throughout the United Stares :and Dnada. School ~'Stems as 
diverse as Horseheads. New York; Greensboro, Nonh Carolina; Prince 
George's County, Maryland; Sarasota County, Florida; Council Bluffs, Iowa; 
Centerville, Ohio; and Halton County, Ontario, among Others, have already 
s1aned school programs 10 implement mv11a11onal theory. Funher, hun· 
dreds of workshops and conferences have been ·conducted 10 introduce 
secretaries, superintendents, teachers. librarians, principals, supervisors, 
parents, nurses, and food-service professionals 10 in\'llarional education. 

Developing inviting schools Is no e:i.sy w k, and the resuhs arc no1 
guaranteed. We do believe that the effon is wonhwh1 le. :ind that the cost or 
educational success with anything less is much too expensive. We hope you 
will join with us and o thers 10 help make our schools "the most mvl11ng 
places In rown ·• 
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Fony lnvi#ng QualiNG 
Fresh paint 
Pleasant smells 
lMng pl.ant 
Attractive, up·to-date bulletin bo:ards 
Soft llghung 
Big and soft pillo,..•s 
Lou of books 
Fresh aar 
Fireplace 
Comfortable furn11ure 
Rocking chair 
Flowers on the desk 
Open doors 
Candy 1ar ,...uh c:1nd1 
Soft music 
Attractive picture~ 
Comfonable 1emper.11ure 
A cup of coffee. te:i. or 1u1ce 
Porch lif:hl at n 1~ht 
Porch sv.•ing 
8 1nhda)· cake 
Fresh towels 
'll'ell-tendcd park 
Books and mafZazanes 
Stuffed animals 
Sunn)· roo.m 
Ga.me board 
Thick carpet 
This morning's paper 
Hollda)· trtt 
Matching colors 
Blnhda}• c:ard 
Positively worded signs 
Blue Jeans and cotton shins 
Brlsht hallways 
Clean aromas 
Brlshdy lit park1n1 lot 
Clean windows 
Clar floors 
Old plc.k·up truck 
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Forty Dism1.11mg Qua/11115 
Dark corridors 
Bad smells 
Dingy colors 
Full trash cans 
Hard llghunR 
Insects (flies. roaches ) 
Excessive noise 
Smoke-filled room 
Bare walls 
Leftover food 
Dirty coffee cups 
Full ashtrays 
Bare lqlhtbulb 
Stack of out·Of·d:uc materials 
Fluorescent l1J:ht' 1h;11 buu 
0-.irk p:arkinJ: lot~ 
A full pencll sharpener 
Dead pl:ant 
Long line 
Ding)' curu1ns 
Bumcd·out l1Jlhtbulbs 
Sidt"Nalks JlOtnS where people don't 
Opaque • •ando,..·s 
Cold room 
Lukt"Narm coffee 
Anlficial plant.s and flowers 
Cigarette butts on a plate 
Sink full of dirty dishes 
Exhaust fumes 
Stralsht rows 
Empey mall box 
Oiny fingerprints 
Peeling paint and plaSter 
Nodting 10 read 
Dusty, cobwebb)' shelves 
Scu6y room 
Sticky floors 
Broken windows 
Slpu with letters missing 
Spray-painted gralflti 
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STATE OF TIIE ART AND HOPE FOR TIIE FUTURE 

Table 5.1 
Moving toward the Self-Enhancing School 

From 

Low priority on self-perceptions 

Custodial climate 
Attribute grouping 

External control 

Self-isolation 

Age isolation 

Accepting failure 

Avoiding or blaming parents 
Negative expectations 

Debilitating teacher self-perceptions 

Vague self-perception goals 

Confusion about learners 

Vague learning constructs 

Su bject-cen teredness 

Teacher-exclusive planning 

Textbooks and tests 

Maintenance of the status quo 
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To 

Self-perceptions as a focus 

Humanistic climate 
Variable grouping 

Self-direction 

Peer interaction 

Multiage interaction 

Expecting and assuring success 

Working with parents 
Positive expectations 

Enhancing teacher self-
perceptions 

Clear self-perception goals 

Clear understanding of learner 
characteristics 

Learning constructs to enhance 
self-perceptions 

Life centeredness 

Teacher-student planning 

Problems and projects 

Continuous development 

I 

I 
eh 
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CHASIDIC TALES RETOLD 

LEARNING TO LOVE 

"How sha ll we s e ek Go d?" a disc ipl e asked a Chasidi c rabbi. The 
answer was: "By finding Him everywhere." "How shall we love 
God?" asked the disciple. The a ns wer was: "By loving Him in 
everything He made -- man and beast, and flower and field, rain 
and thunder -- but abo ve all, man himself, for it is written: 
'In His image, he c reated man."' "And bow shall we learn to 
love?" the answer was: "By keeping your eyes and your heart 
open." 

• • • • 

Rabb i Moshe Leib of Saso v told this story: 
"I was sitting i n an inn among peasants who were drinking 

heavi ly , and I heard this conve rsation between two of them: 
"First peasant: 'Do you love me? '" 
" Second peasant: ' Of course I lo ve you. You a re dearer t o 

me that my own brother.'" 
"First peasant: 'Do you love me as you love yourself?'" 
"Second peasant: 'Hore.'" 
"First peasant: 'If you love me so much, why haven't you 

noticed that I've cut my hand, and the blood is flowing?'" 
"From him," said Rabbi Moshe Leib, "I learned that to love 

means to feel the pain of a friend." 

• • • • • 
What does it mean t o "Love thy neighbor as thyself ?" It means, 
said a rabbi, to think of your neighbQr as yourself. A 
world-famous Chasidic rabbi sent a note to his shoemaker: 
"Mighty one in Israel, Eagle of Understanding, . PTince of the 
Torah: Please come fQr a pair of shoes that need to be mended." 

The shoemaker came, and in the presence of the rabbi, began 
to weep: "Ra&bi, wh y do you shame me, an ignorant man, with such 
words?" 

The rabbi looke d at him, utterly astonished. " But t~at ," 
he said, "is exactly ho w people write to met" 
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To Rabbi Shmelke, Jews came from eve rywhere bringing him gifts of 
money and of precious objects, yet Rabbi Shmelke remained a poor 
man all his days. Nor did the rabbi ever say: "I have no small 
c hange for you." 

One day, having nothing in the house to give away but a 
costly ring brought to him that morning by a rich disciple, he 
handed it to a beggar, saying: "I am sorry , this is all I have." 

His wife came into the room a fe w moments later, asking to 
see the ring, and he answered: "I have just given it away." 

"Oh please," cried out his wife, "run after the beggar. I 
know that the r ing was wo rth at least four hundred golden 
ducats . " 

Rabbi Shmelke immediately ran out of the house and caught up 
with the beggar . Breathlessly he said, "Hy wife just told me 
that the ring I gave you is worth at least four hundred golden 
ducats. Be sure not to sell it for less!" 

• • • * .. 
A father whose son had turned against him came to Israel Baal 
Shem and asked: "Rabbi , what shall I do to him?" 

The rabbi answered : "Love him more than e ver ." 

• • • * 

A rabbi was travelling along the road together with a 
wagonload of Jew~, pressed so c losely together that they could 
hardly breathe. As they turned into another road, they sav an 
old man heavily laden, plodding wearily along . the rabbi told 
the driver to stop , and called out: "Come friend, and take your 
place with us." "There is no room for me," said the old man. 
"We vill make it," said the rabbi. ''But hov can you possibly do 
that?" "By loving each other a little more." 

• • • • • 

A Chasidic rabbi prayed : "Let me be able to love the best 
man in the world as much as God loves the worst man in the 
vorldt" 
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VALUES IN JEWISH EDUCATION 

TEACHERS' QUESTIONNAIRE 

Your School or Institution 

Please check the following items that apply to you: 

1. female Hale 

2. I have ta ugh t in a Jewish religious school: 

l ess than one year 
one to three years 
three to five years 
five years or more 

3. ~ y o wn Jewish education consists of: 

no formal training. 
rel i g io u s school tra ini ng only. 
religious school training , plu s co llege cou r ses in 
Judaica/Hebraica. 
religious school tra ining, plus college and g raduate courses 

(or a graduate course of study) in Judaica/Hebraica. 

4. would c ha1a cte r i~e my level of observance o r Jewish 
ideology a s: 

Reform 
Conservative 
Orthodox 
Reconstructionist 
Other 

5. I teach in a Jewish religious school: 

1-3 hours per. week . 
3-5 hours per. week. 
5-10 hours per. week. 
more than 10 hours per. week. 

6. I am currently: 

a Hebrew teacher . 
a teacher of Judaica and Jewish hi s tory. 
a teacher of both Hebrew and Juda ica/Jewish history . 
a teacher of Jewish ausic or art. 
a teaching ass is tant. 

7. I teach students: 

in the kindergarten or primary grades . 
in the interaed i ate grades 6 - 9. 
in high school. 
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Please rate how importantly you feel each of the following statements 
a pplies to Jewish educ ation b y circling the number beside each 
s tatement which most closely reflects your opinion. 

