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Life is a day that lies between two nights.. the night of not

yet, before birth, and the night of no more, after death. That

day may be overcast with pain and frustration, or bright with

warmth and contentment. But inevitably, the nipht of death

must arrive,
It has been said that we are born in order to die, that life is but a
preparation for death... that, of all things in this earth. only death
is inevitable. However we may rationalize or be realistic about the
subject, it is, nevertheless, an emotionally charged issue. There are
most assuredly different levels of grief--certainly the death of a child
can be considered more tragic than the passing of someone who has led
a full, long and rich life. However, a sense of grief, of confusion,

of loss and of guilt by the surviving relatives can, and often, does,

accompany the death of a loved one.

The purpose of this first chapter is to examine the concept of death and
customs surrounding death, particularly within the Jewish framework. Since
the aim of this study is to develop a program on death for 14 year-old
adolescents, an examination of the psychology of adolescence and their
reactions to death will later also be presented. In order to provide

insight as to what has already been prepared by other groups, samples




of programs on death will be included and analyzed.

The Hebrew word of death is "mavet," perhaps taken from the name of the
Canaanite god of the underworld, "Mot." Mot was victorious in his fight
against Baal, the god of rain and fertility and forced Baal to descend to
his kingdom in the earth. Baal's sister, Anoth, avenged her brother and
killed Mot. Both Baal and Mot were to return to earth, but at different
times. This is interpreted by commentators as symbolic of the changing

seasons: Mot returns to life in the rainy season while Baal dies.2

We find that the pred_ominant attitudes of the bible toward death are

negative and mysterious. There are traces of myths that Death is a destruc-
tive force having its own messengers,totally distinct from God. As forund

in Jeremiah 9:20, "For Death has climbed in through our windows, has entered
our fortresses, cutting off children from the streets, young men from the
squares." Mavet, here, may be compared with Lamashtu, the Mesopotamian demon

who attacked children through entering windows.

Two reasons are given for the death of man in the bible. In Genesis, we

find the natural reason: that man was made from the dust of the earth, to
which he returns. Genesis 3:22-24 offers a second reason: that of justice.
When expelled from paradise, man was deprived of access to the tree of life
and thus eternal life was lost to him. In Genesis 3:19, we find a "death
sentence:" "By the sweat of your face shall you get bread to eat until you
return to the ground.'" This is opposed to other Biblical passages that

speak of the dead who go down into the tomb and enter the region of the dead,

known as she'ol.




We repeatedly find in the bible the negative notion that the dead all share the
same unhappy fate. This is characterized by the names given to the 'region

of the dead,' such as erez (earth, underworld) as found in I Samuel 28:13;
kever (grave) as found in Psalms 88:12; bor (pit) as found in Isaiah 14:15

and 38:18 and other places; and mahelei beleyya'al (the torrents of Belial)
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as found in II Samuel 22:5,6, among others.

There is occasionally also the idea that the situation of the deceased is
dependant upon the attention bestowed upon them by the living. Great impor-
tance is placed upon burial by the bible. In Genesis 47:29,30, we find
When the time approached for Israel to die, he called his son

Joseph and said to him: 'If you really wish to please me, put your

hand under my thigh as a sign of your constant loyalty to me; do

not let me be buried in Egypt. Vhen I lie down with my ancestors,

have me taken out of Egypt and buried in their burial place. 5
The Torah does not use the words, so important to Rabbinic tradition, of

" Yet the idea comes out in its horror at no burial

"honoring the dead.
or at the improper tmatment of corpses. In Deuteronomy 26:14, the pro-
hibition of sacrifices to the dead is mentioned. This can be linked to

Psalm 106:28, which refers to idolatry: '"They joined themselves unto
6

Baal-Peor, and ate the sacrifices of the dead. "

A prime example of pessimism in Mesopotamian texts regarding man's fate
is found in the words of Siduri trying to convince Gilgamesh of the futility
in seeking eternal life, for "when the gods created mankind, Death for
mankind they set aside, Life in their own hands retaining." A verse found
in Ecclesiastes 7:9 stresses the enjoyment of life while one is able:

Enjoy life with the wife whom you love, all the days of the fleeting

life that is granted you under the sum., This is your lot in life,
for the toil of your labors under the sun. 7




Through these examples, we receive an understanding of the fear, the hesitation
and the mystery revolving the concept of death as found in the bible. The
general impression one receives is that of the primitiveness of the bible

in dealing with the unknown quantity of death. 1In many places, we find
negative and fearful attitudes. Death is destructive, sin-provoked, and
inevitable. On the other hand, it must be mentioned that there are found in
the bible direct contrary evidences which counter-balance any terror surrounding
death. As found in Daniel 12:2, the concept of resurrection, in the true sense
of the word, is a reward for the people of Israel. In Isaiah 66:24, punishment
of the wicked is eternal, but is not connected with their resurrection. In the
book of Samuel, when Saul is summoned by Samuel, his complaint is only that

he was disturbed at being called up from Sheol. In these and other cases,
while death is seen negatively, it also comes from che good God and is not

independent of God. Thus, it cannot be utterly evil.

