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Bea's thesis "Restoring Hebrew to Its Proper Place" was on the 

possibility of aiming for some degree of Bi-1 ingualism in the 

teaching of Hebrew. She outlined the concepts, metaphors and 

history of the term Bi - lingual and compared it with Bi-cultural 

education. She related the general societal metaphors of the 

"melting pot" and the "tossed salad" to show how in public 

education a movement toward bi-lingualism has proven to be very 

positive . She outlined the major public educational strategies 

needed to develop bi-lingual education. 

Then Bea conducted a survey of how Hebrew is taught in many of the 

congregations and s~hools i n the metropolitan New York area. Using 

the analysis of her data (which included a question about what the 

educators would like to have) she projected another way Hebrew 

could be taught in our religious schools that would fit more with 

a bi - lingual approach, She placed an emphasis on teacher trajning . 

Bea worked very hard at this thesis and kept adding more and more 

to it. She was diligent about following good research procedure, 

she re-wrote as often as needed, ahd her hardest problem was in 

narrowing the focus. Her conclusions at the end were truly dreams 

of what a bi - lingual Hebrew education could be. She made 
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The power of a language can be scarcely gauged. Language 
is more than language. Within language lie concealed magic 
forces of nature and of blood, lees of instinct and culture, 
heritage of emotions, habits of thought, traditions of taste, 
inheritances of will, -the Imperative of the Past lt is impossible 
to measure the power and influence of all this upon the soul, 
upon its consciousness and upon its subterranean strata. 

Shalom Spiegel, PaD. 
Hebrew Reborn 



CHAPTER ONE· 

INTRODUCTION 

What This Thesis Hopes To Do 

The pwpose of this research project is to report on the state of Hebrew/English 

bilingual education in our present day system. I believe that an analysis of the literature 

and the results of the survey will point toward an alternative avenue for the development 

of Hebrew education in the coming years. 

ln this thesis, I intend to make a case for a more promising approach to Hebrew 

language education. There are many questions and problems to be addressed when 

implementing such a program, such as: What is the aim of the program? How will the 

teachers be chosen and trained? Which model wiU be implemented? What role does 

culture play? My main thesis is that the road ID Hebrew competence shouJd be a natural, 

pleasurable by-product of the daily activities and ongoing relationships in the child's life. 

Because the above approach must address multiple facets of students' lives and 

education, my research will draw from a variety of disciplines. 1 

1 Professor Andrew Cohen, who was a guest instructor at Hebrew University of 
Jerusalem in J991-J992, originally pointed me in this direction and continues ID 
encourage me to apply the best practices of bilingual education and second language 
education to the teaching of Hebrew. 



The interdependence of fields of study is becoming widely accepted. and as it 

does. the integrauon of research enriches and deepens our understanding of our world. 

2 

To answer the questions l raise I will need to look at both research and practice. 

Unfommately, there is a dearth of research in Jewish education which drives Jewish 

educators to apply theory and research from other fields and expeneoces. The theory and 

research findings in the field of bilingual education are well developed as applied to the 

realm of English/Spanish in the United States and may benefit Hebrew language 

educauon. Although the term bilingua.Jism is utilized throughout the paper, it is 

imponan1 to re.cognize that the case of Hebrew language education in Amenca 1s a 

depanure from bilingual education as commonly conceived ln the case of the Jews in 

Amenca., English is the mother tongue and Hebrew is the language of our culture, our 

people, our heritage that is being revitaliz.ed. 

This thesis will also explore the current status of and propose a future possibility 

for bilmgualism in the curricula of the Jewish schools. A research project and 

descriptive survey about the present state of Hebrew language addresses these issues. 

The questions on the survey seek to unearth exactly wbal tbe goals of\Oday's programs 

are and why, in many cases, we are not reaching them. A written survey instrument 1s 

developed which is followed up with phone conversations and school visits where 

possible. 

Tfus thesis will propose and support four original hypotheses. The first hypothesis 

is that language acquisition is a natural, pleasurable by-product of daily activity. 

Secondly, the development of language and culture is an int.egral part of the ongoing 
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relationships in a child's life. The th.ird hypothesis bolds that teacher training is key to 

the entire endeavor. La.stJy, m order for educational programs to succeed, everybody 

(students, parents, teachers, educators, administrators, clergy) will have to be involved. 

A number of assumptions tmderlie this wort.. The first assumption holds that 

there is indeed a legitimate and viable model for Hebrew and English language bilingual 

instruction for Jewish education_ Secondly, that bilingual education is the future and will 

strengthen the Jewish people. Thirdly, the recent growth of the Reform Jewish Day 

Schofi will provide a fertile testing groWld for the Hebrew/English bilingual school. 

Finally, that the research investigated in this won: is representative of the world of 

bilingual education and can point all those dedicated to the improvement of Hebre~\ 

language education toward success. 

Metaphors And Definitions 

The Controversy In Bilingual Education: Melting Pot V . Cultural Pluralism 

There is a fundamental tension between two visioos of America which oonstantly 

mfluences the unfolding of the s1ory of bilingual education. On the one hand. we may 

strive to be uniformly American, to ~melt• into the pot originally created for European 

immigrants. On the other hand. proponents of cultural pluralism maintain that we may 

each preserve our cultural differences and remain American. The latter camp envisions 



different but equally respected ingredients in an American "salad" 2 ln the realm of 

Hebrew/English b1linguahsm the struggle is pitched between cstablislungan American 

identity with no room for a Jewish (and/or Israeli) idennty, and developmgan identJty 

which allows both cultural affi liations lo legitimately coexiSL This laner vision bas 

always been the classic Jewish formula for Jewish conunuity. The salad image 1s a 

useful metaphor to keep io mind when uymg to comprehend the forces behind recent 

decisions made in connection with bilingual education policy and practice. 

A strict definition ofbiltngualism suggests that a bilingual person has native 

ability m two languages. The more generally accepted notion of bilingualism connotes 

the speak mg of two languages, fluency m two languages. or the regular use of two 

languages. The use of two languages is geneflllly accepted as the true hallmarlc of 

bihngualism.1 

Supporters of bilingualism speak of tossing a new salad. SALAD, refers to the 

camp m this debate that envisions different but equally respected ingredients in an 

AmenC8Jl "salad" where cultural attachments are legitimately maintained. Proponents of 

pluralism reject the idea that immigrants must assimilate into a melting pot. and assert 

that many different cultures can Live side by side in harmony. Supporters of bilingualism 

believe that America's multicultural community is to be celebrated, e.od that shared 

oppommities, oot language, make up ou:r social glue. They posit that language is but an 

2 Judith Harlan, Bilingualism tn the United States: Conflie1 and Controversy 
(Franklin Watts. NY: An Impact Book, 1991),44-45. 

3 Judith Lessow-Hurley, The Fol/Tldar1oru of Dual UJTlguoge /11St'r11Ct1on ( New 
York and London: Longman. 1990), 2. 



accident of birth, and that Americans are united by our sense of shared destiny. our 

bet ief in individual rights. freedoms, and constitutional protection, our government's and 

society's tolerance for cultural and religious difference.' 

Among the supponers of this position we find: 

• The Association of Teachers of English to Speakers of Other Languages (TESOL) 

clearly states its position on bilingual education: a) Education should be conducted 

in two languages; b) Full recognition of the validity of the first language by every 

available means is important; c) Positive attitudes of all teachers and administrators 

toward the student's language should be fostered; d) The va)jdity oflanguage as a 

communication system and as a viable vehicle for the transfer and reinforcement of 

content in the classroom must be a central component in curricular policy; e) The 

student's own language must constitute a segment of the curriculum. ln 1971, when 

this resolution was passed, TESOL was considered the "blessing of bilingualism". 

This organi2.ation was making headway in the attempt to change the perception of 

bilingual education as a problem to the perception of bilingual education as a 

'blcssing'.5 The recooceptualiz.ation of Hebrew language competence as a blessing 

would open the door to an entirely different kind of commitment and approach to the , 
learning of and teaching of Hebrew. -

' For an elaboration of proponents of cultural pluralism, see Judith Harlan, 
Bilingualism in the Umted Slales, 44-54. 

s William Francis Mackey and Von Nieda Beebe. Bilingual Schools/or a 
Bilingual Community: Miami's Adaptar1on 10 the Cu/Jan Refagees (Massachusetts 
Newbury Ho~ Publishers, J 9n). 4. 
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• The National Association for Bilingual Education (NABE) is the professional body 

established m the nud-seventies that represents the profession ofbilingu.aJ education. 

This organization ofbilingu.aJ education professionals, mostly teachers and 

admmistrators, argues for protracted bilingual educanon. Bilingual education is 

promoted as the continuous use of two languages, one of which is English. as the 

means of instruction. Unclouded guidelines set forth that concepts and infonnation 

are introduced in the dominan1 language of the student and reinforced m the other. 

Cultural differences and similanties are to be acknowledged in the teaching process " 

The association argues for federal support based on the following considerations: I ) 

Title Vl and Civil Rights Act of 1974; 2) past federal policy, as acquisition of 

temtory and the waging of foreign wars contributed to the presence of the non-

English speaking populatio~ 3) the future economic productivity depends on the 

improvement of education; 4) for reasons of national security and CClOnomic health 11 

is valuable to develop this natural linguistic resource.1 

• The best and most important nongovernmental efforts in behalf of linguistically and 

culturally distinct students were those of the National Education Association {NEA), 

the largest teacher organization in the country. Their task force made significant 

recommendations as early as 1965~. The following is but a sampling of their 

proposals: instruction in pre·school and throughout the early grades should be 

6 Ibid., 5. 

1 Kenji Hakuta, Ml"or of language: The Debate on Bilingualism (New York, 
New York: Basic Books, Inc., 1986). 208-209. 
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conducted in both languages: English should be taught as a second language, a well-

amculated program i.n the mother tongue should be continued through the high 

scbool years; all possible measures should be taken to instill pride in ancestral culture 

and language; schools should recruit native language speakmg teachers and aides; 

conduct research concerning teacher traimng and materials; repeal laws which 

specify English as the language of instruction.. 8 ln these proposals it is evident that 

significant research had been done in this field, but the reasons these measures were 

not enacted remains to be explored.. 

An umbrella group for many of these organizations opposing an Engh£h-only 

policy is EPIC, tbe English Plus Information Cleannghouse established in 1987_ Their 

basic premise 1s I.hat Americans should be provided with opponunities to master both 

English and a second language. ln their opinion., English should remain the primary 

language, with the recognition that in today's world economy it is wiser to encourage 

fluency in two or more languages.9 

Today we are witnessing the great challenge to the melting-pot theory. Switching 

over to the pluralistic model will entail the changing of many deeply held an:itudes and 

lonjt-standing practices. Our task is complicaled by the fact that most persons holding 

positions in the educational profession-ti world have been trained under the very theory 

we arc trying to oust Current administrators, policy makers, teacher educators, and 

8Henry Casso, BilinguaLl/3icultura/ Educarion and Teacher Traimng 
(WashingtOn, OC: National Education Association. 1976), 11 -12 

9{bjd., 66 
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counselors, among others. have be.en practicing, and continue to practice, under the old 

school of thought It is quite natural, therefore, to expect obstacles and resistance to this 

new vision of education. 10 

Bilingual education is "good for everybody" is a popular slogan in the camp of its 

advocates.11 According to its advocates, bilingual education provides for multiple 

memberships and for multiple loyalties in an integrative f:asbion. From an international 

point of view, the world is getting smaller. Bilingualism is actually a valuable resource to 

be coveted by corporations looking to sell their prodWlts in another country or in certam 

communities within America itself.12 lt is precisely the native speaker of a language of 

wider communication (English) who constitutes a problem in the formation of the larger 

Global community. It is this individual wbo rarely sees the human world as 1t is -

peopled by a rich diversity of culturally creative aggregates. Sadl{, it is the English 

spea.lcer who does not grasp the sense of what this human world might become. Imagine, ,_. 
1f you will, a network of interlocking and sim~taneous memberships and loyalties. 13 

There is another rationale for bilingual education. 'Thanks to our growtng 

sensitivity to ethnicity, the non-English mother tongues and cultures in our midst are 

reoogniz.ed as things of beauty and vital carriers and preserves the cultures from which 

in Henry Casso, 8ilinguaJ!B1cultUTol Educaflon and Teacher Training. 25. 

11 Joshua A. Fishman. Bilingwl Education: An /nJemationa/ Sociological 
Perspective (Rowley, Massachusetts: Newbury House Publishers11X 

u Judith Harlan, BiUngualism in the United Stales, 59. 

13 Joshua A. Fishman, Bilingual Educa1ion, 9 
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they arise. Tuts is a hallmark of the Jewish people. Languages and cultures are not to be 

considered only in their capectty to manipulate, compensate, and to be absorbed by the 

mainstream Enghsh curriculum. lnstead, they must be recognized as basic ingredients of 

a healthy individual self-concept and a sound group functioning Under this ranonale, 

bilingual education is oriented toward grou~maintcnance,14 which, as we will later note, 

1s a key concept in Jewish education The implications for Jewish education regarding 

the philosophy and application of this rationale will be explored throughout this paper. 

Definitions: 

.AJthough there is no consensus regarding the definition of bihngualism, ex.perts in 

the field agree that bilingual education employs two languages as vehicles of instruction 

for all or part of the cuniculum. The means of instruction, not the goals, is the 

distinctive characteristic of this approach to teaching. The bilingual program is one 

which utilizes the student's native language and cultural facto~ . The primary emphasis 

rests within the cognitive and affective, rather than the linguistic domains. ln other 

words, the main purpose of bilingual education is not to teach Ian~ but rather to 

enable the students to learn c.ontent and skills in the language that they understand, while 

at the smnc time learning Englisb. 15 Bilingual education. then, is a methodology that 

1• Ibid., 35. 
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includes development of first- or home-language, acquisitton of a target language, and 

the use of both languages in the teaching of "core" subjects such as math, science, etc. 

(Califom1a Department of Education, 1985; California Association for Bilingual 

Education, undated). Hebrew language in Americ.J would grow out of actually using 

Hebrew to teach certain subjects in Hebrew, whether Hebrew itself or another content 

area such as Bible. In addition., curriculwn areas that the students are unable to study in 

Hebrew would be taught in English. In this manner, the student receives an enhanced 

Hebrew language education and an enriched Jewish education. 

Multicultural/multilingual programs operate under principles similar to those of 

the bilingual programs.. Both programs utiliz.e more than one language as a vehicle of 

instruction for all pans of the curriculum. The main difference is that, as the name 

suggests, at least two languages and cultures, in addition to English language and culture, 

are treated. In the end, a student taught under this model can function in more than two 

languages and cultures. 16 

The issue ofbiculturalism often enters into the discussion of bilingualism. 

Bicultural individuals do not agree on whether one can be bicultural. There are different 

types of bicultural individuals. Bicultural status seems almost always to be gained as a 

resident in the other country or culture. Biculturalism is not jl:.St a cognitive process 

which can be carried out apart from the members of the culture. In this way, becoming 

bicultural differs from becoming bilingual. One can learn language from non-native 

u H. Prentice Baptiste, Jr., MulticulhtTal Education: A Synopsis ( Washington. 
OC: Utti\lef'Sity Press of America, 1979), 48. 

161bid, 47 
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speakers. While one can become bilingual without becoming b1cultural, the reverse 1s 

not true. Research shows that the origin of the contact situation is one explanation for 

the fact that being bicultural means different things to different people. "l just don't 

belong anywhere" - is a frequently reported comment by people who grew up m a contact 

situation of two cultures. Thus, a "third culture" evolves.17 Jewish education may play 

a role in enhancing the Hebrew culture - our Jewish, spiritual and cultural quest. 

Short History OfTbe Idea 

ln order to understand the current state of affairs in bilingual education, it is 

necessary to go back and look at its development with.in a historical perspective. There 1s 

an intimate connection between language, values and social identity18 which is clearly 

revealed in such an overview of history. In lhis section, I will illustrate the general 

connection between world events and the development of the history of bilingualism. 

Educational policy is a reproducer and reflector of the greater society. The 

Iii story of bilingualism is intimately related to trends and events in society. Clearly, 11 is 

occessary to change societal policy before, or concurrently with. institution of an 

innovative educational program. It is ncccssary to consider the pressures and attitudes 

17 For an extended discussion of biculturalism see Christina Bratt Paulston, 
Sociolinguistic Perspectives on Bilingual Education ( Philadelphia: Multilingual Matters 
LTD. 1992). 117-121. 

18 K.enji Hakuta.Mirror oflangJ1Qge, 169. 
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that mfl uencc lhe development of policy in bi hngual education. Language po hey does 

not eitist in a vacuum but works as an int.egral part of the overall political environment 

within which we live.19 Today's pohcy 1s informed by, determmed by, and founded on 

notions of equal tty of educational opportunity and accountability tn public education. ?O 

Bilingual education m the US is undergoing a renaissance. This 1s one of the most 

important, dynamic, and dramatic reform movements in tbe history of the American 

publtc education. The renaissance began during the Bicentennial, which provided a 

natural landmarl; for a ttme of "stocktakmg". A mental snapshot of this pcnod shows 

that the mterdependence of nations 1s a reality. Larger nanons are increasmgly dependent 

on smaller ones for basic natural resources. Refugees are pouring in. All of these trends 

have serious implications for minorities and majorities This emerging interdependence 

of na11ons may, in turn, have great impact upon the.present and future work of teachers, 

and upon those cduca11onal entiues responsible for pre-service and in-service teacher 

tram.ing. 21 

19 Judith Lessow·Hw-ley, A Commonsense Guide to Bilingual &iucatton 
(Alexandria. Virginia· Association for the Supervision and C-urriculum Development. 
199li l. 

20 Henry Casso, Bilmgual Bicu/tural &lucaJion and Teacher Trammg, 7 

21 lbid. 



The Impact Of Us Involvement ln Wars 

World War I was a period tn Amencan history characterized by suspicion of 

anything foreign. At that time, command of the English language was interpreted as a 

sign of patriotism. and as such, people spoke Engh sh. For a bnef interlude, these 

attitudes relaxed somewhat and other languages and cultures were allowed some space 

for expression. 

Soon after World War l, the control of imm1granon became a serious concern. 

13 

Hand in hand with this development, English and bilingualism became a pressing 

political issue. Aggressive policy decisions to eradicate non-Enghsh languages from the 

publtc schools were most vividly witnessed at the height of nanonalism and xenophobia 

The argument put forth portrayed English as t.he ingredient that ma.de the melting-pot 

theory work. Sometimes referred to as the common thread, or the glue., Eng.lish was 

considered to bold us together as Americans. 2l Hence, the growing influx of non

English speakers threatened language-based conocptions of national wlity. 

It 1s widely believed that the civil rights movement was germinated during tlns 

period The civil rights movement, which revolved around the theme of human rights and 

the preservation of native languages and ethnicity, giUDCd momentum as the demand for 

Americans skilled in foreign languages and the exposure to multilingual societies 

increased during World Was L This situation bad a propelling and intertwined effect on 

the rights of minorities to preserve their native language. Abroad, multilingualism was 

22 Judith Harl.an. Bilingualism m the Unite.ti Stales, 22-23 
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commonly e!(perienced first hand as people spent tune in Ewope, where many languages 

are spoken. Bias and the suppression of minority languages often go band m band. As 

the military got a taste of a world where color dJd not determine status, segregation was 

less tolerated. Likewise, the assertion that non-whites were somehow less American was 

vehemently rejected as prejudice. New demands were being levied back home. Ethnic 

identity became a treasure to be valued and preserved. The growing role of language 

identification was closely wedded to the unfurling ofthis period of history." 

World War n was also a catalyst for an increase in language instruction. The 

military needed speakers of numerous languages quickly Fast and effective second

language teaching techniques were cultivated, including the now-commonly used aud10-

hngual approach A significant event in policy during this time was the National Defense 

Educanon Act (1958), which provided funding for foreign language study. As a result of 

the passage of this law, language ability was granted an official place in national defe.nse 

&nd roccwed new legitimacy. Governmental suppon and interVention in the realm of 

language teaching extended downwards to the public education system. Cultural 

pluralism took on real meaning as a model for American society, and Americans began to 

assen their ethmc identity. Language identification was now an imponant pan of ethnic 

1denoty.1' 

u Judith Lessow-Hurley, A Commcnserue Guide. 1-8. 

14 Ibid. 
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The political climate of the post-war period, bolstered by the success of an 

American public education bilingual program, set the stage for the passage of 

government codes in support ofbilinguaJ education 

Accountability ln Public Education 

The origin of the accountability in public education for bilingual education is usually 

connected with the Cuban refugee problem which exploded with the Cuban revolution in 

1959. The mass influx of Cubans to Florida spurred the creation of the first large-scale 

bilingual education program - the Coral Way School in Dade county, Florida. 25 This is a 

success story of the mutual accommodation of two cultures in a face-to-face encounter 

brought on by a polit1cal emergency. A two-way bilingual school for both Cubans and 

Americans was established in which each would become integrated mlo the culture of the 

other while maintaining the home language and cu.ltural identity.26 The goal oftbe 

program was to create functional bilinguals, thus maintaining both languAges throughout 

their education. The Dade program is clearly interested in maintaining both languages 

and cultures.27 

25 1bid. 

26 William Francis Mac.key and Von Nieda. Beebe, Bilingual Schools for a 
Bilingual Community, IX-XII. 

27 Kenji Hakuta, Kenji. Mirror of language. 193. 



ln other programs the goals have not always been developed so clearly and this 

lack of clarity has contributed much to the controversy surrounding bilingual education 

In the next chapter, the possible goals will be delineated by means of the description of 

the various models of bilingual education. Th.e orientation of the Coral Way Scbool 1s 

towards enrichment of the child's linguistic and cultural experiences. 23 This endeavor. 

the root of the contemporary bilingual education movement, was quite ambitious. 

lb 

Equally significant to the success of the Coral Way School were the strategies 

employed 10 foster the connection between the home and the school. These founders of 

the modem bilingual movement had an intuitive sense of the forces at play and the 

suppon needed on the outside to make their school wor1c The principal was enlisted to 

play the primary role in convincing the parents of the value of this bilingual curriculum 

The Sparush-speaking parents were particu.larly attracted to the idea that their children 

could mruntain their Spanish language and cultural ties. The English-speaking parents 

were more hesit.ant, but respected the judgment of the principal. They were also 

somewhat appeased by the notion that their children would be taught by the best of the 

Cuban refugee teachers. Aware that the program would require half the teachers to be 

Spanish speakers, some of the teachers expressed resentment. This never evolved a major 

issue as a number of teachers voluntarily transferred. The school opened in 1963 with 

3SO first-, second-, and third-graders in the first resurrection ofbiiingua1 education in US 

recent history. 29 

28 Ibid. 194. 

29 1bid, 196-.97. 
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ft 1s imponant to recognitt t.hat t.h1s program had a number of unique advantages 

working for its success. Firstly, Cuban refugees were readily accepted into this society. 

They were upper~lass, tughly educated, politically sophisticated, light-skinned and 

cosmopolitan. These factors all had a profound influence on the Cubans' perceived 

desirability, or at least non-threatening position, in the community. Secondly, t.he 

federal government was interested in supporting an anti-Communist and anti-Castro 

agenda. This translated to the government's willingness to provide funding. Thirdly, 

private sector funds were ample as well. Lastly. staffing the program with skilled 

teachers under these conditions was not difficult to acquire.30 

Coral Way was a "pluralist" program that encouraged bilingualism among 

Spanish-speaking children. as well as English-speaking children.31 Cultural attachments 

were legitimately maintained and individuals became ingredients in an American 

.. salad." This original vision of bilingual education was devastatingly polluted from its 

initial conception. According to Judith Harlan, much of today's efforts and energy is 

directed toward finding roadways back to this earliest model of bilingual education in 

what seems to be its most worllble form and most congruent and informed rationale. 

30 Judith Lessow-Hurley. A Commonsense Guide, 8. 

31 Judith Harlan. Bilingualism in the United States, 95. 
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Goverameot Regulations 

Federal Role In Bilingual Education 

The pohtical climate oflhe post-war period, combined with the success of the 

Coral Way program, led to the passage of government policy favoring the establishment 

of bilingual programs. There are no laws that outright mandate bilingual education, but 

there is legislation that provides funding and supports an entitlement to services that offer 

equal education opportunities.32 These laws added sorely needed legitimacy and support 

to bilingual cducattooal byroads into public education. Following is a synopsis of key 

governmental decisions during the period from 1968 to 1988. 

Title VU of the Elementarv and Secondary Education Act (ESEAl 

This act was signed into law in 1968 under President Lyndon B. Johnson, was 

origi,.illy implemented to set up discretionary funding for model programs that used oon

English-huigulge instruction to assist children academ1ca.lly while they mastered English. 

Today, Title Vil provides funds for basic instruction programs, teacher training.. graduate 

education, research. technical assistance and I.he dissemination of material for use in 

· '
1 Judith Lcssow-Hurley, A Commonsense Gwde to /Jilmgual Educa11on. S3. 



bilingual classrooms.33 This, in effect, set up the federal funding for bilingual 

programs :M 

19 

There have been a number of reauthorizations of the Act with amendments in 

1974, 1978, 1984, 1988. The BEA Bilingual Education Act of 1968 is Title VIl. an 

amendment to the 1965 ESEA. It is heralded as the official coming of age of the federal 

role in the education of persons with limited English-speaking ability Seven and a half 

million dollars were appropriated for the 1969-70 fiscal year. Within three years, the 

budgc:i tnpled and in 1984, 139.4 million dollars were allocated. The underlying 

assumption of the Act was that innovative programs would be implemented, and 

eventually be supported through local and state funds .JS 

The passage of BEA was inextricably linked to the events of its day, and the fact 

that 1t was innovated in the wake of much turmoil on the civil rights scene was an 

important determinant of its content The Black civil rights movement bad culmmated m 

the Civil Rights Act of 1963. Ln addition. Chicano org;tn.i7.ations in the Southwest were 

demanding equal opportunity programs and bilingual education as a ~ult of the 

realization that a large number of Ch.icano children were faihng in English-only 

scb0uls. ~ With all this tumult, it was ouJy a mattcT of time before the Supreme Cowt 

33 Ibid. 8, 53. 

14 Judith Harlan. Bilingualism m the United States, 25. 

lS Kenji Hakuta. Mirror of Language. 197. 

)6 1bid, 199. 

, 



was to set a precedent concerning the future of bilingual education. Lau v. Nichols was 

the case that did ii. 

Lau v. Nichols. 414 US 563 (1974) 

20 

ln discussing the legal bases for bilingual education, one must mention this 

landmark United Slates Supreme Court decision. It remains important from a historical 

perspective. A group of Chinese students sued the San Francisoo Unified School District. 

The supreme court decided that their civtl rights were indeed viola.ted by providing them 

with an education in a language they could not und.er3tand n Simply put. the students 

were not getting an equal education if they could not understand what the teachers were 

saying. The Court did not, however, give and guidelines or definitions of an acceptable 

program. This decision set the stage for expanded bilingual programs and is, even today. 

the basis for may arguments in favor of bilingual education. 38 Consequently, the Lau 

decision provided the impetus for the passage of state legislature mandating bilingual 

eduedion. l 9 

At this juncture it is interesting to note the US Office of Education set forth a 

definition of bilingual education as early as 1971 : 

37 Judith Les.sow-Hurley. A Commonsense Guide, 8, 54. 

38 Judith Harlan. Bilingualism in the United Slates, 99. 

39 Kenji Halcuta. Mirror of Language, 201 . 



21 

"Bilingual education 1s the use of two languages, one of which is English. as 
mediums of instruction for the same pupil population in a well-organized 
program which encompasses all or pan of the cumculum and includes the study 
of the history and culture associated with the mother tongue. A complete 
program develops and maintains the children's self-esteem and a legitimate pnde 
ID both cultures.'"° 

This statement cbaracteri.7%s the government"s VlSioo of bilingual educat10n at that time. 

A different understanding was outlined by the Tex.as Education Agency ID 1974. 

This body stipulates that bilingual education is a full time program of instruction 

developed to meet the individual needs of each child However, under the Texas 

legislauon, this is perceived as a treatment to be administered until the pupil is read~ to 

panicipate m the regular school program Furthermore., this is to take place as rapid!) as 

possible This is where much of the trouble and confusion seeps in. The Texas model 1s 

a totally different type of bthngual educa11on than was ongmally conceived b) the 

innovators of the Coral Way School Program and the federal government alike. The 

Texas model focuses now on mainstreaming these pupils when it is feasible.•' This is a 

radical depanure from the vision of bilingual educauon up to this ume and the negative 

ramifications are far-reaching. Some of the problematic issues that aroSt" were Who 

decides when the child is ready lo be maJnstreamed" The decision to mainstream will be 

based on what evaluation procedures? How will the child' s first language and cultw-c be 

maintained? This approach, mstead of offering constructive solutions, opened a 

Pandora's box of complications and problems. 

'° H. Prentice BaptiSte, Jr., Mu/t1cu11ural Education, 42. 

4 1 Ibid. 
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In 1974, the same year that Nixon resigned and Gerald Ford became president, 

there was an atmosphere ofsuppon at the national level for bilingual education goals 

The administranon was directed to become aggressive and insure that schools were being 

fair to LEP (L1m1ted English Proficient) students New guidelines known as the Lau 

Remedies translated the Lau decision into federal policy guidelines.' 1 The US Office of 

Education developed specifications by which scbool districts would be judged to be in 

compliance with Title Vll and the Lau decision. Their document., "Task Force Fmdings 

Specifying Remedies Available for Eliminating Past Educauonal Practice Ruled 

Unlawful Under Lau v Nichols," ., outlined specific methods that school officials were 

to use in lbetr federally funded programs A sample of the various measures to be 

1nst1tuted includes: systematic procedures to identify the student's pnma.ry language, a 

d1agnost1clprescriptive approach which called for the identification of the individual's 

educational needs and assignment to an appropriate program; the program must not be 

racially identifiable and therefore students must have access to elective courses and ro

cumcular activities available to other students; instructional perwnnel must be 

linguistically and culturally famihar with the background of the students."' Of course, m 

one way or another, the native language must be used. 

The significance of the Lau Remedies was that they prescribed a transttiooal form 

of bilingual education and spccificalJy rejected ESL as a mnedy for elementary school 

~Judith Hatt.an. Bilingualism in the United States, 99. 

° Kenji Habzta. Mirror of Language, 20 I. 

'"'H. Prentice Baptiste, Jr .• MuJt1cultural Educallon, 43-45 



students0 Between 1975 and 1989, the federal government examined nearly 600 

programs and 359 school district plans for bilingual education programs were 

corrected.46 llus Vtsion is a major departure from lhe philosophy that underlies lhc 

Coral Way School which strove to maintain lhe languages and cultures ofbolh 

populations 

Under President Reagan. bilingual education was considered important but that 

the role of the government should be more limited Tbe Lau Remedies were no longer 

enforced and spending for Bilingual Education Act programs was cut by 47%. Tb.is 

tremendous cut in funding seems to reveal a return to lhe melting-pot. English-only 

theory However, in 1984, when BEA came up forn:newal , a compromise was reached 

and clear new goals were delineated One of these goals was that all bilingual programs 

were to teach English. But, another goal was to help students meet graduation standards 

It seems as if legislation has come full circle. The question of how to full y meet both 

these goals clearly remains controvmiaJ.' 7 The fundamental question of whether 

American educators want lo use two languages m the classroom or use English Only has 

not been answered. Salad or melting pot? 

The issues involved in the discussion surrounding bilingual education provide 

much insight for the modem American Reform Jew One can try to u.nd=ntand what all 

•s K.enji Hakula, Mirror of Language. 202. 

""Judith Harlan. Bilmgualism m the Un11e.d States, 100. 

47 Ibid., 1()()..104. 

, 



the commotlon surrounding the debate on bilingual educauon 1s about from a detached 

and objccuve Vlew There as no sample answer. Who am I is a question stretching the 

imaginations of the best minds throughout history Whom or what do we allow to shape 

the answer? It is easy to focus on language as that 1s visible, measurable. teachable, m 

many ways controlled by us. Some mistakenJy believe the language we choose to use is 

not highJy significant. I beg to differ. Language is bow we communicate with others, 

how we mark our selves as a distinct group. how we make ourselves understood_ how we 

encode much of the passion and emotionaln:y of our cuJture and religion. Words are 

most powerful messengers. I believe each Jew at some point in has/her hfe snuggles wtth 

one or another version of essenhally this ques11on. Whether I will lave my life as both a 

Jew and Amencan, similar to the salad mentality, or will I live my life as a genenc 

Amencan, one of the masses of the melting pot? 

Wb~· II It important For Jews To Be Bilingual! 

B1hnguaJ edu.canon 1s ltttlc known nor practiced in the Jewish world today. Jews 

have a long history of bilingualism that has been neglected. We have needed one 

language for the modem world and one for our religious world throughout bistory.~ The 

total number ofEnghsh and Hebrew bilinguals, and the number of those children being 

raised I.Oday as bilinguals is minimal. In order to maintain ourselves in both worlds at the 

41 Languages paired with Hebrew include: Aramaic, Yiddish. Ladino and Arabic 



highest possible standard, we must return to our roots and re-educate ourselves to be 

bihngual. The legitimization of the bilingual school would potentially bring to the 

anention of everyone involved with the e>Ustmg education system the opportunities 

within this field. It would serve to attract serious and capable students wbo would have 

much to contribute to both America and the Jewish people 

Shmuel Niger. best known as a Yiddish literary critic, argues mc1sively in suppon 

of Jc"1sb bibnguahsm. He sets Jewish bilingualism in the framework of Jewish history. 