2 A~ree, 3 Somewhat Agree l Strongly Agree, 
4 Disagree 5 Strongly Di sag r ee 6 Unsure 

It is important that teachers in a Je wish religious school • . . 

1 ) • • • challenge their students emotionally and 
in t ellectually. 

2) •• . p r ovide opportun i ties for their s tudent s 
to make choices c oncerning their learning. 

3) ... honor their stud e nts. 

4) ... love their students, and create an 
atmosphere of wa rm th in their c lassrooms . 

5 ) • • • set and ma in t ain high s t anda r ds of 
discipline a nd control in their cla ssrooms. 

6) ..• hold high expectations for th eir students' 
success , encouraging each student to 
achieve to the best of his/her abi lit y . 

7) ... feel a sense o f commitment and o bligation 
to their students, which is realized in 
every aspect of t he ir wo rk. 

8) ••• create a trusting relations hip with the i r 
students, free from threat. 

9) • .• strive to make the content o f their 
teaching relevant to the li~es of 
the i r students. 

10) . . • encourage student creativity and 
experimentation in their classrooms. 

11) • •• provide opportunities for thei r studen ts 
to take on signif i cant re s ponsib i lities . 

12) ••• instlll t he idea that Jewis h education ts 
a sacred und e rtaking~ 

13) •.• have patie,ce for their students. 

14) •.• encender feelings of companionship and 
community a mongst student• , and between 
themsel ves and their students. 
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The following statements seek to determine to what extent the 
preceding statements are a reality in your work. Please circle the 
number beside each statement which most closely reflects your opinion. 

1 Always, 2 Most of the time, 3 Sometimes, 4 Seldom, 5 Never, 6 Unsure 

l) 

2) 

3) 

4) 

5) 

6) 

7) 

8) 

9) 

I challenge my students emotionally and 
intellectually 

I provide opportunities for my students 
to make significant choices concerning 
their learning 

I honor my students. 

I show love for my students, and I create 
a warm atmosphere in my classroom. 

I set and maintain a high standard of control 
and discipline in my classroom. 

I hold high expectations for my students' 
success, and encourage each student to 
achieve to the best of his/her ability. 

I feel a sense of commitment and obligation 
to my students, which is realized in every 
aspect of my work. 

I have a trusting relationship with my 
students, free from threat. 

The content of my teaching is relevant 
to th~ lives of my pupils. 

10) I encourage student creativity and 
experimentation in my classroom. 

11 ) I p~ovide opportunities for my students 
to take on significant responsibilities. 

12) 1 instill the idea that Jewish education is 
a sacred undertaking. 

13) I have patience for my students. 

14) I engender feelings of companionship and 
community amongst my students, and between 
my~elf and my students. 
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VALUES IN JEWISH EOUCATIOU 

STUDE~TS ' QUESTION~AIRE 

You r Sch ool or Institution 

Please check the following items that apply to you: 

1. f emale ~ta le 

2 . I hove studied i n a Jc~ish religious school: 

less than one year 
one to three yea r s 
three to fi ve years 
five years or more 

3. I would characterize ay level of observance or Jewish 
ideology as: 

Reforru 
Conservative 
Ort hodox 
Reconstructionist 
Other · 

4. I study in a Jewish r eligious school: 

1-3 hours per. veek. 
3~5 hours per . veek. 
5- 10 hours per. veek. 
more than 10 hours per. veek. 

7 . I am a student: 

i n the i ntermediate grades 6 - 9 . 
in high school. 
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Pl•••• rate hov i•portantlf rou feel each of th• follovina atate•ents 
applies to Jeviah education by circling the nu•b•r beside each 
atat•••nt vbich •o•t closely reflects your opinion. 

1 Alvaya, 2 Host of the time , 3 Sometiaes, 4 Seldom, S Never, 6 Unsure 

It is i•portant that teachers i n a Jevish religious school . •. 

1) ••• challenge the i r st udent s e mo t ionally and 
intellectua l ly. 

2) • •• provide oppor t un i ties for the i r student s 
to aake choic e s concern in& the i r learn i ng . 

3 ) .. . honor their stude nt s . 

4 ) . • • love their s t udents , and c reate an 
atmosphere of warmth in t heir classrooms . 

l 2 3 4 s 6 

2 3 4 s 6 

2 3 4 s 6 

2 3 4 s 6 

S) • . • set and mainta i n high sta ndards of 1 2 3 4 S 6 
discipline and control in their classrooms . 

6 ) • .• hold hiah expectations fo r t heir students' 1 2 3 4 S 6 
success, encouraging each student to 
ach i eve to the best of h i s / her abilit y. 

7) ••. feel a sense of coa•itment and obligation 
to their students, vhich is reali&•d in 
every aspect of their vork. 

8 ) . . . create a trusting relationship vith the i r 
stu~ents, free fro• threat . 

9 ) ••• strive to •aka the content of their 
teachina relevant to the lives of 
their students . 

10 ) •• • encouraa• student creativi ty and 
experi•entation in their classrooms. 

11 ) •• • provide opportunities for their students 
to take on sianificant responsibilities . 

12) • • • instill the idea that Jevish education ls 
a sacred undertaking. 

13),,.have patience for their students. 

14) • • . enaender feel i nas of co•panioaahip and 
co•aunity a•onast students, and betveen 
the•selves and the i r students . 
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The following atate•ents seek to determi ne to what extent the 
preceeding •tate•ents are a reality in your classroom. Please circle 
the number beside ~ach statement which most closely reflects your 
opinion. 

l Always, 2 !'tost of the time. 3 Sometimes, 4 Seldom, S Never, 6 Unsurf? 

l) 

2) 

3) 

4) 

5) 

6) 

7) 

8) 

9) 

Hy teacher challenses me emotionall y and 
intellectually. 

My teacher provides opportunities for me 
to make significant choices concerning 
my learnin g. 

My teacher honors me. 

My teacher shows love for me, and cr eates 
a warm atmosphere in my classroom. 

Hy teacher sets and maintains a high 
standard of control and discipline in 
my classroom. 

Hy tea cher holds high expectations for mr 
success, and encourages each student to 
achieve to the best of his/her ability. 

Hy teacher demonstrates a sense of coaoitment 
and obligation to me, which is realized in every 
aspect of his/her work. 

I have a trustins relationship with my 
teacher, free from threat. 

The content of my learnins is relevant 
to ae and •Y life. 

10) Hy teacher encourages student creativity 
and experimentation in his/her clasaroom. 

11) Hy teacher provides opportunities for me 
to take on •ianificant reaponaibilities . 

12) Hy teacher instills the idea that Jewish 
education is a sacred undertakins. 

13) Hy teacher has patience. 
\ 

14) Hy teacher ensenders feelings of compantionship 
and co••unity amonsat students, and between 
hi•/herself and students. 
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QUESTIONNAIRE ANALYSIS 

RECORDS PICKED 66 

LEFT-TOP,RIG~T-BOTTOM DESCRIPTIONS 
It is important that teachers in a Jewish reli~ious school ... (nF5) 
... set and maintain high standards of disciple and control in classroo~ 
1. Always 
2. Most of the ti~e 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

RIGHT-TOP,LEFT-BOTTOM DESCRIPTIONS 
My teacher holns high expectations for my success, and encouraaes me .. (0,R5) 

1. Always 
2. Most of the time 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/00/ 
1 

1. 52 
/10/ /01/ 

0 0 

/20/ /11/ /02/ 
0 4 0 

6.06 
/30/ /21/ /12/ /03/ 

0 5 1 l 
7.58 1.52 1.52 

/40/ 731/ /22/ /13/ 
0 1 3 3 

1.52 4.55 4.55 
/50/ /41/ /32/ /23/ /14/ 

0 2 4 5 0 
3.03 6.06 7.58 

/60/ /51/ /42/ /33/ /24/ 
0 1 2 5 1 

1.52 3.03 7.58 1.52 
/61/ /52/ /43/ /34/ /25/ 

2 1 3 4 0 
3.03 1.52 4.55 6,06 

/62/ /53/ /44/ /35/ 
2 3 2 4 

3.03 4.55 3.03 6.06 
/63/ /54/ /45/ /36/ 

0 0 0 1 

/64/ /55/ /46/ 
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OllESTIONNATRE ANAr.YSI!> 

RECORDS PICKED 66 

LEPT-TOP,RJr.HT-BOTTOH DESCRIPTION~ 
It is inportant that tea~hers in a Jewl11h reliqious school ... tnP6l 
•.• hold hiqh expectations for thoir students 11uc~ess and encouraging thP.m .. 
l. Alwav11 
2. Most o( the time 
3. Somet i 1110s 

4. Seldom 
S. Never 
6. Unsure 

RIGHT-TOP,LEFT-BOTTOH DB~CRIPTIONS 
11y teacher holds hlqh expectations for r.w i:uccess & encou raqes th<'n ... l"R6l 
1. Always 
1. 11ost of thP time 
3. Sometimes 
4. Seldom 
S. tlever 
6. Unsure 