The bible does not sharply distinguish, as does later Judaism, between
mourning acts done before the funeral and those done afterwards. The rite
of mourning most frequently found in both the narrative and poetic sections
of the bible is that of tearing parments. Beginning with Genesis 37:27,
Reuben, in his use of a mourning symbol as reaction to a threatening sit-
uation, tears his clothes upon hearing of Joseph's disappearance. In
Genesis 37:34, Jacob reacts similarly upon finding Joseph's bloodied cloak.
In his defeat at Ai, Joshua responds in a like manner (Joshua 7:6) as does
Mordecai, in responding to the news of the fate of the Jews (Esther 4:1). ;
Apparently, this was the accepted cultural act for the expression of grief.

Moderns might suggest that the rending of garments is an emotional outlet,

or may have developed as a substitute for self-mutil_ation.

Another rite of mourning is the wearing of sackcloth. In II Samuel 14:2,




we find this example when the woman of Tekoah whom Joab sent to King David
was dressed in mourning garments. This may have been similar to those worn
by Tamar, as found in Genesis 38:14-19. In Ezekiel 26:16, he prophesies

that Tyre will mourn by the removal of ormate garments and the wearing

of special mourning robes. In Joshua 7:6, II Samuel 13:19 and other sources,
we find reference to the practice of placing ashes upon one's head. Biblical
sources are also found for the mourning customs of abstaining from washing
(11 Samuel 2:20), fasting (IT Samuel 3:35) and in(Esther 4:3) in communal
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emergency and refraining from wearing ornaments (Exodus 33:4).

Other biblical rites of mourning related to the hair and beard are cited.

At the deaths of Nadab and Abihu, the Israelites uncovered their hair as a
sign of mourning. The prophets (Isaiab 22:12, Jeremiah 16:6, Ezekiel 7:18)
describe shaving the head as a rite of mourning. Job, when hearing of the

death of his children, shaves his head (Job 1:20).

Along with the shaving of the head and beard, we find in Jeremiah 16:16 and
41:5, the practice of gashing of the hands and other parts of the body as a
mourning rite. The prophets seemed unaware of any prohibitions in this
regard; however, Leviticus 21:15 prohibits the priest from participating

in this ritual (as well as all other mourning activities).

In Leviticus 19:27,28, we find the prohibition of all Israel from haircutting,
10
shaving, gashing, and tatooing as mourning rites. In his folkloristic

explanation, T.H. Gaster suggests that the mutilation of the body was originally
intended to provide the ghosts of the deceased with blood to drink; the
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cutting of the hair enabled the ghost to draw on the strength that it embodied.




The bible, in Ezekiel 26:16, describes the typical mourning posture as that
of sitting on the ground, while in II Samuel 12:31, it is lying on the ground.
In Isaiah 24:8, and Jeremiah 31:12, the biblical association of mourning with

the cessation of both music and dancing is found.

Jack Riemer, in his Jewish Reflections on Death, linked present mourning

customs with biblical and other passages. He cited the prohibition from
cutting one's hair (Lev. 10:6), from washing onesself (Berakhot 2:7), from
sex (II Samuel 12:24), from wearing leather shoes (Ezekiel 24:7), from
working (Amos 8:10) and many others. This, he explained, was all done to
demoralize the mourner-- to make him less concerned with his own personal

well-being.

The bible also mentions specific periods of time for carrying out the process
of mourning. The Jewish custom of seven days of mourning is observed by
Joseph upon the death of Jacob (Genesis 50:16) as well as with Job, at the
height of his suffering (Job 2:13). In Numbers 20:20 and Deut. 34:8, we find
that Moses and Aaron were each mourned thirty days while Jacob and Ephraim
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each mourned "many days "for their children (Genesis 37:34, Chronicles 7:22).