In the early era of Jewish bilinguahsm. the age of Hebrew and Aramaic, the Aramaists 

did not wish to exclude Hebrew from Jewish life However, the Hebra1sts did fail to 

understand why Jews needed another language and thus alienated many people who 

behevcd otherwise "' Dunng the Jewish EnhghtenmcnL the MaslCtlim or "emancipated" 

Jews a;gued that if Jews were destined to have two languages, then those two ought to be 

Hebrew and the language of the land in which they live . .so Niger's work shows great 

foresight into the troublesome language milteu of the post-World War 11 period. He 

explains that the United States is such a comfortable environment for the Jews, that fe"' 

are impelled to be knowledgeable in Yiddish or Hebrew. It is a rem.arbble piece of 

scholarship on the little-studied subject of bilingualism, Jewish or other.s1 

49 Shmuel Niger, Bilingual1sm m the History of Jewi:Jh literature. (New York, 
University Press of America, 1990), 12-13. 

SI/ Ibid., 79. 

SI Ibid, 5-6. 
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In the first half of the nineteenth century, Chassid1sm and the Jewish 

Enlightenment made nch cootnbuttons to Jewish lrterature in both Y 1dd.ish and Hebrew 

In addiuon, the two major social trends m the second half of the century, soc1ahsm and 

Zionism, st1mula1ed and ennched both languages. Following World War l, m the Land of 

Israel, goals were set for a national revolution. The leadership declared that Jewish 

schools and the entirety of the Jewish culture would utilize ooe language - Hebrew, 

which 1s sllll spoken today in Israel Niger ends the work with a warning to beware of a 

lh1rd language (Enghsh), one alien 10 Jews, that is taking over a larger and larger place m 

Jewish hfe and even m Jewish culrure This third language is prepared to displace m the 

wink of an eye both Yiddish and Hebrew. His final message is that we need to be on 

guard and amass the strength of our natjonal culture, forufy all its treasures. si 

Alan Mintz's book., Hebrew tn Amenca, concerns the legacy of Amencan 

Hebraism This work grew out of three related assumptions, 

"First, the widespread ignorance of Hebrew among Amencan Jews is a symptom 
of a deep fault in the construction of Jewish life on tlus continent. Second, the 
aspirations and achievements of the Hebrew movement in American Jewish life, 
which have been largely forgonen, need to be reassessed. And third, new 
tlunk.ing should be devoted to rcconceiving the role of Hebrew in the school, the 
un1vers1ty classToom, the synagogue, and among the leadership, professional and 
lay, of the Jewish community."s3 

s2 Ibui. 91, 108, 1I 2. 

SJ Alan Mintz. Hebrew m America (Detroit., Michigan: Wayne State Un.iversit} 
Press. 1993). preface. 



Like Niger. Minu sees the Zionist cultural work as inseparably hnked to the revival and 

spread of modem Hebrew ln the Diaspora commuruties, Mintz believes, this is not JUSt a 

preparation for aliyah, but an urgent end 1n itself.~ 

lt was in the years just before and during World War 1 that the Hebrew scene rn 

America came ahve Only in America did an enormous Jewish population enjoy the 

guarantee of cultural freedom. Here were the kinds ofuniverstties and literary 

institutions in which young mmds could be nurtured. Given the conviction of Ahad 

HaAm that creating a modem Hebrew culture in the great centers of the Diaspora 1s not 

just a good thing, but a necessity, it should not be hard to imagine the sense of 

hopefulness and urgency that marked the efforts of young American Hebraists oftlus 

period. \~ 

For most of the twentieth century, the bulwark of Jewish education had been lhe 

"HebrC\\ School" and the term does have significance.56 The fact that Hebrew is such a 

major component of the curriculum of the afternoon school is a surprising outcome 

because generally, parents wanted their children to be taught (in English) the basic tenets 

of the Jewish religion.j1 However, the young Hebraists fanned out over the US from the 

middle 1920s through the late I 950s, and as teachers and principals turned the 

S4 Lbid., 14. 

~s Ibid., 15. 

56 Throughout this paper, Hebrew school, religious school, afternoon school. and 
congregational school arc used interchange.ably_ 

"Ibid .• 17. 
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supplemen1.al Jewish communal schools mto Hebrew school!>~ The influence ofthi$ 

TarbuJ /vm movement in the area of Jewish education was surprisingly effective. 

Understanding the process of the development of Jewish languages 1s important. 

for it exemplifies the special function of Jewish multilinguatism in permining a kind of 

accuJturauon that does 001 be-come assimilauon. ll starts when Jews in a minority 

situation. whether through numerical or political and economic weakness, come to adopt 

the majority and ahen language, the co-temtorial vernacular, not just as a language for 

cornmurucauon with outsiders, but as the language for internal commuruty funcnons lt 

1s this last step that threatens the identity of the community The universal adoption and 

internalization of another people's language brings with it the clear danger of assiD'lllation 

of. and submers10n 1n, 1ts culture and life.s9 

Jewish education in America received a new lease on life with the appointment of 

Dr Samson Bcndcrly to the Bureau of Jewish Education in New York in 1910. Dr. 

Benderly and his disciples endeavored to modem.iz.e Jewish education, to organiz.e it on a 

firm community basis, and to encourage emphasis on conversational Hebrew in the 

Jewish schools A need was felt to orgaruze a nationwide federation to coordinate and to 

stimulate the Hebrew acriVlUCS in the United States.liO Tbe H1stadrut lvrrt of America 

(Nation11.I Organization for Hebrew Culture), united the scattered and U.Olaled Hebraists 

SI Ibid, 178. 

s9 Bemard Spolsky and Robert Cooper, The Languages of Jerusalem (Oxford: 
Claredon Press, 1991 ), 31 

60 William Chomsky, Hebrew: The Eternal Language. 266, 
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mto an organii.ati-On whose concened power would speak m a voice that would be beard 

throughout the community. This institution led the way to a more public advocacy of 

Hebrew: in short, ll became a lobby for Hebrew. The H1s1adnd /vnt of America had two 

aims: to make the case for the necessary connection between Hebrew and the nationalist 

cause, and to lake a stand on all Jewish issues of the moment from a Hebraist 

perspectlve. This stance was to be the outward face of the Hebrew movement The 

Hebraist teachers argued that the Histadrut /vrit's most urgent task should be to set up 

and suppon a Hebrew nationalist structure of Jewish schools that will foster strong, 

positive Jewish identity.61 

Hebrew must be taught as a powerful means of engaging Jewish culture and the 

study of Hebrew 1s probably the most powerful means of enhancing and e>q>ressing a 

personal sense of Jewish identity. Identity is a function of what one does. not of what 

one knows. As such, language is a mode of personal and cultural action. Given the high 

degree or Jewish integration into American society, the process of fonning a Jewish 

identlty m this society must involve a modification of the side of belonging to the general 

American culture in a manner that allows for the formation of an authentic sense of 

belonging to" second. culturally distinct group within this society. It is important to 

recognize the crucial role that lea.ming Hebrew can play in this process. Acquiring 

Hebrew can enhance the student's internal affinity with Jewish culture at every stage of 

the learning process.. 62 

61 Alan Mintz, Hebrew ;n America. 61-64 

62 Ibid., 194-195, 202. 
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I am in favor of a program whose aim is for all of the schoolchildren 10 become 

bilingual and biculturaJ. In a maintenance program. the child's proficiency m another 

language is seen as a positive charactenstic, worth maiotamiog and developing Also. the 

history and culture of each group is presented as an integrated part of the content and 

methodology of the cum cul um. The children are not only learn.mg a second language, 

but are also learning about the legitimacy, status, and beauty of both cultures and both 

languages The remainder of this thesis is an examination of how this 1s or 1s not being 

accomplished with recommendations toward this goal 
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CHAPTER TWO 

REVIEW OF LITERATURE 

Bilingual Education 

ln order to address the llllpllcations of bilingual education n 1s first necessary to 

define at In this section I will rcvtew the relevant literature in the areas of modem 

approaches to second lan1:,ruage mstrucuon, and present a selection of the major bilingual 

program models Let us then begin with the most basic of questions: what is bilingual 

about b1hngual education? 

According to the research don t;y Hakuta ( 1990). students of bilingual educanon 

are typically enrolled because they are in the begiMmg stages of bilingual development 

If the students were proficient m English as well as in thetr native language, they would 

probably be placed in Enghsh-med1um classes. The primary justificanons that some give 

for native language instruction are that the "development ofa full rage of proficiency 

skills in English takes time; that literacy is best developed in the native language when 

integrated with activities in which the parents can pe.rticipaie; and, that knowledge 

acqwred during this period of 1nsuuction in the native language will transfer to 

English."1 Societally, however, continued maintenance of the fint IJlnguage as an 

1 Kenji Hakuta., "Bilingualism and Bilingual Education A Research Perspective." 
FOCUS: Occasional Papers in 81/mgual Education (Spring, 1990. No. I), 2-3. 
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exphc1l goal 1s only found ma small proportion of b1hngual programs m the Unued 

States. The first Language 1s generally seen as instrument.al insofar as it is helpful m the 

acquisition of English profic1e.ncy and helps students keep pace with the learning of 

academic content matter while they acquire sufficient skills in English. This is 

discouraging to advocates who would like to A.mencan students graduating !Tom school 

with competence m two or more languages.1 

Bilingual educallon is one of the fastest growing instructional innovations. There 

are presently lens of models and a dozen different languages being used in them h is no 

mystery then that there 1s a lack of agreement on bilingual education's definitJon, 

methodology, and goals All those involved in the field bnng to it their own history, 

perceptions and ideas about what 1s involved in good bilingual e.ducation. Interestingly, a 

common complaint voiced particularly from the generation of older immigrants who 

themselves had gone through the old "sink-<>r·swim" method of lcaming English was. · 1 

did 1t, why can't they?") 

At the nsk ofbemg rcpeouve, I will cmphasw: that, often, it is not educators who 

control what kinds of programs schools will offer to children with limited English skills 

but the politicians. Fundamental to the debate over which programs will receive funds 1s 

whether a program encourages a plural "s.Jad" society or an assimilated, •melting-pot 

society." The official goal of bilingual education in the US for the last several years bas 

been to teach EnsJish to non-English-speaking students and to propel them into 

2 Ibid. 

3 Kenji Ha1cuta. Mrrror of Language: The Debale on 81/ingualtsm (New York: 
Basic Books, Inc., 1986) 8. 
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classrooms conducted solely m English; that 15, to "mainstream- them • But one 

questions the notion that tlus is the best and only goal a b1hngual program can hope to 

acl11eve. Shouldn't programs encourage true bilmgualism'> As we have seen m the firn 

chapter, the politicians have clearly opted for the "melnng pot" Vision of society. and tbc 

educators are compelled 10 adapt their cumcula accordingly 

Before it lS possible IO delve into the different programs and program models, 

there are a number of terms and concepts which must be defined. Tbeseitenns lDClude: 

language-minority students; limited English proficiency or LEP students, conteJCt-rclated 

proficiency, academic language; communicative language, and balanced bilinguals 

They will be addressed and bnelly defined in the next few paragraphs. 

Language-mmonty students, simply, have a language other than English in their 

home backgrounds. The hmits:d-Engli.sh- proficiency student (LEP) does not ha\le a 

sufficient mastery of English to succeed in the Enghsb-only classroom. There 1s much 

deb:ue ou bow one measures and assesses the student's English language proficiency 

level s 

Language proficiency theory declares that there arc a number of separate ab1hhes 

related to reading, writing, and fluency. One of these is context-related proficiency, 

wtucb finds 1\S expression tn the use of one language in one domain and the second 

language m the others. ln contra.st., balanced bilinguals command a full repertoire of 

4 Judith Harian, Btlmgualism irt the United Staces: Conj11e1 and Controversy 
(Franklin Wans, NY: An Impact Book, 1991), 75-79. 

5 Judith Lessow-Hurlcy, A Commonsense G111de to Bilingual Education 
(Alexandria. Virginia: Association for Supervision and Curriculum Development. 1991 ), 
13-14. 
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communicative skills in both languages.(> A broad definition ofbihnguahsm 1s satisfied 

if the speaker of one language can produce complete mearungful uncranccs in the other 

language. Native-Ji.kc control, wtucb is bard to dcfioe, is not a requirement 1 

Bilmgual programs vary from situation to situation, however, the goals of these 

programs are essentially the same. The students, "(a) acquire proficieocy in English. (b) 

acrueve academic success, and (c) develop positive attitudes towards self and scbool. 

The achievement of these goals requires that bilingual teacbm charged with the 

respoos1b1lity of providing this direct instruction receive the training and suppon 

necessal)' to be able to deliver appropriate instrucl'IOn.8 

Judith Lessow-Hurley,9 endorses the nonon put forth by Cummins that school 

related tasks require school-related proficiency. a fonn of context-related proficiency 

which is known as Cognitive Academic Language Profic1eocy (CALP). Educators today 

an: re-examining this "empowering language." Ln short, tasks in school arc often context-

reduced They lack the clues that facilitate understanding in day-to-day situations, such 

as tone of voice. gcstw'C, facial expression., concrete objects, and shared assumptions. 

Thus school-related tasks present difficulties to students whose CALP bas not yet had a 

6 lb1d., 15. 

7 Kenji Hakula, Mirror of Language, 4. 

' Paul D. Leedy, Practiool Research: Planning and Design (New York: 
Macmillan Publishing Company, 1993), 11. 

9 Judith Lessow-Hurley (1991) in her chapter on the limited-English proficient 
student, discusses a sigrufican1 section of J. Cummins' book Schooling and Uinguage 
Mmoruy StuJen1s: A Theorericol Framework (Los Angeles: EDAC, California State 
University. Los Angeles, 1981 ). 
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chance to fully develop. Academic language is distinguished from commumcat1ve 

language, which 1s known in Cummins' terminology as "basic interpersonal 

communicative skllls" or BICS w Conversational proficiency is often sufficient for 

social mtegration. A great and very commonly made mistake is to withdraw English as a 

Second Language (ESL) instructional services pnor to the student's achievement of 

academic proficrency.11 Hence, the distinction between these nvo types of proficiency is 

crucial in assessing student needs 

There are benefits to be gamed from bilingual education at the individual level as 

well. Research indicates that instruction m the child's dommant language actually helps 

srudents learn English better and facilitates academic success. Judith Lessow-Hurley 

synthesizes the findings · 

.. Concepts and sktlll llwl srudrnrs li:arn m untt language transfer to another. "" 

Time spent learning in a language other than English is not time wasted. It gJVes the 

student a chance to learn appropriate slolls and concepts without falling behind their 

English-speaking peers 

"Strong primary-language develupment helps students learn Engltsh "11 The 

students who understand how their native language works can transfer their 

understanding lO their study of English as a second language. 

1° Kenji Hakuta., "Bilingualism and Bilingual E.ducation'', 5. 

11 Donovan R. Walling, "English as a Second Language: 25 Questions and 
Answers. Fastback 34T' (Bloomington, IN: Phi Delta Kappa ). 18, ERlC. ED 356653 

12 Judith Lessow-Hurley, A Commonsense Guide. 21. 

13 Ibid. 



Srudems need five to uven year.~ u1 d(!Ve/op CO[UIU1ve academic language 

proficiency (CA.LJ'J Pnmary-language mstrucl1on then allows for this cnttcal pcnod 

needed to develop CALP without losing important academic ground. 

36 

'·Srudl!nts who are highly proficient m two languages do beuer academ1ca/ly 1han 

monolmf{Ual studenJs. ·· 1' Bilingual students who have access to more than one language 

code appear to have the academic advantage of highly developed metalinguistic and 

problem solvmg skills. 

··supporunp. the primury languaRe bolster.v ,,elf-e.~recm. " u Language is an 

inseparable part of an md1V1dual's personal and cultural idenmy To the extent that the 

school validates a child's language (and by extension. culture), that child will feel valued 

m the classroom In add1t1on, support for community language transmits a welcoming 

and empowenng message to parents and encourages them to become involved in their 

children's education 

One of the most salient feat~ ofa biltngual educauon program 1s the use of the 

fi~t language as the medium of instruction. The first language ( I) supplies the 

background knowledge, wtucb can make English input more comprehensible; (2) 11 

enhances the development of basic literacy, (once you can read you can read!). and (3} tt 

helps "advanced litera.cy" - the ability to use language, oral and written, to solve 

problems. Research evidence suggests that advance<! first language- development has 

' 'Ibid .• 22. 

u lbid 



37 

cogmt:Jve advantages, practical advantages, and promotes a healthy sense or 

biculturalism, ic. 

Primary language 1nstnletion may use any number of formats, depending on the 

theory in use. For example, when creating language education curricula. one must decide 

whether language usage is to be determined by the penoo spoken with, the time and 

place in which the speech occurs, or the subject spoken about, or any combination 

thereof Concurrent translanon, a common language instruction method. involves the use 

of two languages interchangeably dunng instrucnon. Cntics claim that the student 

learns to tune out the language they do not understand, that this method is too strenuous 

for the teacher, and that teachers divide the class time between languages 

disproportionately In response, The New Concurrent Approach (NCA). developed by 

Rodolfo Jacobson, suggests a structured fonn of switching languages for delivery of 

instruction. Other practices born out of theory include the preview-review technique 

(content areas are presented in one language, presented 1·n the other, and reviewed in the 

first} and cooperative learning strategies {the class is divided into tea.ms, whose membe.rs 

work together and rely on one another to learn concepts, solve problems, and complete 

projects).11 

16 Stephen D. Krasben, "'Bibogua.I Education: A Focus on CWTent Research." 
Occasional Papers in Bilingual Education: (Spring, 1991) 2. 

17 Judith Lcssow-Hurley. The Fotmdatwns of Dual Language lnstruc/lon (New 
York and London: Longman, I 990), 66-68. 

... 



Theory is ultimately translated mto pracnce m the fonn of the program model. 

The model comes alive m the classroom. This research will now focus on models and 

then on the teacher training programs meant to produce the teachers that will ultimately 

implement the programs. 

Modero Approaches To Serond Language lnatnlction 

Another major question to arise in the study of second language acquisitio!l was 

JS 

to what extent second languages are acqwred by transfer of the first language knowledge 

through a developmental process that parallels first language acquisition. Some theorists. 

such as believed that you could just learn grammar and vocabulary, and some believed in 

language immersion without further instruction. The issues surro\lllding language 

acqwsmon will be discussed in the body of this section. 

Until World War U, languages v.1ere usually taught as they had been taught for 

centuries. The grammar-translation approach.. with an emphasis on grammatical analysis 

and pencil-and-paper exercises, was the accepted model oflanguage teaching. With the 

advent of the behaviorist model of learning. the military developed what has come to be 

known as the audi<>-lingual approach to second-language instruction which assumes that 

we team language by making it a babiL Thus the oral drill was born and many teachers 



contmue to rely on such drills. However, opportunities for natural conversation was 

likely a key factor in the success of the original approach and 1s abseat today 18 
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ACGOrd.mg to Judith Lessow-Hurley ( 1991), in the 1950. s. tbe famous linguist 

Noam Chomsky suggested that cbildrea learn their first langua.ge not by im.itatioa and 

repetition, as was previously assumed., but rather by sorting out the underlying rules and 

patterns in the language they hear 19 Chomsky modified the agenda for mainstream 

linguistics. He rcvolutionired thinking about language development by theorizing that 

we can explain onginal utterances only by assuming that children have an innate 

language learning device that enables them to deduce the rules of syntax 20 This 

"Language Acqws1t1on Device~ metaphor of learning holds that the child takes imperfect 

and incomplete linguistic data as input and produces highly detailed and abstract 

knowledge of Linguistic rules as output. This fonnal cognitivism is a move away from 

the earlier empiricist view of second language learning which dictated a ttansfer of babits 

from the native language to the second language (contrastive analysis). Language is seen 

as an innate endowment th.at unfolds rather than somethmg constructed through 

experience as is reflected in the increasing contextualizat1on. 11 

J:.mes Asher's Total Physical Response (TPR) is based on the assumption that a 

serond language is internalized through a process of codl>btcaking similar to first 

18 Judith Lessow-Hw-ley, A <:ommonsenre Guide, 35. 

19 Ibid. 

20 Kenji HAkuta., Mirror of Language, 12. 

21 Kenji Hakuta. "Bilingualism and Bilingual Education". 3-4. 
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language development The process allows for a long penod of listening and developing 

comprehension prior to production.22 Hence, this techruque belongs to the geoeral 

approach to foreign language instruction known as the "comprehension approach". The 

idea offocusmg on listening comprehension comes from observing how children acquire 

their mother tongue. Students listen and respond to the spoken target language 

comments of their teachers with physical movement only.23 

Stephen Krashen's ( 1981 ) theory of second-language acquisition 1s perhaps the 

best known among educators today One of his most important contributions to the field 

was his distinction between language learning and language acquisition. One must 

explore the possibility that we have at least two independent means for gaining ability m 

second languages, Acquisition refers to the subconscious process that is identical to the 

process used in firsl language acquisition in all important ways, which might be called 

"picking up" a language. Leaming. however, is the conscious accumulation of 

knowledge, the grammar, and the rules. Acquisition now appears to play a far more 

central role than learning in second language performance Our ability to w;e secom! 

languages comes less from what is taught about the language, and more from the 

intemaliz.auon of its strucrures. Our conscious rules perfonn only one function: they act 

as an editor.24 Acquisition is more important for real comrnwucation. Students acquire 

22 Judith Lessow-Hurley, The FotmdaJions of Dual language Jnsrrucaon, 74. 

23 Diane Larsen.Freeman, Techniques and Principals m Language Teaching (New 
York: Oxford University Press, 1986), 109-1 10. 

24 Stephen D. Krashen. Jnqutrtes and lnJ1ghls: Second language Teaching. 
Immersion and Bilmgual Education. l 1lerocy (California: Alemany Press, 1985), 8. 
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a second language when they arc presented Wlth comprehensible sounds or symbols - or 

language they can understand- in a non threatening environment" 

The application of Kras hen's theory has produced the Natural Approach ( 1983) by 

Krasbcn aod Terrell. Students hsten to the teacher usmg the target language: 

communicatively from the beginning of instruction, and communicarive activities prevail 

throughout the COUJ'SC. The teacher uses pictures and occasional words in the student's 

native language and tries to be as expressive as possible.26 Four stages oflanguage 

acquis1tioo are assumed ln the first stage. preproducnon, students communicate 

primarily with gestures and actions. The early production phase is distinguished by onc

or two-word utterances and short phrase. ln the next step, speech emergence, students 

use longer phrases and complete sentences. The goal is to develop int.ennediate level 

speakers wbo emerge dunng the final stage, intcnned.lat.e production, able to engage in 

conversation and produce connected narratives Tlus approach is an excellent method for 

developing young students' oral proficiency. 27 Methods and teacher behaviors 

appropnatc to each stage are an.cndant to the elaboration of The Natural Approach. 21 

The Natural Method posits an answer to the question at the core of this 

discussi"n· WHow is it that language is acquired?" According to Krashen and Terrell. we 

25 Judith Lessow-Hurlcy, A Commonsense Guide. 36. 

26 Diane Larsen-Freeman. Techniquu mrd Principals, 109-110 

27 Judith Lessow-Hurley, The Fowuiat1ons of Dual lu11g110ge /nstruct•on.. 76 

21 Judith Lcssow-Hurlcy. A Commonsense Guide. 37. 
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acqwre language by obt.ammg comprehensible input Simply stated, one acquires a new 

rule by Wlderstanding messages that contain this oew rule. This is essentially the "input 

hypothesis". This hypothesis helps us to understand that silent period noted before one 

actually stan.s spealting a language. Think of a baby that takes about a year before 

speaking According to the hypotheses, speech is a result. not a cause of, language 

acqu1sit1on. Low motiva11on. high Student anxiety, and low student self-esteem can 

mtcrfcre with language acquisition. Tbcse factors prevent comprehension of input. i 9 

Taken one step fwther, this hypothesis implies that if the input is in a language the 

student cannot understand, language acquisition will be severely hampered. 

Krashen' s lnput Hypothesis allows us to provide principled reasons for 

recommending certain techniques and procedures Furthermore. it allows for needed 

flextbihty m application. Theory provides teachers with the underlying rationale for 

methodology in general. This in tum infonns adaptations to specific situations. sanctions 

the evaluation of new techniques, and recognizes the necessity in the evaluation of 

materials Theory becomes the yardstick by which 1t 1s possible to judge effective 

teaching procedures. With theory, it is possible to begin to measure which aspects of a 

melhod arc and are not helpful )() 

29 Stephen D. Krasbcn. Inquiries and Jnsighls. I 0, 5 L 

JO Ibid., 50, 52. 
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Bilingual Program Models 

As defined above, dual language instruction lS an educational program offered m 

twO languages. A rainbow of bilingual program models take shape depending on the 

goals of a particular program and the population it serves. A simple typology, based on 

philosoph1cal rather than linguistic factors, ties the labeling of models to the previous 

discussion. lt is possible to mak.e an initial distinction between assimilationist and 

pluralistic program models. As the name would imply, the assimilationist programs aim 

at moving ethnic minority children mto the mainstream or dominant culture. In contrast, 

pluralistic programs models are those that support minority languages and cultures-" 

The world of bilingual education bas a language all its own. This section will 

clarify the jargon necessary for the understanding of the present discussion. Authonal 

selection of terms and concepts unabashedly reflects the author's personal bias and vision 

for the future. The bias of this author, or, her approach to dual language instruction., 1s in 

favor oftbe pluraJistic programs which would allow room for both Hebrew and English.. 

and an identification with both the American and Jewisb heritage. The models I will 

rcVlew include immersion and submersion. maintenance, enrichment and transitional. 

With respect to Hebrew/English bilingualism, I do not fcc,I entirely comfortable 

calling Hebrew a second language. Fishman poses the question, "Must one l.anguage 

always be "another" tongue? I offer the typically Jewish response, "Yes and no." There 

arc societies engaged in bilingual cducanon whose members ~osidcr both the languages 

lt Judith Lessow-Hurley, Th8 Follfldation.s of Dual language /nstruct1on, 14-15. 



used to be their own. Such societies are called dlgloss1c. Y1dd1sh and Hebrew are the 

media for much of Orthodox Jewish education. The two languages may be used 

differently, but pupils, teachers, administrators. and parents definitely consider both 

languages their own Nevertheless, even when the later-acquired ("other") tongue is no 

longer considered societally foreign, the speaker's relationship to it is still not the same 

as to the mother tongue . This is necessarily so, for no society needs or has two 

languages for the same functions . Divesting the later-acquired language of "otherness" is 

bilingual education at 1ts best.32 

Fishman further points out that the promotion of minority mother tongues in 

education 1s moovated by the intricate ties between language and the culture with which 

i1 1s associated. Every language indexes, symbolizes, and enacts its affiliate culture 

better than any other language does. Minority populations depend on schools to enable 

their children to retain as much of their culture as possible. Of course, the school alone 

cannot guarantee the continuity of culture. This requires community suppon. ' 3 

Although the school cannot do tlus alone, its role Is crucial in the confirmation of the 

value of student culture through affirmation of the legitimacy of students' mother 

tongues. 

The terms .. immersion"' and "submersion" readily come to milld when speaking 

of bilingual education program models. Submersion programs are appropriately called 

32 Joshua A. Fishman, Bilingual Educalion: An JnternaJional Sociological 
Perspective (Rowley, Massachusetts: Newbury House Publishers, 1977), 110-11 I. 

33 Bernard Spolsky, ed., Language and Education m Multilingual Seuings (San 
Diego, California: College-Hill Press, 1986), 18. 
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"s1nk--0r-swtm~ models. The hm1ted-Engflsh-profic1ency student 1s placed in a 

classroom where the language of instruction is incomprehensible, where they cannot be 

understood, and where there is no support for their primary language.34 There ts no 

support among language education professional for submersion for LEP children today') 

Immersion programs provide special language help. This may take the form of 

instruction that is carefully modified to improve student understanding and daily 

language arts instruction in their primary language. These programs are considc.red truly 

bilingual because the teachers are supposed to be bilingual (in practice. this is not always 

the case) and their goal is to make students bilingual and biliterate,36 Krashen presents 

four different definitions of the term "immersion": submersion.. Canadian-style 

1mmers1on (CSI), sheltered subject manerteaching. and strucrured immersion. 

Submersion was described in the paragraph above. Canadian-style immersion (CSI} he 

defines as that in which middle-class children receive much of their subject-matter 

instrucooo through a second language. Efforts are made to make sure the language they 

hear 1s comprehensible. Children in these programs learn subject maner successfully, and 

acquire a great deal of the second language. Most important, the goal ofCSl is 

bilingualism, not the replacement of one language with another. Sheltered subject maner 

teachtng is subject matter teaching done in a second language but made comprehensible. 

With the sheltered class as a transitfon, the child will acqwre a substantial amount oftbc 

~ Judith Lessow-Hurlcy, A Commonsense Guide, 24. 

JS Stephen D. Krasbcn. "Bilingual Education," 6. 

36 Judith Lessow-Hurley,A Commonsense Guide, 24-25. 



English academic. language needed 37 Finally, there is Structured Immersion (Sl) which 

has four characteristics: 

"1 . Comprehensible subject matter tnStrUCt1on to second language acqu1rers. 
2. Use of the first language when necessary for explanation, but this 1s kept to a 

minimum. 
3. Direct instruction in grammar. 
4. Pre-teaching of vocabulary."38 

Krashen believes that much of the evidence m suppon of immersion methods 1n 

based on faulty research studies. He funher states that an important key to the future 

success of bilingual programs will be the strengthening of reading in the primary 

language by providing a print-rich enwonment. Reading is a major source of language 

and literacy development, as well as knowledge. JJashen holds that although bilingual 

education can be improved, 1s mosl certainly works 39 

An important consideration in evaluation of 11 certain program is whether the goal 

1s to produce subtractive or additive bilinguahsm. The subtractive bi lingua.I is a person 

who has replaced a firsl language with a new one The first language is underdeveloped 

and at worst, totally lost. Research would indicate that this person is at an academic 

disadvantage. An additive bilingual is a person who has learned a second language in 

addition to his native language. This is clearly the preferred situation. Research shows 

17 Stephen D. Krasben, "Bilingual Education." &.7. 

38 Ibid, 8. 

39 Ibid., 11-12 
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that the additive b1lmgual has an academic adv8lltage over subtractive bihngual and 

monolingual "1 

There is some confusion among practitioners about Englisb-.a,s...a-Second 

Language, bcner known as ESL llus 1s a Slructured language acquis1non program 

designed to teach English to students whose native language is not English. ESL is a 

required component of all b1lmguaJ programs m English speaking countries. The details 

of the specific methodology will not be covered here. In a few words, it includes an 

emphasis on oral language development, panem and substitution drills. and a synthesis of 

approaches used in both foreign language teaching and English tcaclling.' 1 The primary 

goal of ESL instruction is to teach students EngHsh. A number of secondary goals of an 

effective program include· 

~ .. maintains and produces academic progress, provides for the student's 
integration into the mainstream of school and society, validates and preserves the 
student's nauve language and culture. "'2 

ln general, bilingual education 1s distinguished from ESL m that students arc taught 

truttally in both English and m their native language. By US\ng the native language for 

academic instruction. teachers help students maintain the momentum of content learning 

while stmuhaneously lea.ming to understand s.nd use English. ESL, on the other band, 

focuses on teaching students English using a ..iariety of i.nstruct.ional straleg;es, such as 

"° Judith Lcssow-Hurley, A Commonsense Guide, 22. 

41 H. Prentice Baptiste. Jr., Mulricu/111ral &lucaJion: A Synopsis (Washington. 
DC: University Press of America, 1979)., 46. 

42 Donovan R. Walhng, ••English as a Sa:ond Language," 10. 



s1mphficanons of "sheltered" English. and use of gesrures and pictures to convey 

academic content in the absence of native-language teaching.0 

Some research suggests that bihngual educanon 1s more effective than ESL in 

helping students contmue to make academic progress wlule learning English. However. 

the option to implement a bilingual program may not be viable iflhe school has only a 

small nwnber of second-language learners, if it must serve students from several 

language backgrounds, or 1t cannot secure the services of native language tea.che~ In 

these circumstances, an ESL program may be more feasible ... 

There 1s some encouragmg research on innovative educational approaches which 

have the exphc1t aim of altering the social context of schooling for language mmonty 

students. Cooperanve learning is an mstructional strategy wluch employs small groups. 

common goals.tpositive interdependence, 8.l!d ind1v1dual accountability There arc a 

number of curricular and programmatic methods, and two-way bihngual education (this 

researchcr·s choice) 1s only one ofthem."s 

The following typology of program models, presented by a number of sources, 

appears to be the most widely accepted. The guiding principle of this framework is that 

the model can be readily described in terms of the population it serves and its 

43 Ibid., I1 . 

"'Ibid., 11-12 

4s Albe M Ambert. ed., BilmguaJ Educal1on and English as a Second 1.Anguage: 
A Re.search Ha71dbook 1988-1990 (New York & London: Garland Publishing loc., 1991 ). 
28. 
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accompanying educational goals.46 The transitional model. the maintenance model. the 

ennchment model and finally, the integrated two-way model arc described in the ensuing 

segment 

The goal of the transitional model is to make students monolingual and 

monohterate in English. When students have gained proficiency in English. they are 

placed in an English-<>nly classroom. Critics point out tba1 this is not additive and 

therefore does not have all the benefits of the programs that develop a child's first 

language as well " US government policy tends to favor transitional programs.-s There 

are a number of addiuonal problems with transinonal bilingual education programs. One 

of these is th.at they are compensatory and do oot involve the monolingual English-

speaking oommuruty. Another problem is that ex.it assessments may fail to consider the 

specialized language skills needed for acader:ruc success; it is-s _.Ml'•il•tiM' -.·111,111·r11nlillliei.i"-.--... --

children to master a second language in a three year period.49 Because of funding 

dcc1S1ons, most programs in the US are transirional.30 

Maintenance programs provide English-language and primary-language 

development for LEP students. The goal is to make the5e students bilingual and 

~Judith Lcsscw-Hurley, A Commonsense Guide, 23. 