/00/ 
l 

l. 52 
/10/ /01/ 

0 0 

/20/ /11/ /02/ 
0 9 0 

13.64 
/JO/ /21/ /12/ /03/ 

0 4 2 0 
6.06 3.03 

/ 40/ /31/ /22/ /13/ /04/ 
0 2 9 0 0 

3.03 13.64 
/SO/ / 41/ /32/ /1.3/ /14/ /OS/ 

0 0 4 7 1 0 
6.06 10 . 61 1.52 

/ 60/ /51/ /42/ /33/ /24/ /15/ /06/ 
0 4 0 0 2 0 0 

6 . 06 3.03 
/61/ /52/ /43/ /34/ /25/ /16/ 

0 2 l 4 0 l 
3.03 1.52 6.06 1 . 52 

/62/ /53/ / 44/ / 35/ /26/ 
1 0 l . 2 4 

1.52 1.52 3.03 6.06 
/63/ /54/ /45/ /36/ 

2 0 0 l 
J.03 1.52 

/64/ /55/ / 46/ 
0 1 0 

1. 52 
' /65/ /56/ 

0 0 

/66/ 
1 

l. 52 
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QUESTIONNAIRE ANALYSIS 

RECORDS PICKED 66 

LEfT-TOP,RtCHT-BOTTOH DESCRJPTIONS 
It is important that teachers in a Jewish reltqinus ochnol ... (0f9) 
•.. !ltrive to make the content of their teaching relevant tn students' live 
l. Always 
2. Most of the time 
3. Sometimes 
4. Seldom 
5. Never 
6 . Unsure 

RtCHT-TOP,LEfT-BOTTOH DESCRIPTJOtJS 
The content of my learning i s relevant to me and mv life. IOP9 ) 
1. Always 
2. Most of the time 
3. Sometimes 
4 . Seldom 
5. Never 
6. Un!lure 

/50/ 
0 

/60/ 
0 

/61/ 
0 

/ 40/ 
0 

/51/ 
0 

/00/ 
l 

1. 52 
/10/ /01/ 

1 0 
l. 52 

/20/ /1 1/ /02/ 
0 6 0 

9.09 
/30/ /21/ /12/ {0 3/ 

l 3 5 0 
1.52 4.55 7.58 

/31/ /22/ /13/ /04/ 
2 9 l 0 

3.03 13.64 1.52 
/41/ /32/ /23/ /14/ /05/ 

0 5 6 1 0 
7.58 9 .09 1.52 

/42/ /33/ /2 4/ /15/ /06/ 
0 3 3 l 0 

4 .55 4 .55 1 . 52 
/52/ / 43/ /34/ /25/ /1 6/ 

0 0 1 3 l 
l.!2 4 .55 1.52 

/62/ /5 3/ / 44/ /35/ /26/ 
l 0 0 l 2 

1.52 1.52 3.03 
/63/ /5 4/ /45/ /36/ 

l l 0 0 
l.52 1.52 

/64/ /55/ / 46/ 
3 0 0 

4.55 
/65/ /56/ 

l 2 
1.52 J.OJ 

/66/ 
l 

l. 52 
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OUESTIOtlNAIR£ ANALYSIS 

RECORDS PICKEP 66 

LEPT-TOP , RIGHT-BOTTOM DESCRIPTIONS 
It ia i mportant that t~achers in a Jewish reliqious school ... (OP8l 
... c reate a trusting relationnhip with their students free froM threat. 
1. Always 
2. Host of the time 
3. Sometimes 
4 . Seldom 
s. Never 
6. Unsu r e 

RIGHT-TOP,LEl'T-BOTTOH OP.SCRIPTIOtlS 
I have a truAtinq relationship with my teac her, free from threat. (QR~) 
1. Always 
2. "ost of the t i pe 
3. Sometimes 
4. Seldo"' 
5. Never 
6. Unsure 

/40/ 
0 

/50/ 
0 

/ 60/ /51/ 
0 l 

l. 52 
/ 61 / 

0 

/ 62/ 
0 

/20/ 
0 

/00/ 
l 

1. 52 
/10/ /01/ 

0 0 

/ll/ 
5 

7.58 

/02/ 
0 

/ 30/ /21/ /12/ 
0 l ll 

1. 52 16.67 
/31/ /22/ /13/ 

2 12 4 
3.03 18.18 6.06 

/ 41 / /32/ /23/ 
0 l 3 

l. 52 4.55 
/ 42/ / 33/ /24/ 

0 2 2 
3.03 3.03 

/ 52 / / 43 / / 34 / 
0 0 2 

3.03 
/53/ / 44 / /3 5/ 

l 0 6 
1. 52 9.09 

/03/ 
0 

/04/ 
0 

/14/ 
5 

7 . 58 
/15/ 

0 

/25/ 
3 

4 .55 
/26/ 

l 
1. 52 

/6 3/ /54/ /45/ /36/ 
0 

/64/ 
0 
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/55/ 
0 

0 

/ 65/ /56/ 
3 0 

4 . 55 
/ 66/ 

0 

/ 46/ 
0 

0 

/05/ 
0 

/06/ 
0 

/16/ 
0 
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(lUBSTIOtlNAIRE ANTILYSIS 

RECORDS PICKED 66 

LBPT-TOP,RJGHT-80TTOt4 DESCRIPTION$ 
It 1R imnor tant that tear.hers in a Jewish reliqious school ... (nP71 
•.• feel a ~ense of comnitment and obli~ation to th~ir stu~ents 
l. Alwavs 
2. Most of the tiMe 
3 . So111etimea 
4 . Seldom 
5. Never 
6. !Insure 

RIGHT-TOP,LEPT-BOTTOH DESCRTPTIOtlS 
Hy teacher demonstrates a sense of r.ommitrnent and obliqation to Mc. (OR 7 1 
1. Alway:-
2 . Most of the time 
3. Sometimes 
4 . Sel dnm 
5. tlever 
6. Unsure 

/20/ 
0 

/30/ 
0 

/ 40/ /31/ 
0 l 

1. 52 

/00/ 
l 

l. 52 
/10/ /01/ 

0 0 

/11/ 
3 

4.55 
/21/ /12/ 

2 6 
3.03 9.09 

/22/ 
4 

6 . 06 

/02/ 
0 

/03/ 
0 

/13/ /04/ 
2 0 

3.03 
/50/ /41/ /32/ /23/ / 14/ /05/ 

0 0 0 6 3 0 
. 9.09 4.55 

/60/ /51/ / 42/ /33/ /24/ /15/ 
0 1 0 6 2 1 

1. 52 9.09 3.03 1. 52 
/ 61/ /52/ / 43/ / 34/ / 25/ /16/ 

0 1 6 4 0 0 
1.52 9. 09 6.06 

/62/ /53/ / U / /35/ /2 6/ 
2 1 0 3 2 

3.03 1. 52 4 .55 3.03 
/63/ /5 4/ / 45 / / 36/ 

3 0 0 0 
4 .55 

/ 64/ /55/ / 46/ 
l 0 0 

1. 52 
/65/ /56/ 

3 0 
4 .55 

/ 66/ 
2 

3. 03 

-227-

/06/ 
0 



APPENDIX 6.0 

QUESTIONNA I RE AtlALYSlS 

RECORDS PICKED 66 

LEPT-TOP, RJGHT-ROTTOH DESCRIPTIONS 
It is ioportant that teachers In a Je1o1 lsh rel i q ioue schoo l ... (()FH I 
.•• engender f eelings of companionship' community amonq~t students' oth•r 
1. Always 
2. Most of the time 
3. Sometimes 
4 . Seldor.i 
5. Never 
6. Un11ure 

RJGHT-TOP,LEPT-DOTTOH DESCRIPTION~ 
Hy teacher engenders fee l inqs of r.ompa nionship ar.ionq students & ot he rs.nRl 
l. Al ways 
2. Most of the tlme 
3. Sometimes 
4 . Seldom 
5. tlever 
6. Unsure 

/ SO/ 
0 

/ 60/ 
0 

/ 61/ 
0 

/30/ 
0 

/]0/ 
0 

/00/ 
l 

l. 52 
/10/ /01/ 

0 1 
1. 52 

/ll/ /02/ 
3 0 

4.55 
/2 1/ /12/ 

3 3 
4.55 4.55 

/03/ 
0 

/ 40/ /) l / /22/ /1 3/ /04/ 
0 0 

/ 51/ 
0 

2 6 2 
3 .0 3 9.09 3 . 03 

/ 41/ /32/ /2 3/ / 14/ 
0 2 4 2 

3.03 6.06 3 . 03 

/ 05/ 
0 

/ 42/ /3 3/ /24/ / lS/ /06/ 
0 7 ) 0 1 

10.61 4 .S5 l.S2 
/ S2/ / 43/ /34/ /2S/ / 16/ 

2 1 0 1 2 
3 . 03 1.52 l.S2 3.03 

/ 62/ / S3/ / 44/ / JS/ / 26/ 
3 0 1 4 ) 