The incompatibility of religious festivals and mourning is suggested in Nehemiah
8:9. In Isaiah 40:1,2, we find the tender word as a comforting gesture to
mourners as well as sitting with the mourner (Job 2:13) and by offering him
bread and wine (1l Samuel 3:35). 'Lechem oni," is the name for this bread of
"agony" as found in Ezekiel 24:17 and Hosia 9:4 and the wine is the "cup of

consolation," as indicated in Jeremiah 16:7.




The Talmud's viewpoint on death significantly diiffered from that of the bible
because of the Rabbis' firm belief in an afterlife. In the Talmud, death was
thought of as the moment of transformation from life in this world to that of
the beyond. In Avot 4:6, we find, "this world is like a corridor before the
world to come." In Kid. 39b, we find, "Death is the passing of the portal
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separating the two worlds, giving access to a 'world which is wholly gecod.'"

Birth and death were viewed as parallel processes; just as man is born with
a cry and tears, so he dies. In Yoma 20b, we find the statement that the soul
leaves the body at death with a cry that reverberates from one end of the world
to another, to pass into a state of existance, the exact nature of which was
a source of debate among the Rabbis. The Rabbis accumulated 903 manners of
death--from dying of asthma as the most severe to the "kiss of death," the
lightest form reserved for the most righteous, such as Moses. In a negative
context, one description of the death process related that when the angel of
death, holding a drawn sword, stands over a dying man, the man opens his mouth
in fright, whereupon the angel spills into him a drop of gall suspended from
the sword. The person dies and because of his drop, the corpse gives off an

14
unpleasant odor.

It was generally believed that the dead reap whatever rewards or punishment
due them for deeds performed while alive. The Rabbis also stated that, at
death, one was free from Torah and the observance of the commandments. Death
was often considered an atonement for sin. In Sanhedrin 6:2, the confession
formula before death appears. '"May my death be an atonement for all mykins."
After the destruction of the Temple, this atoning value received greater

emphasis with the abolishment of sacrifices. For the most serious sins, com-




plete forgiveness, despite prayer, penitence on Yom Kippur and previous suffer-
15
ing, was dependant upon the final atoning value of death.

The Rabbis disputed the necessity of death. One extreme view, found in the
tractate Shabbat, held that death was the wages of sin. 'There is no death

without sin."

Another view, much older, stems from the Tannaitic period

and stresses death's inevitability--its naturalness as part of the very
fabric of the world since its inception. The mishna in Avot 4:22 stresses:
"Those who are born will, of necessity, die...for perforce you were created,
born, live and perforce you will die." According to this view, sin does not
cause death, it only hastens it. Lack of sin either enables man to reach his
predetermined life span or helps him to live longer than the years alloted
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to him.

In Genesis Rabbah 9:5, we have one view on why both the wicked and the right-
eous die, a major Jewish case of the problem of evil, i.e.,no justice. The
wicked perish in order to cease angering God; the righteous die to rest from
their continual struggle against the evil inclination which loses power over
them after death. Though mortality affects both the wicked and the righteous,
the Rabbis were sure that the whole quality of their respective lives, here
and in the hereafter, greatly differed. The wicked are considered dead while

7

alive and even in death, the righteous are called living (Berachot 18,a,b).

The Rabbis, in their many discussions and deliberations concerning death, seemed
to have developed a more humane, less fearsome attitude than in biblical times.
We find death discussed as a corridor between two worlds. This is a significant
development. From a psychological point of view, they seem to be cushioning the

finality of death-- it is merely a passage from one state of existance to another.




Theologically, they are reminding us of what Jews believe--that death is not our
end. In dealing with the subject in this manner, there is less fear, less
mystery, less dread. The talmud and midrash also deal with the inevitability

of death, both for the righteous and the wicked. In discussing the atoning

value of death and the various ways of dying, it may be understood that, accor-
ding to the Rabbinic interpretations, those who lead righteous, moral lives

have less fear of the death process than the less righteous. In essence, we

find the Rabbis expressed concerns and issues regarding death in a more humane,

sophisticated and understanding manner than in the biblical passages.

Many additional laws of mourning are of Rabbinic rather than biblical origin.
With few exceptions, the laws of mourning described in the Talmud and the

early sources are in standard use. These laws were designed to provide dignity
for the deceased, "kibud hamet," as well as for those surviving. The body

of the deceased was accorded certain respect. Similarly, the laws channel the

way the mourner should deal with the despair and the pain.

The dead body was not left alone, but rather was guarded by watchers until the
funeral. In Berachot 3:1, we learn that these watchers are exempted from the
performance of other positive commandments because of the greatness of this
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mitzvah.