471bid 

41 See Chapter 1., ~0ovemment Regulations" (p. 18) for a fuller discussion of 
government policy decisions on bilingual education. 

49 Judith Lcssow-Hurtey, ~Foundations of Dual Language Instruction, 15. 

"° H. Prentice Baptiste, Jr .• Mult1cult1Jrol Education. 46 



bi literate, and 1s subsequently considered add1tsve }t Some believe tlus 1s the most 

realistic means of promonng English proficiency for LEP students because many of the 

benefits noted are attainable. transfer of concepts and skills to the second language, the 

strong base in the first language that would facilitate second language acqws1t1on. and 

the suppon for home language and culnue which builds self~teem and cnh.an<:es 

achievementsi Most European b1hngual programs are maintenance programs s> 

Ennchment programs proV1de dual-language instruCtlon for monolmgual English-

speaking students These programs differ from maintenance programs only in the 

population that they serve ~ 

The two-way bilingual education program is an mtegrated model. It 1s known b • 

man) names such as development.al, dual-language, interlocking or two-wny immers10n 

By whatever name, this program is in essence a combination of the maintenance and 

enrichment programs. The difference between this model and the previous ones 1s that 

the student group includes native speakers of the target Language as well as native 

speakers ofEnghsh. Thus, all students learn subject matter though their native language 

as well as through the sec;ond language, and both language groups have the benefit of 

interaction with peen who arc native speakers of the language they arc learning. the 

id.eaJ goals of two-way immersion, in addition to subject content mastery, are that the 

si Judith Lcssow-Hurlcy, A Commonsense Gi11de, 24. 

52 Judith Lcssow-Hurley, The FoundaJ1ons of Dual language Jnsrruct1on. 16. 

si H. Prentice Baptiste. Jr .• Mulricul/11ral Education. 47 

S4 Judith Lessow-Hurley, A Commonsense Guide. 24. 
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English-speaking students become fuocnonally proficient m the second language and that 

the second language speakers become functionally proficient m their native language. 

th~ programs have been successfully unplemented at both elementary and secondary 

school levels. Two-way language development programs promote· 

"I .) Bilingual educanon as an enrichment program for all students rather than as 
a compensatory education mode fro limited English proficient (LEP) student. 2.) 
Better understanding between two linguistic communities m a given distnct as 
they work toward a common goal, 3.) Access to equal educauon by all students. 
and 4.) Educational excellence."ss 

Recently. there has been a renewed interest in lhe .. bilingual" immersion 

program. In the beginning ofa two-way bilingual education program, all instruction is 

delivered in a non-English language Classes are mixed and include monolingual English 

speakers and speakers of the language of instruction. Each group receives instruction in 

English separately As students advance through the grades, the amount of English 

language arts and ESL instruction increases. Al about the third grade, two things occur 

( I ) ESL and English approximate ea.ch other: and {2) the program 1s expanded lo 

mclude thP. delivery of some subjects m English. The instructional goal is to create a 

classroom where half the instructlon ts delivered in English and half m anot:het" language 

bv the fowui or fif\.h grade. Sb 

Except for the ce>ntent oftbeir early English language development courses. all 

students in the ~way bilinguaJ model receive the same instructional program. LEP 

5S Helena Curtajn and Carol Ano Bjornstad Pesola. Languages and CJ11/dren 
Makmg the Match; Foreign language lnstruct1onfor an Early Stan Grades K~ (White 
Plains, NY: Longman Publishing Group, 1994). 33. 

~Judith Lessow-Hurlcy, .A Commonsense Guide, 26 

.... 



students expenence a maintenance program while the monolingual English-speaking 

stUdents experience an enrichment program. Otherwise all students stand to gain from 

the additional benefits of integrated classrooms. cross-cultural sharing. language 

development models geared for all participants, bilingualism and bilitcracy for all 

students. The esteem building for minority students who perceive their language and 

culture as valued by the majority culture is invaluable. H At the same time, the maJority 

culture learns to value and respect other peoples, their cultures and then languages. 

The biljnguallbicultural program ts one which urihi.es the student's nanvc 

language and cultural factors. The pnmary emphasis rests within the cognitive and 

a!Tccnve. rather than the linguistic domains. ln other words, the mam purpose of 

bihngual educauon as not Lo teach language, but rather to enable the studcolS to learn 

conLCDt and skills in the language that they understand, wtule at the same time learning 

English.Si 

Mulllcultural/Multilingual programs operate under the same principles as a 

bilingual/b1cultural program. 1be main d.i!Tcrcnce 1s that. as the name suggests, more 

than one language and culture, in addition to English language and culture, is treated. ln 

the end a student taught under this model can function in more than two languages and 

cultures " 

S7 Ibid 

S8 H. Prentice Baptiste, Jr., Multicultural Ed11ca11on. 48. 

}9 1bid, 47. 
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The two concepts wtuch remam to be clarified are language spread and language 

shifl. Language spread occurs when. over a period of time, the proponion of a 

communicanon network that adopts a given language increases. But there are cases 

wbere language spreads not as an additional language but as a new mother tongue. This 

latter case is known as language shift. The mechanism oflangu.age shift is bilingualism. 

often but not necessarily with exogamy, when parent(s) speak(s) the original language 

wtth the grandparents and the new language with the children. Maintained group 

bilingualism is unusual. The nonn is for the subordinate group to shift to the language <;>f 

the dominant group. This shift takes place if there are opportunities and incentives for 

the group to learn, such as economic advantage and social prestige. It is l1Tlportant to 

note that th.ls shift does not equal cultural assimilation and the giving up of values and 

beliefs 60 

Language shift docs not take place in some cases for three major reasons: (a) 

"Self-imposed boundary maintenance" - frequently for reasons of religion, e.g. the 

orthodox Jewish Cbasidim; (b) ''Externally imposed boundaries, usually in the form of 

denied access to goods and services, especially jobs."; (c) "a diglossi~like situation 

where the two languages exist in a situation of functional distribution when: each 

language has its specified purpose and doma!n and the one language is inappropriate in 

the other situation. .. "6 I 

60 1bid., 121 -1 24. 

61 [bid., 123-124. 
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Now lhat a common language has been estabhsbed., 11 1s possible to explore the 

paniculars of bilingual education_ 

, 

Oistinguisbing Cri~ria 

This section of the literature review will now focus on critena set forth that 

dJstmguish bilingual education from other educational practices. I have revtewed these 

critena with an eye for what research has rcponed to woric with some measure of 

success. This ta.sic is complicated by the fact that there is still much research to be done 

and man) of the rcponed results are conflicting ln the followin~ I will first detail the 

findingS, and in subsequent sections I will highhght the most relevant cntetia for 

developtng effective bilingual and Hebrew t.cacbing programs. 

Recent research shows that when biltngual programs are 5et up correctly, they 

woric very well. Krashen and Biber in a 1988 survey of successful programs in California 

defined the "well-designedM program as one that had the following characteristics 

"( I) Comprehensible input in English. in the fonn of high quality ESL classes, 
and sheltered subject matter teaching (oomprehcnsible subject matter teaching in 
the second language; ... ) 
(2) Subj~t matt~ teaching in the first Language, without translu;on. This 
provides background lcnowledgc that will make English input more 
c.omprebcnsible. 
(3) Litera,2' development in the first language, which will transfer to the second 
language. 

62 Stephen 0 . Krasbcn, "'Bilingual Education," 5 
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The Califonua Stat.e Depanment ofEducauon ( 1990) bas summanu:d the 
research on effective bilingual programs and hsts the following as cssenttal program 
characleristtcs: 

" - Content-based instruction, comparable to mat.enal covered 10 Engbsh-<>nly 
classrooms 

- Pnmary-language instruction for subject matter 
- Multicultural instruction that rccogruz.es and incorporates students' borne 

cultures 
- Clear goals 
- Dedicated administrative and LCaelung staffwnh a commianent to btbngual 

educanon 
- High expectations for all students 
- Frequent monitoring of students' performance 
- Flexibility in instructional approach. which proV1des srudents with alternative 

routes to learning 
- Parent and commuruty involvement 
- Open communication among alt sectors of the school communi ty "6

' 

A s1m1lar list was generated in 1974 by a conference of experts convened by the Center 

for Applied Linguisucs (CAL) concerning the qualifications for bilingual teachers Many 

people operate under the faulty assumption that a teacher that speaks two languages is a 

bthngual teacher This faulty assumption 1s like suggestmg that all English speakers or 

even all English tcacben have the ability to teach English. 64 The cmeria they listed 

include· 

"1. A thorough knowl~'C of the philosophy and theory concerning bilingual 
b1cultural education and its application. 
2. A genuine and sincere interest in the education of children regardless of their 
linguistic and cuJtural background, and personal qualities which contribute to 
success Ma classroom teacher. 
3. A thorough knowledge of and proficiency in the child's home language and the 
ability to teach content through it, an undet'slanding of the nature of the language 
the child brings .. and the ability to utilize it as a positive tool...in teaching 
4. Cult\nl awareness and sensitivity and a through knowledge of the cultures 
reflected in the two languages involved. 

61 Judith Lessow-Hurley. A Commoruense Guide. 27-28 

M ibid., 42. 



S. The proper professional and academic preparation obtained from a well 
designed teacher preparation program in bilingual-bicultural education (CAL 
1974 p 2) Teacher competencies that support these qualities must mclude 
awareness. skills, and knowledge related to language, culture, pedagogy. and 
commuruty relauons ..6S 

The common denommator in successful bilingual programs is "active teaching", a 

term comed by William Tikunoff.66 Effective, active teaching bebavion; arc the key to 

the process through which a student becomes functionally proficient The effective 

bilingual teacher: 1) communicates clearly when giving directions, accurately describes 

tasks and specifies how students will know when the tasks are completed corTCCtly. 

presents new information correctly by using appropriate strategies like explaining, 

outlining, and demonstrating; 2) obtains and maintains students' engagement m 

mstructional tasks by nwntainmg task focus, by pacing instruction appropnately, by 

promoung student involvement, and by communicating their e>epeetations for the 

student's success in completing instructional tasks; 3 ) monitors student's progress and 

provides immediate feedback whenever required with respect to whether students arc 

achieving success in tasks or, if not. how they can achieve success; 4) uses the native 

language and English for instruction. allcmallng between the two languages whenever 

necessary to ensure comprehension and thus lead to student learning. 5) integrates 

Enghsh language acquisition with academic slciUs development, thus enabling limited· 

English-proficient students to acquire English terms fot concepts and lesson content even 

6$ Ibid., 43. 

66 John C. Boe.rd, Ed., "What Connecticut Teachers Need for Effective Schooling: 
Professional issues in Public E.ducation." (Hartford. CT: Connecticut E.ducation 
Association), I t, ERIC, ED 352349. 



when the native language 1s used for a pornon of the instrucnon; 6) responds and uses 

information from the students' home cultures, uses cultural referents during instruction; 

organizes instruction to build upon participant structures from the students' home 

cultures; and observes the vaJues and norms of the home cultures even as the nonns of 

the "new~ cul~ are being taught, and; 7) organizes and delivers instruction that is 

congruent with instructional intent with the resultant consequences for students, and 

commWJicates high expectations for limited-English-proficient students in terms of 

learning, as well as a sense of efficacy in terms of their own ability to teach all 

students.67 All of these components should be included in a good teacher trairung 

program. 

51 

Clearly without effective teachers the goal of creating an effective school will not 

be reached. Murray (1993) writes a reflective analysis of those qualities which makes 

some teachers outstanding. Firstly, the effective teacher possesses vision. These 

individuals are looking toward the future, are -aware of the challenges that lie ahead, and 

already have created solutions. The work force, for example. will demand the ability to 

work in cooperative groups, to take risks, to deal comfortably with advanced technology 

This vision is constantly growing and being revised. Secondly, effective teachers are a 

professionals. They are knowledgeable both about content and bow children learn, and 

they keep current and adapt new strategies to the classroom. Leaming is involving, 

active and based in real life. Another hallmark of effective teachers is creativity. They 

are never satisfied to remain static in their teaching and are always trying new methods. 

67 lbid, 11-12. 
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Fourthly, effective teachers are enchanted by their students. They delight m unlocking 

the many mysterious. wondrous, and unexpected thoughts and ideas that lurk in the 

recesses of their students' minds. Lastly, effective teachers are independenl thinkers who 

must concomitantly possess great courage. They must have the courage to bold on to 

their philosophy and beliefs in the face of adversity. Content knowledge and caring 

about children, though important, will not be enough to foster great teachers.68 

It is difficult to determine which of all these characteristics of an effective teacher 

are most important. Perhaps what needs to be present first is a desire, a passion, a thirst 

to learn and grow, for the whole teach.mg process. So motivated. , this teacher quite 

.. naturally expresses and develops the characteristics described above. To move forward 

with purpose, one needs vision. To teach in the best way one possibly can. the effective 

teacher is attracted to information about possible approaches to material and classroom 

methodologies. Never satisfied, the effective teacher is always evaluating and 

improving, creating and recreating. And if one bas an enthusiasm for teaching, it is VCT) 

likely that excitement about and interest in students accompanies it. Of course, this 

places a heavy responsibility on the mentors, educators, supervisors towards these 

de\'oted and assiduous teachers to satisfy their ravenous appetites for lcnowledge. 

Given the demands of the wort force oftbc twenty-first century, it is crucial that 

bilingual teachers be properly trained in order to implement programs that will contribute 

to the evolution of the Jewi.sb people as a truJy acculturated and integrated nation in 

which bilingualism, as a component of Jewish literacy, is valued as pat of our heritage. 

61 Ibid., 33-34 
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Teacher Training 

Before delving into the current research on teacher education, it ts important to 

keep in mind that the classroom does not exist tn a vacuum. Many factors involved in 

Language development fall under tbe realm of the bome. This is not to say that the school 

should not try to reach out to these families. The reality of the situation is that the 

teacher receives a student with a hist.Ory that is outside the direct control of the school. 

Some relevant factors include: the nature of the child's preschool linguistic enwonment. 

personality traits of perents and their attitudes; the attitude of parents toward their own 

speech community and toward the second language group.69 The importance of home 

and family to growth In language fluency is readily recognized by educators. 

Teachers new to bilingual programs often feel unsure of bow to conduct a 

bthngual classroom even when th.ey have bad many years of successful teaching 

experience. Confidence must be re-established. Some proce.dures are based on 

traditional axioms in education and have merely been adapted to bilingual education, and 

others are innovations. The following points should be considered fimdamental to any 

bilingual program: 

[1) "accept a child where be is and build upon bis previously acquired capabilities .... 
[2) while there will still aspects of the child's native language that be needs to learn, 

you arc not just tcacbing him more about his language. You are using his 
dominant language to teach him other things. 

69 Muricl Stvillc and Rudolph Troike. A Hundbook of Bilingual Education 
(Washington. DC: T cacbers of English to Spellers of Other Languages, 1971 ). 18. 



131 a second language is not ·caught' by mere exposure. Effective and efficient 
second-language teaching requires a sequential and systematic 
presentation of structural elements with students of all ages. 

[4] direct instruction in two languages should be at different penods of the day to 
discourage translation-type learning. 

[5) provision should always be made for different rates of learning and different 
levels of experience, interest, and attention span. 

[6) cb.ildren need many chances to practice understanding and speaking in different 
typeS ofmearungful situations. Even language drills should have 
meaning. 

(7) learrung a new language involves learning a new skit~ acquiring a new set of 

60 

habits. Incorrect responses should be minimized and corrected by having 
the student repeat after the teacher-model. Children enjoy the disciplined 
kind of activity involved in language drills, wluch are essential for the 
reinforcement of new linguistic habits [and] 

(8] a child's success in learning a new language will be largely dependent on his need 
to le.now it. His motivation is a crucial component and should not be 
neglected."70 

The above guidelmes are often used to help teachers adjust to the bilingual classroom. 

Vanous methods of teaching language have been suggested and aied at all levels 

of instruction and with various degrees of success. The teacher training program will 

need to not only expose the teacher to the theory behind these methods but also provide 

opportunities to observe and practice the various models. Saville and Troike ( 1971) 

suggest methods in a guide to try to establish a pattern of success for the children in 

language learru~g One major guiding principle is that children should be asked to 

produce only what they first understand, and oppo:tunlties for mistakes should be 

minimir.cd. They believe that the elements of language arc best taught in the following 

7() Ibid, 49-50. 



produce only whal they first understand, and opponurunes for mistakes should be 

minimized. They believe that the elements oflangu.age are best taught in the following 

order: hsterung. speaking, reading, and finally, writing. ln a fully bilingual program, all 

children will be taught in two languages.71 

Methods of instruction will vary a.ccording to population and needs. A good 

program will delineate general guidelines as weU as proVlde the teacbers with the tools 

61 

necessary to detennine what will work in their specific situations. Saville and Troike do 

make some general suggestions. For example. at the very outset of any bilingual 

program, in fact from the very first day, children sbould be taught certain basic classroof11 

instructions in the second language. 72 These can be- used by the teacher thereafter for 

effective classroom control ln addition. children can be taught certain fixed phrases, 

such as greeting fonns, appropriate question fonns for asking pennission to do certain 

things, etc. These functional elements can and should be taught independently from the 

regular sequence of language structures, since they will be largely fixed and invariable. 73 

Additional practical teaching suggestions include: 

"I The optimum group size for direct language instruction is S- l O; probably no 
more than 12 students should ever be placed in a single group for most language 
acuvittes. Above this point the teaeher cannot maintain close enough coot.act with 
students, and most important., there will not be sufficient time for individual 
practice .... 
2. If possible, students should be arranged in a semicircle for language 
insauction. so that their attention will be focused on the teacher, and so the 

71 Ibid., 52-53. 

72 For example. sfal kitah includes: Please close the door, please sit down. Who 
is in the class today?, May lgo to the bathroom?, How a.re you'?. 

13 Muriel Saville and Rudolph Troike, A Handbook of Bilingual Educa11on. 53. 
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teacher will be able to maintain better contact and class control. In addition, this 
amngemeot facilitates student interaction in communicative activities .... 
3 . Students should not be called on in a particular order, but the teacher should 
skip around the group to bold their attention. For the same reason, a child should 
not be called on until after the directions are given or the question asked .... 
4. The pace of language drills is importanL lt should be brisk to keep students' 
interest and attention, otherwise, boredom quickly sets in if the pace is too 
slow. 
5_ Real objects should be used whenever possible to il lustrate meaning. Pictures 
are also helpful , but use a variety to help define the range of experience covered 
by the worL .. Picturcs or objects should be large enough for all the children to sec 
easily 

7. Language teaching is not something which goes on just during the scheduled 
language period. A wide variety of activities during the day should be used to 
reinforce patterns which have been introduced in the language period. 

10. Much of the motivation for learning language comes when that language is 
needed to communicate. The teacher can foster this need by heterogeneous 
assignments of students to classes, and by seating arrangements and grouping 
within the classroom which create the opportuni~ and need for students of varied 
language backgrounds to talk to on~ another ... ."7 

AJI of these guidelines should be taken into consideration when planning for tbe ctfectivt 

bilingual classroom. 

Language Teacher Education 

Today, language tcaehcr education often focuses on ancillary areas such as 

applied linguistics, methodology, or language acquisition while overlooking the core-

teaching itself Lt should link what is known in the field with what is done in the 

classroom, and do so tluougb the indjv\duals whom we educate as teachers. An 

7
' Ibid., 53-SS. 
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amculated theoretical baSIS for language teaclung and for how individuals learn to teach 

language remains lacking. since there is no common terminology to describe language 

teactung itself and no model of bow language teaching 1s taught and learned. H As such, 

the education of our Language teachers is hampered by a lack of theoretical clanty and 

guidance, which is needed in order shlq>c teacher training courses and actual classroom 

practice. 

Donald Freeman made three observations about the current state of language 

teaeher education that pose a challenge to teachers of other languages Firstly, an 

understanding of how language 1s learned remains elusive and hypothetical at best 

Secondly, there 1s only a hazy grasp of the actual language-teaching performance that 

results m successful language learning. And thirdly, it 1s difficult lO define cntcria for 

the language-teaching competence on which actual teaching perf onnance should be 

based.76 

Thus Freeman ( 1989) presents a view of what language teaching is and a view of 

how to educate individuals m such teaching. He perceives language t.eaclung as a 

decision-making process based on four constituents: knowledge, skills, attitude, and 

awarencsr,. KL;:>wled~ includes what is being taught. to whom it is being taught. and 

when it is being taught. Skills define what the t.e6cbet must be able to do such as ~ 

"Donald freeman. "Teacher Training Development and Decision Making: A 
Model ofTeacbingand Relaled Strategies fOTl.anguage Teacher Education." TESOL 
Quarterly (March. 1989: Vol. 23, No. I) 27-30. 

16 1bid, 28. 



matenal and give clear mstruct1ons Together these are often referred to as the 

knowledge base of teaching. Attitude is defined as the stance one adopts toward oneself, 

the acllvi ty of teaching, and the learners one engages m the leaming/tcactnng process. 

Awareness functJons as the underlying crucial factor wit.bm the model. It is the capacity 

to recognize and moni\or the attention one is giving or bas given to something. One acts 

on or responds to the aspects of a situation of which one is aware. The final element m 

this model must be one that captures the dynamism of the process, and that clement is 

decision maktng The goal oflanguage teacher educanon. then. is to augment the 

teacher's decision-making capability through the constituents of knowledge, skills, 

anitudc, and awareness 71 

The methods by which language teachers arc educated and the strategics used to 

train them are called .. educational training and development~ Language teacher 

educauon, according to Freeman, 1s an interactive process involving two individuals: the 

teacher and another person, the collaborator - the teacher educator trainer, supervisor. 

mentor, or peer. The pwposc of language teacher educanon is to generate some change 

in the teacher by collaboration This might manifest itself as a change m awareness. 

Training ts a strategy f'or direct intervention by the collaborator, to work on specific 

aspectS of the tcacber's teaching. The intervention is focused on SJ>"Cific outcomes that 

can be achieved through a clear sequence of steps. commonly within a specified period 

of time. Developmetrt is a strategy of influence aod indirect intervention that works on 

complex. integrated aspects of teaching. The purpose of development is for the teacher 

77 £bid., 31-37. 
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to generate change through increasing or shifting of awareness. Leaming to recognize 

ooe's own impatience, for example, depends on developing an mt.ernal morutoring 

system. The role of the collaborator is to tngger the teacher's awareness. By asking 

questions, by making observations, and by sharing personal experiences. the collaborator 

endeavors to launch the teacher on a process of reflection, critique, and refinement of the 

teacher's classroom pracoce 78 The need to understand the relationship between what we 

define as language teaching and how it ts taught and learned is pressing on both the 

theorencal and practical levels. The link. between theory and pracnce is crucl.8.l to the 

success oflanguage teaching, whether as ESL or as a component of the bilingual 

educaLion frameworlL Language teacher education is a significant pan of the effort to 

forge th.is lmk 

Universities have a role to play in the pn:prulltion of personnel who, in some 

capacity, will be or are meeting the educational and linguistic needs of limited English 

proficient srud.ents. Partnerships may be developed between school districts and 

universities through action research. Action research is a cooperative and concurrent 

process which facilitates reflection and action in schooling, and which is conducted by 

researchers (university professors, specialiSLS, experts) and practitioners ( teachers, 

principals, staff developers). Practitioners become co-researchers, to conduct research. 

~ For a fuller discussion of the education of language tc:ac~. see: Donald 
Freeman, "Teacher Training Development and Decision Making," 31-40. 



and to implement research results m their chstrict, school orclassroom.79 Among the 

lIIStltutions of the Refonn movement mvolved in teacher educauon are Hebrew Union 

College-Jewish Insutute of Religion in New York and Los Angeles, the Department of 

Education of the Union of American Hebrew Congregations, the Boards of Education 

across the country, and various teacher training task forces. The establishment of these 

programs and bodies 1s a crucial step towards the professionaliz.atioo and 

institutionalii.ation of btgh st.andaJd teacher training education. 

lnstituuonalization is defined as a social, educational, political, and economJc 

process oflegitimacy that systematically integrates the program of bilingual education 

teacher training with the academic system of a university. The end result is that the 

program becomes a regular part of the university's academic offerings.80 Indicators of 

1nstitu1ionalization incl11de : 

"Active support of administrators, positive attitudes of non-bilingual education 
faculty. faculry support through institutional funds, faculty tenure status, program 
continuation without federal Title VU funds. involvement of several professionals 
in program operations, compatibility with institutional priorities, sufficient high 
enrollment levels to sustain the program. "81 

Clearly there is much work to be done to improve the institutionalization ofteacber 

education across the board. It is not unusual a department of education to be belittled by 

the rest of the college staff and student body, and to be receiving very little funding. 

Often there are not enough professors in the education department and it is 1iecessary to 

79 Alba M Ambert, ed. , Bilingtlal Education and English as o Second Language, 
260. 

80 (bid. 

81 Ibid .. 262-263. 
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bring in outsiders while the department ' s own faculty struggles to receive tenure status 

The school of education somctunes is an island unto itself with standards and goals at 

odds with the wider goals of the school. The studen1 in such a program is certainly at a 

disadvantage and not recetving the best training possible. Refonn Judaism m Amcnca is 

making progress in the area oflcacher education programs. Hopefully these effon.s will 

continue and teacher education programs will achieve a level of excellence Teacher 

education is a keystone to the future of Juda.ism 

Applications To Teacher Traimng In Jewish Education 

We have much to team ftom a nch and grGwtng body of research in secular 

education Yet our particular Jewish circumstances are even more challenging. Many of 

our teachers arc only a day ahead of their students; they are not licensed, and neither have 

they been trained aca.demically.12 There arc many myths about what makes a good 

teacher. For instance. it is often said that "good teachers are bom. not made," or, " if you 

know your subject will, you will be able to teach it. " Some other popular assumptions 

are that "anybody who 1s warm and caring can teach," and "most of wba1 you need to 

know about teaching can be learned on tbejob"13 The validity of these assumptions is 

12 Sbaroo Fcim.an-Ncmscr, "What We Know About ... Lcaming to Teach.." ln 
What We Know AbouJ Jewish EducaJion: A Handbook of Today's Research for 
Tomorrow's Jewish EdUC011on (Los Angeles, California: Torah Aura Production, 1992), 
57. 
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debatable, and as such is 11 is abundantly clear that research bas much to contribute the 

field of Jewish education. 

Sharon Feiman-Nernscr spells out some of the impltcanons for Jewish educatlon 

that seem to fl ow from the body of current research of the secular field. 

"l. Jewish teachers need opportunities 10 uamme cr11tcally their talc.cn-fnr
granted beltefs about teaching. ·~ 

These opportunities arc necessary to challenge teachers not to blindly teach the way they 

were taught. In order for change to occur in the character of Jewish teaching and 

learning in schools. we have to uncover the images of teaching and learning that Jewish 

teachers hold 

"1. Jewish teachers need opport11m11es 10 develop conceptual under.Ttandmg of 
J11da1ca content while exper1encmg uemplary teaching. " BS 

Opponuruties must be created in which teachers encounter serious Judaic content in 

authennc ways, analyze the eicperience of being a learner in that context, and then 

consider the problems of connecting that content to student of different ages in 

meaningful ways. 

"3. Jewish teachers need regular oppornmi11es to study teaching, their own and 
others. ·.116 

84 Ibid., SS. 

ulbid. 

86 1bid 



Good teachers need models, be they live or on videotape, and they need feedback on 

their own teaching. Possib1Iittes include the effective use of technology, on-site 

mentonng, and teacher study groups. 

"4. Research on Jewish teacher' knowledge. skills and beliefs should inform lhe 
pracr1ce of Jewish reacher education. ·-3

7 

To find out where we are and plan programs to supports and extend teacher's' learning 

and improve their teaching 
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There is a plethora of books and articles on the subject of classroom management, 

climate, and teaching techniques. The Jewish supplementary teacher, however, is in a 

unique situation. The afternoon/Sunday school is often seen as a baby-sitting service. a 

path toward "getting" a bar/bat Mitzvah, a way to please the grandparents, a substitute for 

the poor Jewish education students have received, peer-pressure necessity, or an 

insurance policy against gentile grandchildren, among other non-academic perceptions. 

What ts usually clear to the child, by way of the parents' attitude, is that Hebrew school ts 

secondary. Secular school homework. hockey lessons. and activities such as sleeping. 

over at a friend's house all talce priority!88 

Silvcnnan has compiled eighteen (char) 1eehoiques for the Jewish supplementary 

school teacher. The purpose of the above is to ensure efficient use of time,~ well as to 

evoke maximum interest on the part of the child. The eighteen (chai) techniques follow: 

1) Circulate among students creating a n<>-nonsense atmosphere and a feeling of warmth. 

S7 (bid.. 55-56. 

88 Jeny S. Silverman, "Methodology in 'Chai' for Bener Teachers," (CA.!£ 
Jewish Edueation News 10:2), 16. 
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2) Arrive eatly, stay late and take advantage of every community- buildtng moment: 3) 

Use interesnog, appropriate material ; 4) Be prepared; 5) Know the students; 6) Give clear 

goals and inStrl.Jctlon; 7) Allow time to absorb the material; 8) Avoid arguments; 9)Do 

not hesitate to apologize; 10) Administer justice, and when possible, try to involve the 

students in the rule-making; 11) Be organized; 12) Use the community as your classroom 

to show that the Jewish community extends beyond the walls of the synagogue or 

Hebrew school, 13"'Use appropriate, timely, and genuine praise; 14) Use proper 

questioning techniques and once-the question is out, wait; 15) Be a professional, 16) 

Know the material ; 17) Use the blackboard effectively; 18) Be Jewish. do not deny our 

identity Interestingly, the use of the child's Hebrew name is pointed out as most 

necessary for the Jewish school teacher to foster Jewish identity.89 Clearly, this is not a 

comprehensive list, though it is important to notice wtuch techniques made the top 

eighteen. 

As the above research indicates. teacher training is crucial to the successful 

impleme"nt.ation and maintenance of a top quality language program. 

Tbc Markdpllce Of Jenb Education 

When we talk about Jewish education, we are discussing a proliferation of 

settings. The usual configuration of Jewish education includes schools of all levels, such 

89 [bid., 16-19. 
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as Talmudic academies, institutions for training rabbis and other religious and communal 

functionaries, Jewish studies programs m universities, centers for continuing educauon, 

summer camps, youth groups, so1oums m Israel and other frameworks. 

All Jewish semngs share an intennon to inculcate m their students the destre and 

ability to conduct their lives in keeprng with the teachings of the Jewish tradition. The 

trad1bon 1s differently understood and interpreted by the various players. The vaneues of 

Jewish educational settmgs place different demands on children and their parents and 

funcoon as 1mponant indices of acculturation and assimilation The school is still 

regarded as the qu1messcnt1al agency of Jewish educabon.90 We will now rum to the 

UAHC summer camps, th~ day school and the afternoon school 

Union of American Hebrew Congregations Summer Camps 

Many heheve that Hebrew language and culture are impaned most effectively 

when they form a 1otal environment., and that th.is is best accomplished during the 

summer montfu. away from school and family. ln Hebrew summer camps (the Ma.ssa.d 

camps of the 1940s and 1950s were paragons ofthls movement), Hebrew was presented 

not as an academic task but. in imitation of the society being built in Israel, as a living 

medium in all aspects of hf c, from the baseball diamond to the waterfront to the dramatic 

stage. lndced, the summer camps gave pride of pl.ac.e to the coooection between Hebrew 

90 Walter L Ackerman. "What We Know About Sc~ools," In Stua11 Kelman. ed., 
Whal We Know Ab<>ut Jewish Educa11on, 21-22. 



and the ans (music, dance. and drama) which could not be easily nurtured over the 

year 91 

For Jewtsh young people, Jewish swnmer camps mean experiencing the Jewish 

culture and IJ"ad1t1on, explonng the context and con1ent of the Jewish religion, and, most 

s1gmficantly, living in a wholly Jewish eovtronmenL at lea.st while they are there. Jewish 

summer camps take the Jewish way of life and make 1t both accessible and enjoyable. 

providing panicipants with Jewishness feeling which they arc then able to bring home 

with them Jewish camps clearly have an impact on the hves of former participants - on 

their personal and career choices. on their attitudes and opinions about society and their 

role within 1t, and on who they are and how they choose to live their lives. And, there 1s 

the added dimension of the extent to wluch Judaism and tt JeW1sh living" play a role in 

their daily hves The ioiluence of the Jewish camps on the lives of all those who have 

participated is great, and all of our youth need to be given the opportunity to share in 

these experiences. 92 

There are nine Union of Amencan Hebrew Congregations (UAHC) Camps for 

L1vmg Judaism located throughout the United Sates The UAHC is a religious and 

cultural orgaruuuun dedica.t.ed to furthering the prin.;iples of Reform Juda.ism. The 

overall goal of the UAHC camping system is the devc:lopmcnt of a knowledgeable and 

91 Alan Mintz. Hebrew m America (Detroit, Michigan: Wayne State University 
Press. 1993), 18. 

91 The Greene Family Camp Staff Manual. (Bruceville, Texas: UAHC Greene 
Family Camp, 1994). 2. 



Jewishly literate community for the future. Each year, thousands of Refonn Jewish 

youngsters experience Jewish living in summer and winter camp programs. All of the 

UAHC Camps are engaged in creative education· striVlDg to incorporate learrung. 

recreation, and fun ma balanced program of total Jewish living. Tb.rough the years, the 

Camps have proven themselves to be effective complements to congregational life, the 

religious school, youth activities, and teacher education.93 

The UAHC looks on its camps as extensions, in a unique setting, of the Jewish 

home and the synagogue.. In essence. the Camps serve as model Jewish communities, 

with a set of values detennined by the UAHC and implemented by the Camp peoonnel 

engaged to administer the program. Interestingly, Hebrew is not specifically mentioned 

in the aims and objectives ofUAHC camps.9' My telephone survey of the directors 

and/or Hebrew staff of UAHC camps revealed the following information: 

• The UAHC Coleman Camp Institute in Cleveland. Georgia serves the Southeast 

Council. Hebrew usage is confined to the singing of blessings at meal time and 

Friday night services. There is a Rabbi on staff to help with Bar/Bat Mitzvah 

preparation should a family request such training during the summer months.9s 

• The UAHC J!)SCJ>b. Eisner Camp institute m Great Barrington, Massachusetts, serves 

the New Yort Fedenstion and the North E.ast Cooncil. Hebrew is taught "behind the 

scenes". This means that eenai.n activities and buildings are simply referred to by 

93 lbid., 3. 