4 . S5 l.S2 6 . 06 4 . S5 
/6 3/ / S4/ / 45/ / 36/ 

] 2 0 0 
4 . S5 3.03 

. / 64/ / S5/ 
1 0 

l. 52 
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QUESTIONNA IRE ANALYSIS 

RECORDS PICKED 66 

LEPT-TOP , RIGHT-BOTTOM DESCRJPTIONS 
It is important that teachers in a Jew i~h reliqfous school . .. 10Pl3) 
... have patience for their students. 
l. Always 
2. MORt of the tine 
3. Sometime11 
4 . Seldom 
5. tlever 
6. Unsure 

RIGHT-TOP,LEPT-BOTTOH DESCRIP~IONS 
My teacher has patience. COR131 
1. Always 
2. Moat of the time 
3. Somet imes 
4. Seldom 
5. Never 
6. Unsure 

/00/ 
l 

1. 52 
/10/ /01 / 

0 l 
1. 52 

/20/ /11/ /02/ 
l 9 0 

l. 52 13.64 
/30/ /21/ /12/ /03/ 

0 0 1 4 0 
21. 21 

/40/ /31/ /22/ /13/ /04/ 
0 1 7 8 0 

1. 52 10.61 12. 12 
/ SO/ / 41/ / 32/ /23/ /14/ /05/ 

1 0 0 l 9 0 
1.52 1. 52 13.64 

/51/ / 42/ / 33/ /24/ /15/ 
0 0 1 1 5 

1. 5 2 l. 52 7.58 
/5 2/ / 43/ / 34/ /25/ 

0 1 0 1 
1. 52 l. 52 

/ 53/ / 44/ /35/ / 
0 0 0 

/54/ / 45/ 
1 1 

1.52 1.52 
/ 55/ 

1 
1. 5 2 
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ouesTIONNAlRE Al!Al.YSIS 

RECORDS PICKED 66 

LEFT-TOP, RtGHT-DOTTOM DESCnt PTIOtlS 
tt ls important th~t tcachPrs in a Jewish rPl iqiou!I school ... lflf"l :? I 
•.• instill the idea th~t Jewish education !R ~ F~cred undertak lnn. 
1. Alvavs 
2. Mos t of the tl111e 
3. Someti111es 
4. Seldo111 
5. Never 
6. Unsure 

RIC.HT-TOP, LEPT-ROTTOH DESCRIP'!'TOl!S 
My teacher instills the idea that Jewi!lh Pducation ls a sar.rcd tas ~ . lflRl? 
1. Always 
2. Host of the time 
3. Sol'letimes 
4. Seldom 
5. Never 
6. Unsure 

1601 
0 

/20/ 
0 

/30/ 
0 

/00/ 
1 

l. 52 
/ 10/ /01/ 

0 0 

Ill/ 
4 

6.06 
/21/ /12/ 

6 0 
9 .09 

I 
/02/ 

0 

/03/ 
0 

/ 40/ /31/ /22/ /1 3/ /04/ 
0 6 5 1 0 

9.09 7.58 1. 52 
/50/ 1411 /321 123/ /1 4/ 1051 

0 0 6 2 2 0 
~ . 09 3.03 3 . 03 

1511 / 421 1 331 / 24/ 115/ 
l l 3 1 0 

1. 52 1. 52 4. 55 1. 52 
1611 1521 / 4 31 134 1 1 251 1161 

3 2 3 0 0 0 
4.55 3.03 4 . 55 

' /621 1531 I H I 1351 126/ 
0 2 2 0 2 

3.03 3.03 3.03 
1631 1541 1451 1361 

2 0 0 2 
3.03 3.03 

1641 1 551 1461 
2 l 2 

3 .03 1. 52 3 .03 
1651 1561 

0 1 
l. 52 

166/ 
J 

4.55 
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QUESTIONNAIRE ANALYSIS 

RECORDS PICKED 66 

LEFT-TOP,R J~HT-OOTTOH O~SCRIPTIONR 

tt is il'lporta nt that tear.hers in a Jewish rellqic:-ui; scho"l .. • (nFttl 
..• provide opportunities for students to take on si~niCi~. respons ihilit ie 
l. Alwavs 
2. Hnst of the time 
3. Somet I Mel't 
4. Seldo111 
5. Nt>ver 
6. Unsure 

RIGllT-TOP,LEfT-80TTOH OESCRI PT IONS 
Hv tear.her provides opportun!t.les for MP. to take on rcr.~nn s ihll i~le~.1np11 
1. Always 
2. Host of the time 
3. Sol'\etimes 
4. Seldom 
5. Never 
6. Unsure 

/00/ 
1 

l. 52 
/10/ /01/ 

0 0 

/20/ / 11/ /02/ 
0 3 0 

4.55 
/30/ /21/ /12/ /03/ 

0 4 4 0 
6.06 6.06 

/ 40/ /31/ /22/ /13/ /0 4/ 
0 l 3 2 0 

1.52 4 .55 3. 03 
/50/ /41/ /32/ /23/ /1 4/ /OS/ 

0 1 s 4 l 0 
1.52 7.58 6.06 1.52 

/60/ /51/ / 42/ /33/ /2 4/ /15/ /06/ 
0 0 2 7 2 2 0 

3.03 l0 , 61 3.03 3.03 
/61/ /52/ /43/ / 34 / /25/ /16/ 

0 1 l 7 l l 
1.52 1.52 10.61 1.52 1.52 

/62/ /53/ / 44 / /35/ /26/ 
0 0 0 2 1 

3.03 l.52 
/6 3/ /54/ / 45/ /36/ 

0 2 l ) 
3.03 1.52 4.55 

/6 4/ /55/ / 46/ 
1 0 0 

1. 52 
/65/ /56/ 

0 2 
3.03 

/66/ 1 .... 

1 
1. 52 
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RECORn5 PICKED 66 

L£f'T-TOP, R ICHT-BOTTOM OESCR f PTrOtlS 
It is import~nt that teachers ln a Jewish rellqloua school . .. (nPlOl 
. .• e ncouraqe student creatlvitv ~nd experinentatlon in r la~ a roons 
1. Al wavs 
2. Kost of the tine 
J • Sometimes 
4 . Seldom 
5. ne ver 
6. unsure 

RIC.HT-TOP , L£FT-ROTTOM DESCRTPTinNS 
My teacher e ncourages crentivitv and experimentation i n r l a ss r oons . 1np1n 1 
l. Always 
2. Host o! the timP 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/00/ 
l 

1. 52 
/ 10/ /01 / 

1 0 
1. 52 

/ 20/ /11/ /02/ 
0 8 0 

12. 12 
/30/ /21/ /12/ /03/ 

0 5 6 0 
7.58 9.09 

/ 40/ / 31/ /22/ /1 3/ /0 4/ 
0 2 3 5 0 

3.03 4 .55 7.58 
/50/ / 41/ /32/ /23/ /1 4/ /05/ 

1 0 4 4 4 0 
1.52 6.06 6.06 6.06 

/ 60/ / 51/ / 42/ /33/ /2 4/ /15/ /06/ 
0 0 0 l 2 2 0 

1. 52 3 . 03 3 .03 
/61/ / 52/ / 43/ / 34 / / 25/ /16/ 

0 l 0 2 0 1 
1. 52 3.03 1.52 

/ 62 / / 53/ / 44 / /3 5/ /2 6/ 
0 2 l 2 l 

3 .03 1.52 3.03 1. 52 
/ 63/ / 54 / / 45/ / 36/ 

0 0 0 2 

/ 64 / / 55/ / 46/ 
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0 1 0 
1. 52 

/ 65/ /56/ 
2 0 

3.03 
/ 66/ 

2 
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QUESTTONNAIRE ANALYSIS 

RECORDS PICKED 66 

LEPT-TOP,RIGHT-BOTTOM DESCRIPTIONS 
It is i~portant that teachers In a Jewish rell9lous school ... IOP 4 ) 
.•. love thP-lr students, a nd create an atmosphe re of warmth ln the r.lassroo 
1. Alway s 
2. Most of the time 
3. Sometim-.s 
4. Seldom 
5. Never 
6. Unsure 

RIGHT-TOP,LEPT- BOTTOH DESCRIPTI ONS 
My teacher shows love for ne & I crffate a warm atmosphere in r l~ ssrn~n.IOR 

l. Al ways 
2. Most of the time 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/40/ 
0 