Before the fumeral, the body was cleansed according to a specified ritual. The
basis for Tahorah is in Ecclesiastes 5:15, "as he came, so shall he go." Since
man is washed at birth, so, too, is he washed at death, The ceremony of
Tahorah is not mentioned in the bible, although ritual purity in relatiom to
dead bodies is noted. Tahorah was observed in Mishnaic times, as can be under-

stood from the statement in Shabbat 23:5 that limited washing and anointing of
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the bodf is permitted on Shabbat.

In the cleansing process, the body was lain on a tahorah board, with the feet
toward the door to indicate the escape of impurities. While the body was un-
dressed and cleansed, with lukewarm water, the mit'assekim (performers of the
cleansing) recited biblical verses such as from Zecheriah 3:4 and Ezekiel 36:25.
The head and front part of the body were rubbed with a beaten egg, to symbolize
the perpetual wheel of life. Afterwards, nine measures (approximately 4 1/2
gallons) of water were poured over the body which was then thoroughly dried and

dressed in shrouds.

In Talmudic literature (Bezoh 6a, MK 8b), we find mention of the cleansing of

the body with myrtle and the cutting of the deceased's hair. 1In addition to
washing the body, we find in the Shulcan Aruch, ¥YD352:4, the mention of combing
the hair and clipping the nails of the deceased. In the Shulchan Aruch YD 339:5,
we find the custom of pouring out all the drawn water in the neighborhood in
which the person died. This folk custom was a method of announcing the death

19
since Jews were reluctant to be the bearers of evil tidings.

The Rabbis classified four distinct mourning periods. The first, called

Aninut, is the time between death and burial. All the subsequent time is called
Avelut. The_seven days following the burial are specifically known as Shiva.
The time between burial and the 30th day following burial is known as Shloshim.
Finally, there are restrictions pertaining to the first year following the death

of a loved one.

As previously mentioned, the first level is called aninut, with the mourner

known as the Onen. In this period, the mournmer is absolved from the performance
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of all positive mitzvot such as reciting the Sh'ma or wearing talit and
tefillin (Mo'ed Katan 23B), The Palestinian Talmud, cited by Tosafot in
Talmud Brachot, derives this law from Deuteronomy 16:3: '"So that you may rem-
ember the day of your departure from the land of Egypt as long as you live."
(The tie-in, according to Rabbi Joseph Soloveitchik, is that the Jew accepted
commitment to Judaism, to the positive commandments of Judaism, to the recit-
ation of the Sh'ma, when he left Egypt, "kol y'may chayecha'--as long as he
lived. At the moment of experiencing the death of a close relative, man
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experiences a symbolic death and thus the onen, the mourner, is not alive).

Freedom from certain religious obligations enabled the onen to attend to the
needs of arranging the funeral, etc. without distraction. As found in Sukkot
25a, the rule that "he who is engaged in a religious act is exempt from perfor-

ming other religious duties," applied. The onen was also forbidden to overeat,

eat meat, or drink wine (TJ Ber. 3:1, 6a) except on Shabbat.

The next phase of mourning is known as avelut, which means to withdraw. The
turning point from aninut to avelut is the recitation of kaddish at the grave.
The mourner first withdraws almost completely from society for seven days,

' The mourner's first meal after the funeral was known

hence the term, "shiva.’
as "Seudat Havra'ah" (meal of consolation) and was provided by friends in accor-
dance with the Talmudic injunction that "a mourner is forbidden to eat of his
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own bread on the first day." (MK 27b)

During this period of shiva, the bereaved family gathered in the house of the
deceased, covered their heads and sat on overturned couches. Mourners were

obligated to tear their garments and to recite the blessing, "Dayan Ha'emet,"
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the true judge. According to MK 23a and 15a and b, they were prohibited from
leaving the house, performing manual labor, cutting hair, engaging in sex, wearing
leather shoes, washing clothes, greeting acquaintances or studying Torah.

They were, however, permitted to study certain sorrowful portions of the bible

and Talmud. The Rabbis considered the first three days of mourning as the most

intense. According to MK 27b, '"three days for weeping and seven for lamenting."

Rabbinical literature explained the reasons for the choice of seven as the main
period of mourning. In Amos 8:10, we find, "I will turn youf feasts into mourning."
In commenting upon this verse, the Rabbis explained that just as Passover and
Sukkot last for seven days, so does the period of mourning (MK 20a). In the

13th century, in the Zohar, Va Yahi 226a, we have a mystical interpretation,

"for seven days the soul goes to and fro between the house ind the grave,

mourning for the body."