94 Ibid., 4. 

95 Conversation with Bobby Harris t .23.95. 



their Hebrew terms without much fanfare. Hebrew elecnves are offered, however. 

and, accordmg to the director, very few children participate.96 

• The UAHC Harlam Camp Institute in Kunkletown. Peimsylvania serves the 

Pennsylvania Council. They seem to operate under a similar "behind the scenes• 

philosophy There is no formal Hebrew program Buildings do have their Hebrew 

names on lbcm and Hebrew is interjected throughout the day.97 
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• The UAHC Greene Family Camp of Bruceville, Tex.as serves the west.em half of the 

Southwest Council Theirs 1s a more comprehensive approach to their Hebrew 

program. The layout of the Greene Family Camp Staff Manual clearly illustrates the 

imponance of the Hebrew program. Firstly, a map of the camp on the back comer 

shows the Hebrew Center situated a1 the center of the camp. On the inside cover 1s a 

Glossary of Hebrew Words, that a~ in transliteration and English. of66 words 

including. aruchat bolcer, be1r /vrtt, bracha, chamch, gemtlut clw.s1d1m, Hcrwia/lah. 

TUT'le 1s set aside on a regular basis for the study of Hebrew. Tbc Hebrew program 

aims to help chomcl11m develop an active Hebrew vocabulary. The program is under 

the direction of the Hebrew specialist and the Education Director, wtth qualified staff 

seMng as the teachers. The use of Hebrew throughout the camp day helps to 

reinforce wbal is taught Teffilah is beld two evenings a week. as well as Friday 

night. Saturday morning. and Havdaflah.98 

96 Convcrsation with David Friedman 2.3.95. 

VI Conversation with Ron Nosanchuk 2.3.95. 

911 Conversatio11 with Jonathan Cohen l .23.95 and brochure. 



15 

• The UAHC Myron S Goldman Camp of ZionsVllle, Indiana serves the Midwest 

Council A telephone conversauon with Rabbi Ronald Klotz, the Director, n:vcalcd 

the followmg: The camp SCTVes approximately 250 campers, in the fourth through 

tenth grades. Hebrew is used nonnally and naturally in the language of the camp. 

There are services every night including time to teach the prayers. Hebrew songs a.re 

sung at every meal, and buildings and programs are called by their Hebrew names. 

Hebrew was stopped m the upper units, post Bar/Bat Mitzvah basicalJy because 

monvation was low and it was detennmed that the time would be bener used to 

create a totally different program. Philosoph1cally, the camp wanted to continue with 

Hebrew but for the total success of the program it was not a pracncal choice. The 

younger children are simply more excited, more open, and more willing to make the 

language come alive The Hebrew program baS stayed alive mainly at the insistence 

of the Director. The three basic principles of the camp's underlying philosophy are: 

(I ) Regardless of how much we teach, Hebrew learning must be a positive 

experience, fun. and useful. It must tie into other things at camp and touch their 

lrves. This puts demands on the staff to be creative, lively. involving, interactive, and 

expcncntial The curriculum must be challenging and the staff must be very 

motivated. (2) The curriculum is a combination ofboth spoken, modem ~ebrew and 

liturgical Hebrew. Cam~ are to come away understanding the service and 

knowing what the words mean. Camp is i.n the business of helping people feel 

conncctcd to their Jewish roots. The liturgical component is the bridge to the 

cam~· home Jewish experience wbcrc synagogJ) Hebrew 1s usually the norm. In 
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this way. camp 1s relevant to the other ten months of the cluldren's year. (3) Everyone: 

will know bow to read Hebrew. This ts the first goal and the part of the overall 

Hebrew program emphastZed most. The camp Slaff have met with great success with 

the younger divisions. interestingly, the brochure ref~ to Hebrew the program as 

"Hebrew-culrure instruction" The director explamed that tlus 1s simply a marlcetmg 

strategy. Otherwise. parents might call st Religious School and wonder why they 

would send their child to Religious School in the summer, too. Considering the 

above information. 11 is clear that Jewtsb education is a top pnonty at thls UAHC 

camp 911 

• The UAl IC Kutt Camp-lnst1tu1e m Warwtck. New York, is a nanonal camp which 

serves high school students exclusively Hebrew is offered as an elective and woven 

naturally into daily activities such as music and Tefil/ah . Usually a Rabbirucal 

student from Hebrew Union Collegc>Jewish institute of Religion of New York 

oversees the programming. There is an ongomgstruggle to find ways to motivate the 

campers to learn the language. According to the director, these young adults just do 

not think Hebrew is unportant. Fortunately, the Slaff at the camp does nol agree and 

ts conunually expenmentmg with new ideas on bow to overcome this ha.mer. One 

avenue is to bring in American Zionist Youth Federation (AZYF) as coosultants.
100 

• The UAHC Olin-Sang-Ruby Camp lnstitute in Oconomowoc, Wisconsin serves the 

Great Lakes CoUDCiJ and the Chicago Federation. The camp offers a six to eight 

99 Conversation with Rabbi Ron KJotz 2. l .95. 

100 Convcrsarion with Glynis Conyor 2 3.95. 
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week Hebrew program Tra1rung for the staff begins before camp actually opens and 

is ongoing. Tbe camp functions under lhc assumption that the staff knows a.od will 

be tea.chmg Hebrew. Hebrew specialists arc paid an addit:tonal stipend and have 

required weekly staff meetings. The ha/u1:1m section 1s a seven week., high school 

age. {I/pan-style program that meets two and a ha.If hours per day. Then madr1ch1m 

(counselors) speak Hebrew the rest of the day as well. Enrollment is usually between 

forty to fifty campers. The campers presttgc is intimately tied lO accomplishments, 

both of the group and of the individual. ln addition., there are camp wide sel'Vlces 

twice a day where prayer book Hebrew 1s read and spoken. The Hebrew cumculum 

favors aural/oral and conversational methodologies, although they will teach a 

camper how 10 decode Ir necessary A feature of the Hebrew program IS the Leaming 

Center where one can fi nd approximately four hundred games, each keyed to 

proficiency levels and specific lessons A sense of a totaJ Jewish community 1s 

created. The: campers that come to Olm-Sang-Ruby come voluntarily and willingly 

accept the value system. Judaism permeates everything, including arts such as 

painnng. drawing, sculprure, and media such as video. The camp offers a full athlcnc 

program as well, including sports. horseback riding. and a fully equipped walerfront 

The camp puts forward a clear sense of Jewish identity, and makes it comfortable and 

inviting because everyone is doing it. The rationale of the camp rests on the notion 

that Jewish Leaming and identity arc not separate from life, or vice versa. Of utmost 

importance is that the campers experience with Hebrew be fun.
101 

101 Conversatio11 with Jerry Kay 1.23.95. 



• The UAHC Swig Camp lnsonne of Saratoga.. California serves most of the Western 

United States. Swig Camp did not provide infonnation for this survey possibly due to 

a recent change in the directorship, Hebrew is an important part of the program in a 

way similar to Eisner. 102 

• The Henry S. Jacobs Camp lnstitute in Utica, Mississippi serves the cast.em ha.If of 

the Southwest Council. This camp facilitates a four week program of which Hebrew 

is not a formal part. The staff bas a worung knowledge of Hebrew, and places and 

camp activities are referred to by there Hebrew names. There are Hebrew song 

sessions and the programmers plan to designate a Hebrew speaking table in the 

dining room. They hope to expand the program but believe it will very difficult, 

considering that the children come with sucb varied Hebrew sk.ills.10J 

Tbe Day School 

The Oowishing ofthts 10stitution during the mid l900's and thereafter is nothing 

less than remarkable. The initial growth spurt of the 1940's and early 1950's was due 

essentially to~ factors: "I) the t.ealous activity ofa small selfless group of Orthodox 

Day School advocates; 2) the effect of the Holocaust and the CS1Bblishment oftbc State 

of Israel on the Jewish consciousness of American Jews: and 3} the influx ofEastcm 

102 Conversation with Dr. S. Blumberg 3.20.95. 

103 Conversation with David Danzi,gcr I .27.95. 
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European Je~ after World War Il., especially between 1956 and 1958." ln 1990 the 

Jewish day school population comprised about 40 percent of the total Jewish school 

enrollment in the United States and Canada, compared to eleven percent in 1962. Nmety

five percent of the New York day school enrollment is i.n Orthodox schools.1G4 

Another important factor in the development of Jewish education was influx of 

German Jews after the revolution of 1848. Their anival provided impetus for the still 

struggling attempts of American Jews to establish a finn basis for Jewish education. 

Their concentration in the new cities of the midwest stimulated a spurt of interest in the 

day schools. This interest was sometimes more of a response to the absence or poor 

quality of public schools than as an expression oftbe Jewishness of their children ln 

some of the schools established by Gennan Jews. the Gennan language received as much 

attention as English or Hebrew Their attachment to the culture brought with them from 

Europe led on occasion to cooperatiion with liberal Germans in opening PGennan· 

English Academies ... 10$ Regardless of their motivation, the efforts of the German Jews 

might, perhaps, be seen as the beginning of bilingual Jewish cducauoo tn America. 

Rev. lsaac Leeser of Congregation Mikveh Israel in Ph)la.delphia waged a 

detennined and unrelenting struggle for the day schools and the promise of a more 

mtensivc form of education than that provided in part-time schools. All other settings, be 

argued, were simply inadequate to the task of transmitting any sort of meaningful 

understanding of Judaism. ln addition. beyond teaching the information and skills 

I<>' Alvin L Schiff, "What We Know About ... The Jewish Day School." In Stuart 
Kelman, ed., What We Know Abolll Jewish Educatwn. 149-51. 

IOS Ibid., 22-23. 

J_ 
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necessary for life as an observant Jew, the Jewish day school was to shape the character 

of the child so as to place him beyond the demearung influence of overzealous Chrisnan 

teachers. RC\'. Leeser believed that as result of such schooling, the children would be 

instilled with pnde tn being a Jew IOt> 

The day schools estabhshed dunng Leeser's hfenmc had a bnef, precarious 

existence. All these schools had Lo contend, on the one hand, with the indifference of 

Jewish parents, who refused to make any sacrifices for the Jewish education of their 

children, and, on the other hand. with the super-sens1t1v1ty of those who feared that the 

Jews would be accused of clannishness To those active in Jewtsb education rn modem 

times the situation bas a familiar nng.1u
1 

The time available for schooling is one oftbe more powerful det:enninants of 

cumculum The argument for Day Schools rests on the assumption, among several, that 

only m tlus setting are the hours of instruction adequate LO developing the begmnin~ of 

cultural literacy, the abihty to decode the sign and symbols of Judaism. Many of those 

involved in the Day School sySlCtn believe that fluency in Hebrew, the key classical texts, 

is beyond the reach of the time allotted to the subject in part-time schools. As language 

competence and religious and ethnic traditions become Jess and less important in the 

lives of children and their parents, as is the case with each remove from the iromigrant 

generation. greater emphasis is placed on discussing values rather than studying text. 

106 Ibid., 24-25. 

107 William Chomsky, Hebrew: The Eternal Language (Philadelphia.: The 
Jewish Publication Society. 1957), 256. 

......... 
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Partially because of time constnunts, schools teach about what the Bible says rather than 

the Bible itself lllR 

Two problems have cons1steotl) concerned the leadership of JeW1sb day schools -

a lack of qualified Hebrew teachers entering the Hebrew teaching profession and the high 

rate of turnover of Hebrew teachers. Both problems are rooted m the rnaner of Job 

satisfacuon, largely derived from the level of remuneration and fringe benefits Teachers 

are saianed at significantly less than those paid io the public school. One researcher 

found I.hat more than half of the teachers tn his study sample planned to leave Wlthtn five 

years.109 Such problems as these present an ongoing challenge to the system. 

The role of the family m day schools is particularly notable in its impact on the 

formation and strcngtherung of Je'Wlsh identity One study shows that the most unponant 

predictors of total Jewish iden11ficatlon are parents' ritual observance, parents' resident-

friendship panems, the children's group activtties and parents' parenting behaV1ors. The 

synergism between home and school is the key to the successful performance of the 

children. 110 

It 1s clear from the above discussion that the Day School has a number of 

advantages over th.: afternoon school. However, al this time is not feasible for many 

Reform Jews tel send their children to these institutions whether it be for financial or 

108 Walter l. Ackerman, "What We Know About Schools." lo Stuart Kelman. ccl, 
What We Know About Jewish Education. 3(}.31 . 

109 Alvm I. Scruff, .. What We Know About. .. Thc Jewish Day School, .. ln Stua11 
Kelman, ed., What We Know About Jewish Educa11on. 153 

llO Ibid .• 155. 
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ideological reasons. Addttionally. although the Day School may take steps to conttnue 

contact with the wider commuruty, one must explore the tmphcanons of segregating 

ourselves from the rest of society. 

The Talmud Torah and the Afternoon School 

The Talmud Torah was the forerunner of the pan-nme afternoon school. today 

c.allcd the congregational school. The Talmud Torah of Eastern Europe was a school 

conducted by the commuruty artd for the children of families to poor to pay tuition for a 

pnvate lwder. This tenn was adopted by the Bureau of Education of New York. 

established in 1910. in its effon 10 establish the principle of communal responsibility for 

Jewish education. The commitment to pan-time schooling was born of the conV1ction 

that children should not be denied the opportumty of shared expenence with children of 

different beliefs and backgrounds. To separate cbtldren !Tom those of differing 

backgro\Dlds would deny them opporturuties cnucal to the development of that sense of 

interdependence and cooix:111Uvc l"ffort without which a demc;cracy cannot function. 111 

The origins of the Amencan Talmud Tcrah, then, is finnly rooted in American concepts 

of democracy. 

The Talmud Torahs of New Yori.: were heavily influenced by the ideas of Abad 

Ha-Am. the mentor of spiritual Zionism. The emphasis on Hebrew, both as a subject of 

111 Walter l. Ackerman, "What We Know About Schools," ln Stuan Kelman, ed., 
What We Know About Jewish Educaliori.. 29. 



83 

study and as the language of mstruct:Jon,. proclauned the school's Z1orust onent.ation ln 

that view, Language was the instn.anent wtucb forged the coMection between the 

mdiV1dual and lus people. 

The Talmud Torah did not survive the transition from first to second generation 

American-born Jews and the accompanying move from poor urban, ethnic nc1ghborhoods 

to rruddle class suburbs. The Talmud Torah was the endeavor of an intellectual cine 

dedicated to the crcabon of a mode of JeWlSb life in America, inspired by the sources of 

Hebraism wtuch spumd the nanooal renaissance in Palestine. Its failure is testunony to 

the difficulty of maintaining d1stincllve group behavior in the face of the envelopment by 

American culture. 

Today, the greai ma1onty of Amencan Jews receive thclf JcWlSb educanon in the 

Jewish afternoon school. Yet, thmy years of research have demonstrated that these 

schools seem to be failing because they produce Jcwishly illiterate, highly assimilated, 

and potentially unidentified Jewish adults. Davtd Schoe:m calls for dramatic changes are 

clearly needed. On the other band. Heilman, m bis 1983 study, suggests that in terms of 

the highly assimilated condition of the majority of American Jews. these schools were 

the exact opposi~ of unsuccessful - they were provirung precisely what these Jews 

wanted from being Jewish. Supplementary schools r::flcctod very closely the successes 

and failures of modern American life, i.e., pride in identification as Jews but oo 

knowledge about being Jewish ors~ of Jewish identity.111 I believe the 

expectations and demands of the Reform Jewish population these schools~ meant to 

112 David Scbocm, "'Wh&t We Know About.. .. the Jewish Supplemenwy School'' 
In Stuan Kelman, ed., Whal We Know AbouJ Jewuh Education. 163-164. 



serve have changed. Many of the schools are not in tune with the developing needs of 

the conumm1ty and need to update their offenngs. There seems to be a culnu-e lag 

between the educational institution and the populace. 

The dominance of the part-time school, almost always favored by the vast 

majority of American Jews, was assured once the public school won its place in 

84 

American life. Jews only oommally interested in traditional Jewish learning or in 

maintammg more than a minimal pattern of personal observance enthusiastically 

embraced the opportunities and promise provided by a free, tax-supported school system 

open 10 all children..1 n Many of us have conflicted opinions about the public school 

system v. the pnvate Jewish education. lt tS important to recognize this and deal with 1t 

head on The afternoon school is giving the parents the opportunity on one level to have 

both. Educato~. parents, and ctuldren m the afternoon schools must be realistic about 

what may be achieved while maintaining the vision that much may be accomplished It 

is the responsibility of those worong in the field of Jewish education to figure out the 

best way to uriliu this chance afforded to educate the next generation. 

The proponents of a combination of public school and supplementary Jewish 

religtous school an:: 1dentifjed with Rabbi Isaac Maye1 Wise, the "father ofRefonn 

Judaism" in America. The time and place of the school setting of the congregational 

Sabbath School ls clearly borrowed from the model of the Protestant Sunday School. 

This prevented accusations of Jewish sepenrtistn and insured the Jewish involvement in 

Ill Walter l Ack.ennan, .. What We Know A.bout Schools.fl ln Stuart Kelman. ed., 

What We KMw About Jewish Education, 24. 

_J 
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the hfe of the larger community 114 The Jewish supplementary school was introduced in 

the 1920 's in the spirit of cultural pluralism. ~1th the i.ntenuon of provtding a balance of 

Jewish education and culture equal to the dommant American values and culture taught 

in the public school. 1 u It is crucial to oootmuously double check the congruency 

between what is happening in the Jewish community and what kind of oducatton 1s being 

provided for in ow- schools. 

The only Jewish cducatiooal institution that took root and swvivod was the 

Sunday School, founded by Leeser with the cooperatton and sponsorstup of Rebecca 

Gratz. This system gradually evolved into a system of Jewish education which spread all 

over the country and attracted large numbers of pupils. The limitations of this type of 

Jewish oducanon were recogruz.od by Lccser lmruelf who regarded it merely as an 

necessary evil. He deplored the fact that the school could give no attention to the study 

of Hebrew, essential to studying the Bible. 116 It is clear from the above that Lceser 

managed to make the match between the Jewish community's needs and expectations 

and the funcuons the schools proposed to fulfill. Such a match needs to be made today in 

order to restore Hebrew to its' rigbtfuJ place ID Jewish life. 

11• Ibid, 2S-26. 

m David Scboem, .. What We Know About ... the Jewish Supplementary School," 
ln Stuart K.clm&n, ed. What We Know Abo111 Jewuh EducaJ1on. 163. 

116 William Chomsky, Hebrew; The Eternal Language, 2S7 
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Btbre"· Language Education 

Hebrew language education ts a thorny subject m Jewish education in the Umted 

States today There are several reasons for the avoidance of discussion, including such 

real frustraoons as the lack of rcsow-ces, personnel and monvanon. But the main reason 

seems to be the sense of incongruence between the expectations of the various pannc~ in 

the education process, compounded by the fear that these incongruencies will surface if 

explored There arc conflicts in goals (teaching Hebrew as a communicative language 

and teaching Hebrew as a ritual instrument), approaches (language-centered approaches 

and leamer-<:entcred approaches) and curricula (withm one educational setting lei alone a 

umfied cumcula for all schools which teach Hebrew} 117 Hence, the subject of Hebrew 

educanon remains sadly understl.ldied. 

Prior to the eighteenth century there was no conflict regard.mg Hebrew language 

education. Hebrew was the ~lashun Hakodesh" - the holy tongue - not to be used for 

secular purposes. However, in the middle of the nineteenth century. Hebrew language 

also became an academic/scieritific subject for Jewish scholars. and later when ideas 

about Jewish nationalism started to develop, a conflict emerged. The pattern which 

emerged ts that community agreement on goals and linguistic approach and methodology 

to Hebrew tt.aehing led to a period of perceived successful Hebrew education. When the 

linguistic approach was no longer viable or when the Jewish communal needs changed as 

a resuJt of historical circumsances and/or ideological changes, there were perceived 

117 Rivka Dori. 04What We Know A.bout ... Hebrcw Language Education," ln Stu.ar1 
Kelman, ed., Whal We Know About Jewish Educat1on. 261 . 
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failures and disappointments For example, Zio0tsts at the begmrung of the twenneth 

century believed that Hebrew should be the commumcanve language oflhe Je~-s in thetr 

own land. Israel Linguistic theorists of that time churned that languages are learned by 

actually using them. As a result, many Jewish schools with Zionist orientations were 

suCGCssful in producing Hebrew speak.mg individuals. Another case of a good 

methodological match occurred after the Stx Day Warm 1967. Many Jews who lived 

outside of Israel were proud of her victory and wanted to identify with her people. One 

way to do so was to emulate Hebrew speech. The linguistic theory of the time was that 

languages are sets of habits to be mastered. Aural-oral and audio-visual methods were 

used to help master such · habits" Many Hebrew students were able to go to Israel to and 

"perfonn" their "habits" in learned situations and to COMect on a cenain level with 

Israelis in stores, bus stops, in the banks or post offiet;s. for example.118 How.:ver, 1t 1s 

often diffkuJt to realize a match between an acceptable linguistic theory and a Jewish 

communal need. 

William Cbomsl'}' asks the question tn 1957, "What does this (being JeW1Shl 

mean to American Jews? What should be their attitude toward the study of Hebrew and 

toward the promotion of Hebrew culture in America?" Firstly, he wntes, Hebrew is the 

language of our psst and grants access to the "bedrock of the Jewish soul", the writings 

of the Bible, Talmud, medieval and modem philosopher.; and poets. Secondly, Hebrew 

is the nerve cettter which unites and integrates the Jewish people in time and in space 

118 Ibid., 262-263. 
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Hebrew 1s the tnt.ellectual and emotional bond between all Jews throughout all 

generanons and throughout all the lands of dispersion. As the universal language of 

study and prayer, Hebrew binds us together. Moreover, Hebrew is the major unifying 

force of the people of Israel. Thirdly, Hebrew is the symbol of regeneration and self-

assertion in Jewish life. The Jewish wiU to Live, and the undying faith in the creative 

destiny of Judaism in the face of all difficulties, are symboliu:d by the revival of Hebrew 

as a spoken language. Lastly, Hebrew is a potent medium for revitalizing the Jewish 

commuruty of America. for rendering it systematic and creative, and it is a source of 

spuitunl satisfaction and security for the individual American Jew.119 

Ln 1989, all the students in the modern Hebrew program at the Unive~ity of 

Wisconsin were asked to respond to a survey concerning their motivation and 

expectations in s1udying Hebrew. The survey proves a number of common asswnptions 

false such as that many Jewish students take Hebrew m college because they believe tt is 

an easy way to an 'A", and that Jewish students enroll in Hebrew courses primarily in 

order to fulfill their foreign language requirement and terminate their studies once the 

requirement is fulfilled.. The Wisconsin survey confi.nns the perception that affinity with 

lsrael constitutes the most powerful factor in generating the desire to study Hebrew. 

The reasons that received the highest ranking were: 

.. L I plan to travel to Israel (88%) 
2. I am interested in Israel {85%) 
3. I want to be able to talk to Israelis (82%) 
4. I am interested in 1cwish culture (17'~) 
5. I am interested in Israeli culture (76%)"120 

119 William Chomsky, Hebrew: The Eternal Languo,ge, 271-272. 

120 Alan Mintz, Hebrew in America. 198-99. 
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Furthermore, according to this survey, mterest in studying Jewish culture 1s another 

unponant monvating factor Students reflected th.ts in marking statements such as I am 

interested in Judaism, I am interested in the Jewish religion, I enJOY the annosphere in the 

Hebrew classes, and I am interested in Jewish American life. clearly there is more to 

learning Hebrew than knowing, for example, how to ask someone their na.me.121 

Knowing the learner's motivations and expectaoon of the Hebrew language program 

gives the teacher the opporturuty to factor in the student' s drive and hopes in the planning 

process 

Rivka Dori presents a whole new conceptual framework regarding Hebrew 

education (regardless of ideology) which draws heavil~ on Krashen1s "comprehensible 

mputH principle of the \980's. The three main aspects of Dori's approach to Hebrew 

education are as follows '. 

I Teaching Hebrew for rituals Active pan1cipation in services and life cycle 

events, and celebrating Jewish holidays are very important Jewish acnvities. The 

Hebrew required consists of fonnula utterances of several levels of participauon: "a. 

unering the Hebrew without comprehension: b uttering the Hebrew and comprehending 

through the mcdianon of English (or any other comprebenstble language); and c. uttering 

the Hebrew and comprehending 1t simultaneously." One concern is the when. what. bow 

and background knowledge. Knowledge of Hebrew is a statement of belonging as well, 

121 Ibid, 200-201. 
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and a chance for spuitual expenence. The teach mg of Hebrew for rituals requires mainly 

the promotion of identification with certain religious ideologies and traditions. 122 

2. Developing Hebrew Literacy. A barrier to entering into the process of 

developing Hebrew literacy is the general consensus is th.al only high-level texts are 

worth the effort. Schiff suggests that we should consider and text written Hebrew which 

is comprehensible to its readers to be an appropriate Hebrew text. The teaching for 

Hebrew literacy requires mainly the promotion of Jev..isb concepts and history. 123 

J. Experiencing Communicative Hebrew. Programs which allow sufficient time 

to process a substantial amount of "comprehensible input" can help to stan the process of 

Hebrew acqwsition. This poses a great challenge for instructors. Schiff recommends 

immersion and sheltered content courses. ln addition to content, one must provide an 

opportunity for interpersonal communication as well as for intrapersonal re11ecuon. 

Students are concerned about their own identity and ethnic culture and the interplay 

berwccn these and the larger world in which they lave. The hope is that fonnal Hebrew 

classes will encourage students to continue to use Hebrew. Skills can continue to 

develop in camps, visits to lsrael, and through the reading of newspapers, magazines, and 

Literature wneten in Hebrew. The teaching of Hebrew as a communicative language 

requires mainly the promotion oflsraeli/Jewish American culture and its people. self-

awareness, and inteqJerSOnal comrnunication. 1
2.4 

122 Rivka Dori, "What We Know About. .. Hebrcw Language Education, tt ln Stuart 
Kelman, ed., What We Know About Jew1Sh Education, 265-267. 

123 Ibid., 2~7. 

124 Ibid., 267. 
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As Alan Mio12. wrote in Hebrf!'A1 m Americo. any considerauon of the present and 

future role of Hebrew m the Amen can JcWlsh commuruty must take mto account the 

manner m wtuch the Jews of America have been groping toward a new sense of 

communal identity that is as authentically Amencan as it is authentically Jewish. iu 

The idea of the renaissance of the Jewish people through their renewed language 

provides Jewish Americans with this unique communal identity by furnishing a shared 

history, language. culture. and destiny Hebrew is the original tongue of the Torah. 

JeWlsh Bible. and other SOW'CCS. The geruus of the Jewish people and an untranslatable 

ethos are embodied in the Hebrew language 

12.S Alan Mintz. Hebrew in Amenca. 190. 



CHAPTER ™REE 

THE RESEARCH 

In this chapter I v.~11 descnbe the research I have done and support my findings 

with specific references to the literature Since the research is descnptive • I am not 

drawing causal conclusions 1.mhke many users of statistical methods who often do.1 

Research Design 

The major reasons for conductmg for educat1onal research an: "l to provide 

answers to operational questions, 2. to assess educational programs. practices, and 

matenals, 3. to build up a body of infonnauon abut educational enterprises: 4 to 

provide the outlook, snmulatton, and guidance for educational innovation; S. to develop 

more adequate theory about educational processes "2 

ln Assessing F.valua11on Studies: The Case of 81/mgual Ed11cot1on Strareg1es. the 

authors clearly Stale that the~ are no general sufficient condJtions that can be used to 

declare and defend a elaim that X "Clluses" Y The evidcn~ used to support sucb claims 

1 This is espcciaJly true in policy setting. Lf one concludes that when a school 
follows approach x to bilingual education, the pcfformancc and achievements of the 
students will be Y, one is claiming. at least in a loose scn5e, that X "causes" Y. In 
Mich.act Meyer and Stephen Feinberg, eds., Assessmg £valuation Studies: The Que of 
Bilingual EducaJion Strategies (Washington, DC: National Academy Press. 1992), 12. 

2 Carter V. Good. Essen11a/s of EducaJional Research: Methodology and Design, 
2nd ed. (New York. NY: Applcton-Centwy-0-ofts, t9n). 4 



vanes substantially with the subject matter under mvesugation and the technology 

available for measurement. lo tb1s research project, no such claims have been made.) 

93 

Due to the nature of this study the type of research is dcscnptive. J acknowledge that 

there arc numerous methods for gathering data, mcluding ca_.;e studies, anecdotes, sample 

surveys, observational studies. experiments or field trials, and expert opinion studies! 

chose to conduct a sample survey l 

Sample Surveys 

Sample surveys are a way to gather information systemaucally m a manner that 

allows for generali.mtion. Through surveys, investigators are able to ask questions about 

what currently ex.ists in the area studied and to comp1Je recollections and records about 

past circumstances, and the rclabonshtps among them 6 To generalize abol.It the state of 

1 Michael Meyer and Stephen Feinberg, eds .. Assessing Evalua.11on Studies. 12. 

c Ibid., 13 

s I hope that my research will be followed by confirmation studies to support the 
hypothesis I explored. These studies arc necessary in !he context of Hebrew education to 
further the underswlding of the data. In a typical discovery study, like my own. an 
analysis of the situation is oecessal}' to determine what is a successful intervention. By 
a.sk:i.ng .. What arc the underlying mechanisms tbal cn::aled successful programs?"' we can 
discover the common features that precipitate effectiveness in a variety of settings. 

6 Michael Meyer and Stephen Feinberg. eds., Assess mg £\>afuaJion Stlld1es. I 5. 



Hebrew language education in a particular area., I conducted a sample survey of schools 

asbng principals quesuons that would negate or substannate my prior assumptions. 
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The samphng aspect of a survey provides the mecharusm for generalizing from 

the units at hand to some larger population of interest. The latter is usually referred to as 

e target population. Several issues affect the ab1hty to make inferences from a sample to 

a population of interest: the non-response rate (what proportion of the originally 

designated sample units actually participated in lhc survey), the extent of missing data, 

and the factual accuracy of the responses. A ma1or difficulty anses when the target 

population is chosen for the administration of the survey in the first place.7 My difficulty 

in deciding the target popuJauon arose in selecnng the schools that would insW'C a valid 

sample After concentrated deliberation, I determined the pool must be narrowed from 

all Jewish schools in the area. to only Reform institutions. then finally to include only 

Reform Jewish afternoon schools ma limited area of New Yori.. 

Methodology Of My Oacriptivc Stady 

Tbc intention of a descnptive study is to characterize the population and its 

subgn>l.lps. My study is an attempc to chancteru:e the types of language education 

programs avllilable and lhe students and teachers who participate in them, and then 

7 Ibid., 15-16 

--
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examine. the academic literatw-e which theorizes about this area. The end of the process 

sought to compare the actual and the ideal and make suggestions for narrowing the gap. 

The use of descript1ve·survey research is particularly suitable for this study In 

his definition oftltis type of research, Carter V. Good asserts: 

"I . To secure evidence concerning an existing situation or current condition. 
2. To identify standards or nonns with which to compare present conditions, in 
order to plan the next step. 
3. To determine how to make the oext step (having determined where we are and 
where we wish to go ..a 

The most effective tool for achievtng the results listed above is the quest.ionnaire.q 

Ex.amming the schools for the survey 1s not restricted to perception through 

vision. ln a broader sense. observation 1s almost synonymous with perceptmn - namely 

being aware of data through some means of detectin.g it. Thus, the survey questionnaire 

is a commonplace instrument for observmg data beyond the physical reach of the 

observer In employing this method, researchers do two things: first, they observe with 

close scrutiny the popu1auon bound by the research parameters: second, they make a 

careful record of what they observe.'° Thus, the questionnaire is most suitable. 

8Ca:rtcr V. Good. Essentials of Educational Research, 208 

9 "The questionnaire is generally ~ded as a fonn distnbutcd though the ma.ii or 
filled out by the respondent under the supervision of the investigator or interviewer.~ In 
Ibid., 226, 

IO pauJ D. Leedy, Proelical Research: Planning and Design (New York 
Macmillan Publishing Company, 1993), 185-87. 

---
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Constructing The Questionruure 

During questionnaire construction, imporumt issues arise. The most important 

relate to. motivation of the respondent, significance of questions, simplicity of responses, 

avoidance of unnecessary specification or details, penineoce to the situatioo of the 

respondent, clanty of purpose and questions, phrasing of items to facilitate 

slllillllllrization of responses, and possible prc<.Oding of the questionnaire for tabulation 

and summarizaoon. 11 By considering these issues at the outset, the survey questions were 

shaped mto a systematic plan. 