/50/ 
0 

/60/ / 51/ 
0 0 

/61/ 
0 

/00/ 
L 

1. 52 
/10/ /01/ 

0 0 

/20/ /11/ /02/ 
0 2 0 

3.03 
/30/ /2 1/ /12/ /03/ 

0 2 6 0 
3.03 9.09 

/31/ /22/ /13/ /0 4/ 
0 7 3 0 

10.61 4.55 
/ 41/ /32/ /23/ /14/ /0 5/ 

0 2 4 l 0 
3.03 6.06 1.52 

/ 42/ /33/ /2 4/ /15/ /06/ 
0 2 1 1 0 

3.03 1.52 1.5 2 
/ 52 / / 43 / / 34 / /25/ /16/ 

2 1 3 5 3 
3.03 1.52 4.55 7 . 58 4 . 55 

/62/ /5 3/ / 44/ /35/ /26/ 
0 0 5 5 0 

7.58 7.58 
/63/ / 54/ / 45 / /36/ 

0 0 0 2 
3.03 

/64/ /5 5/ / 46/ 
2 2 1 

3 .03 3 .03 1.52 
/ 65/ / 56/ 

2 0 
3.03 

/ 66/ 
1 

l. 52 
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QUESTIONNAIRE ANALYSIS 

RECORDS PJCKEO 66 

LEPT-TOP ,RICHT-BOTTOM DESCRIPTIONS 
It is il'lportant that teachers in a Jewish reliqious sr.hn,,l ... ((\ f'J ) 
... honor their students. 
1. Alvaya 
2. Most of the time 
J . Sometimes 
4 . Seldom 
5. Nevl!r 
6. Unsure 

RICHT-TOP,LEFT-BOTTOH DESCRIPTIONS 
Hv teacher honors me. (QR)) 
1. Alvays 
2. Most of the ti me 
J. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/00/ 
1 

l. 52 
/10/ /01/ 

0 0 

/20/ /11/ /02/ 
0 6 0 

9.09 
/ JO/ /21/ /12/ /03/ 

0 J 5 0 
4.55 7 . 58 

/ 40/ / 31 / /22/ /13/ /04/ 
0 0 4 7 0 

6.06 10.61 
/50/ / 41 / / 32 / /23/ /14/ /05/ 

0 0 1 3 10 0 
1.52 4.55 15.15 

/ 60/ / 51/ / 42/ /33/ /2 4/ /15/ / 06/ 
0 1 0 2 3 7 0 

1 . 52 3.03 4 .55 10.61 
/ 61 / /52/ / 43/ /34/ /25/ /16 / 

0 0 0 l 2 2 
1.52 3.03 J.OJ 

/62/ /5 3/ / 44 / /35/ /26/ 
0 1 0 l 2 

1.52 1.52 3.0J 
/63/ / 54/ / 45/ /36/ 

1 1 0 1 
1.52 1.52 1.5, 

/64/ /55/ / 46/ 
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0UESTIONNAIR£ ANALYSI S 

RECORDS P ICKED 66 

LEFT-TOP, RTGHT-BOTTOH DESCRIPT !OtlS 
rt is import11nt that teachers in a J ew ish rel i q ious school ... CnP:>.l 
. .• provide opportunities fo r the i r sturl~nt s to make c hoirP.s in learninq. 
l. Alwa•ts 
2. Host of the time 
3. Snmetime11 
4. Seldoo 
5 . Never 
6. Unsure 

RIGHT-TOP, LEFT-BOTTOM DESCRI PT!OtlS 
Hy teacher p r ovides opportunite s for ~e to make imp.r.hoir.~s in learninn.~P 
l. Always 
2. Host of the timP 
3. Some times 
4. Seldom 
5. !lever 
6. Unsure 

/ 40/ 
0 

/50/ 
0 

/ 60/ /51/ 
0 0 

/61/ 
0 

/62/ 
0 

/00/ 
1 

1. 52 
/10/ /01/ 

1 0 
1. 52 

/20/ /1 1/ /02/ 
0 2 0 

3.0J 
/ 30/ /21/ /12/ /0 3/ 

0 4 5 0 
6. 0 6 7.58 

/ Jl/ / 22/ /13/ /0 4/ 
2 8 3 0 

3 .03 12 . 12 4 .55 
/ 41 / / 32 / /2 3/ /1 4/ /0 5/ 

0 1 12 7 0 
1 . 52 18.18 10 . 61 

/ 42/ / 33/ / 24/ / 15 / /06/ 
0 1 5 2 0 

1.52 7,58 3.03 
/52/ / 43/ / 34 / / 25/ /1 6/ 

0 2 1 l 0 
3.03 1.52 1.52 

/ 53/ / 44 / /JS/ /26/ 
0 0 1 l 

1.52 l.52 
/ 63/ / 54 / / 45/ / 36/ 

1 0 0 l 
1. 52 1.52 

/6 4/ /5 5/ / 46/ 
2 1 0 

J . 03 1.52 
/65/ /56/ 

1 0 
1. 52 

/ 66/ 
0 
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RECORDS PtCK ED 66 

Ll?PT-TOP,R t l':llT-BO'l'TOH DESCRIPTIONS 
I t is i 111rortant that teac her11 in a Jewi11h re liq i ous sr.he>ol ... IOPl 1 
• •. c hallenqe t heir stude nts e mot!ona llv a nd intel lectua llv 
1. Always 
2. Mos t of the t i me 
) . ~omet ime s 
4 . Seldom 
5. Neve r 
6. t•nsu re 

RIGHT-TOP, LEPT- BOTTOM DESCR I PTTONS 
Hy teacher challenqes m~ emotionallv a nd intellectuall v. (0Rll 
1. Al ways 
7. Host ot the time 
3. Some tlr.ies 
4 . Seldom 
5. Never 
6. Unsure 

/ 40/ 
0 

/ 50 / 
0 

/ 20/ 
0 

/ 30 / 
0 

/00/ 
l 

l. 52 
/ 10/ / 01 / 

0 0 

/11/ 
1 

l. 52 
/21/ /12/ 

l 2 
1. 52 ) . 0 3 

/ 02/ 
0 

/ 31 / /22/ / 13/ 
4 11 0 

6 . 06 16 . 6 7 
/ 41 / / 32/ /2 3/ 

0 3 9 
4 .55 13 . 64 

/OJ/ 
0 

/0 4/ 
0 

/ 14/ /05/ 
0 0 

/ 60/ /51 / / 42/ /33/ / 24 / / 15/ 
0 l 

1.52 
/ 61/ 

0 

/62 / 
0 

1 14 2 
l. 5 2 21.21 3. 0 3 

/ 52 / / 43/ / 34 / /2 5 / 
0 0 3 0 

4 . 55 
/ 53 / / 44 / / 35 / 

0 0 3 
4 .55 

/ 63/ / 54/ / 45 / / 36/ 
2 0 l 2 

3 . 03 l. 52 3. 0 3 
/ 64 / / 55/ / 46/ 

0 0 0 

/ 65/ / 56/ 
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0 2 
3.03 

/ 66/ 
2 

3.03 

0 

/1 6/ 
0 

/2 6/ 
1 
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OUEST10ttNAtRE ANALYSIS 

RECORDS PtCKEn 50 

rT-TOP,RtGHT-BOTTOM OP.SCRI PTtONS 
It is important that teacheri: In" JPwish reliqious sr.hool ... IC'F' l 4 1 
..• engender feelinQS of compani ons h i p & coMnunitv amonqs t Aturtentq • ot he~ 
1. Alwavs 
2. Host of the tiMe 
3. Sometil'le s 
4. Seldom 
5. Never 
6. Unsure 

RIGHT-TOP,LEFT-BOTTOM DESCRIPTIONS 
r enqender fcPlinqs of c ompanions h ip & r.ommunity amonQ student s 4other s . ~~ I · 
1. Always 
2. Host of the time 
3. Sometimes 
4 . Seldom 
5. !lever 
6. Unsure 

/00/ 
0 

/10/ /0 1/ 
2 0 

4. 00 
/20/ /11/ /02/ 

0 23 0 
46. 00 

/ 30/ /21/ /12/ /03/ 
0 l 7 0 

2.00 14 .00 
/31/ /22/ /13/ 
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0 9 2 
18.00 4 . 00 

/32/ /23/ 
2 1 

4. 00 2.00 
/33/ 

3 
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OUESTIOttNAIRE ANALYSIS 

RECORDS PICKEO 50 

I.EFT-TOP, RIGHT-DOTTOH DESCRIPTIONS 
It is inportant that teacheri:: in a Jewlsh re l lqious i;c hnnl . .. 1nr 13) 
... have patience for their students. 
1. Al wavs 
2. Host of the tlm~ 
3 . Sometines 
4. Seldom 
5. Never 
6. Unsure 

RICHT-TOP, LEPT-DOTTOH DESCRIPTIONS 
I have patience for their students. (nR13) 
1. Always 
2. Most of the time 
3. Sol'letimes 
4. Seldom 
5. Never 
6. Unsure 

/ 00/ 
0 

/10/ /01/ 
2 0 

4.00 
/20/ /11/ /02/ 

0 16 0 
32.00 

/30/ /21/ /12/ /03/ 
0 2 14 0 

4. 00 28 .00 
/ 31/ /2'-/ /13/ 
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4. 00 
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RECORDS PICKF.D SO 