The Kaddish is characterized by an abundance of praise and glorification of God
and an expression of hope for the speedy establishment of His kingdom on earth.
The congregational response, '"May His great name be blessed for_gver and to all
eternity" (Sifre to Deut. 32:3) is the essence of the prayer. This verse has
parallels in Daniel 2:20, Job 1:21, and Psalm 113:2 as well to the eulogy found
in Yoma 3:8, "Blessed be the name of this glorious kingdom for_gver and ever,"

22
which was recited in the Temple.

The simple form in which the pleas are praised and the lack of reference to
the destruction of the Temple indicate the oldness of the Kaddish prayer. Im
Ezekiel 38:23, we find the Kaddish's opening phrase, "Magnified and sanctified
by His great name in the world," which was similar to the Lord's prayer found

in Matthew 6:9-13. The Kaddish prayer was not originally part of the synagogue




13

liturgy. 1In Sat. 49a, we find that the Talmud specifically records the Kaddish's
first use as a concluding prayer to public aggadic discussions conducted in

23
Aramaic.

The Kaddish is first mentioned as part of the daily synagogue pravers in the
tractate Soferin of about the 6th century C.E. By geonic times, it had become

a statutory synagogue prayer requiring the presence of a minyan. In Soferim

10:7, we find the first mention of the term, "Kaddish," as well as the explanatory

" etc., which was recited in Hebrew and

passage beginning, "Blessed and praised,
added for non-Aramaic speakers. The plea for acceptance of the prayer, the
prayer for the welfare of the supplicants and the concluding passage ("He who

creates peace, etc. found in Job 25:2) are all later additions.

It was during the time of the German persecutions during the Crusades in the

13th century that Kaddish became associated as a mourner's prayer. According

to a late aggadah, Rabbi Akivah rescued a soul from punishment in hell by

urging the latter's sons to recite the verse, '"May His great name be blessed." #
This idea had been previously expressed in Sanhedrin 104a. It has been suggested

that the Kaddish became a mourner's prayer because of the mention of the

resurrection of the dead in the messianic passage at the beginning.

Kaddish is generally recited for 11 months and not a full year. According to
Jewish tradition, the souls of the dead are exposed to a kind of purgatory
for no more than twelve months in order to cleanse #em from their sins before
they are admitted to Gan Eden, paradise. Any cleansing which lasted for more
than a year would be considered punishment rather than cleansing. As only the
real sinner needs cleansing for a full year, traditional Jews say Kaddish for

only eleven months, lest it seem that they were implying that their loved ones
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needed a full year's cleansing in atonement for their sins.

Halacha then commands the mourner to start picking up the pieces of his life

and to re-establish himself. During the shloshim, the thirty days following

the death, the mourner, according to MK 27B, is told not to cut the hair or

wear pressed clothes. Also, the mourner may not marry, attend festive 2vents

or participate in social gatherings (MK 22b-23a, Yad, Avel 6:2). In mourning for

parents, these restrictions are in effect an entire year.

The observance of the formal rites of mourning pertained for the nearest of kin,
corresponding to those for whom a priest was to defile himself, i.e., spouse,
father, mother, son, daughter, brother, sister as found in Lev. 21l:1-3 and MK
20b (but according to Yad, Avel 1l:6, Maimonedes' Code, this did not pertain to
an infant less than thirty days old). No outward signs of mourning were rer-
mitted on Shabbat; however, private observances, such as refraining from wash-

ing, remained in effect. (MK 23b).

In reflecting upon these Jewish attitudes and customs which surround dealing

with death, one is most impressed by the understanding and humanity reflected

by the Rabbis. In their less superstitious, more humane views toward the

subjeQP, the Rabbis stressed the inevitability of death and fabricated a detailed,
concise structure insofar as dealing with death was concerneda. It is this
"structure" that is most impressive and praiseworthy. During a period when

tragedy strikes, when the mourner, in fact, temporarily loses control, these

stages of mourning, im providing a certain discipline, reflect a deep under-
standing of human psychology and human needs. We find the mourner first being

free from all positive commandments in the time of his deepest shock and grief, and

then gradually, although still heavily structured, re-emerging into society and
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regaining control over his grief and thus, re-establishing his life. In this
way, the mourner is allowed his despair, and is forced to remember his loved one
through restructions lasting an entire year and through the daily recitation of
the Kaddish. This year-long mourning process provides for the necessary time

required for healing and starting anew.