The form of questions can be closed (categorical) or open<nded ( inviung free 

response). Smee both types of questions have limitauons, I have solicited the input of 

practiced professionals in the field to polish., focus, and fcmn my questionnaU"C to 

produce the most genuine and pertinent results. Great care and thought went into the 

avoidance of certain errors 1n the construction of the questionna.rre. There are many 

studies that delineate criteria for questionnaires that were followed. 12 During 

preparation, careful thought was given to a multitude of issues regarding content, 

wording, and possible fonn of response. These considerations are raised by Claire Selltiz 

11 Carter V. Good, &senJialsofEduco.t1onal Ruearch. 230. 

12 Ibid., 231-233. citing Douglas E. Scates and Alice V. Y oemans, The Effect of 
Questionnaire Form on Course Requests of Employed AdWts (Washington: American 
Council on Education. 1950). 2-4; John T. Doby, Editor, An lntrodll.Ction to Social 
Research. Second Edition (New York: Appleton-Cenrwy.Crofts. 1967), 2.SJ...56. 

-
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and Others 
1 ~ They mclude. ls this question necessary? Just how will it be useful 'l. Can 

the question be misunderstood? Docs ll contam difficult or unclear phni.scology.,, lf a 

check hsi is used, does 11 cover adequately all the significant alteroanves without 

overlapping and in a defensible order? ls 1t of reasonable length? Ls the wording of items 

impartial and balanced? Consideration to the issues raised by Cla11"C Scllitz and Others, 

not onJy shaped my questiollllalJ'C, II also allowed me a deeper understanding of the 

impact my survey would have on the respondents. Furthermore, the questions posed 

stimulated the development of altematJve ways to approach the same infonnation. 

Bramstonning sessions with my colleagues fueled by the above criteria enabled us to 

achieve a b.Jgher level of thoroughness and clanfication thus ennching our dtSCussions 

and bencfi tmg the survey 

Pre-testing 

The literature recommends that a survey be tested prior to official dissemination. 

The pre-test usually leads to the rcvtsion, the deletion, and/or addiuon of questJoruwrc 

ttenlS. These prehminary responses should be tabulated and formatted m rough tables. 

Ttus exercise allows the rcsean:ber to detemune which answers can be charted 

satisfactorily and wh~er the answers to the major questions arc forthcoming at all. Pre-

,, Ibid, 233-34, citing Claire Selltiz and Olhers, R-esearch Methods m Social 
Rela11ons, Revised One-Volume Edition (New Yort: Holt. Rinehart & Winston, Inc., 
1959) 552-73. 
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teStlng also measures the feasibility of the questionnaire in regards to the following areas 

1) the relative effectiveness and costs of alternative quesnonnaires, instructions, and 

operallon procedures. 2) the completeness of questions for correct coding and 

interpretation, 3) defects in the forms, maps, lists. instructions, etc_, and 4) response 

rates." One pitfall of pre-testing is that the selected test audience does not necessarily 

represent the target pool thus producing results that hinder progress by incorrectly 

steering the questions. Though pre-testing requires a lot of effon and patience, I finnly 

believe it should not be forsaken. 

With all the foresight and energy invested in the creation of the questionnaire, one 

should be aware that the response rate for questionnaires is notoriously low. 5-1 0%. l.n 

order to lilSure the best possible return to my survey I engaged in follow-up. m.akmg 

phone calls. sending out second copies, traveling to the WestchCS\er Association of 

Temple Educators regional meeting of educators, and even asking Rabbi Manuel Gold of 

the Board of Education of New York to plug my survey repeatedly reminding people to 

complete and return it. With all these efforts expended, of the ninety surveys mailed, l 

received thirty-two responses. is This is an excellent return of 36%. 

14 IOul., 234-55 

U Of these thirty-two rcspooses, twenty-nine arc utilimd in the analysis of the 
results. Tbrcc respondents rcnuned the questionnaire with a note explaining they could 
not participate in the survey and a number of other questionnaires arrived (and c.ontinue 
to arrive) but are not included as they were received after the deadline for inclusion in 
this st\.ldy. 

--



99 

The Questiooo1irc 

l designed my questionruure16 to illuminate the current state of Hebrew language 

education in the New Yori: area and in order to understand 1fHebrew/Enghsh 

b1lmguaJ1sm is in any way on the agenda The results Y.'lll be presented and discussed for 

the m&Jonty of questions m chapters three and four 

The New Yori: Federation of Reform Synagobrues and the Board of Jewish 

Education of New York jointly publish a list of principals for all the congregations in 

New York State. From this list, I selected for study Reform JeWlsh afternoon schools 

from the following geographical zones. Manhattan, the Bronx, Staten Island, Brooklyn, 

Queens. Nassau. Suffolk., Westchester, and Putnam Counry By keeping the parameters 

of my selection in specific demographic communities. I feel I have created a 

representative sampling of Reform Jewish afternoon schools. 

An1lysis Of Results 

Ln this section, l will present a discussion oflhe questionnaire items 

in the order in which they appear on the survey. Where applicable, I will present U1e 

relevant literature in conjunction with clcscriptions of what is actually being 

acc.omplished as reflected in the results of my survey. Lastly, I will comment on my 

16 See appendix one. 

--
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findings 

Contact Lnfonnation 

ln maihng out a questionnaire I rea11ZC I asked the addressees for a gift ofnme. 

cffon and hopefully a favor of a reply As the researcher, I found it worthy to be 

councous and simplify the process by including the return postage and self-addressed 

envelope. The questionnaire was reaching extremely busy people who receive a number 

of SUIVeys each year. Three questionruures were returned with a note of apology that 

stated 11 was sunply impossible to find the time to fill out the fonn, therefore, I made a 

concerted effon to communicate to the respondents that they would hcnefit from 

pamc1panng in the swvcy. My cover letter17 offered respondents the opporturuty to gain 

msight from the compilation of my data m addttion to Ulterfacing with .schools enjoyl.Jlg 

successful Hebrew language education programs. Combined, the efforts were successful 

m ytclding a high rate of return compared to the norm. 

Respondeois were first asked infonnauonal questions that setved to illicit contact 

information and census data... The data collected immediately drew anenuoo to such 

issues as: the use of people's titles and confidentiality ~g privacy of responses. 

The contact information data. although secmtn&ly rudimentary, establishes a direct line 

of communication with the respondents thus enabling the surveyor to interact beyond the 

i 1 Sc:c appendix two. 
""Ht ltl•i.. d &WAI'" 

H£BRCW l'N•ON cou.~ 
Jtw1S~ INSTITL l lON or Re!OIOM 

8R001(DAl..E COOER 
l WESl 4"4 SlllEET 

N£W \'ORI\. "IV 10012 
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reception of the survey Funhennore, the results of the survey can be mai led directly to 

the respondent and any additional quesuons can be discussed efficiently. 

Name of Person Answering Ouest10nnaire 

This item asks the position of the person answenng the qucstJotmall'C. The 

following responses were received· Princ1pal/Co-Priocipal (n= 11 ), Director of Education 

(n=7), Rabbi (n=2). Teacher n= I), Secretary (n=J ). Cantor/Educator (n=-1). Administrator 

(n= I ). President (n= J ), Administrative Assistant (n= l ). 

As the data was examined, a number of subsequent questions arose "'What is the 

s1gmficanoc of the ntles cbose11? What is the differCTice between educator, principal and 

director of education? Was the survey filled out differently when a teacher versus a 

Rabbi responded' What is the language we use telhng us"" Although the questions may 

be compelling. due to the addiuonal research nocded, they fall outside the bounds of this 

project. 

Would you like to rtt.e1ve a summary of the results? 

All twenty-cine of the respondents requested a copy of the n:suhs. The 

anticipation of receiving a synopsis oftbe data collected attracted the respondents to 
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reply This marked interest tn the results reflects the desire of the respondent's to glean 

ideas on bow LO move forward ""1th their own Hebrew programs and to gain an 

understand.mg of where they stand m relatton to their colleagues 

Do you want your response to be kept confidenual'> 

Twenty-three respondents replied yes while: six replied that confidenttahty was 

not necessary 

Placing the question regarding tbe issue of confidenllahty at the begmnmg of the 

quest1onna1re was problematic In essence, I asked respondents to make a decision about 

pnvacy before they knew what they were going to reveal. Posltlve responses were often 

made out of fear of the unknown. The issue of confidential tty should be raised at the 

onset of the swvey to allow for a forum to exist in which the respondent will feel 

comfortable to be honest. At the end of the survey, the respondent should be given the 

option of confidentiality. 
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Census Data 

Approximate nwnber of students by grade? Ii 

This ile'lll obtained data concerning the approximate number of students by grade. 

The nwnbers were used m statistical computations to locate the mode. median, and 

average among those surveyed. The cha.rt reflects a bell curve peaking with the Bar/ Bat 

Mitzvah years. 

Total number oftea.obers19 

Please note, the information gathered in this item was used to make statistical 

computations in fururc related questionnaire items. 

Our Hebrew program ends with grade 

Tweuty·two out oftwenty·rune respondents (Cl)On that their Hebrew program 

cods with the seventh grade. The majority of seventh graders reach the age of thirteen 

18 Sec appendix three. 

19 Sec appendix four. 
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dunng this academic year at wtuch nme the Bar/Bat Mitzvah 1s celebrated There 1s a 

dramanc drop-<>fT in enrollment at this time as the Bar mitzVah 1s often perceived as the 

end goal of religious school education. 

Teachers 

These questions were structured to explore the background and credentials of the 

Hebrew language teachers. One section of the query focused on the academic 

background of the Hebrew teachers. on who creates the materials used m the Hebrew 

language lessons, and to what extent these materials are uultz.ed The responses 

concemmg textbooks were onginally chancd by publisher and later chaned by grade as 

the latter proved to be a more ioformatwe breakdown. Of great int.crest, was the dat.a 

collected regardmg the training of the Hebrew teachers wtuch supports m) prior 

asswnption and fear that many teachers an: simply Israelis speaking their mother tongue 

and not neccssaril} formally trained pedagogues Furthermore. the results revealed that 

the American core oftcacbers i~ equally untrained. The need to ~h toward 

professionalism requires the 1nsiS1e0ce b)• educators to implement &. program of ongoing 

education for them.selves and staff alike This must become a burning issue in light of 

my belief that we need t.o push towards more professional approach to LCaching in the 

afternoon religious sc;bool. 

---
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Do the Hebrew teachers create their own materials? 

The responses ranged from yes {~ 14 }, sometimes (n= 11 ), rarely (n= I}. and no 

(o=2) This pamcular question created a scope of response beyond a sunple yes or no 

answer Therefore, the resulung dau is somewhat arbitrary in that respondents did not 

discern in a uniform maner what constituted the positive responses. Due to the nature of 

the diverse interpretatio11 created by the amb1gwty of the quesnon the data is unreliable 

What percentage oftbe Hebrew matenals arc their owp? 

Similar to the problems addressed above, the ambiguity of the question rendered 

thts data unrchable. Respondents bad different perceptions coocenung the Judgment of 

percentages This question should be addressed directly to the teachers themselves who 

could more accurately answer this question. 

Which Hebrew texts do you usc in which grades? w 

~See appendix five. 

--. 
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A bnef analysis of this particular data reveals that there 1s no uniform policy 

regard.mg book selection for speeific grades io the schools surveyed. More often than not 

1! is seen that the same book is used tn severaJ grades with no pamcular series 

maintaining a consistent level of usage This renects a generaJ absence of structure 

regarding book selection on behalf of the educato~ and 1s an area needing much 

attention. Almost all oft.be schools rely on at least one book from Behrman House which 

is clearly a major supphcr of textbooks for the afternoon religious schools Part of the 

problem is fueled by the aggressive sales pitch publishers launch 10 cffons to make a 

profitable return. Yet, even more dangerous 1s the attractive package of matenals that 

include for example. the textbook.. a teacher's gwde, exams. nasbcards, and charts thus 

creatmg a false sense of security for those who purchase and use them. The resuJung 

behef1s that by purchasing these matenals the success of the Hebrew langua~ program 

ts guaranteed. There must be a shift from a focus on packaging to content 1n order to 

remedy this situation. (A synopsis of the different texts currently in use can be found in 

the catalogs of the various publishing houses listed in the above appendix.) 

Lt 1s the responsibility of the school (principal, Hebrew coordinator, school 

committee) to choose the hcst textbook according to its appropriateness to the goals of 

the program and the make-up oftbc student body. Alternately, if nothing suitable 1s 

available, the curricuJwn director may need to develop his or her own materials. The 

present ~b points to the need for a text that teaches children Hebrew m a way 

parallel to the natural progression of language acquisition from listening, to speaking and 

fmally, reading. I concede that we are not going to achieve Hebrew nuency in most cases 

---
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within the currem structure of the afternoon school Future models that will answer tlle 

need for more lime to study, practice, and interact in Hebrew will overcome this 

lurutat1on. A reahstJc goal 1s to create the foundation for future Hebrew language study 

of which a posiuve attitude towards Hebrew 1s mtegraJ The Al-Peh Program Hebrew 

Cumculum is such a senes The program is totally oral there 1s no need for reading or 

writing activities and as such there arc no wort:books. The aims of the program include 

the fostering of positive attitudes in the students towards the Hebrew language and to 

allow the students to expenence the Hebrew language and use it io natural situation 

The sen cs provides a sohd basis from which to continue the study of the Hebrew 

language m tlle future The creators clearly make tlle point that It ts lmpon.ant to 

encourage the students to use the language to commumcate with each other 

Furthcnnore, demonstration of the tasks by the teacher 1s a ke element so that the 

students understand what 1s required of them. Assessment takes place on a continual 

basis At the end of thls series, the students progress to the book, Ha Se.fer She/1 Hebrew 

CumculJJm which 1s built upon the same principles oflanguage instruction. I have found 

no need to reinvent the wheel so to speak. Everything we need to improve the way we 

teach Hebrew is available if only one seeks 11 out and 1s willing to be creauve enough to 

adapt the matcnal to thea.r pan:acular cin:umstances. The materials published for children 

of new immigrants in lsracl is another valuable resource. HaXol Hadash. produced by 

the Center for E.ducational Technology. likewise foUows the natural progression of 

language acquisition while incorporating varying approaches to Hebrew language reading 

rncluding whole language, analytic and synthetic. The emphasis is on bolstering the 

---

_JJ 
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motivation of the student, success and en1oymenL It is counterproductive to blame the 

textbook for jXX>r Hebrew proficicocy. 

Educational Background:' 

The school faculties ere comprised of indMduals from varied backgrounds 

ranging from public school teachers to business professionals, Israeli immigrants, and 

graduate students. Many teachers have had relatively hnle Jewish education and do not 

hold a degree in Jewish education Nessa Rapoport, m the anicle, "The Jewish Teacher 

Demystified" recently reported the results of a survey conducted by the Council for 

l.nitiat1ves in Jewish Education (CUE) whose main objective: is the creation of models to 

stimulate change in Jewish education. She reponed that: 

.. Over 80% of the teachers surveyed lacked professional training either in 
education or in Judaica ·or in both. ... ln supplemenwy schools, close to 80% of 
the teachers have neither a degree in Jewish studies oor cenification as Jewish 
educators." 

Also DOtCd was the tnfrequcncy of in-service training which. even when provided, clearly 

cannot compensate for the background deficiencies found amoni;st the teachers. 

Although a very gloomy picture bas been presented in respect to the low level of 

professional preparation for the teachers and educator, there LS a poSS1bility for 

improvement in the future. Both Rapoport and I have rcc:eivcd feedback regarding the 

21 See appendix four. 

--



109 

high level of corrumtmenl and motivation amongst most religious school staffs which 

leads one to believe that the implementation of clear, pcrtment and nmely educanon 

programs will be greatly received thus onginating sweeping change.21 Such teacher 

tnunmg programs could bridge the gap produced by poor teacher education and create 

uuly professional commuruties of pedagogues 

In lsa Aron's 1990 report. titled "Commission for Jewish Education m Nonh 

America·· n implications are made regarding the professionaliunon of teachers' 

training. She puts forward the assumption that should the teaching profession be 

grounded m a precise body of specialized k"?lowledge, ccnam changes in the presenl 

system would have to take place. At the onset, teachers would need to undergo 

spcc1aliz.ed and standardized training. Moreover, evaluations must be 1nsriMcd on a 

regular basts in some systcmAtic method. Reflection and 1mprovett11?nt should be part of 

the ongoing learning process. Furthermore, Aron endorsed the profiling of different 

levels of expertise and linking of lhese categones to lhc status and remuneration of the 

teachers Lastly, Aron places the responsibility to stay abreast of education related 

innovations and advancements in the hands of the teachers and educators. Five years 

later, my research study reveals the same crisis exists now as did at the time of Aaron's 

study makmg an urgent argument for immediate action. 

22 Nessa JUpoport. "The Jewish Teacher Demystified,., Reform Judaism, Spring 

1995. S2. 

23 lsa Aron. "Toward the Profess1onolizauo11 of Jewish Ed11cat1ori. "(Commission 
for the Jewish Education in North America). February, 1990 

---



As if speaking the language automatlcally translates into the ability to teach it, 

many educators incorrectly assume that Israelis make appropriate Hebrew language 

teachers. Prospective teachers should be judged oo their teaching ability and solely on 
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whether or oot they can speak Hebrew fluently. Whether or not that teacher was a good 

teacher in Israel is a better indicator of ability and future teaching success. Another 

frequent assumption make by educators (and that was noted in respondents comments) is 

that Israelis experience Refonn Judaism m the same manner as Americans. Many Israelis 

find American's expression ofRefonn Judaism foreign and new. Taking time to 

introduce of Refonn Judaism to these Israelis is often overlooked. One cannot assume 

that Israelis will immediately assimilate into the educational pool by nature oft.heir 

birthplace and nauve tongue. A philosophically unified staff strengthens the school' s 

Rcfonn Jewish mission. On a more patriotic note, AJan Minn wrote that it is of utmoi.1 

importance to develop a "cadre of Amencan -born teachers who understand the needs of 

their own Jewish schools and colleges, wbo will build a cumculum of Diaspora Hebrew 

studies, and who will derive pride from transmitting the heritage of the Go/ah."
24 

The 

combination of both Israeli and American-born professionals will ultimately make the 

fullest contribution to the evolving Hebrew cwTiculum by bringing forth strengths from 

both fronts. 

The theoty and techniques born out ofEnglish-as--a-Scoood-Language (ESL) can 

proyjde an excellent model for teachers of other languages. OnJy twelve teachers in the 

24 Alan Mintz. Hebrew in America (Detroit. Michigan: Wayne State Uruversity 

Press, 1993), 243-244. 
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ennre survey were found 10 have tratrung m ESL of which six were al the same school 

This finding raises several questions· Who makes the dec1S1ons regarding the best 

approach to teaching Hebrew at a particular s1tc'1 Why are so few teachers and educators 

atuacted to ESL? What cnteria do educators consider m choosing Hebrew programs'! 

Clearly, this crucial decision should be based upon knowledge and expenence. 

I am somewhat disturbed by the finding thal there are teachers teaching Hebrew 

who arc not themselves fluent. Every school surveyed had at least one person on staff 

who 1s a fluent Hebrew speaker When: does that leave all of the students sitting 1n 

classrooms with the non-fluent Hebrew teacher? What message does this send to those 

students'> Wb}' aren ·1 these teachers connnwng their Hebrcv. language educanon'> 

Granted, spoken fluency 1s not a measure of a teachers ab1ltty to teach. yet students 

lose out by sitting m classrooms 11tith teachers who are 001 enutely comfonable with the 

language. Although the decodmg of prayerbook Hebrew and not acquis1non of modem 

Hebrew 1s often \he goal of the curriculum.. classrooms infused with the hum of Hebrew 

conver5at1on leave an unmistakable impression on the students (and parents) and grants 

legitimacy to genwne Hebrew learning. 

Ongoing Teacher Education 

An important aspect for healthy t.eacber development is the intC18Ction with 

various professional organizations to nourish growth in related academic fields and 
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personal Jewish identity issues .u Previous discussions have highlighted the lI!lpon.a.nce 

of continued education of the teachers themselves. These various organizations and their 

publications provtde a direct hne to what 1s innovat.Jve, current and unpon:ant 10 the ever-

changing Jewish environment Once again, there 1s a wealth of mfonnation and resource 

available to educators and teachers which is being left sadly untapped. 

Unquesnonably, teachers should be provided with opportuniues to improve their 

teaching. When regional workshops are offered by the Union of American Hebrew 

Congregations (UAHC), the Boards of Jewish Educauon (BJE's). or comparable 

organiz.anons, for example., teachers should be encouraged to attend and should be 

offered financial incentive to do so Any instruetion should compensate for vanable 

teacher skill levels and make allowances for a vanety of student developmenlAI levels. In 

addition, schools should be supported m \heir etrons to bnng in outside specialists and 

tratners to give scminars.26 The means by wtuch to stay informed arc numerous. 

however tune, money constraints, and ignorance about these offerings prevent such 

involvement. 

To bc1gbtcn the involvement with the above orgaruzanons schools can SW1 

simply by encowagmg one teacher to join an organization and share the information with 

co-workers. Hopefully, this new in.fusion ofinfonnation related on an intimate level 

will excite and motivate staff members to do the same in other organizations. Presently, 

2S Sec appendix six. 

26 Burton t Cohen, Case Studies in Jewish School Monagemenl: Applymg 
Educational Theory To Scllool Practice (West Olugc, New Jersey: Behrman House, 
Inc., 1992), 57. 
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the survey revealed that of the twenty-nine schools, five offer a.ddiuonal payment above 

the salary for aneodance at conferences, while two mclude the payment within the terms 

of the contract. Other than monetary incentives, instituttons may offer memberships as 

bonuses for excellent work or as a straight donation. Furthermore, teachers could receive 

free subscriptions to professional magazines and 1ournals Teachers should leap at the 

opponunity to broaden their educational base but the research shows they are not 

The reality for many teachers in the afternoon school system is that their nme 

spent at marginal compared to ume spent at other jobs and/or w1th farru ly 

responsibihties. Consequently, there is insufficient time to prepare lessons and keep 

abreast of relevant developments in Jewish education. lnsofar as teachers continually 

need to refresh and upgrade their skills. all Jewish schools should furnish in-sen'lce 

training as a priority and not a choicc.17 

The Curriculum 

The Curriculum section is :!esi~l'.led to elicit information most directly concerned 

with the goals, development. evaluation, and methodologies guiding each Hebrew 

program. These areas are crucial to the establishment of an effective Hebrew program. 

Clearly stated in the accounts from Case Studies in Jewish School ManagemenJ is the 

idea that the curriculum must ultimately crea1e an environment in which students can 

21 Ibid, 169. 
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discover and ennch a deep personal connection to their Jewish souls through study and 

activity. The teacher' s role to this end is crucial in that they must be integrated into the 

deliberation process of curriculum development. Teacher input should be sought in 

deciding what to teach., bow to adap( material to various age groups. and bow to transmit 

the school' s mission. Teachers should be infonned, committed, and supportive partners 

in moving the curriculum towards the school' s most lofty goals. There is much to be 

considered in addition to the boning of technique and skill.v. 

What are the goals of your Hebrew Program?29 

"More effective Hebrew language programs promise to nuse the level of 

motivation, gratification, and achievement for both student and teacher."3
(' Ruth 

Rapba.eh sees the thrust of the problem at the curricular level as a lack of recognition of 

the differing goals of Hebrew education. the different approaches to these goals. and the 

different methods needed to achieve ca.ch particular goal. The considcranon of the 

following questions ts crucial to the design of any sound Hebrew language program: 

.. What kind of Hebrew must students learn and what language skills do they need 
to develop at each age and at ea.ch stage? How mucb material may be acquired 

28 Ibid , 93. For a detailed discussion of practical principles for Jewish education 
see pages 162-69. 

29 See appendix seven. 

30 Ruth Raphaeli, "Toward Hebrew Literacy: From School to college," In Alan 
Mintz, ed., Hebrew In America. 25 l. 
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at a given time? When and how can students use their Hebrew as a tool to give 
them access and mearungfuJ content? How can the entire cumcuJum be designed 
so that at each stage students utthz.e their knowledge of Hebrew 10 funher 
understand texts or subjects with which thev deal m class? How can students 
enhance conversation skills m modem Heb~ew and apply them m a real-hfe 
sening'>"31 

The broad goal of the Hebrew cumculw:n 1s overwbelmmgly the mastery or 

prayer book Hebrew This comes as no surpnse m that the thrust of the Hebrew 

programs is preparation for Bar/Bat M11:zvah which incorporates liturgical Hebrew and 

not modem spoken Hebrew. The common practice has been to prepare Bar/Bat Muz:vah 

students to perform mechan1cally as opposed to meaningfully lead the Hebrew part of the 

service One post-Bar M1tzvah graduate clearly recalls holding the silver pointer, hand 

shakmg. as he pretended to read his Torah poruon directly from the scroll when in fact he 

was relymg solely on memory. lntcresnngly enough, two of the iwenty-nme schools did 

not cite Bar/Bat Mitzvah preparanon as the goal of the Hebrew program Philosophically 

these educators refuse 10 bend to the pressure to accept Bar/Bat M1tzvah as the end goal 

of re ligious school insauction, a radical departure from the norm. If more ·rebel' voices 

were sounded the Hebrew curriculum would go beyond the Bar/Bat Mit.zvah preparation 

and the silver pointer would move Jown the scroll wtth comprebcns1cn not pretension. 

Also of importance to nute, 1s Hebrew a.s a livmg language with connections to 

Israel and the Jewish people. Untranslalablc Hebrew concepts and words are filled with 

deep meaning. The emotional impact of using the Hebrew language can provide students 

JI Ibid., 252. 



with e richer lea.ming eiq>enence A more complete and ennched Hebrew 

comprehcllSlon opens wide a door to Judaism that 1s often left closed. 

How do you develop cumculum?3l 

l it> 

After reviewing the research material regardmg cumculum development.. I found 

the healthiest, most effecnve and diverse curriculum was developed and supponed by the 

enti re school commumty - parents, suppon staff, teachers, adm1mstrators, central and 

d1stnct office representative, and community members '' One school illustrates \lus 

concept and Y.ntes that "change is dnven by the pnncipal and Hebrew coordinator, m 

consonance with the Rabbi. teachers, parents, students Goals are fonnulated and evolve. 

over time as we try new things." The followmg data shows that a conccned effon is 

bemg made to insure that cumculum development 1s a cooperanve effon 

Ao impressive twenty out of twenty-nine schools reported that tbcu teachers are 

sharing in the development of the Hebrew cumculwn. One would think that the 

curriculum is handed to teache!'S for execution without much of their input Yet. my 

findings proved otherwise; teachers arc involved in curriculum development. This, 

however, does not necessarily mean teachers are involved in the choice of goals of that 

n Sec appendix eight 

H For further discussion see Beth M. Keller, ~Accelerated Schools: Hands-On 
Leaming io a Unified Community," Edia:a11onal Leadership. February 1995, 10-13. 
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same curriculum In fact, the research shows that teacher's role has yet to fully 

encompass the development of all aspects of the curriculum. The advme effect of this 

pattern is that teachers' ownership and involvement is undenmned as their investment in 

the curriculum is limited. Ideally. there should be a match between the goals of the 

program and teachers personal philosophies for optimal curricula execution Often this is 

not the case and schools suffer from teachers ambivalence. 

ln review\ng the responses listed in the "OTHER' category. I noticed that no one 

mentioned utilizing an expert in the field of Hebrew language education or ESL for 

cumculu!Tt development Add1tionally, only two respondents replied that the Cantor was 

involved m the development of Hebrew cumculum goals, a swpristng finding 

considenng that moSt of the schools report Bar/Bat MitzVah preparation as a priority m 

the goals of the curriculum. a program which is usually directed b)' the Cantor. Startling 

to find was one school where the principal had no say in the development of the goals for 

the Hebrew program. 

Rabbis proved to be1he most influential in Hebrew curriculum decisions after 

principals. followed by teachers and finally. the school committee. lf the teachers are 

implementing the curriculum. it seems incongruous that they are not full partners in all 

decision-making regarding said curriculum as they are in a unique position to assess what 

is actually happening in the classroom and offer feedbacl.: and advice on how to move 

forward. 

The schoQI committee is the least involved in curriculum development. 

Unfortunately, many mistakenly assume committee members are unqualified to offer 
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valuable mput. Yet, the comminee usually wields a lot of mfluencc and most ccrwnl) 

should be brought into lbe process and 'sold' on lbe cumculwn These members are a 

very valuable source of support for the school Commmce members often have one or 

more chJldren in the school and arc informed 'consumers' grvmg balance to the decision

mak.mg group who are mainly providing or ' sell mg' the package The achievement of 

balance 81 the onset of curriculum dcvelopmeot will create an educa11onal program that 

resonates with the thoughts, intellect and needs of all panics invested in the ·product' 

Hebrew Curriculum Ob1ectives '{ 

Bunon has found that there is a fundamental difference tn the cumculum that has 

1ts genesis in the question, .. What matenal has the greatest potential for srudents' future 

growth., .. rather than "What am l goi~ lo teach?" ACQOrdulgly, the focus of the 

schooling must switch to inspiring stUdent.s to connnue srudies and Jewish practices 

beyond the Bar/Bat MltzVah age. Jewtsb educanoo should be viewed as an ongoing 

entcrpnse. The task of the Hebrew school ts to enroll the students as acuvc participants 

in the Jewish community, thus replacing the self-<iefcanng view that afternoon school is 

the last chance for kwish education. This subtle change in philosophy can enable 

afternoon schools to become viable and important resources for Jewish education.u 

1• See appendix nine. 

JS Burton 1. Cohen, Case Studies m J011Jh School Ma.nagemenI, 31 

---
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The present study reveals lhat our Hebrew programs are focused on read mg skills 

Expected competency in both the areas of n:ad1ng of prayers and simple sentences 1s 

97% . Th.ts 1s one explanation for the heavy reliance on published matenals created to 

teach Hebrew through phonetics. The students may not understand what they are 

reading, but they arc able to follow a SCfVlce and 'perform' their Bar/Bat Matzvah 

Second to chanting, the ability to converse in Hebrew usmg stmple sentences 

sc~ms to have been perceived by the cumculum decision makers as unachievable and/or 

unimportant As a result, skills relaled to modem spoken Hebrew fall to the low end of 

the Hebrew program "pnority scale". The mastery of conversational skills is crucial to 

the acquisition of Hebrew as a language By teaching Hebrew as a ltving language with 

pracncal applicanons outside of the synagogue, teachers can capture and sustain an 

mt.crest m conunued learning of Hebrew Once students can hold a convcrsauon in 

Hebrew and translate simple sentences the possibilities arc limitless: wnte a letter to a 

pen pal, maneuver oneself arouod Israel, understand Israeli news broadcasts. These 

expenences will propel students to continue their studies with self-interest as opposed to 

squ.elch.ing their desires by the limited relevance of their studies. 

Only three respondents (of the twenty-rune) noted that their students arc expected 

to expla.m the meanings of the praye~ in addition to re.a.ding them a.od two schools ciled 

that the ability to write m Hebrew is imponanL It is unacceptable to find such low 

c"pcctatioos for Hebrew language proficiency while students are spending so many years 

being educated in afternoon religious &ehool settings. 
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How 1s Hebrew proficiency evaluated'' 

This question yielded a wide range of responses, including m-class written and 

verbal tests. informal oral tests. written finals, md1viduahzed testing. teacher<reated 

tests, teacher conferences, Bar/Bat Mitzvah completion, principal evaluauons. quizzes, 

class parttc1pation, projects, and student oral presentallons Based on the degree of 

vaned responses, clearly educators arc experimenung to find the best method of 

evaluation to fit their specific settings and needs Book publishers are even going as far 

as prov1dmg tests corresponding to their textbooks which I feel is inadequate for genwne 

evaluation. I prefer one-0n-one contact to responsibly evaluate a student's emotional 

interest level, scbolasoc progress and maturation. There as no replacement for human 

cont.act in and outside of th~ classroom environment. Painfully absent are those 

quesuons that go beyond the proficiency level How do the students feel about learning 

Hebrew'? Ale the comfortable enough to speak o!lt loud? Do they have a desire to 

continue learning? What LS the student· s source of moll van on?- are JUSt a few quesuons 

which should be included in the evaluation process to paint a fuller picture of the 

emerging educational process. 

One respondent utilizes prayer reading charts in the classroom as an evaluation 

tool (whereby each star signifies a student' s successful reading of a prayer). 

Traditionally, such charts are used to elicit behavior modification with uncooperative 

students. This particular educator is on the right track in blending evaluation with 

incentive in that teacher and student become partners not adversaries (as in the old test 

---
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pass/fail theory of education) The chart can be used Lo sumulate discussion and 

reflection upon the studenfs progress and can provide the classroom wnh a shared vtsual 

to mouvatc not shame 

If you could. which oflhe following classroom methodologies would )IOU prefer for your 

Hebrew program~ 

Teachers cannot walk into classrooms empty-handed, unprepared to deal wttb the 

rcspons1bihnes of teaching. Research shows that the reflection demanded by work.mg 

withm a defined methodology impacts posnively on classroom managemenr16 which 1s 

often a maJor source of dJstress Hebrew language teachers oould benefit from trairung m 

one or more of these methodologies FolloWlllg 1s a bnef explanation of a sampling of 

teachmg methods as they ill"C apphed lo the teaching of Hebrew 

Cooperative learning (n=13) Cooperative learning in the form of partner acuvmes 

and small-group work holds much promise for the language classroom. Opponuruoes for 

language use are multiplied as compared to the traditional large, group, t.cacber-led 

structure of the classroom Where commurucation flows primarily in ODC direction, from 

>6 Classroom management is defined as "a complex set of behaviors the teacher 
uses to establish and maintain classroom conditions that will enable students to achteve 
their instructional objectives efficienlly-that will enable them to learn." In James M. 
Cooper, General Editor. Classroom Teaching Sh/ls 4th ed. (Lexington, Massachusetts: 
D.C. Heath and Company, 1990). 230. 