LEPT-TOP,RIGHT-BOTTOM DESCRIPTIONS 
It is important that teachers in a Jewish religious school • .. (nPl2l 
• .. instill the idea that Jewish education is a SAcred u nderta~ inq. 
l. Alwa ys 
2. Most of the time 
J. Sometimes 
4. Seldom 
S. tlcver 
6. Unsure 

R1\.HT-TOP,L£FT-80TTOM OESCRIPTIONS 
l instill the idea that Jewish education is a s acred unrlerta~inq. (~Rl21 
l. Always 
2. Host o~ the time 
J. Sometimes 
4 . Seldom 
S. Never 
6. Unsure 

/ 40/ 
0 

/SO/ 
0 

/60/ /51/ 
0 0 

/61/ 
0 

/62/ 
0 

/ 00/ 
l 

2.00 
/10/ /Ol/ 

2 0 
4.00 

/20/ /ll/ /02/ 
0 10 0 

20.00 
/30/ /21/ /12/ /OJ/ 

0 4 9 0 
8.00 18.00 

/)l/ /22/ /13/ 1041 
0 6 1 0 

12.00 2 .00 
/ 41/ /32/ /23/ /1 4/ 

0 2 2 l 
4 . 00 4 .00 2.00 

/42/ /3 3/ /24/ /lS/ 
0 2 0 0 

4.0 0 
/5 2/ / 43/ /34/ /25/ 

0 1 2 0 
2.00 4.00 

/53/ /44/ /35/ /26/ 
0 2 0 1 

4.00 2.00 
/ 63/ /5 4/ / 4S / /36/ 

0 0 0 

/64/ /5 5/ / 46/ 
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0 l l 
2.00 2.00 

/ 65/ /56/ 
0 0 

/ 66/ 
l 

2.00 

0 

/05/ 
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/06/ 
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/16/ 
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RECORD~ PICKED SO 

LE PT-TOP, RIGHT-BOTTOM Dl?SCRI PTIOtlS 
It is important that teacher11 in a Jewish reliqious sr.hool ... (('IPll l 
... provide onportunities for students to take on siqnifir. responstbllit!e 
l. Always 
2. Most of the time 
3. Sometimes 
4. Se ldom 
S. tlever 
6. Unsure 

RTGHT-TOP ,LE PT-BOTTO~ DF.SCRTPTIONS 
I.provirle oppo rtunities for students to tal:P on imp. rflsponsibllitles(OPll 
1. Always 
2. Host of the time 
3. Sometir.1es 
4 . Seldom 
S. tlever 
6. Unsure 

/ 40 / 
0 

/00/ 
0 

/1 0/ /01/ 
2 l 

4.00 2,00 
/201 /11/ /07./ 

0 11 0 

/30/ 
0 

22.00 
/21/ /12/ 

l s 
2.00 10.00 

/OJ/ 
0 

/31/ /22/ /13/ 

/41/ 
0 

0 9 2 
18.00 4.00 

/32/ /2 3/ /14/ 
2 7 1 

4 .00 . 14.00 2.00 
/ 42/ / 33/ /24/ 
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0 5 2 
10.00 4.00 

/43/ / 34/ 
0 2 

4.00 
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RECORDS PICKED 50 

LEf'T-TOP, nIGHT- DOTTO~l DESCRI PTIOllS 
It is i111rortant that tear.hers In a .Jewish reliqinus school ... (("IP10) 
•.. encouraqe studP.nt creati vttv ~nd experimentation in r.l~11srnnnn 
1. Always 
2. Moot of the timP 
3. So111etimP!' 
4 . Seldom 
s. Nev11r 
6. Unsure 

RIGRT-TOP,LEPT-DOTTOM DESCRIPTIONS 
I encouraqe student crP.ativttv and expPrimP.ntation in classrnon~. (nP I~) 
1. Alwa ys 
2. Host of the time 
3. Sometime11 
4. Seldom 
5. Never 
6. Unsure 

/ 00/ 
0 

/10/ /01/ 
2 0 

4.00 
/20/ /11/ /02/ 

0 19 0 
38.00 

/30/ /21/ /12/ /O J/ 
0 3 7 0 

6. 00 14. 00 
/40/ /31/ /22/ /13/ /04/ 

0 1 10 2 0 
2.00 20.00 4.00 

/41/ /32/ /23/ /14/ 
0 0 3 1 

6.00 2.00 
/42/ /33/ /24/ 
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0 0 0 

/43/ /34/ 
0 2 

4.00 
/ 44/ 

0 
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OUESTIONNAtRE ANALVSI S 

RECORDS PTCKED SO 

LEPT-TOP,RtCHT-BOTTOM DESCRIPTIONS 
It is importa nt t hat teachera ln " Jewish relloiouR school ... (nP91 
..• Rt r iv~ t o ~ake the content nf t hPlr teac h i nq re levant to ~turlentR' live 
l. Ah1avs 
2. Ho~t nf t he time 
3. Sorie times 
4 . Seldol'! 
5. tlever 
6. Unaure 

RICHT-TOP,LEPT-ROTTO~ OF.SCRtPTlONS 
The content of mv teachinq is relevant t o live5 of my pupil~ (nPq) 
1. Al ways 
2 . Host of the time 
3. Sometiries 
4 . Seldom 
5 . tlever 
6 . Unsu r e 

/001 
l 

2.00 
/ 10/ /01/ 

l 0 
2.00 

/20/ /11/ /02/ 
l 11 0 

2.00 22.00 
/30/ /21/ /12/ / 03/ 

0 1 13 0 
2.00 16.00 

/ 40/ /31/ / 22/ /13/ /0 4/ 
0 0 9 6 0 

18 . 00 12.00 
/50/ /U/ / 32/ / 23/ / 14 / /0 5/ 

0 0 0 3 l 0 
6.00 2 .00 

/ 60 / / 51 / / 42/ /33 / /24/ /15/ /06/ 
0 0 0 2 0 0 0 

4.0 0 
/ 61/ / 52/ / 43/ / 34/ / 25/ /16/ 

0 0 0 0 0 0 

/ 62 / /53/ / 44 / /35/ /2 6/ 
0 0 0 0 0 

/ 63/ / 54/ / 45/ /3 6/ 
l 0 0 0 

2 .00 
/ 64/ / 55/ / 46/ 

0 0 0 
\. 

/65/ / 56/ 
0 0 

/ 66/ 
0 
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QUESTIONNAIRE ANALYSIS 

RECORDS PICKED 50 

LEFT-TOP,RIGHT-BOTTOM DESCRIPTIONS 
It is important that teachers in a Jewish religious school ... (OFB) 
... create a trusting relationship with their students free from threat. 
1. Always 
2. Most of the time 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

RIGHT-TOP,LEFT-BOTTOM DESCRIPTIONS 
I have a trusting relationship with my students free from threat. (ORB) 
1. Always 
2. Most of the time 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/30/ 
0 

/10/ 

/00/ 
0 

2 
4.00 

/20/ /11/ 
0 28 

56.00 

/01/ 
0 

/21/ /12/ 
1 10 

2.00 20.00 

/02/ 
0 

/31/ /22/ /13/ 
0 6 3 

12.00 6.00 
/32/ /23/ 

0 0 

/33/ 
0 
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APPENDIX 6 . 1 

QUESTIONNAIRE ANALYSIS 

RP.CORDS PICKED SO 

LEPT-TOP,RIGHT-ROTTOH DESCRIPTIONS 
It is important that t e11che rr. in a ,lewish reliq!ous school ... (OF7) 
... feel a sense nf commitment and oblioat io n to their students 
l. Always 
2. Most of the time 
3. Sometimes 
4 . Seldom 
S. tlever 
6 . Unsure 

RIGHT-TOP,LEFT-OOTTOH DP.SCRIPTIONS 
I feel a sense of commitment an~ ohllqation tn my ~tudents. lnR7l 
1. Always 
2. Host of the t ine 
3. sonet im'!a 
4 . Seldom 
5. Never 
6. Unsure 

/00/ 
0 

/10/ /01/ 
2 0 

4 .00 
/20/ /11/ /02/ 

0 22 0 
U. 00 

/30/ /21/ /12/ /03/ 
0 3 10 0 

6. 00 20. 00 
/40 / /31/ /22/ /13/ /04/ 

0 0 6 4 0 
12.00 8.00 

/ 41 / /32/ /23/ /1 4/ 
0 2 0 1 

4 .00 2.00 
/ 42/ /33/ /2 4/ 
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0 0 0 

/ 43/ / 34/ 
0 0 

/ U / 
0 



APPENDIX 6.1 

QUEST IOHNAl RE ANALYSIS 

RECORDS PICXEO SO 

LEFT- TOP,RICHT-BOTTOM DESCRIPTIONS 
It ift iMportant tha t t eacher~ In a Jewish reliqiou~ sr.ho~\ .. . (0F6l 
... hold hiqh e xoectations for their student~ ~uccesR and enc~uraqlnq 
l. Alwavs 
2. Most o f the tine 
3. Sometimes 
4 . Seldom 
S. Never 
6. Unsure 

RICHT-TOP,L£FT- BOTTOM 0£SCRIPTIONS 
I hold high expecta t ions f or their studentR' success ' encouraqe t hP.m. (nR 
l. Always 
1. Most of the time 
3. Sometimes 
4. Seldor.1 
S. tlever 
6. Unsure 

/30/ 
0 

/00/ 
0 

/10/ /01/ 
2 0 

4 .00 
/20/ /ll/ /02/ 

0 20 0 
40.00 

/21/ /12/ 
5 ll 

10.00 22.00 
/31/ /22/ /13/ 

0 5 3 
10.00 6.00 

/ 32/ / 23/ 
2 l 

4 .00 2.00 
/33/ 

1 
2 .00 
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OURSTtONNAtR£ ANALYSIS 

RECORDS PICKED 50 

L£PT-TOP,RJ GHT-BOTTOM OESCRTPTI0NS 
Jt is i mpo rtant th11t teachers in a Jewish rPliqious school ... (nps) 
... set and maintain h iqh stanclA rcls of disciple and contr~\ in c lA qn r~o~ 
1 . Alwavs 
2. H~~t of the time 
3. Sometimes 
4 . Seldom 
S. tlever 
6. t•nsure 

RIGHT-TOP,LEPT-BOTTOH 0£SCRIPTIONS 
~ set and maintain hiqh s t andards of discipline ~ control in ~la~s r oon(np 
l. Always 
2 . Host of the time 
3. Sometimes 
4. Seldom 
S . ti ever 
6. Unsure 

/ 40/ 
0 

/ 30 / 
0 

/ 41 / 
0 

/20/ 
0 

/10/ 
2 

4.00 

/00/ 
0 

/11/ 
10 

20.00 
/21/ 

4 

/0 1/ 
0 

/12/ 
10 

8.00 20.00 
/31/ / 22 / 

0 11 
22.00 

/37 I /2 3/ 
4 3 

8 . 00 6 . 00 

/02/ 
0 

/1 3/ 
0 

/ 42/ /33/ /24/ 
0 5 0 

10.00 
/ 43 / / 34 / 

0 l 
2.00 

/ 44 / 
0 
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/03/ 
0 

/ 04/ 
0 

/ 14 / 
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~OP.STIONNAIRE ANALYSI S 

RECORDS PICKED 50 

LP.FT-TOP,R IC: HT- AOTTOH OP.SCRIPTIONS 
It is import an t tha t teache rs in a Jewis h reliqious ~chonl lnP41 
•.• love their students, an~ creat e an a tmosphere of warmth In the cl a s s r nn 
1. Alwayn 
2. Host of the time 
3. sometimes 
4 . Seldor.1 
5. tlever 
6. Unsure 

RI CHT-TOP,LEPT-BOTTOH DESCRIPTIONS 
J s how l ov~ fn r mv students, & I r.reate a warm atnosphere in c lassroom.lnR 
1. Always 
2. Host of the time 
3. Some times 
4 . Seldom 
5. Never 
6. OnsurP. 

I 

/00/ 
0 

/10/ /01/ 
2 l 

4 .00 2.00 
/20/ /11/ /02/ 

(\ 21 1 
42.00 2.00 

/ 30 / /21/ / 12/ /03/ 
0 3 8 0 

6.00 16.00 
/ 40 / /31/ /22/ /13/ 

0 l 7 0 
2.00 14 .00 

/ 50/ / 41/ / 32/ / 23/ /1 4/ 
0 0 2 l 0 

4.00 2 . 00 

/0 4/ 
0 

/O S/ 
0 

/ 60/ / 51/ / 42/ / 33/ /2 4/ /lS/ 
0 0 0 1 0 0 

2.00 
/ 61 / / 52/ / 43 / / 34 / / 25/ /16/ 

0 0 0 l 0 
2 . 00 

/ 62/ / 53/ / 44 / /35/ /2 6/ 
0 0 0 0 l 

/ 63/ / 54 / 
0 0 

/ 64 / 
0 

/ 65 / 
0 
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/ 45/ 
0 

/55/ 
0 

/ 56/ 
0 

/ 66/ 
0 

/ 46/ 
0 

2.00 
/36/ 

0 

0 

/06/ 
0 
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QUESTIONNAIRE ANALYSIS 

RECORDS PICKEO 50 

LE PT-TOP ,·RIGHT-l'OTTOH OESCRJ PT IONS 
It is important tha t teachers in a Jewish reliqious school . .. (QPJ) 
.•. honor their students. 
1. Always 
2. Host of the time 
3. Sometimf's 
4. Seldom 
5. Never 
6. Unsure 

RIGHT-TOP,LEPT-BOTTOM DESCRIPTIONS 
I honor rnv ~tudents. (OR3) 
1. Always 
2. Host of the tirne 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

/20/ 
0 

/30/ 
0 

/ 40 /' /31/ 
0 0 

/00/ 
0 

/10/ 
2 

4 .00 
Ill/ 

24 
48.00 

/21/ 
3 

/01/ 
0 

/02/ 
0 

/12/ 
10 

6 .00 20.00 
/22/ /13/ 

6 0 
12.00 

/03/ 
l 

2.00 

/50/ / 41 / /32/ /23/ /14/ 
0 0 0 0 0 

/0 4/ 
0 

/51/ / 42/ /3 3/ /24/ /15/ 
0 0 3 0 0 

6.00 
/ 52/ /43/ /34/ /25/ 

0 0 0 0 

/53/ /44/ /35/ 
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0 0 l 
2.00 

/ 54 / /45/ 
0 0 

/55/ 
0 

/05/ 
0 
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OUESTIO~"AIRE ANALYSTS 

RECORDS PICKEO SO 

LEPT-TOP,RlCHT-ROTTOM DESCRlPTlONS 
It is irnportant thalJ teacher!! in a Jewish reli<;ilt>us ochool ... (0P2l 
. . . provide opportunities for their studPnts to make choices in tea r nlnq. 
1. Always 
2. Ho11t of the time 
3. Someti111e 11 
4. Seldom 
S. Never 
6. Unsure 

RICHT-TOP,LEPT-BOTTOM DESCRIPTIONS 
I provide opportunltie!I for their students to make c hoices in lcarnirq.(nR 
1. Ahravs 
2. Most of. the time 
3. Sometimes 
4. Seldom 
S. Never 
6. Unsure 

/00/ 
0 

/10/ /01/ 
2 0 

4.00 
/20/ / 11/ /02/ 

l 6 1 
2.00 12.00 2. 00 

/30/ /21/ /12/ /03/ 
0 l 7 0 

2.00 14.00 
/ 40/ /31/ /22/ /13/ /04/ 

0 0 11 0 0 
22.00 

/ 41/ /32/ /23/ /14/ 
0 0 6 1 

12.00 2.00 
/42/ /33/ /2 4/ 
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0 6 1 
12 . 00 2.00 

/43/ /34/ 
0 7 

14.00 
/ 44/ 

0 
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RECORDS PICKED 50 

LEPT-TOP,RICHT-BOTTOH DESCRIPTIONS 
It is ir.1portant that t eachers in a J ew ish reliqious school .. . (nPl l 
... challenoe their students emotiona lly and intellP.r.tuallv 
l. Always 
2. Host o f the time 
3. Sometimes 
4. Seldom 
5. Never 
6. Unsure 

RICHT- TOP,LEPT-BOTTOH DESCRIPTIONS 
I challenge the ir s t udents emoti onally anrl l nte l lec tual l v . (ORll 
l. Always 
2. Most of the tiMe 
3. Sometimes 
4. Seldom 
5. Neve r 
6 . Unsu r e 

/ 40/ 
0 

/ 10 / 
2 

4 . 00 

/ 00/ 
0 

/ 01 / 
0 

/20/ /11/ 
0 

/30/ 
0 

/31/ 
0 

/ 41/ 
0 

/42/ 
0 
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6 
12.00 

/21/ /12/ 
1 1 4 

2.00 28.00 
/ 22/ 

14 
28.00 

/32/ /2 3/ 
0 9 

18.00 
/3 3/ 

0 

/ 43/ 
0 

/ 44/ 
0 

/34/ 
0 

/02/ 
1 

2.00 
/ 03/ 

0 

/1 3 / / 0 4/ 
1 0 

2.00 
/ 14/ 

1 
2.00 

/ 24/ 
1 

2.00 
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APPENDIX 7.0 

OUESTJONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Categorv nf OUeAtionnai rP. 
l. Teachers ouestionnai r e 
2. Studen ts Ouestinnnaire 

COLUH~I DESCRY PT ION~ 
I tP.11ch students . . . I07C) 
0. nnt applicabl e 
1 . I n bioh school 