---
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teacher to students. Students are involved in authentic communicauon as they e.ngage m 

mearungful and purposeful tasks n 

Whole word approach (n=8) Dina Maiben38 distinguishes between whole 

word method and whole language method. The former reading approach is built on the 

observation that fluent readers tend to process whole words at a single glance. 

Comprehension plays a significant role (as opposed to the phonetic approach where the 

reader sounds our ca.ch and every letter but does not occessarily comprehend the word). 

Whole language is captured not so much as a readtng method but as a philosophical 

approach with emphasis on " .. learning to recogniz.e the meanings ofpnnted words as 

they operate within larger sentence and story structures. "39 The motivation for learning 

the language is its use for genwne communicative purposes. 

Hebrew-in-Hebrew//vrit b 'lvrit (n=5) Hebrew is employed as the me<liWTI of 

instruction and as the language of the classroom and school. This method oftcaclung 

Hebrew was originally introduced to Jewish schools of America about the same time that 

Hebrew became a vernacular in Eretz Yisrael. Dr Samson Bcnderly of Board of Jewish 

37 Helena Curtain and Carol Ann B1omstad Pesola, Languages and Ch1/drt:n 
Mating tM. Ma1ch: Foreign Language Jnstrucl/Onfor an Early Slart Grades K~ (White 
Pwns, NY: Longman Publishing Group. 1994). 317~31 8. 

31 Audrey Friedman Marcus and Raymood A. Zwerin, ~ .. The Jewish Prmcipols 
Handbook (Denver. Coltndo: Alternatives in Religious Education Publishing. Inc., 
1983}, 231. 

l 
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Education ofNew York m 1910endeavored10 modenu.ze Jewish education. to organize 

it on a firm community basis, and to encourage emphasis on conversanonal Hebrew ~ 

Phonetic Approach (n=2) There are two basic methods for teaching reading, the 

whole-word method and the phonic method. Advocates of the phonic method argue that 

reading can be the smoothest when students are able to sound out any words by followmg 

the syllables. Advocates of the whole-word method argue that iftbe student is able to 

recognize words as the basic unit of the language, reading will be smoother and more 

meaningful than if the focus is on isolated letters and syllables The KT AV cumculum 

developers further state that most students in Hebrew schools require strong phonic skills 

10 get through words which are mostly alien. Furthermore, they write that one should not 

abandon workmg toward the recogmtion of a large vocabulary offami har words which 

must be part of the curriculum of a Hebrew school. "This training. however, must begin 

in the primary grades ofrehgious schools, and by the ume that Hebrew training begins it 

is necessary to concentrate heavily on phorucs.'' 41 

Many of the respondents were unfamiliar with the methods listed lt 1s significant 

that many of the leaders of Jewish education suzveyed were not cogn.iDnt of the 

terminology listed. This highlights the fact that educators need lO s~n their 

awareness of that which is available for application to Hebrew language instruction. 

'° William Chomsky, Hebrew: The Eternal Language ( Ph.iladclpb.ia; The 
Jewish Publication Society, 1957), 266. 

0 Sol Scbarfstein, KTAV 1994-1995 Turbool Catalogue w11h Religious School 
and Day School curricu/llmS by Dr. Howard Adelman (Hoboken, New Jersey: KT AV 
Publishing House, Inc .. 1994), 12. 

-
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Educators are far too dependent on the publishing houses to determine how Hebrew will 

be taught Educators should be dtctatmg their needs more systematically to the 

publishers regarding texts for their students. 

Given the oppommity, many educators would incorporate one or more of these 

innovative techniques if information and training were more accessible. Two respondents 

mentioned the phonetic approach, one respondent mentioned syllable-by-syllable 

(probably referring to the pbonenc approach), and one respondent pointed out that these 

various methods are not mutually exclusive. One respondent wrote, ··1 would try 

whatever is deemed to be successful." ln any case, the wilhngness to experiment 

reflected in th.is last answer resonates a good attitude wtucb allows for progress to be 

made with new and perhaps untried approaches. 

Student Grouping'2 

There ts much deba1e surrounding the issue of grouping. Ideally, as reported in 

cllapter two. the opl1mal number of students per Language class siz.e is eight to ten with 

the upper limit b--...ing twelve. 

Twenty-three out of twenty-nine schools respoodcd that they group students by 

age alone. Seven of these twenty-three schools also gJoup by age thus taking both factors 

into consideration in Hebrew language class placc:menl An additional four of these 

•
2 See appendix ten. 
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twenty-three schools group within the class. according to ab1hty, when It 1s possible 

Five other schools report that they group according to age only. Lastly. one school 

determines placement in the Hebrew language classroom accordmg to the date the child 

entered Hebrew school. This last piece of information, based on th.is research project, is 

not a sound practice as there are many emotional dimensions and age-appropnate issues 

in operation "When learning a second language. Although both the older and younger 

student may be functioning at the same proficiency level, placing them together in the 

same classroom will probably be cowiterproductive for establtstung the best learrung 

environment 

Assuming I.hat all respondents reported data regarding their Hebrew class size 

exclusively, only six schools fell within the eight to ten student optimal number of 

students for language learning. lluee schools reached the top range of twelve students, 

eleven schools have fourteen to sixteen students per class, five schools have fifteen to 

runeteen, and three schools did not respond to the question. This data illuminates. a 

distressing problem. Even in the most ideal school setting, many educators run the risk 

of sabotaging efforts to teach Hebrew successfully by maintaining inappropriate 

classroom sizes. 

The oegative effects of having too many students in the Hebrew class can be 

alleviated to some e.xtcpt by proper utilization of teachers' aides and volunteers. The 

additional support impacts positively on student learning. and teaching quality. 1n deed. 

many schools with the larger classes do incorporate teacbers aides and volumccts into the 

language classroom. Eleven schools reported the use of teacher aides in the classroom 

--
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while fow-otbers mentioned receiving additional help on occasion, such as tutors. Much 

can be gained by implementing an orgaruzed system of teacher aides, who ideally know 

Hebrew themselves, thus decreasing the student/teacher ratio (and thwarting potenual 

disciplinary problems). 

Number of hours of Hebrew instruction per wcek741 

Burton I. Cohen poses the question. .. The Afternoon Hebrew School: End or 

BegmningT an issue that numerous people ponder and debate. I believe that the 

afternoon Hebrew school will respond lo changing needs and possibly evolve into 

someth.mg else but 11 will not disappear altogether For now, however, underlying most 

approoches to afternoon schools is the assumption that students, after their Bar or Bat 

Mitzvah, never again continue their Jewish education. The idea that the time in Hebrew 

school will be the child' s last experience with Jewish learning greatly shapes bow 

educators determine what is taught during these precious hours." 

The schools have generally responded in two ways to this anxiety First, some 

schools may decide that the students must be taught everything they need to know about 

Judaism by the age of thirteen. This is clearly absurd and oft.en rcsul~ in attempts to do 

43 See append.ix eleven. 

"'Burton I. Cohen, Case Sludies in Jewish ScJrool Ma111Jgemen1: Applying 
Educatio11DI Theory to School Practice (West Orange, New Jersey: Bchnnan House, 
Inc., 1992), 36. 
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much more than 1s realistically feasible m the available time One school honestly 

repons that because they moved so quickly and pushed the students so hard to acquire 

Hebrew, today not only do the students not know Hebrew. they are also biner about the 

experience Second, some schools choose to concentrate upon one aspect of Jewtsb 

education, believing that this is all that tune allows. A school may choose to center the 

curriculum on learning Hebrew to the exclusion of all the other subject areas. The 

educator may decide that learning Hebrew is the number one priority and somehow 

justify not teaching the students much else_ Plainly both approaches have great faul ts and 

the challenge 1s to find the middle road whereby realistic goals are set for the Hebrew 

cumculum with room and respect for a balanced Jewish education 

Number of days of Hebrew instruction per weck1•5 

It 1s common for Hebrew studies to start off slowly (grades K-2), increase 

somewhat for third grade, peak during the Bar/Bat MJtzvah preparation years (grades 4-

7), decrease somewhat in eighth grade, and finally to cease by twelfth grade. This 

trajectory towards inevitable tmnination worts against our hope that students will retain 

and pcrbaps even desire to further their Hebrew language studies. The data of the swvey 

that points to a renewed interest to introduce Hebrew m the lower gni.dcs is encouraging. 

It is a grave error m judgment to wait to commence Hebrew Ian~ instruction Wltl l 

-
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the thud, and more often. the fourth grade - there is no advantage to waiting and every 

advantage to starnng early. lbe earlier yean are ideal for students to gam a fanuliarity. 

comfort and strong base in the target language There arc many posttive benefits wtuch 

were discussed in chapter two in relation to leanu.ng a second language. 

The amount of hours of instruction the students are receiving increases 

proportionately to the number of days students aneod rcllgious school. The prospect of 

mere.a.sing hours meets with great resistance from parents and students alike. Many 

students do not ~'llflt to attend more school and many parents do not want the additional 

cost Most of I.he schools surveyed meet once or twice a week. One school meets three 

times a week for the sixth and seventh graders. Instead of arguing about what cumcular 

choices to make for the one or two hours of schooling more emphasis should be placed 

on what precisely should be done with the time to create the most productive and 

efficient educational experience. lllere are also the parents to consider who may elect 

not to send their children to religious school at all if the once per week program is 

increased.. Quality of education. is another crucial element to consider. However one 

should not assume that more time will precipitate better quality There are several parents 

who chose to enroll their children at a twice a week school instead of at a oc1gb.boring 

school that meets three tunes a week bcc:ause the parents believe the former school bas a 

superior program even though they meet for less time. 

-
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Family lnvolvement 

Parents must to be inVlted to become more involved in the educational process. 

Parental involvement reinforces the realiution of the student' s potential to become 

informed and committed Jews. The parents can set an example for their children by 

hvmg their lives in such a manner that clearly exudes the centrahty of Judaism . Such 

modeling will hopefully shape a positive attitude toward Jewish education for their 

children. According to Burton, schools can develop a supJXlrtive partnership with 

parents by: I) commwticating with parents on a regular basis about the school's goals. 

and about their child' s progress; 2) encouraging parents to observe classes and/or to be 

involved m activities; 3) sensitizing teachers to the borne situations of individual 

students, such as divorce or a non-Jewish parent; 4) establistung a strof\g parent-teacher 

organizanon; 5) bridging the transition from nursery school to religious school; and, 6) 

helping parents to become informc:d partners.i~ 

Have the parents exoressed their goals for the Hebrew orograrn741 

11 is imponant oote the perspective reflected in the survey answers ~g 

family involvement. Lt is the educators and respondents, not the actual parents, who 

~Burton I. Cohen, Case Sludies m Jewish School Management, 91-92. 

'
7 See appendix thirteen. 
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made assumptions about the parents' goals for the Hebrew program. The families were 

not duectly sampled. however, the results of one such survey lhat does question the 

pa.rents will be discussed below. 

The Forest Grove Jewish Center surveyed their population to asccnain the 

parents' conVlctions about their religious school programs. This survey found that 

pa.rents consider Hebrew instruction the best aspect of the educational program. 

Funhennore.. parents did not consider Bar /Bat Mitzvah preparation to be the number one 

mouvauon for attendance m rehgious school although many educators believe otherwise. 

The results also show that parents believe synagogue attendance is a crucial component 

of a good Jewish education. Burton chooses to correlate this datum with parental desire 

to implement a school policy to require synagogue anendance The respondents oflhe 

current survey noted that parents and children ah.kc are resistant to at\endmg sc:Mces and 

probably would not respond positively to being told they must. However, this does not 

imply there arc no pos1uve attnbutes to setting such rcqwrements. In the closing 

comments of the Forest Grove survey. parents' reflections illustrated how sens1twe they 

are to the problems plaguing Jewish education, the need for: more class time, higher 

standards of achievement, more homogenous groupings, better teacher preparation, and 

the recruitment and retainment ofb.Jgb quality teacbers_43 Educators should not 

underestimate parents understanding and need for their direct involvement i.n their 

children' s Hebrew language education. Educators should lteep an mind that providing a 

48 Burton I. Cohen, Case Sludies m )l!Wiah School Management, 181 ~88. 
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learning opponumty for everyone and crcanng a spirit of unity should be among the goals 

of fantily involvement 

Recall t.ha1 the responses of the current project reflect the school 's understand.mg 

of what the parents want and that none of the respondents noted that they systematically 

surveyed the parents. 55% of the total schools surveyed responded that the parents had 

informally e"rpresscd their goals for the Hebrew program. Interesting to note, none of 

the surveys mdicated spoken Hebrew alone as a goal of their schools. Nme schools cited 

prayer book Hebrew alone as a goal. Seven schools reported a combination of spoken 

Hebrew and prayer book Hebrew to be the desired goal although in differing proportions 

(30%-70%, So/o-95%, 50%-50%). Perhaps the placement of this question at the end of 

the survey has influenced the respondent' s answers du.e to their newly St11nulated 

1ntrospecllon on the subject of their Hebrew curriculum The resulting responses reflect 

a new vantage point from where respondents answered, no longer feeling comfonable 

claiming that Bar/Bat Mitzvah is the central goal of the Hebrew program. This is one 

possible explanation why the remaining nine schools dld not mark Bar/Bat Mjwah 

preparation as a goal of the Hebrew program 

" Interest and loveofHebrew" was noted in the "other" section ofthi.s question 

m the case of one particular school's idea of what parents want for the Hebrew education 

program. This concept should be incorporated mto the formation of the overall goals for 

any Hebrew program. including our afternoon religious schools. Bravo to the educators 

who come to realiz.c that the basis for any healthy, nurturing and successful cwriculum 

must begin at this level 

---
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Ho"' many adults are currentlv enrolled m congreganonal Hebre" programs"•" 

Twenty-four schools reported that adults are enrolled m Hebrew language classes 

There is evidence of both a dwindling interest for some schools (N= I "no one signed up 

tbts year") and a growing interest for others(n=2 " 10 just began a class", ··40 - csnmaled 

enrollment m Marcli 95"). The data reveals that many adults in congregations read 

Hebrew, although these very adults may not be parents of children enrolled i.n the 

religious school Even though there are a high number of adults studymg Hebrew. they 

do not necessarily come from households with children learning Hebrew concurrently 

The survey shows that very few adults are fluent m Hebrew though 1t is imponant to note 

thal respondents d.Jd not have the mfonnanon available to accurately answer this 

question Ultimately, a goa.I of the curriculum should be 10 enoourag~ pa.rems to study 

Hebrew for their own benefit and that of their children. 

In cooclus1on.. the responses to the final question of my survey will constitute the 

next chapter "Questions and Comments" provided the moSl telling and provocauve data 

of tlus survey Given the freedom. respondents shared their frustrations, 

disappotntmcots, hopes and dreams 10 a powerfully descriptive manner. Future 

recommendations and dircctJons will be set forth in the final cbapum. Thus a clearer 

picture of the current state of affairs can be drawn and realistic recommendations be 

mAde to breathe life into Hebrew language education in the America. 

" See appendix foW1ccn. 
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This is a summary of infonnauon foWld in the I.a.st section of the survey The 

intention of the first open question was to illicit respondents to describe the most 

significant barriers to teaching Hebrew 1n the American afternoon school education 

system. In cloSlng the survey, I queried "If you could be granted any three wishes for 

your Hebrew program, what would they be?" The point of asking these two questions 

was to receive comments that would more bo~ly detail what the impediments are and 

provide this researcher with insight into what educators in the front lines of Jewtsh 

educatton believe could improve their Hebrew language education programs. By 

allowing the respondents to answer openly, beyond the confines of structured questions, 

the answers were brutally boncs1 and lacked MY reference to a hope for Hebrew fluency 

or Hebrew/English bilingualism. This finding was unfortunate yet not surprising in that 

educators have been repeat.cdly advised not to place 1-'ebrew fluency as a goal oft...l\e 

attcmoon school Hebrew curriculum. The 8.11SWCfS given are intelligent, insightful and 

illustrative in dcscnl>ing a great vision and hope for the future application of Hebrew in 

the life of the modem American Reform Jew. 

• 
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lmpedimeatl To Hebrew Uinguag~ Learoing 

Tb.ts sectton focuses on wb.al respondents perceive to be the obstacles to learning 

and teaching Hebrew language education today The final chapter revisits the research 

related to this survey and offers suggestions on bow to make practical shifts in practice 

and formulate new directions. Hopefully. qualified movement towards better practice in 

Hebrew language education will breed credibility as real and measurable progress is 

made. With this new found legitimacy, educator.> and teachers can enliS\ others to try 

innovative approaches to Hebrew language teaching as observable positive results 

multiply. The reality that there arc schools achieving a desirable and noteworthy degree 

of success is ~n enough to continue the search for a wort.able model for Hebrew 

language education in America, there is hope 

Time 

Lack of sufficient time is the most frequently reported obstacle to both learning 

and teaching Hebrew. In order for Hebrew to be taught property respondents cl.aim the 

students occd to come more often and for longer strctcbcs of time. Another related 

difficulty is the time of day (laie a.fterooon) du.ring wbieb c~ arc conducted. After a 

full day of public school. students are often not receptive to learning Hebrew suppornng 

the genenl consensus in die field that most st.Udents learn better in the morning. Ari 

---
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addltionaJ problem relates to the number of days that pass between one Hebrew language 

cl.ass and the next tn that students have a difficult time rctairung knowledge from ooc 

lesson to the next The whole idea of time suppons the notion that Hebrew educ.anon m 

afternoon religious schools 1s secondary to secular education, whereby students arc 

exhausted before they even enter religious school classrooms thus consistently creatmg 

non-reccpuve audiences. 

Commitment and Suppon 

Responderrts reinforced the behefthat Hebrew school is at the bonom ofstudcnts' 

and parents' list ofpnoritics. citing that obligations to regular scbools and even sport's 

teams take precedence to Hebrew school Parents often remember their own negative 

experiences in Hebrew school and bnng them to the current situation, feeding into their 

children' s negative attitudes towards religious school. Therefore:, the schools must create 

positive expenences for the students hopefully nurturing positive memories of their own 

Hebrew school experience. The ~(l;r of good feelings towards Jewish education will 

serve to combat pessimistic outlooks and break the chain of negativity clca.ing a path to 

a vibrant Jewish identity. 

Basically, many parents resist more than superficial involvement in religious 

school Parents do not take the same interest in religious school as they do in their 

child's secular studies. Though often apt and capable to help their children with their 

_JJ_ 
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secular studies, parents rarely get involved with religious school projects Further lack of 

support marufests itself in an absence of home observance, low synagogue attendance, 

and no spoken Hebrew in the home. An addinonal complication of ongoing Hebrew 

education reported by the respondents is financial . Numerous parents are bW'dened by 

the high dues, (or simply do not want to pay at all' ) and want Bar/Bat Mttzvah to be the 

end goal of their child's Jewish education. 

There must be an enncmg reason to continue religious school after the ' big 

event•, the Bar/Bat Mitzvah. Tbe survey shows that Hebrew language education stops at 

this juncture for the most pan. If educators hope to promote real language proficiency. to 

stimulate and encourage further study, clearly a more positive experience with the 

language before this climax must be established Perhaps to instill a love of Hebrew and 

a greater sense of accomplishment would keep students' interest in learrung Hebrew. 

Homework 

Homework is a major stumbling block to acqwnng Hebrew. There is shared 

consent that practice and reinforoement is critical to the acquisition of language. A 

number of educators in the afternoon schools do not believe in assigning homework at 

all Some accept the re&lity that when assigned very few students will a.ctually do it 

Pareots contnbute to the cooperation problem where Hebrew school homework i~ 

e<>nccmed. I have received written notes from pamits excusing their children from 

_L 
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assignments because of vacation, regular school homework, team pracnce and more. 

Teachers should not refrain from giving homework but give realistic assignments that can 

be completed wnhm the framework of their homes and incorporated within the network 

of secular schooling thus producing realistic avenues for achieving the goal of practice 

and reinforcement of the language lessons. 

Truthfully, Hebrew bomework can be tedious and one dimensional. Many 

teachers who are highly creative and imaginative do not apply these same talents to 

generating more tasteful homework assignments With the onset of computer literacy, 

students could be encouraged to interact with Hebrew language software much the same 

way they would with any popular program ln addltlon, students can arrange a meeting 

on the Internet for to "converse- in Hebrew with an electronic pen pal. Perhaps 

collaborative assignments would be better suited for some students Teschen could 

instruct a group to create a script for a play utihzmg new vocabulary. for example, to be 

later presented to the class. The options regarding Hebrew homework are restricted only 

by the teachers' effons or lack thereof to create. 

High Quality Hebrew Teachers 

Many respondents echo the sentiment that well-trained teachers are needed to 

breath life into teaching Hebrew. New funding on the salary level could help attract. re

train and retain exceptional Hebrew teachers. Both the literature BJld the survey a.re 

L 



unwavenng m S\Jltlllg that proper compensation 1s necessary for the development of a 

professional cadre of teachers 

Teaching Hebrew 

1)8 

Responses related to this topic were voluminous. Many comments related 

spec1fically lo the idea that in America, Hebrew is not a living language yet. People 

assume that Hebrew is only for the synagogue thus obliteraung an entire country of 

people who walk., talk, eat and breathe modem spoken Hebrew, Israel. Granted, there 1s 

a lack of opponunity to use Hebrew supported by the attitude the attitude of parents and 

students (and some teachers) that we live in Amenca and there is no use for Hebrew, so 

why bother. Relllforcing both these beliefs is the fact that Hebrew is not beard, does not 

fill the halls of the same schools where 1t 1s taught rendenng Hebrew dead in the mmds 

of the students. 

Respondents feel the absence ofte.aching trope impedes the learning process. 

Music assists the memory and enhances feeling therefore chanting is an avenue that 

might belp students team and feel comfonable with Hebrew. Trope should not be 

abandoned. Additional comments regarding impediments to the Hebrew language 

program included: large classes, confusion between Hebrew and Teffilah program gpals, 

and the educator' s and their staff's lack of proficiency in Hebrew. Proposed solutions 

--



will be offered m the final chapter to suggest that many of these tmpcdiments have 

solutions within our rea.ch. 
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Ln all fairness to students, one must aclcnowlcdge that leanung a language withoul 

comprehension is antithetical and pa.ra.dox.ical. It 1s no surpnsc that the Hebrew 

languages programs suffer greatly from cons\St.Cntly teaching system how to read Hebrew 

without comprehension. My research clearly states that language 1s best acquired when 

meaningful and purposeful. lt is misguided to function on the premise that the 

mechanical reading, which is commonly upheld as a minimum requirement for Bar/Bat 

MitzVah will motivate students to learn Hebrew throughout their Hebrew school 

education 

W1tlua this sea ofocgattvity. one respondent offered a glimmer ofbope when she 

replied that. ·•some students anend Hebrew class regularly and master some vocabulary 

and structure of the language~. Often, these same students go on to confirmation and 

youth group where they enjoy further exposure to Hebrew. Once again, an example 

illustrates that when the Hebrew language 1s presented as a modem. livtng, exciting and 

integrated language there is the possibility of extendmg studies of Hebrew 

-



Three Wishes For Your Hebrew Program 

The goals on the wish hst of the educators should guide the readers tlunking 

about the findings of the present research study. The ideal purposes of the Hebrew 

language program included: student achievement of a satisfactory level of Hebrew 

comprehension and speaking ability, student enjoyment of leammg Hebrew, student 

facility in deciphering classical Hebrew (as found in the Bible and Mishnah, for 
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example), and student ability to read modem Hebrew literature with understanding. One 

respondent suggested the orientation of the Hebrew cwriculum should be focused on 

speaking ability This conception which is consistent with current tbinkmg1 m language 

research. Ln the realm of technique, respondents wished for a jump-stan Hebrew 

program that would captwate the lt:amers and sustain students through the difficult 

beginning stages of acquiring Hebrew language proficiency. These are all noble and 

worthy goals to strive for in the afternoon school Hebrew language program. 

Time 

The desire to have more time for teaching Hebrew is the most frequently (o=l 9) 

mentioned factor on the respondent's wish list Do not interpret this to mean that the 

1 See Helena Curtain and Carol AM Bjornstad Pesola, languages and Children 
Making the Match: Foreign Language Instruction for an Early Start Grades K-8 (White 
Plains, NY: Longman Publishing Group, 1994). 



resp0ndents believe that 1fthey had more time their problems would be solved More 

rune for study of the Hebrew language would more opportunity Lo engage students in 

learning Hebrew 
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Not only is the nme avll!lable for teaching Hebrew limited, but also the 

anenda.nce of the students in these lessons. Irregular attendance is an enonnous 

impediment to teaching Hebrew. There are many sources to explain absenteeism not 

least of which stems from the mixed messages students ~ive from their home and 

society regarding the 1mponance of learning a second language. Many respondents feel 

that more time wouJd provide them with a fighting chance to teach Hebrew m a world of 

competing demands. 

The Teaching Staff 

The sheer volume of feedback in this category, illustrates just how perceptive the 

administrators are in diagnosmg an area of potential growth and change that could result 

in better Hebrew education. the tcaching staff This is where a large boft of the 

investment of money. energy, thought and support need to be channeled. This is the front 

line in the struggle to teach Hebrew which must be supported and strengthened to survive 

such adverse oonditions. The whole picture is actually a mosaic of many mterrclated 

factors and details therefore fixing one faction will not necessarily fix the whole. The 



proper staff, the appropnate textbook, the right class size - all contribute to the 

llamework that will suppon a successful Hebrew language program 

Educators dream of teachers who have a passion for teaching Hebrew, teachers 

who deeply care about making Hebrew a living. vibrant language for their students. This 

aspiration like many recorded in this response fall into the affective domain. Ideally 

teachers should have a creative wellspring inside that they draw upon to transform 

students feelmgs about Hebrew in a positive way In reahty, this is not always the case, 

much work needs to be done in the realm of mspiration and creativity. It is these two 

forces combined that feed the emotions of students who begin to explore their passion for 

Hebrew 

Perhaps teachers lack passion because they are not considered profess1onals and 

are often overworked. underpaid, and definitely under appreciated. RGSJ)Ondents 

supponcd tlus theory in their reported desire to develop teachers' professionahsm. 

Several wishes put forth towar-d the pursuit of professionalism were: Hebrew teaching 

workshops designed specifically for supplemental school Hebrew teachers (to take place 

at a convenient time and locat1on): more funds for the staff; more teacher benefits to 

attract and retain a h.ighly qualified faculty in Jewish education and; resources to 

adequately train Hebrew teachers in ESL techniques and cooperative learning.. Once 

again, it is crystal-clear that the decisfons makers know whax must be fixed yet arc still 

searching for the means to do so. 

A shared wish amongst the respondents was expressed as a yearning for J reserve 

of informed Reform Jews with adequate knowledbre to teach Hebrew language and 

--
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Teffilah More competent teachers wllh appropriate Hebrew levels, including Hebrew 

literacy It was felt were greatly needed. One school dreamed of bmng a remedial teacher 

to help rn the lower grades and provide suppon services for learning disabled students 

thus requesting a specialist. Bringing ma ·specialist' to teach Hebrew in place of the 

regular teacher has drawbacks. The regular teacher not only steps aside relinquislung any 

responsibility for the class bw also loses respect in the eyes of the students who then 

believe their teacher does not know Hebrew. How can t.eachers expect their students to 

learn Hebrew when the students thmk the teacher does not lrnow Hebrew and is not 

trying to learn it either. The goal is to treat the teachers as professionals, therefore it 1s 

not good practice to undercut their effons by using specialists in the aforementioned 

fashion I submit that the regular teacher should be trained m Hebrew and considered as 

fu.11 partners in the endeavor to provide the best Hebrew program possible. 

Respondents felt that more research should be done in the area of Hebrew 

language cumcuJum and the resulting data should play a role in the choices made for the 

Hebrew language cwriculwn. One respondent proposed an 1n-<fepth study of available 

research followed by a senous undertaking by the Jewish educational world to do fwther 

research. Respondents suggested that more suitable curricular materials as well as 

supenor teacher training should be developed as per this rcsc:art:b.. Feedbac., from 

exemplary teacher evaluations focused on 1.ea0ber growth and improvement to provide 

much promise for the future 
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Governance 

One respondent wrote that they wish for regular consultative meetings to include 

the principal, teachers, the Rabbi and key members of the school committee to ove~ 

the Hebrew language program. This regular meeting will hopefully create governance, 

whereby people know who is tn charge and where LO receive direction from. Support, 

feedback and teamwor"-. three much needed elements for a healthy workplace could be 

provided by the installation of sound governance. The question, "Who is in charge?" 

raised issues of power, accountability, responsibilit}' and organization.. My own 

experience bas taught me that the answer is crucial in deciphering who does what for the 

smooth functioning of the Hebrew staff and the program because I work in one where 

there is poor governance. One supervisor says the students arc reading Hebrew while the 

other says they are not, one supervisor feels the students can not miss homework another 

feels they can and so on leaving the. teacher lost, confused. and ultimately despondent. 

When there are so many people working together to achieve a common goal governance 

mus1 be implemented and made clear to all parties concerned. 

Commitment and Support 

~if you will, parents willing and able to learn Hebrew. In this case the 

educator would be extremely fortunate whereby the parcDIS are willing to learn at the 
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same time as their children. This presents a new dilemma.. how to teach the pa.rents? 

Suppose there was a system LO which students and parents learned together, or a parallel 

curriculum, or parent support materials (books, tapes, computer software) disseminated 

for every classroom objective, or parents forming hevrwor (commW\3.1 study groups) to 

study what their children are learning and go further to enrich themselves and bring the 

material to an adult level. Granted this is not all possible tomorrow, however, it is 

possible to pick one strategy and begin to implement parent Hebrew education. 

A hope of one educator was to instill in the minds of students and parents alike a 

strong internal desire to be part of the community in worship thus willingly anendmg 

services on a regular basis. Maybe ff this were answered stUdents, teachers, comminee 

members would not think of Hebrew as the sole goa.I for Bar/Bat mitzvah and attendance 

at religious school but as a lifelong endeavor. Commitment must have no upper linllt 

giving the responsibility to instill in people the conviction that Jewish learning will 

connnue throughout all of our lives to the Jewish people tbemseJves. 

Th~ Clusroom 

Fully compatible with present mearch in the field as far as educationally sound 

practice is considered. educators yea.med for instruction in smaller groups. Such 

instruction would require more money in the budget and greater availability of skilled 

teachers. Moreover, realistically, many teachers manage in makeshift classrooms. a big 



problem in Hebrew education programs Therefore, 1t was not unreasonable to receive 

educators passionate pleas for decent classrooms, bulletin boards and adequate storage 

space Although these are mundane needs, they arc snl I an integral pan of runrung a 

school. Although the question provided the respondent with the opportunity to dream 

few people could get beyond the desperate state of their classrooms to express dreams 

that extended beyond the ~ needs for the present 
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Those in the field of Jewish education know there is no one easy solut>on to the 

ailments of Hebrew language teaching Success depends on improvement ma multitude 

of areas There are enormous challenges facing the Hebrew language cwriculwn. 

Respondents ask for bomogcnous grouping to help planning for Hebrew classes and for 

an unhm1tcd budget to acquire appropriate materials It is equally false to function under 

the assumption that it is possible to purcb.a.se the magic book. game, audio vtsual aids. 

Velcro large prayer boards, or prop that will make it all work smoothly. 

The edueator ts on a ncver-cndlng mission for the perfect Hebrew language 

materials in many rcspcctS, the quesi if occ:essmy because new and better educational 

materials are constantly being created. developed and llW'kctcd. Fresh information and 

lllSights from research and practice utiliz.ed in the creation of these new materials 

enhances educational practice. More exciting educational materials geared to the goals 

of the Hebrew curriculum i.n the afternoon religious school need to beCOOSU\JCled_ Some 

of the best m.aJerials in Hebrew education, however, are given life precisely when tbcsc 

searchers are W1Successful and the resowccful practitioner must fulfill the immediate 

need independent oftbc big publishing houses. More sharing among educators and 

L 
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teachers. more bramstonnmg together, and more pooling of resources (books. games, 

teachers already m existence) will generate a plethora of valuable and usable teaching 

materials. Joining forces will grca1ly facil itate progress in the arena of materials for the 

classroom. 

Surprismgly, only one questionnaire respondent broached the subject of taking 

Hebrew language teach.mg beyond the classroom and into the summer months. ln 

conversations with educators in the Manhattan area, the temptation to utiliz.e the 

summertime has been brought up several times. The vision was of a two or three week 

summer program in Hebrew for which attendance would be mandalory. Perhaps a 

number of schools could merge together and pool reso~s (space. money, talent) tn 

order to offer such a program to the community Maybe the curriculum could be 

structured in such a way as to allow families to learn Hebrew together. The agenda for 

the summer program could include a trip to lsrael and/or a walking tour of Hebrew 

speaking neighborhoods and establishments m the vicinity of the school. The summer 

Hebrew class could put on a play for the rest of the community in Hebrew and/or sec a 

Hebrew production together. The limitations arise from an inability to dream. a 

reluctance to experiment, and lbc fear of embariting on an unknown venture into the 

world of Hebrew. 