IOI I l l /2/ TOTHS 

IOI 0 0 0 0 

/1/ 45 5 0 50 
90.00 10.00 100 . 00 
40 .91 83.33 4 3. 10 
38.79 4. 31 43.10 

/2/ 65 l 0 66 
98.48 1. 52 100.00 
59.09 16 .67 56 .90 
56 . 03 0 . 86 56.90 

TOTALS 110 6 0 116 
94 . 83 5.17 100.00 

100 . 00 100.00 100.00 
94 .83 5 . 17 100.00 
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OUESTIONUAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Category of ouestionnair~ 
1. Teachers Questionnaire 
2. Students 0uestionna ire 

COLUHN DESCRIPTION~ 
I teach students . . . I 078 l 
O. not applicable 
1. in the lnteI1'1ediate qrades 6-9 

/()I Ill /21 TOTALS 

IOI 0 0 0 0 

Ill 31 19 0 50 
62.00 38.00 100.00 
93.94 22.89 43 .10 
26.72 16.38 43.10 

121 2 64 0 66 
3 . 0) 96.97 100.00 
6.06 77 .11 56.90 
1. 72 55.17 56.90 

TOTALS 33 83 0 116 
28.45 71.55 100 . 00 

100 . 00 100 . 00 100.00 
28.45 71.55 100.00 
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QUESTIONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Category of Quest ionnaire 
1. Teachers ouestionnaire 
2. Student s nuestionnaire 

COLUMN DESCR IPTIONS 
I teach students ... (D7Al 
0. not anplicable 
1. in the kinderqarten or primary qrades 

/ 0 / Il l 121 TOTALS 

IOI 0 0 0 0 

/1/ 13 37 0 so 
2 6 .00 74 .00 100.00 
16 . 67 97.37 43 .10 
11. 21 31. 90 43. 10 

/2/ 65 1 0 66 
98.48 l. 52 100.00 
83.33 2.63 56 . 90 
56.03 0 . 86 56.9 0 

TOTALS 78 38 0 116 
67.2 4 32.76 100.00 

100.00 100.00 100.00 
67.2 4 3 2.76 100.00 
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QUESTIONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Category of Ouestionna ire 
1. Teachers oueationna ire 
2. Students Questionnaire 

COLUMN DESCRIPTIONS 
I teach in a Jewish rellqious sc hoo l : CD51 
1. 1-3 hours per week 
2 . 3-5 hours per week 
3. 5-10 hours per week 
4 . more than 10 hours per week 

IOI 

I l l 

121 

/3/ 

/4/ 

TOTALS 

I OI 

0 

0 

66 
100.00 
100.00 

56.90 

0 

0 

66 
56.90 

100.00 
56 . 90 

Ill 

0 

39 
78 . 00 

100.00 
33 .62 

0 

0 

0 

39 
33.62 

100.0 0 
33.62 

121 

0 

5 
10.00 

100.00 
4.31 

0 

0 

0 

5 
4 . 31 

100 . 00 
4 .31 
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131 

0 

4 
8.00 

100 . 00 
3.45 

0 

0 

0 

4 
3.45 

100.00 
3.45 

141 TOTALS 

0 

2 
4.00 

100 . 00 
1. 72 

0 

0 

0 

2 
1. 72 

100.00 
1. 72 

0 

50 
100.00 

43.10 
43.10 

66 
100.00 

56 . 90 
56.90 

0 

0 

116 
100.00 
100.00 
100.00 
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APPENDIX 7.0 

QUESTIONNAIRE ANAr,YSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Category of Questionna ire 
1. Teachers Ouestfonnaire 
2. Students Questionnaire 

COLUMN DESCRIPTIONS 

r would c ha racterize ~v lev~l of observance or Jewi~h i dcoloqv a~: (0 4 ) 
1. Refor~ 3. Orthodox 4. Recon~tructioni~t 
2. Conservat ive S. Ot her 
3. Orthodox 
4. Reconstruction! st 
S. Other 

IOI 

IOI 0 

I l l 0 

/?./ 0 

/31 0 

/41 0 

/5/ 0 

TOTALS 0 

Ill 

0 

JS 
70.00 
53.03 
30.17 

31 
46 . 97 
46.97 
26.72 

0 

0 

0 

66 
56.90 

100.00 
56.qo 

121 

n 

13 
26.00 
28.89 
11. 21 

32 
48 . 48 
71 . 11 
27.59 

0 

0 

0 

45 
38 . 79 

100.00 
38 . 79 

Il l 

0 

l 
2.00 

50.00 
0.86 

l 
l. 52 

50 . 00 
0.86 

0 

0 

0 

2 
1. 72 

100,00 
1. 72 
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141 

(I 

() 

2 
J.OJ 

100.00 
1. 72 

0 

0 

0 

2 
1. 72 

100.00 
1. 72 

/51 TOT~LS 

0 

l 
2.00 

100 .00 
0.86 

0 

0 

0 

0 

l 
0 . 86 

100.00 
0.86 

0 

5() 
100.00 
43 .10 
43 .10 

66 
100 . 00 

56 . 90 
56.90 

0 

0 

0 

116 
100.00 
100.00 
100.00 
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QUESTIONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIOllS 
Categor y of Questionnaire 
1. Teachers Questi onnai re 
2 . Student s Oue~tionnaire 

COLUHN DESCRIPTIONS 
Ky own Jewish education c:on1>i!'lts of : (OJI 
1. no formal traininq 
2. reliqious school traininq ~nlv 
J. rcligiou ~ school traininq, plus co lleqe cou r ses in Juda ic:a/Hebrair.a 
4 . reliqious school training & colleqe & qraduate study in Juda ica/Hchra! c1 

/0/ 

/1/ 

/2/ 

131 

/ 4/ 

TOTALS 

/0/ /1/ 

0 0 

0 2 
4.00 
3. 17 
1. 72 

0 61 
92. 4 2 
96 .83 
52 .59 

0 0 

0 0 

0 . 63 
St.31 

100.00 
54 . 31 

/2/ 

0 

'-6 
52.00 
86.67 
22.41 

4 
6.06 

13.33 
3. 45 

0 

0 

30 
25.86 

100.00 
25, 86 

/3/ / 4/ TOTALS 

0 

13 
]6.00 

100.00 
11. 21 

0 

0 

0 

13 
11. 2 1 

100.00 
11. 21 

0 

9 
18.00 
90.00 

7.76 

1 
1. 52 

10.00 
0.86 

0 

0 

10 
8,62 

100.00 
8.62 
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0 

50 
100.00 

43.10 
43.10 

66 
100.00 
56.90 
56.90 

0 

0 

116 
100 .00 
100.00 
100 . 00 
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OUESTIONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Ca te9ory of Ouestionnai r e 
1. Tear.hers Ouestionnaire 
2. Students Questionnaire 

COLUM" DESCRIPTIONS 
I have taught In a Jewi11h religious school: (D:?l 
l. les11 than one year 
2. one to three yPars 
3. three to five vears 
4 . five years or morP. 

IOI 

IOI O 

Il l 0 

121 1 
1. 52 

100.00 
0.86 

/JI 0 

14/ 0 

TOTALS l 
0 . 86 

100 .00 
0.86 

Ill 

0 

10 
20.00 

100.00 
8 . 62 

0 

0 

0 

10 
8 , 62 

100. 00 
8.62 

121 

0 

12 
24.00 
70.59 
10 . 34 

s 
7. 58 

29. 4 1 
4 .31 

0 

0 

17 
14 . 66 

100. 00 
14.66 
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/)/ 

0 

7 
14. 00 
63.64 

6.03 

4 
6.06 

36.36 
3.45 

0 

0 

ll 
9.48 

100 . 00 
9.48 

141 TOTALS 

0 

21 
42.00 
27.2"' 
18. l 0 

56 
84.85 
72. 73 
48 .28 

0 

0 

77 
66.38 

100 . 00 
66.38 

0 

so 
100.00 
43 . 10 
43 .10 

66 
100 . 00 
56.90 
56 . 90 

0 

0 

116 
100.00 
100 ,00 
100 .00 
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QUESTIONNAIRE ANALYSIS 

RECORDS SELECTED 116 

ROW DESCRIPTIONS 
Category of ouestionnaire 
1. Teachers Ouestlonnatre 
2. St.JJdents Questionnaire 

COLUMN DESCRIPTIONS 
sex (Dl) 
l Female 
2 • • •• Male 

/0/ Ill / 2/ TOTALS 

/0/ 0 0 0 0 

" 50 -+- P. r•· ... < /1 / 0 35 ' 15 
70.00 30.00 100.00 ·- r .: · ·t 
50.00 34 .09 43.10 ... -
30.17 12.93 43.10 .-

/2/ 2 35 29 66 
3.03 53.03 43. 94 100.00 

100.00 50.00 65.91 56.90 
1. 72 30.17 25.00 56.90 

TOTALS 2 70 44 116 
1. 72 60 . 34 37.9j 100.00 

100.00 1 00. 00 100.00 100.00 
1. 72 60 .H 37.93 100.00 

3 4. 0 '1 ., . 0 f If\ .J,... """" ~ . , ~ .. . , _ • 

·~'I l ·1 
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