L 
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lsra.el 

Hebrew is the Living language of the St.ate of l.sracl and a binding. unifying factor 

strengthening the Jewish people Hebrew links the Jewtsh people to each other and 

Jewish history. One response Jwnped off the page of the questionnaire. kSeod all to 

Israel!'" Another respondent wished people longed to visit the holy sites and schools 

couJd offer a high school trip to Israel (as an incentive for students to continue their 

studies beyond their Bar/Bat Mitzvah). One keen educator envisioned a subsid.iz.ed trip to 

Israel for the entire staff which would serve to stimulate and inspire tbe faculty to care 

more deeply about the future of Hebrew. Funhennore, this same respondent proposed 

that every student should have the opportunity to V\Stt lsra.el with their families. 

Negauvely, one future educator relatcS that Israel bas no place and no mcanmg in her 

life. I concur with the more seasoned professionals and Burton I Coben2 who voiced the 

following sentiments. 

kUnquestionably the most powerful JeWISb cduca.nonal expenence available 
is an educational or work-study program in Israel. Teenagers should have the 
opponunity to sec and take pride in e achievement of the Jewish people in 

building the state of lsract The should have the opponunity to stand at the 
Western Wall, Masada, and the other historical and contemporary sites about 
wrucb they have heard.. They should have the opportunity to gain an 
understanding of the varied ethnographic makeup of the Jewish people by 
rubbing shoulders with Jews from Russia. Ethiopia, and Morocco, as well as 
the Sabras, on the streets of Jerusalem and Tel Aviv .. 

2 Bunon I. Cohen, Case Studies tn Jewish School Management: Applying 
EducaJional Theory to Schoo/ l'raclice (West Orange, New Jersey. Behrman House, 
Inc., 1992}, 64. 



I strongly give credence to the position that an Lsrael expenence 1s an invaluable 

component of a powerful and well-rounded Jcw1sb educ.anon. Lsrael offers a npc 

opportunity to experience first band the thnll of actually liVlDg with the language, usmg 

the language to communicate and ex_plore all lhis maJestlC country has to offer. 

Lo summation. Hebrew is uniquely a pan of the Jewish social, rehgious and 

cultural milieu. The JOY that comes with mastering Hebrew is unforgettable and 

reinforces everything else bemg taught in the afternoon religious school. Hebrew 1s the 

gateway to what ts great 10 the Jewish people's ethical and moral literature. lt 1s the 

universal and historical language of the Jewish persons prayer to God The respondents 

hopes and dreams for the future of Hebrew language education m Amenca reflect great 

passion and desire to revitalize Hebrew m America 
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Judaism without Hebrew 1s a disembodied 

soul. Hebre" wit.bout Judaism. without an 

interest m the study ofTorah io its broader 

implication. especially in the Diaspora, is an 

empty shell, a dcvitaliz.ed corpse. 

William Cbomsl')' 

Hebrew: The Eternal Language 

CHAPTER FIVE. 

CONCLUSIONS AND FU11JRE RECOMMEND A TIO NS 

ln the same way that David Schocm an1culatcd bis vtsion, 1 I behevc the goal of 

Jewish education is to nurtw'C a vibrant personal, and meaningful Jewish community. 

Jewish educators arc charged with schooling not only the young children, b11t teenagers, 

adults and families. Positive cocultunUmg experiences must be created that will lead 

modem American Jews to~ themselves as a living part of the Jewish people. both now 

and m the future. There arc a myriad of compelling philosophical reasons to make the 

teaching ofHebrtw language a means to this end. No one should embark on total 

1 David Schoem. .. Whal We Know About. .. Tbc Supplementary School," in Stuart 
Kelm.an, ed.. Whal We Know About Jewish Education: A Handbook a/Today's Research 
for Tomorrow's Jewish Edwation (Los Angeles. California: Torah Aura Production, 
1992), 163-168. 
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sweeping reform but should pick one area. such as connection to the home or teacher 

training, and start out on the road to renewal 

Hebrew 1s the um versa! and h1storical language of the Jewish people turning 10 

God in prayer and the only classic language resurrected as a livmg modem spoken 

language which thrives in the Jewish homeland, Israel Hebrew competence is the key 

that opens doors to Jewish prayer, scholarship, culture and peoplehood hitherto closed. 
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In this concluding chapter, I apply the knowledge and insight gained from this literature 

review and research project on Hebrew language education to utilize for the possibility of 

restructuring Hebrew education in Reform Jewish education in America. Strategies and 

thinking that will help bndge the g,ap between what eXISts today and what could be a 

more successful approach to the rejuvenation and maintenance of .Hebrew m America an: 

developed 

I will endeavor to translate theory mto practice in the field of Hebrew language 

education while revismng the four ongmal hypotheses: language acquisition is a natural, 

pleasurable by-product of daily activity; the development of language and culture is an 

mtegral pan of the ongoing relationships in a cruld's life~ teacher training IS key to the 

entire endeavor, and for educational programs to succeed. everybody wiU have to be 

involved. 



Goals Of Bebre~ Language Instruction 

As the discussion proceeds, 11 IS 1mponant to mamtatn focus on what lS betng 

sougtn after, what 1s being reached form Hebrew language education. The better 

Hebrew Language education programs arc driven by a clear Vision of the desired goals. 

Jewish leaders must first decide from among a number of different Hebrew learning 

goals for the curriculum. As Deborah E. Lipstadt delineated,2 the possibilities include 

the abilit) to read the Jewish classical texts. to converse m Hebrew, which is panlcularly 

imponant for interaction with lsraelis, to read phonetically, which is important for use in 

synagogue and Jewish religious celebrat1oa; and to know. even m transliteration. ccnam 

1enns and phrases that are closely linked to JcwtSb ntual and the life.qc\c calCJ\dar and 

are an expression of certain Jewish vaJucs Each goal dictates the creation of a very 

d11Tcren1 type of Hebrew language program which 1s why 1t is so impon:ant to ma.kc an 

educated choice and an explicit statement concemmg the expectations of the learning 

outcome. 

This essential first step, as Joel Gordon emphat1cally states, 1 of clearly defining 

the goals of the Hebrew language program has another equally important componcnl 

which is to secure the understanding, the moral suppon and financial backing of the 

1 Deborah E. Llpstadt, "Hebrew among Jewish Communal Leaders: Requirement, 
Elective, or Extra-Curricular activity?" in Alan Mintz, ed., Hebrew• fn Amu1ca (Detroit, 
Michigan: Wayne State University Press, 1993), 310-31 1. 

1 Joel Gordon, '1De Hebrew Program." in Audrey Friedman Marcus and 
RAymond A. Zwerin. eds .• The Jewish Principals Handbr>0lt (Denver, Colorado: 
Alternatives in Religious F.ducation Publishing. Inc .• 1983 ). 301-310 
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administration, parents, faculty. and congreganonal leaders. One must be prepared to 

field the many questions that will undoubtedly anse including. ''Why teach Hebrew at 

all?" This wnter has pointed to a number of possible responses, including: Hebrew is the 

language of commurucation with lsrael 1 and world Jewry, the avenue to modem Hebrew 

literature, and the key to belonging to the past and present communities, and the culture 

of our people. Each school will need to formula1.e the goals and rationale for their 

particular circumstances and vision of Hebrew education. Among the schools surveyed, 

one school has invested heavily in tenns of planning, public awareness, resources, tLme. 

research.. and manpower to develop a Hebrew language education program The 

cumcuJwn lS formulated to impart the necessary Hebrew skills to funcnon at a lugh level 

m the synagogue and home rituals. to instill in the students a foundation in modem 

Hebrew, and to love of the Hebrew language that will hopefully lead to future Hebrew 

study and competence. Logically, these two distinct domains (liturgical Hebrew and 

modem Hebrew) of the Hebrew language give rue to different demands on curriculum 

development. the teachers, and the learners. 

Dual Goals 

One innovative approach to Hebrew language education incorporates two 

distinguishable prognuns or tracks in the curriculum instead of one program that may 

focus on one goal, phonetic reading competency for example. The dual-traek program 
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may embody one curnculum for prayer book Hebrew and another for modem Hebrew. 

The publishing houses of materials for Hebrew curricula explicitly communicate that it as 

not feasible to teach Hebrew competence beyond prayer boolc reading_ lf the school does 

choose to delve into conversational Hebrew, as Ruth Raphaeli4 points out then perhaps a 

viable option is to offer a program for conversatiooal Hebrew in the high school years as 

preparation for a trip to lsrael or other programs available in Israel for college age youth. 

Another way to create incentive for the high school student is to arrange for college 

credit for the Hebrew class. The belief is that a curriculum in conversational Hebrew 

will be more effective in the later years of Hebrew school as the students approach 

graduation and entry into college. However, the research does not indicate advantages to 

waiting to expose stUdents to conversa1ional Hebrew and does indicate benefits to 

starting early on the road to modern Hebrew competency. 

The journey traveled during the research for thls project leads the writer to 

suppon the d.ual·pronged approach to Hebrew language education. ln fact, I have bcea 

witness and partner to its unfurling at Temple Shaa.ray Tefila of Manhattan. Critical to 

the success of the program is ~ team responsible for developing and implementing the 

curriculum. Sara Rosen, the Hebrew Coordinator, finnly believes that a sound Hebrew 

language curriculum must be developed in conjunction with other masters in the field 

and implemented by a team of teachers who continually adapt to the reality of a 

particular classroom, evaluate, think deeply about the whole process oftcaebing Hebrew, 

4 Ruth Raphaeli, "Toward Hebrew Literacy: From School to COiiege," in AJan 
Mintz, ed, Hebrew in America. 251 



create educatiooalJy sound and exciting actiV1t1es, and experiment with new ideas An 

idea about teaching Hebrew will always need someone to make the dream happen. 

Another advantage to the twofold cumculum approach is that each prong 

supports and reinforces the other, to the benefit of the students In realny, the two 

Hebrew programs are interrelated in many ways For example, the phonetic reading or 

decoding segment of the curriculum benefits visual learners while the modem spoken 

section benefits auditory learners. Furthermore, the comprehension gamed m the spoken 

Hebrew component facilitates and bolsters the decoding process. The srudent 1s able to 

verify that the verbalization is in fact correct as the word will sound familiar, This 

parallels the natural language (and reading) acquisition process whereby the child learns 

to read words that are already well-known and renders reading sclf-remforcing. Students 

feel a great sense of reinforcement and security when working on decoding when they 

actually recognize a few words. The Hebrew spcc1aJiS1 creates games based on Hebrew

Enghsh cognates (such as telephone, popcorn, bamburgcr, radio, lemon, guitar, toaster) 

wherein the word is the same or similar in both languages. Overall, the total Hebrew 

cuniculum incorporates as much instruction in meaningful Hebrew language as possible. 

Implementation of the dual Hebrew cumcuhun approach, the Hebrew language 

cuniculum developer m~ find a worbble balance in planning for the overall Hebrew 

language education program. Innovation bas merit, however, one m~ be aware of those 

methods that have fallen out of favor, such as repetition and rote memorimnon. Tbesc 

strategies have their time and pla.cc in the language learning process, too. Having 

successfulJy memorized a prayer, for example, a student feels an immediate sense of 

_I 



accomplishment and mast.cry. This Victory is reinforced repeatedly as the student chants 

the prayer during services and reads lhat prayer and recogru.z.es 11 during tefila class. 

Repellnoo breeds a regular. comfortable and secure enwonmenl which many ctuldren 

thrive Such an atmosphere manifests 1tselfha.rmlessly and painlessly, for example, in 

singing of the same songs or playmg the same games each week The key is not to 

overburden the student and lull the dcstre to conunue Hebrew language studies 

Meaningful Language 

As research has shown.> the focus today 1s on what the learner can do with the 

language and no longer on what the learner I.nows about the language. The 

accompanymg goals of language educatJon as communication are for the students to be 

able to express themselves in mearungful situations. to IJSten with understanding. to read 

with comprehension. and to wnte with purpose Proponents of language as 

communication are opposed to phonetics as they perceive 11., as the unintelligible 

sounding out of symbols. The hoped for goal is for learners to function tn Hebrew even 

if the bounds of the conversation are artificially constructed. such as scripted 

conversations for managing in the classroom. The overarching goal is to make learning 

~John C. Board. E.d., ~What Connecticut Teachers Need for Effective Schooling
Professiooal Issues in Public Education," (Hartford, CT: Connecticut Educanon 
Association). 11 , ERJC, ED 352349; Helena Curtain and Carol Ann Bjornstad Pesola, 
Languages and Children Malung the Maleh: Foreign Language /nstruCJronfor an Early 
Start Grades K-8 (White Plains, NY: Longman Pul.thshing Group, 1994). 
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1megrarive, meaningful, and personally relevant to the students as a natural by-product of 

daily activity. 

A Hebrew language cumculum that 1s communication and mes.rung centered 

would present the material in controlled, real-life situations where the language usage 1s 

related to the life of the particular learner. Corine Carruthers i.n Open the L1ghls: 

Language Experienced for foung Ch1/dren° sets forth a curriculum for a language 

program whereby linguistic skills are acquired by actively engaging the young learner m 

ex:penences that are inherently interesung. The goal of the language experience is 

exposure and mastery. Age-appropriate research applied to teaching language at this 

developmental stage. the primary years, through exploration of the self and the 

immediate enVlronment Moreover. the content i.s orgaru.z.ed acrording to themes, such 

as family or sport. in order to promole recall. Language lessons are fonnulated in 

thematic uruts. such as body parts. clothing. and food. A different theme may be adopted 

by a class. a grade or a whole school each semester and related projects executed. for 

example. an Israeli pot luck diMer to conclude the unit on food theme Themes would 

give the Hebrew curriculum structure and potentially carry Hebrew ioto the hallways and 

lives of tbe students. lf one of the goals is to instill a love of Hebrew and to promot.e 

future learning, Hebrew should not remain confined within the four walls of the 

classroom. 

6 Corine Canuthers, Open the lights: Language Experienced for Young Children 
(Reading. Massachusetts: Addison-Wesley Publishing Company, lnc., 1982). 
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Creating a Bebre~· Ambiance 

The educator mUSt be concerned with the total ambiance of learning. It ts crucial 

to perceive Hebrew as one of the most notable and valuable subjects in the school for 

students to be genuinely committed and willing to invest in their Hebrew language 

education.. Children are sensitive to the total school environment and respond to the 

atmosphere in wrucb they function. There are numerous opportunities to sec, hear, and 

speak Hebrew in addition to the classroom lessons. The outside community plays a large 

role in shaping attitudes towards language acqwsition. whether for better or for worse 

Americans are notorious for being monolingu1stic and there is no compelling need to 

know Hebrew to function in the United States. Therefore. it is up to Jewish leaders to 

create that need. The educational philosophy that supports Hebrew as a living language 

must envelop every aspect of the student's world. 

Hebrew should be an integral part of the day-to-day functioning of the school and 

ideally of the family as well. Hebrew as a living language behooves the creation of an 

environment in wh.ich Hebrew thrives as a modem means of communication, The 

ramifications for a generation raised i.n a Hebrew mibeu who are conversant in Hebrew 

are far-reaching. The school could thus be transformed into ii place where Hebrew is 

spoken. seen and heard. A Hebrew-only day for the staff membe~ that lcnow Hebrew 

well enough to participate could be inaugurated. Students (and parents and other people 

at the school) would see teachers and administnstors oarwally conversing in Hebrew 

hence establishing in their minds that Hebrew is a real and useful language_ Many 



classrooms are adorned with Hebrew signs (door. cha.tr. window) but why not take this 

practice out of the classroom and into the corridors. Bulletin boards. bathroom signs, 
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eJOt s1~ and names of the classes could should be visible in Hebrew all around the 

school. Handouts and all communication from the office should have some Hebrew, for 

example, the letterhead in Hebrew or teacher signatures appendage by 'lw-morah'. A 

much larger undertaking, a Hebrew tutorial program could be established and run by the 

older students affording them honor. privileges, authority, and ongoing Hebrew education 

possibly for college credit. It is a question of presence of mind, of taking the first step 

and of building on each victory as the community is pulled in and captivated by the 

success of the Hebrew program and ulnmately join in the evolution of a Hebrew culture 

in the school 

It 1s possible to create an Toda-a lvrit1 . a Hebrew Consciousness that will enrich 

the students Hebrew competence, strengthen Jewish identity and open the gateway to 

what is renowned m the Jewish ethical and moral literature. The Jewish leader must 

spearhead this metamorphosis and implement a multitude of ways to use Hebrew and 

celebrate 1ts beauty. 

7 Joel Gordon. '"The Hebrew Program.~ 302. 
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Jewish Leaden' Bebruv Laognage Education 

Jewish leaders must be directly mvolved m the renewal of Hebrew language and 

as such need to make Hebrew a pan of their own lives. and not only speak about the 

unponBnce of learning Hebrew One' s behavior sets an example for those arowid them 

The Israeli c.ommander does not direct his troops from behind but leads the way. llus is 

the way it should be with leaders of Jewish education and more particularly. Hebrew 

language education as well. During the construction of the survey, the quesnon 

concerning the educator's knowledge of Hebrew was omined because it was deemed to 

be such a scnsinve issue. The failure tS in not knowing Hebrew, but one can begin to 

learn some Hebrew today. I quote from Deborah E. Lips1ad1 's~ provocative piece on the 

subject of Hebrew among Jewish communal leaders in America who wrote how 

disturbing it is "that most Jewish leaders not only do not know Hebrew but do not sec a 

lack of knowledge of Hebrew as a serious shortcoming·-" 

There are a number forces working agamst the study of Hebrew by Jewish 

leaders. Because the. level of Hebrew competency of the group is low, there is minimal 

peer pressure to learn Hebrew. If everybody ts guilty of poor Hebrew ability, then there 

is no internal system of checks and sanctions to push leaders to learn Hebrew. Since the 

Jewish community dbcs not seek people to fill these leadership positions who know 

Hebrew, this results in oo demand whatsoever that leaders acquire Hebrew proficiency. 

'Deborah E. Lipstadt, "Hebrew among Jewish Commum.1Leaders.~309-321 . 

9 1bid., 31 l. 



16f 

While 1t is true that studying Hebrew 1s time-consuming and nme 1s 8 rare commodity in 

the lives of most Jewish leaders It 1s possible, even under the worst time constnunts, to 

learn the limited number of words posted around the school, ·scnpts ' of conversauons 

that are repeated regularly (such as grcctmgs, asl<lng for help with a specific task, telling 

chil~n to return to the classroom). or perhaps the words to a prayer. A5 long as the 

educator and/or teacher is not proficient in Hebrew and ts not stnvmg to improve, 1t is an 

educauonally Unsound practice to ask others 10 learn Hebrew, 

Teacher Training 

ln the final analysis, the teacher is pivotal to the success or failure of the school al 

teaching Hebrew. Clearly the concern expressed repeatedly in the literature and by the 

survey respondents regarding the dire need to unprove the~ of teachers in Jewish 

education 1s well founded and must be addressed. Ideally, each school or group of 

schools wouJd have the resources to send the teachers to teacher education programs, to 

pay s~1alists who would conduct useful on·s1tc Hebrew workshops, and perhaps to 

send the teachers to experience learning Hebrew in a vanety of IDC'lhodologics from the 

best Hebrew teachers in Israel Although the reality mctatcs thal this type of invcstmcot 

in teacher education is generally unlikely, the solutioo is ccn.ainly not to abandon 

ongoing Hebrew education for the faculty altogether. 
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There ts no rule that states that the specialists or trainers must come from outside 

of the scbool personnel. Perhaps the educator could find one person on the faculty 

willing to learn about and present someth.mg pertinent regarding Hebrew teaching to the 

rest of the staff Each month, for example, a teacher or team of teachers could choose an 

area of interest to present to their colleagues at a staff meeting thus becoming the 

'expens' on a given topic. In-house. ongorng educanon may alternatively take shape as 

one teacher who attends a conference and acts as liaison for the rest of the faculty or one 

Hebrew teacher is sent to Israel to study and returns to train and inspire others. An Israel 

trip is a powerful incentive for a teacher and could be presented as an award for the most 

improved andldedic.ated teacher. If the funds to provide resource books for each teacher 

are lackmg, a teacher library can be eslablished and/or a single teacher could be given a 

book to repon on to the rest of the group. There are many creative solwions, the 

challenge 1s m detennaning what will work in a particular situation and for a specific 

teacher 

Ideally each teacher should bring a natural Hebrew speaking ability and their own 

positive Jewish identi ty to the classroom in addition to full support for the school's vision 

of Hebrew education. ln order 10 do so, the tea.cbe.rs must be genuinely secure and 

comfortable with Hebrew, and knowledgeable. supportive and commincd to the Hebrew 

curriculum. Devotion to the endeavor should be expressed in the teacher's determination 

and personal investment in fashioning interesting Hebrew learning experiences that are 

challenging and can provide each student with the opportunity to experience success. 

The role of the teacher should be to inspire and involve students in learning Hebrew. 
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Hebrew teachers need to continually momtor the progress and atmosphere of the class as 

well as their own place and impact on the learning process. 

Reflection upon one' s teaching is key to betterment So much transpu"es and 

lends itself to contemplation in the span of a Hebrew lesson (whether twenty minutes or 

an hour). Training through observation, of other teachers or of oneself via video or by a 

supervisor, provides crucial i.nformation and opens the door to discussion regarding 

improvement of teaching skills. Areas of teaching practice to be refined include both 

external manifestations (sucb as strategies, wait time, and transitions) and internal 

manifestations (such as personal expectations, bias, intrinsic motivation. and confidence 

issues). There are many ways to begin to transfonn the way teachers think about 

teaclung. For instance, filling out a reflective teaching plan after each lesson guides and 

trains the teacher to think about what transpired during the lesson and why The educator 

could institute a system whereby a teacher receives a half.hour of release time (perhaps 

when the teachers own class is with a specialist thereby preventing the need to pay for a 

substitute teacher) to observe and experience how someone else handles a particular 

topic, the same students. or a curriculum area under consideration for the future . An 

additional advantage is the exposuie to different te:iching styles as it is natural to practice 

patterns that are familiar and comfortable. Each peTSOn has a different style and different 

needs and it is of utmost importance when implementing a training plan to offer teachers 

a choice about bow to implement their personal plan for gJ'Owth. As long as the best 

interests of the teacher are foremost and the agenda is educationally and morally sound, 

no doo~ to improvement should be left unopened. The goal is for the teacher to walk 

_ I 
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away from the school year feeling confident, productive. and reassured that they denved 

a positive expenence for themselves. 

Jewish education is about bringing people into the community and Hebrew can 

facilitate the creation of a special. warm and welcoming environment Te.acbers should 

be made aware of the power of language Teachers can personalize their relationships 

with the srudents utilizmg their interests and bobbies to make Hebrew classes more 

relevant and interesting, The teacher can incorporate students' unique talents and help 

the student to feel more confident and accepted m their peer group. Creating a sense of 

community 1s part of what could be part of a teachers training beyond methodology or 

classroom managemenL 

Teachers should be trained to execute a Hebrew curriculum designed specificall y 

around the organizmg principle of communication. As opposed to the teacher trained in 

teaching decoding, the new Hebrew teacher must be educated to regularly use contextual 

clues such as gestures, facial expression, body language, and concrete references utilizing 

props, realia, manipulatives and visuals. The teacher could spark students' interest by 

moctifyi ng the tone of voice, by sounding excited The teacher must also be capable of 

creating and providing a host of bands-on c~nen~ for students throughout tt.e day 

~t provide opportumties for oral and written language practice. A strategy of t.!aching 

"passwords'' 10 (functional chunks of language) is ~ily adopted io the afternoon 

iu Helena Curtain and c.aroJ Ann Bjornstad Pesola, .languages and Clr/ldren, 118-
t 9. Examples of sample passwords are: May I go to the bathroom?, How do you say 
lhat? Can you help me? Hello. How are you? May I borrow that? l don't know how 10 S8) 

that? 
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religious schools and 1s a good Jwnping off point for the beginning stages of the 

transition to a Hebrew commurucauon-ba.sed cumculum. Thus, the teaching of Hebrew 

is being rethought and formulated anew. 

Clearly the role of the teacher must evolve on many levels. The new Hebrew 

teacher is a master of group d}'llamics. psychology and social psychology, Hebrew, 

modem technology, information retneval, and creative programming for multi-age and 

multi-level populations. Foremost, the Hebrew teacher is an inventor of engaging 

experieoces with the language. The work oftbe Hebrew teacher 1s demanding and a 

good educator rewards the teachers 1ndividually and as a group. both monetarily and non· 

monetanly trough prestige of responsibility as a mentor or cwnculum developer, notes of 

appreciatton. recognition dinners, plaques, and differennated staffing to recognize 

expertise. Teachers need to be able to t.ake tbe school out of schooling and make 

learning Hebrew a natural and integral pan of the wider community and people' s lives. 

Family Involvement In Hebrew Laoguage Acqui.sition 

The positive support of the famil~ and borne environment in the endeavor to learn 

Hebrew contributes greatly to tbe process of acquiring language. The research indicates 

a numberofsignificant demographic influences that impact in direct proportion to the 

studenl•s learning such as the amount ofsuppon students-TCSCfVe for their studies at 

home, the ability of parents to provide instructional assistance The school should 
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engage in consciousness-raising regarding the importance of Hebrew schooling in the hfc 

oflhei.r child and the crucial role they play in their child's Jewish education. A 

partnership with the pa.rents in teaching Heb~ can greatly enhance the success of 

~uisition. The newsletter is a fabulous vehicle for transmitting to the parents what is 

being studied and could include, for example. the week's vocabulary words (with 

transliteration ) and reinforcement games and reading for parents and children to do 

togelher. Many parents are unable to help their children with Hebrew homework. 

however, the teacher and school can begin to tackle this problem. 

The key to effective parent-involvement activities is to provide opportunJbes for 

mutual learning. Temple Sbaaray Tefi.Ja., for example, bas devoted significant pans of 

the family programming to a Hebrew cumculum infonnation campaign combined with 

teaching the parents a little Hebrew as well (the alphabeL a song), Family programming , 

as Dina Malben 11 wrote, is also a crucial first step in internal development of group 

identity. Hebrew is a natural vehicle to promote group identity as language serves to btnd 

the Jewish people together. 

There are a number of worthwhile benefits to be gained by investing in a public 

relations campaign aimed at raising suppon and 1nvolvcmcnt in the Hebrew studies 

program. Parental involvement should be based on more meaningful interactions than 

guestS at ~ial events or field trip chaperones. Family education and adult education 

can play a key pan in fostering the sense of mutual comnutmcnt to Judaism and the 

11 Dina Malbcn, "T'eaching Hebrew School in t.hc Brave New World, '' Jnv1.th 

Education News. Winter 1994, 27-29. 
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Hebrew language. The school should 1nV1te parents' involvement, keep them informed. 

and solicit their Views when changes a.re under consideration An mvolved pareol feels 

mvested in the school's success with the Hebrew program, 1s a pa.nner land thus more 

patient) in seeking solutions to problems, and Y.111 generally be more supportive. 

Moreover, parents may bring their expcmse. skills, and talents to the task of Hebrew 

education. lt is the job of the school to see to 1t that parents are partners in the Jewish 

upbringmg of thetr child, and that Hebrew school is not Just seen as another after school 

acnvity. 

As Martha Aft wrote, a first step towards positive change in the school is for the 

administrator (pnnc1pal, home-school coordinator, family education director) to examine 

what other school 's are doing and what has been pub It shed on the topic of home-school 

connection 12 The process of bringing parents into tht' Hebrew education program may 

even begin with the registrabonfre~nrollrnent form which affords a perfect opportunity 

to ask parents tfthey know Hebrew and are wilhng 10 volunteer ma Hebrew language 

class. or if they are interested in enrolling in an adult Hebrew program. This sends tbe 

message that parents are welcome in the school. that Hebrew is of prime importance, and 

that pare.nts a.re valued memben of the school. 

A first step in parent involvement ts to bndge tbe gap between the parents' 

expectations and the schools' expectations regarding the learning outcome oftbc Hebrew 

curriculum. lfthe parents believe their child will~ fluent io Hebrew by graduation and 

12 Martha Aft. .. Parent Involvement," in Audrey Friedman Marcus and Raymond 
A. Zwcrin, eds., The Jewish f'rmcipals Handhoolr., 19-85. 
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the school never intended to produce such results, disappointment and negative feelings 

will ensue. The Parent Handbook should include a clear statement of the school 's 

mission and goals, the Hebrew curriculum description and objectives. Many parents 

want to help and simply do not know bow. Therefore. 11 is recommended that the 

educator and Hebrew staff generate a list of ways parents can provide assistance. As 

mentioned above, teachers should communicate throughout the year with parents in order 

to provide important information about the curriculum., projects and new vocabulat) 

words. The newsletter, for example, can be a verucle of parental Hebrew education by 

listing the words of the month with game suggestions that provide practice and facilitate 

recall for both children and their parents. lo the following manner the school can 

connect with the pa.rents and proVJde Hebrew education as well: home Hebrew lcanung 

k.Jts, poster.. (reflecting what the Hebrew class is studying displayed where parents will 

see them ), Hebrew room parents, weekly Torah portion family study guide, and open 

school night hosted by the children in Hebrew 

Parents and the school can help each other in many ways. Parents can suppon 

school goals, can reinforce what the child learns in school in the home, and can expand 

Jewish life beyond the school walls. The responsible educator can empower the parents 

by providing information and resoun:cs to teach Hebrew beyond the classroom (Reform 

camping optioM, for example), adult learning classes, concurrent learning, borne 

packets, Israel trips, and family retreats. Technology, discussed below, offers a multitude 

of exciting possibilities for Hebrew education to augment classroom srudics. With the 



staunch support of the school and family, Hebrew studied and genuinely appreciated can 

be the key to lhe Jewish people' s reawakeomg 

lnscruc:tional Technology 

As I.he year 2000 approaches, it seems irresponsible to leave the subject of 

teaching Hebrew without mvestiganng what technology can contribute to the effort to 

improve Hebrew language education. Telev1s1on, video, and computers are second 

nature to the students many of whom are computer literate and have expenenced lessons 

mcorporatmg such technology m their day schools These resources must be used wisely 

and cau11ously to avoid the pitfaUs of technology The concern raised by the use of 

computers m Jewish education 1s that given the goal of forming a community, the 

computer frustrateS this effort The computer is not at fault 1n this case, but the person 

who structured the activity or software program m such a manner as to exclude 

collaboration and interaction with other people Computer and other audio-visual 

resources can not replace the Hebre~ u:acber but can complement the curnculum. Such 

technological resources should not be abandoned altilough they must be used with 

thought and care. 

Audio-visual media can focus instruetion, animate learning materials and 

stimulate students to become more involved in the lesson, as shown by Burton I. Cohen 
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and Leonard A. Mat.ahky 
13 

Documentaries depicllng real-hfe hlS\oncal tecreallons of 

the rebirth of modem Hebrew, the lives of great Hebrew poets and writers can enrich the 

students Wld.erstandmg of the significance of modem Hebrew as a living language tn our 

nme The ex:phc1t goal of educational teleVJSion is to teach specific topic or skill. 

however, the implicit messages are numerous To illu.wa1e, Shalom Se$ame ta spin-<>ff 

of Sesame Slreel) introduces North American audiences to the Land. people, culture and 

language of Lsrael. Children learn by seeing and the television screen provides a wide 

range of observational (and auditory) learning experiences in a setting familiar to the 

students. Crucial to the success of tntroducing technology into the language classroom is 

the teacher·s c-0mfort and facility with the technological advancements io the field of 

Hebrew language education. 

As Matanky14 propounded, the success of the introduction of computers in tht: 

classroom depends on three key factors: teacher trainmg, availab1ltty of equipment, and 

software development Teacher training tn the pracocal applicatioo of technology in the 

classroom 1s crucial, especially m hght of the overwhelming lack of computer 

sophistication and hesitancy to learn on the part of many of the afternoon school faculty 

The teachers that are interested in troining should be sought out and shaped into an in-

bouse team of Hebrew C"ducauonal software and computer consultants, A sue«ssful 

13 See Burton L Cohen. Case Studies m Jewish School Managemenr. 13 I, Leonard 
A. Matan.l-y. "What We Know About .. Computers in Jewish Education," m Stuart 
Kelman, ed, Whor We Krt0w Abour Je.tiish Educot1on. 219-290. 

14 Leonard A. Matanky, "What We Know About, .. Computcrs in Jewish 
Education," 285-286. 
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campaign for the use of compU1er technology would mclude ' selling' its benefits to the 

teachers which include: Hebrew word processing, telecommunication, electronic mail 

computer conferencing, and video edittng. C-Omputers can also improve individual 

instruction. for example. with software designed to improving Hebrew reading which the 

students pursue on their own. Hebrew language education software development is in its 

infancy. 

Teachers should be galvanized to explore the possibilities opened up by 

technological progress. Teacher access to a computer is necessary and as such teachers 

should be encouraged to purcbase thetr own computers, The school could offer credit 

towards the purchase of a personal computer for eacb computer course attended by the 

teacher or for each computer training session the teacher 1s able to present to the faculty, 

Lastly, Matansk-y's third factor. software development, is sorely in.adequate in Hchrcw 

language education. An informal survey by this researcher of current offerings in the 

field shows that quality of Hebrew language educational software ts far behind the 

quality of software available for general education. New products arc constantly 

streaming into the market and the gap eventually will be bridged 



Jewitb Identity and Hebrew 

Hebrew binds one geoeration to another and 1s an imponant aspect of Jewish 

culture and tradition. Knowledge of Hebrew allows one to participate more fully in 

Jewish life at borne, within the community, and in any synagogue in the world. The firs1 

responsibility of the Hebrew school is to nurture a positive Jewish idenuty and an 

understanding of and commitment to Judaism. Hebrew is the only language that all Jews 

have in common and is the link to Klal Yisrael and the Jew's duty to and responsibility 

for all Jewish people. Language and culture are intimately related and can play an 

Integral and beautiful role in the st\ldent"s grasp of their own Jewishness 

Alan Mintz wrote, " . the revival of Hebrew as a spoken language is one of the 

great contemporary creative achievements of the Jewish people - an achievement which 

American Jews have witnessed but in which they have not pan:icipatect"'5 In tile past, 

Hebrew hns pennittcd the Je~ to maintam their community identicy. Now the time is 

ripe for American Jews searching to belong to a group to explore their Jewish roots and 

begin again to use the Hebrew language as a vehicle for community identity. Genwne 

understanding of the Jewish tradition requires knowledge of Hebrew which allows one to 

gain access to the so\U'CCS of Jewish culnue. Numerous (CSJ>Ondeots in the survey wrote 

that they wish their students could study the classical Jewish sources in the original 

Hebrew. Lipsiadt declares that the problem is rife among smdents as well as Jewish 

leaders. 

15 Deborah E. Lipstadt, "Hebrew among Jewish Communal Leaders," 310 



" .... the number ofJewisb communal leaders of national stature who could 
conduct a fluent conversation in Hebrew or read a Hebrew text and be able lo 
glean the meaning could probably be counted on the fingers of the hand." 1~ 

F unhermore, as Lipstadt wntes, 17 communal slippor1 for Hebrew educaoon 

m 

depends upon the widespread recognition and acceptance of the centrality of Hebrew in 

Judaic trad.Jlion, history, and culture, which in tum should foster a feeling that Hebrew, 

together with a broad range of practices and behefs, is something that helps define who 

and what we are as a people and a community. Hebrew as a symbol of commitment to 

both modernity and Jewishness in the Diaspora and to Israel. 

Language and culture are mtimately bound and many of the suggestions on how 

to breathe life into leach.mg Hebrew easily serve the dual purpose of integrating Hebrew 

language and Jewish culture into the classroom.18 Consider as an illustration the 

celebration of Yom ho-A...f1W 'ur, Israel Independence Day. Many schools use an 

imaginary plane ride and/or bus trip to Israel potentially (to the extent that Hebrew 1s 

consciously integrated into the activ1ty) expose the children to Hebrew, cultural symbols 

(flags , national monuments, heroes), cultural products (songs, stories, foods, currency, 

stamps) and cultural practices (greetings, celebration of holidays. games). Strategies to 

enrich the cultural component of the Hebrew curriculum include inviting Israeli visitors, 

teaching folk dancing, subscribing to Hebrew newspapers. introducing Israeli games, and 

16 Jbid, 309. 

17 Ibid.. 316. 

1
tt For more extensive discussion, see Helena Curtain and Carol Ann BJoms!Ad 

Pesola, Langwges and Children. 175-196. 
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arrangmg for lsraeh pen pals. Hebrew 1s the key to a comprehensive Jewish education, to 

understanding the nch Jewish cuJturaJ bentage, and to fostering a positive Jewish 

1denti~· 

Jewish education undergoes continual reflecnon, growth and change. Retorm 

Jewish leadership must place Hebrew education on top of the agenda for lifelong Jewish 

learning for all. The underlying promise 1s that the Hebrew school expenence enriches 

Jewish lives, creates and sustains a sense of community and lmks our community to the 

Jewish people as a whole. People are generally agaUlSt poor educa11on in tbe religious 

schools, and rightfully so, but not against the whole system. Leadership mus1 find the 

way 10 provide quality Jewisfl education including Hebrew language education. 

Educators must study Hebrew, read extensively about teaching Hebrew, and visit each 

other to learn about Hebrew education programs that are successful Knowledge. 

expertise and resources should be shared generously There is no one correct way to 

teach Hebrew and therefore a number of options to learn Hebrew should be available and 

creative models explored. The afternoon school may not graduate students who are 

bilingual in English and Hebrew, however, the schools C11n adopt much oftbe applicable 

knowledge to Hebrew language teaclUng and improve upon the Hebrew teaching 

currently being practiced. Hebrew education must be vision-driven and nurture Jewish 

lives and souls. 



APPENDIX ONE. 
THE QUESTIONNAIRE 

Date ___ _ 

Questionnaire on Role of Hebrew in Reform Afternoon Schools 

I. Contact Information 
A. Name of School: -----------(•The name of a particular tnstitution will not be divuJged. A letter code 

will be assigned.) 

B. Address:-----------

C. Phone number:. _ _______ _ 

D. Fai number:----------
E. E-mail address : ·---------
f . Name of Penon An5wering Questionnaire:-------

1. Position : ---------
G. Name of Principal: _____ _ _ _ _ 
H. Would you like to receive a summary of the results'! ____ _ 
L Do you want your response to be kept confident:Utl?(Y/N) _ _ _ 

2. Census Data 
A. Approxim•te number of students by grade: 

K 7 
I 8 
2__ 9 
J 10 
4 11 
s 12 
6 

8. Tota! NumberofTeacllen: -------
1. Of these., bow many are Hebrew tea~.ben! __ _ 

C. Oar Hebrew prognim ends witti gl"tde _ __ _ 

J.. Teachen: 
A. Do the Hebrew teadlen crate their own materiab? ____ _ 

1. What percentage of the Hebrew materials utilized are their 
own? _ _ ______ _ 

2. Which Hebrew teits do you use in which grades? 
11 UABC(wbid1 ?) _ _________ _ 
I J Bdtrman Bouc(•llicb?). ________ _ 
11 Ktav (which!), ___________ _ 



( I A.R.E. (which?) 
11 Torah Aura (whi:-c::--:b!::)----------
11 OTHER (which?) __________ _ 

B. Educatio1111t &ckground 

l. The number or Hebrew teacben tnaioed io brael'! 
2. The number of Hebrew teacbel'I trained in ESL? ----
). The number or Behr"· teacben tnajnecf in the Ulpan 

method! __ 

4. The number of Hebrew teachers who s~k nuent Hebre'I'? 
S. The number or Hebrew teachen who work io t.eams? -

C. Ongoing education 
1. Number of Hebrew teach en affiliated to profession.al 

organiz.ations? __ _ 
a. Which ones? _________ _ ____ _ 

2. Number of Hebrew teacben punuing ongoing course 
work'.' _ __ _ 

3. Number of Hebrew related io-bou5e profeuional presentations 
and t raining sessions? ____________ _ _ 
a. ls attendance mandatory? _________ _ 
b. Are teachers paid estra? __________ _ 

4. The C urriculum 
A. What are tbe goals of your Hebrew program? Check all that apply: 

I I Spoken Hebrew 
11 Prayer book Hebrew 
r I Prayer book and spokeo Hebrew: % of spoken Bebreft' is --

% of prayer book Hebrew is_ 
I J Bar/Bat Mitzvah preparation 
( I OTHER (please specify) ________ ____ . 

B. Bow do you develop curriculum? 
I. Do Hebrew mu:ben abare in Beb~-.r c11rric1llum 

development? __ _ 
2. Who develops the goa&. of the Bebreft' prognun? Check 111 

that apply: 
11 Rabbi 
l J Principal 
r I School committee 
I ) Hebrew teacben 
11 OTHER (pleue specify} _______ _ 

C. A student wbo completes ttae entire Hebrew program aboold M able 
ao: (check one or more) 
11 Convene aaing simple .ent~ca 
I ) Read from the Ton1b (odter than Bar/Bat Mitzvab) 
()Chant from du~ Torah (other than IMlr/Bat Mitzvab) 
l I Read pnyen (odler dLan dte Sllema) 
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11 Read 1imple Hebrew aeotences 
177 

I I Translate simple Hebrew sentences 

11 OTHER If your erpectations go beyond the above, plea~ indicate:_ 

1. How is Hebrew proficiency evaluated? 
~---------

D. If you could, which of the foUowing classroom methodologies would 
you prefer for your Hebrew program! 
11 cooperative lea.ruing 
I I Bank Street design 
11 Whole ~·ord approach 
11 Hebrew-in-Hebrew 
I I OTB.ER (please apttify) ____ _______ _ 

E. How are the students grouped? 
I . Are the students in the Hebrew program grouped by age? __ _ 
2. Are the student:! in the Hebrew program grouped by proficiency?_ 
3. What is the average number of students per class!--- --
4. Do you have teacher aides working in the Hebrew program! _ _ 
5. Number of boun of Hebrew instruction per week! 

K 7 
I 8 
2__ 9 
J 10 
4 11 
5 12 
6 

6. Jliiwnber of days of Hebrew instruction per week! 
K 7 
I 8 
2 9 
3-- 10 

4 11 
S Sl 
6 

Family iavolvement 
A. Ban the pareab espressed their goals ror the Hebrew program!_ 

1. If yes, wb.at are theyt 
I J Spoken Hebrew 
11 Prayer book Hebrew 
11 Prayer book and spoken Heb~: % of apokeo Hebrew _ 

•;. of prayer book Hebrew _ 

( I Bar/Bat Mitzvab prepanrion 
11 OTHER (pase explain) ________ _ _ 



8. Bow many adults are currently enrolled in congregational Hebrew 
programs? _____ _ 

I. ln your best estimation, what is tbt n11mber of Hebrew speaking 
adults in you r rongregation? ____ _ 

6. Additional lnformation: 

ln order to better understand your school, please send whatever of the following is 
available. 

school by·laws 
teacher handbook 
parent/student handbook 
curriculum gwdcs 
school's mission statement 
statement of school goaJs 
brief statement of school's philosophy. 
catalogue 

7. Questions and Comments: I am truly interested in any of your remarks and suggestions. 
greatly appreciate your time and effort.Just a few more minutes of your nme: 

A. In so far as American Hebrew supplementaJ education is concerned, the 
following are generally considered the most significant impediments to 

the student's learning Hebrew: (OOES NOT NECESSARILY APPLY TO 
MY OWN SCHOOL!!). ____________ _ 

8 . One last question, 1f you could be granted any three wishes for your 
Hebrew program, what would they be? ____ ____ __ _ 
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January 6. 1995 

Dear Colleague. 

APPENDIX TWO 
QUESTIONNAIRE COVER LETTER 

Beatrice Feder Niv 
91 S President Street 
Brooklyn, N.Y 11215 

(718) 398-6710 

Shalom 11 l am a Master's candidate at Hebrew Un.ion College - Jewish Institute of 
Religion in New York City, specializing in religious education. l need your help, It will 
only take a few m111utes of your nme and you will be adding 10 our knowledge about the 
current state of Hebrew language teaching and the specific training proVJded 

Jewish educauon is constantly evolving and oeeds to grow 10 professional stature and 
educational excellence. Thus, the purpose of my research project 1s to report on the state 
ofHebrew/Engltsh bilingualismlbiculturalism in our present day system. I am 
particularly interested in the theories and models adapted l will also be looking at 
training. both of the admLniStrat1on educator and classroom teachers. I expect responses 
to my survey will be focused on Hebrew language teaching. 

I would appreciate a reply as soon as possible. To be included in my current research 
project, please return the enclosed questionnaue by February l , 1995. What I would like 
to ask you is to gjve your candid. honest assess111ent of your program at this time. 
Enclosed with this letter, you will find a questionnaire Which will take no more than 
fifteen minutes to answer. As a courtesy for your assistance, I W1 U be more than happy to 
connect you with other educators in the erca who arc doing exciting trungs with their 
Hebrew cwricuJum. 

Thank you, 

Beatrice Feder Niv 
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APPENDIX TiiREE 
APPROXIMATE NUMBER OF Sl1JDENTS BY GRADE 



Total Total 
Number Number 
of of 

CODE Students Teachers 
A 188 15 
B 339 20 
c 158 10 
D 103 8 
E 46 7 
F 4 
G 483 34 
H 268 20 
I 339 16 
J 146 16 
K JOO 8 
L 420 37 
M 424 25 
N 634 40 
0 247 16 
p 275 IS 
Q 114 JO 
R 66 7 
s 453 16 
T 546 20 
u 421 20 
v 212 2S 
w 366 32 
x 74 7 
y 12 I 

z 385 
AA 328 10 

AB 408 
AC 249 20 

APPENDIX FOUR 
THE TEACHERS 

Ratio of Nwnber 
Students of 
to Hebrew 
Teachers Teachers 

12.S 4 
16.9 5 
15.8 6 
12.9 2 
66 3 

3 
14.2 15 
13.4 9 
21.2 s 
9.1 4 

12.5 2 
I I 3 9 
16.9 12 
15.9 7 
15.4 9 
18.3 15 
I 1.4 I 
9.4 4 

28.3 7 
27.3 8 
21.1 7 
8.S 15 

I 1.4 20 
10.6 4 

12 I 
intepted 
curriculu 
m 

32.8 4 
0 

12.5 8 
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Hebrew Hebrew 
Hebrew Hebrew teachers teachers 
teachers teachers tnuoed an who speak 
tramed in trained Ulpan fluent 
Israel in ESL method Hebrew 

I 0 0 I 
I I 0 3 
4 2 3 4 
I 0 0 I 
2 0 0 2 
I 0 0 2_5 
0 0 2 2 

3.S 0 0 4 s 
0 0 0 3 
0 0 0 4 

I 0 I I 
I 0 0 3 
0 0 0 2 
7 0 4 7 
2 0 0 7 

0 I 0 6 

0 0 0 2 
3 0 0 3 
I 0 I I 
I I 0 4 
0 0 1 2 

IQ 1 8 9 
12 6 4 20 
I 0 0 4 

I 0 1 1 

s 0 0 7 
3 0 0 4 

2 0 2 5 

0 0 0 I 
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APPENDIX AVE' 
TEXTBOOKS 

1------~KIND __ E_R_GARTEN 
KT AV A.lefBet Coloring Book 

BEHRMAN 

182 

Number 
____ of Users 

HOUSE __ S~ the Detective's reading readmes_s Boo::..;_~k ______ _ 

FIRST GRADE 
TORAH AURA _ ~etman's Book ofHebre~ Leners 
UAHC _ A.lefBet q(Blessing 
UAHC ALEF-BET A Hebrew Primer 

---- - -- ---~ 
UAHC Olam Gadol Bet - Reader - - - --- - -- --- ---
UAHC Olam Gadol Be1 - workbook - - -- ------ --
BEHRMAN 
HOUSE 

BEHR.MAN 
HOUSE 

1

Sam the Detective and the AJefBet Mystery _____ _ 

Vocabulary List _ _ -----___ _ 
_ ~Prayer List _____ _ ----------

SECOND GRADE 
BEHRMAN HOUSE-The New Siddur Program for Hebrew and 

Heri e: Reading Readiness Book ---- -- ---+-
2 

BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 

Let's Learn thc.~Al~ef'-'Bet:...;_ _______ _____ ~----t 

BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
TORAH AURA 

Let's Learn the AlefBet Te.acbef's Guide 

Sam the Detective's read.in readiness Book 2 

Sam the Detective and the Alef Bet M 3 

The New Siddur for Hebrew and Heri · Book I 

Betman's Boole of Hebrew Letters 

--
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UAHC • AJef Bet of _!!less1ng 
• V ocabuJlll)' _!- is!_ 

----- J Prayer List __ _ ---
-

BEHRMAN 
_JTBIRDG~ -

~---

HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 

The New Siddur Program for Hebrew and Hentage Primer 
Reading Readiness Book For the New Hebrew and Hentagc-- • -
Siddur Pro --------------

HOUS_g_ _~The New S'.ddur Program for Hebrew and Hentagc: BooL. 2 _ 
BEHRMAN The New S1ddur Program for Hebrew and Heritage: Practice and 
HO_USE _ ReVJew Pnmer, Sc~t ~nting Edition 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 

--------

KTAV - ---
UAHC ----
ARE 

Derech Binah: the Hebrew Primer 
--,. - - - --------

Sam the Detecnve's Reading readiness Primer --- - - - --
_ .Sam_ the Deteel!ve an<!_ the Alef~et Mystery 

1Alefbet For Beginners 
ALEF-BET A Hebrew Primer 
Z'man Likro: Time To read Hebrew Vol I ·-----ARE 

BLOCH 
KAR-BEN 

BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE 

Z'!!!an Likro Act1viry Book for VolJ 
Let's Read Hebrew ----

ddah 

,roURTB GRADE 

1rne New Siddur Pro am for Hebrew and Heri e: Book 1 

The New Siddur Pro for Hebrew and Heritage: Book 3 
The New SiddW' Program for Hebrew and Heritage: Book 3 -
Torah slalls Workbook 
The New Siddur Program for Hebrew and Heritagc:Practice and 
Review Primer, Seri Writin Edition 
The New Siddur Program for Hebrew and Heritage. Word Rash 
Cards, Vol I 
The New Siddur Program for Hebrew and Heritage Teacher's 
Edition, Vol. l 

3 

4 

3 

4 
I 

2 

2 
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BEHRMAN 
HOUSE ·---
BEHRMAN 

__ !>erech Chochmah Prayer Reading Skills 
-~- - - -

IDerecb B1nah. the Hebrew Pnmer HOUSE 
BEHRMAN --------
HO':JSE __ --.Hebrew Thro~ f>.!!yer - Book_!_ 
BEHRMAN 

HOUSE 'Read.in Hebrew: A Programmed Instruction Book 
BEHRMAN I 
HOUSE Reading Hebrew: Practice Dnll and Review for reading Hebrew 
UAHC 1AJefBet ofBlessing 
UAliC _____ t ALEF-BET A Hebrew Primer 
UAHC _ _The ALEF-BET Pruner Read_!!lg_Prac~ ~k-

A Bridge to Prayer The Jewish worship workbook Vol One 
UAHC ___ .,_Qod, Prayer, and the Shema 
KT AV Let's :Learn Pra r 
KT AV --- - _S_haar_ Halai-.ah__,I.__ __ 
- -- - -1 ---- ---
TORAH AURA _ lntr~uc~on to the Siddur, Vol 1: Die Brakhah ~ystem 
TORAH AURA Torah Toons dalct ----

-.1Z.~Likr~: Ti~~ read Hebrew V~ 
Z'man Likro: Time To read Hebrew VQ( 11 
Z'man Lilcro Mov!!Y Book for Vol n 

~ Send home Telil~s fo!: hom-ew~k_ 
------

IFIFTB GRADE 
BEHRMAN ITbc New Siddur Program for Hebrew and Heritage: Book I -

s 

2 

I 
3 
3 
l 

HOUSE Com ehension 4 
r-------.--~----- -- -- -- - r--
BEHRMAN The New Siddur Program for Hebrew and Heritage· Book 2 -
HOUSE Grammar and Coocc 
BEHRMAN The New Siddur Program for Hebrew and Hcntage:Practice and 
~H_O_U_S_E ____ ~Re-~_ew_Prim_·-~~.ScriptWritingEdin_·o_n ________ _,_ _ _ _, 
BEHRMAN The New Siddur Program for Hebrew and Heritage. Prayer 
HOUSE Read.in Skills I 
BEHRMAN The New Siddur Program for Hebrew and Heri~: Script 
HOUSE wri . and 
BEHRMAN 
HOUSE 
BEHRMAN 
HOUSE l~b Chochmah: Pra er Readin Skills 

s 
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BEHRMAN 
HOUSE _Co~on Siddur 

I -BEHRMAN The Shabbat Morning Service: Book I - The Sbema and Its --
HOUSE Btcssinss 

I BEHRMAN 
I 

HOUSE Hebrew Tbrouab Prayer - Book I J l' BEHRMAN I I HOUSE Hebrew Through Prayer· Book I Workbook l BEHRMAN 
l HOUSE I Hebrew Tbrowzh Prayer - Book D I I UAHC Olam Gadol series I I 

UAHC Olam Gadol Bet - Reader -
~ I 

UAHC Olam Gadol Bet - workbook I I 

UAHC 
1A Bridge to Prayer The Jewish worship workbook Vol. One: 
God, Prayer, and the Shema ' I ---- - -- -KTAV _, faploriog the Prayerbook I 2 ,..... 

'-KT AV ___ . Let's :Learn Prayer __ I -TORAH AURA Introduction to the Siddur, Vol. 2: The Shema and lts BlcssmRS I I 
,__ __ -

'Introduction to the Siddur, Vol 2 The Sherna and Its Blessings 
TORAH AURA Lesson Plans 1 

ITorab Toons bey --TORAH AURA I r--
ARE Z'man Likro: Ti.me To read Hebrew Vol. ll -- I I -JPS Tanakh I I ------ ---Oral Word List I ,... ---- - - -1 Required Prayer List I 

'Send home Tefila taoes for homework l 
I 

1SIXTB GRADE 
BEHRMAN JTbe New Siddur Program for Hebrew and Heritage: Book 2 -

-I 
HOUSE !Grammar and Concepts 3 
BEHRMAN IThe New Siddur Program for Hebrew and Heritage: Power 
HOUSE !.R-rlinn Practice and Reinforcement Primer I 
BEHRMAN The New Siddur Program for Hebrew and Hentage: Prayer 
HOUSE Reading Skills a I 
BEHRMAN The New Siddur Program for Hebrew and Heriu.ge: Book 2 -
HOUSE Word Fl.ash Cards I -
BEHRMAN 
HOUSE A Gateway: to Prayer. Book 0 - The Torah Service and Coocludin 6 

BEHRMAN I HOUSE Comoanion Siddur • Reform 2 
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BEHRMAN 
HOUSE The Shabbat Mornt'.!B_ Service: Book 11 - The Shabbat Am1dah I 

A Bridge to Prayer The Jewish worship worii:~k Vol. One. - - -- -
UAHC God, Prayer, and the Shema l 

UAHC 
IA Bridge to Prayer The Jewish worship workbook VoL Two: The 
,Amidah, Torah Service, and the concluding Prayers , --

KTAV EXPioring the Prayerbook I I I 

KTAV 1Exnlonn11. lhe Prayerbook [( I I 
KTAV Understanding the Siddur I I l 

llntroduction to the Siddur, Vol. 3: The Amidah, The Torah l 
TORAH AURA Service & The Concluding Pra ers I . --
TORAH AURA lntroducuon to the Siddur, Vol. 3. Lesson Plans I 

Stddur I 

-- - -
Required Prayer List 1 

·• 

Send home Tefila ta for homework I ---- --- --
-·----

- ,SEVENTH GRADE - -- -
BEHRMAN jThe New Siddur Program for Hebrew and Heritage. Book 3 -

HOUSE Prayer Literacy 2 -
BEHRMAN I 

HOUSE IDcrcch Chochmah· Prayer Reading Skills I 
-- -~ -

BEHRMAN The Shabbat Morning Service: Book aJ - The Torah Service and 

HOUSE !Selected Concluding Prayers I 2 

BEHRMAN I 

HOUSE leomoanion Siddur - Reform Edition I 2 

BEHRMAN 
HOUSE A Gateway To Prayer- The Sbabbat Morning Service_ I I 

BEHRMAN 
HOUSE -
UAHC The New Union Prayerbook 

I -

UAHC A Bridile to Prayer, Vol. 1 
2 

UAHC A Bridile to Prayer, Vol. 2 
3 

UAHC Mah Tov book I: Asot Misboat (Do Justice) l 

UAHC Mah Tov Book ll: Ahavat Hesed (Love Mcrcv) I -
UAHC Bcchol Levavcba: With All Your Heart 

I 

KTAV Exnloring the Prayerbook D 
I 

KTAV Un~tandinst the Siddur Il 
I 1 
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Introduction to the S1ddw-, Vol. 3: The Am1dah, The Torah 
TORAH AURA __ SeTVJcc & The ConclU<ling Prayers __ I --- ---TORAH AURA - 1 lntroduction to the S1ddur, Vol. 3: Lesson Plans I 

TORAH AURA Sberna &. Companr; The All New Sberna Is For Real Curriculum I 
'Required Prayer List I --
1Scnd home Tefila taocs for homewori I I -
I School crealed materials I 
!Bar/Bat Mitzvah Prep ! 
Bar/Bat Mitzvah Taoe I ·-

I I 
I EIGHT GRADE I 

Zot ha-Torah: A Guided Exploration of the MitzVot Found rn the 
TORAH AURA Weekly Torah Pomon 1 
- - -- I 

·- - --
-,_ . 

National Jewish Outreach Matenals, BJE Hebrew Video & 

OTB.ER Hebrew Eublicarions - ---- - Own curriculum 
Prayerbook .• ·-
Conversational Hebrew 

I 

I 1Sfat Yisrael Alefby Hebrew Books Judaica NY NY -
Get ready for Hebrew, Grade 2, (K) -- --- -- Behnnan - Hebrew and Heritue - Modem Lan~ (F) I 

I ,__ --- Torah Umesorah - Ra.shit Hochma (F} 

Siddur Sim Shalom I 
J 1Gates of Pra)'.eT \ 

-
AJ-Peh Program Hebrew Curriculum 

' I Ha-Sefer Sheli HebntW Cunicull.rn 
! 1 HaKol H8d8Sh (Center for Educational T 
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APPENDIX SD<. 
ONGOING TEACHER EDUCATION 

Hebrew teachers 
a.ffilialed to Number ofHcbrew Number of 
professional Which teachers pursuing Hebrew rda.red 111 u an encW>c:.: Arel~ onzanil'llrions ones? on11oino srudy? house Dm<>ram• manda!orv? loaid ettn? 

CODE 
A 0 ( ( 
B ( not in Hebrew I mtttin11 in Fall I 0 

CAJE, 
TEA . no. oomp c 4 NATE ; 3 oervear I day 

D ( ( I I 0 
E 2 2 • . 0 

F ?? None that I know o ( 0 0 

G 
None· any 
SUIUlestions? 

H 2 1-2 ayear yes contra cw.al 
I day workshop 
llLITE no (I days 

I all LITE ( conftreoce I pay) 
LITE ~ one in-

J ( house ,,_;,,II I c 
K c ( ( 

L no 
M IC CATE . ( 

N not sure I mrWll! .essions I I (moSI) 

0 2 ocr semester I I 
p ( I oer year I I 

Jewish 
!Early 

Q I childhood 
R 

if beyond 
regular 
tteac.bing 

s 0 I I I bouts 

T c I ( 

.. u I CATE ( ( 

about 4 in 

v Hebrew I I 
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' 

Hebrew 1eachers 
affihated to Number of Hebrew Number of 
professional Which teachers punuing Hebrew related in Is anendance An teachers 
organiurions ones'1 01\ROUU! stu<fv'> house programs mandatorl 1 I D&Jd extrl ~ 

no - this is 
JlM1 of their 
ycar1y 
contnct 

CAJE. rdlecting the 
Hebrew tune spent &S 

Teachers learning 
w all Assocaauor I• ' I session 

INATE. 
x 2 ACC 
y 

z J. I ~ 

for out of 
5Chool 

AA don' know < 3 I SCSSIOns 

CAJE. 
AB 5 'NATE 

AC CAJE I I I 
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APPENDIX SEVEN. 
GOALS OF THE HEBREW PROGRAM 

%of 
%of prayer Bar/Bat 
spoken book Mitzvah 

CODE Hebrew Hebrew Preparation Other 

A 0% 100% I c 
small introduction to modem Hebrew 

B 0% 100% l vocabualry as enrichment 

c 0% 100% 
Life cycle, Holiday & symbol related 

I words 
D 5% 95% I 
E 0% 100% I key recognition - theme 
F 10% 90% I 
G IO% 90% I 
H 0% 100% I 
I 5% 95% I 
J 0% 100% I 
K 0% 100% I 
L 10% 9()0/o I 
M 10% 90% I 
N 50% 50% 
0 10% 90% 1 
p 0% 100% 1 
Q 10% 90% I 
R 0% 100% I 
s 00/o 100% l 
T 0% lOOo/o I 

u OOA 100% I 
v 15% 85% l readin2 
w 50% 50% I 
x 00/o 100% I 
y 50% 500/o I 
z 001. 50'1. reading - SO% 

AA 001. 100% I 

AB I 00/o 9()0/o I values vocabulary 

AC 0% 1000...- l 
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• "-of tpOken twir.. 

I • % of prwyer boolt .... _ I 

81% 
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APPENDIX EIGHT. 
HEBREW CURRICULUM DEVELOPMENT 

Do Hebrew tcechers share in Sc boo! Hebrew CODE devcloomcnt? Rabbi Pnnc:mal Committee Teachers Others A I I I I I 

jCantor - provides hst B [1101 yet I [Of required prayen ,,.. 
I I I I 

, .... 
D I I I I 

one person 6lls Rabbi E I I I and Ptincml!.l oosmon F $0nlewhat I I I 
G I I I I I 
H I I I I I 
I I I I I 
J I I I I I 
K .no I I Cantor 
L ino I I 
M I I I I I 

1ne~-- - --· 
pi.ange is driven by 
~rincipal and Hebrew 
~dina.tor. in 
,--·-cewith 
Rabbi, teachers, 
J)al'enl$, atudcnlS 
Goab fcnmulattd .t. 
feVolving over time as 

N I I I I I 'we try new lhDm 

0 I I I I I !Ml'el'll.S are~ 
p I I I I I 
0 I I 
R :no I I 
s _, . 

~ I I I I 
I I 1 1 

u J!O 1 I 

Hebrew .t. J udaice arc 
v I I I I . .. 
w 1 I I I I 
x I I I 
y I I I I I -
z I I 
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AA I I I I 

AB I I I I Olrcctor of Educaoon 
IAC I I I I I 
SUM 10 2~ 28 u 19 

School Hebrew 
Rabbi ,o.,ft_, Committee Teachers 

PERCENT 69"~ 86% 9?t,, 61°A 66% 



.i • l 
! 

Who develops ttle goats of ttle Hebrew program? 

0-. 10-. ~ ~ ~ 50"!. ~ 70-. ~ 901' 100" 

~ 

DliebrW'M Tudlen 

0 Sdlool Conml!9e 

·~ •Rabbi 

-
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APPENDIX NlNE. 
HEBREW CURRICULUM OBJECTIVES 

Read from Chant from 
Converse the Torah the Torah Read Read rrrans1a1t 
~ (other than (other than pray en SIIDple fSimple 
simple Bar/Bat Bar/Bat (other than Hebrew Hebrew 
sentences Milzvah Mitzvah) the Shem&) scntt:nces ISCJlt.e:nces 

A I 1 
B I I I 
c 1 I I I 
0 I I 

E I 1 I 
F I I I I 
G I 1 I 
H I I I I 

I I I I I 

J I I I I 

K I I I I I 

L I I I 

M I I I 

N I I I I 

0 I I I 
p I I 

0 I I I I I 

R I I 

s I I I 

T I I 

u I I I 

v I I I I I 

I I I I w 
I I I x 

I I y I 
I I z I 
I I iAA 
I I I 

iAB 
I I I I 

AC I 



HEBREW CURRICULUM OBJECTIVES 

Rud tom 
IN Torah 
(Oll.-d'an 
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APPENDIX TEN. 
HOW ARE STUDENTS GROUPED? 

By Avenge number of Do you have teacher aides in CODE Bv 8Jl.c" ioroficicncv'1 students oer dass? the Hebrew prOlll'Ml" 
A I IC I "B I IC rardv c I I ' I D Io l ( 

When they start 
E HebmY school 
F l ~ 
G I I ~ I 
H I oartly I I 
I I c II ( 
J I sometimes H c 
K I I 
L I I( c 
M I I I' 

N I when DOSS1l>fc 18 ~ I - HS students 
0 I c I' 

p I within a c:lw I' student tc:acllcn tutor 
Q I I I( I 
R I 
s I ll 
T I I JI I 
u ~ no I• no 

in older kids. probably 4-
v I I 8 no 
w I I I 
x I I 

,, 
DO 

y I I 1 

z I I IS 5 I 

AA I 11 Ives.. older llUdents 

AB I I 

AC I I l 



APPENDIX ELEVEN. 
NUMBER OF HOURS OF HEBREW INSTRUCTION PER WEEK 

CODE .i; I l 4 5 E 1 ! 
A o~ 0 ' o• I IJ I ' I ! ll c 
B l l l l 
c l ! l .! ) ! J ! ) ! 
D l ' l l 
E l l l . l 
F 
G O! I! 1 s I ' l 

~ ... 
mdJ•ldual 
18'1111 

H 0 7' 07 1 ,. !Mirn~ 
I I lnl2U"6\ 

16ciuldrmir 
I !Kl I l l"' 1 

J ( ( ( ; ' l l ' • 
K 0 5 I I I I I 

L 2 ; l J 

M O! l l . l 
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APPENDIX FOURTEEN: 
ADULT HEBREW Sl1JDY AND COMPETENCE 

Namber o( ad.its C11rn:atfy ttt1'111ed ia 
CODE tioaal Hebrew proua., Number of Hebrew mealc:ing adults in Your on 

A L J( 

half can read/clwn the inycrs • older members not 
B I , ;; • the parents 
c oone 

2~ 
D II ? 

E I -outside congref!ation 3 
F 10 just beRan I class I do not know of anv 
G approx 10 I 0 {?fluent'>) 
H 1 few who speak fluemly. many read 
I I' S'A' 
J fluent sneakers · S; BuClll reading knowledge · 70 
K 40. estima!ed c:nrollmcnt in Mardi 95' b1w S0.100 

L I( NA 

M 2' less than 5% 
N aoorox 20 less lh&n I 00 (no idea) 

0 IC Nt A comple1e stab in the din 
p c 1verv few 
Q I 10'.t. 

R no one sianed up this yeai- 516 guess about SO'Yo can read Hebrew 

s 31 2( 

T 11 2-3%, Privet lluem 70'"' 

u ~ 21 

v lapprox. 20 ml\'11e 30 

w 5' SO OUl of3,000 tnc:mber5. manv ~ 

x I• 
y 

z 
AA ' no idea 

AB 31 unbown 

AC JI ? 
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