In trying to understand death and reactions to it in both ancient and modern
times, it is interesting that, in present day culture, there are now attempts

at preparation for most situations with which we will come into contact: marriage,
parenthood, professions, etc. Until recently, there appears to be nothing to
prepare people for the most fundamental and universal task which might have to be
met at any age: death and bereavement. People do not desire to study death
because of what Geoffrey Goren called, "the pornography of death.." & the dis-
taste of contemplating the problems raised by death in the family, the compulsive

shying away from discussion, the use of every possible euphemism to shield

themselves at all costs from its sting.

Death can be considered as an unfamiliar personal event. Because of longer life
expectancy, smaller families and greater separateness in our family lives, death
may be an unfamiliar experience to many, especially since the process of dying

has been moved from home to the hospital. However, the subject of death cannot

be avoided. In our literature, music and other art forms, we see events surround-
ing death as major themes. For both young and old, the horror of the assassinations
of the 1960's brought with them the reality of death. Issues such as abortion
life-support systems and euthenasia have made necessary analysis and examinations

of the quality of life and the questions "what is life" and "what is death."

Death may be welcomed and sought or feared and fought. It brings with it a
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very personal response always. As in "Come, Sweet Death," by Bach,and
Shakespeare's Romeo, "Come, death, and welcome," or the line by Burns, "O death!.
The poor man's dearest friend," we find that to some, death is preferred

to living an unbearable life. Those who believe in afterlife may see derath

as the passage to eternal life or to a reuniting with lost loved ones. Others

view death as an enemy to be fought with rage; still others view it s an

end to life with no hope of continuation.

A most interesting set of death rituals is found in the East African concept

of the "second burial" which seems to be designed to care both for the living
and the dead. This funeral occurs one year after the death. During the year,
the deceased is "kept alive' through the grief and mourning of his family. Any
child born during this time is named after him. Meanwhile, the entire family
prepares for the second funeral. 1If the dead person is a man, his son prenaies
an effigy of him. On the eve of the anniversary of his death, the grave is
slightly reopened and the effigy is placed on top of the body, but facivg the
opposite direction. This means that the dead man has now left the living world
and joined his ancestors. The survivors are now free to live their lives. The
widow may remarry and the mourning cord worn by her throughout the year of
mourning is now cut by her new husband at the gravesite. The atmosphere
changes from mourning to rejoicing. Through this ritual, the step from death
to life and sex and birth is sanctioned, and the bereaved can take it without

26
guilt.

In a great sense, this African mourning rite is similar to that prescribed
by Judaism. Both mourning processes ential an entire year's restrictions
and rites and provide for the gradual readjustment into society as well as for

renewal. Just as after one year, we find the African concept of a second burial
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so, too, in Judaism, do we unveil a tombstone after a similar time period.
Again, in both cultures, we find a detailed, prescribed ritual insofar as con-

cerns the mourning of a loved one.

For moderns, psychology provides great insight into dealing with the death
process. In studies on death and its effect upon survivors, a great deal of
emphasis is placed upon the psychology of child and personality development.
It is believed that from the moment of birth, people should be seen less as
isolated entities in their interactions with others and especially in their
close emotional relationships. The fundamental importance of close relation-
ships continues from the cradle to the grave.
There is rarely just the dying person, there are those he leaves
behind; there is never just the bereaved but the dead person too.
Between them they created a psychological situation which makes for the
responses of bereavement. 27

The emotions and ties of infancy, even though they are forgotten or buried

in the unconscious, remain the most important and binding in everyone's life.

In her study of Freud, Dr. Martha Wolfenstein describes his views of the
process of mourning as based on the nature of emotional attachments. In
loving another person, a part of our emotional energy is firmly bound to that
person. When that person dies, the problem arises of dissolving the emotional
attachment bound to his image. According to Freud, mourning is this painful
process of detachment from a lost love object.

It consists of bringing up, one by one, the memories of the lost

beloved, and slowly, reluctantly, separating memory from hope,

realizing that this will not come again. 28
Gradually, reality takes precedence over the powerful wish for the return

of the beloved.
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According to research directed by Dr. Joan Fleming , which dealt with adult
Patients in psychoanalytic treatment who had lost a parent in childhood, we
find that patients were still emotionally bound to the lost parent and had not
gone through the work of mourning, as per Freud. They remained emotionally

arrested at the state of their development at which they lost a parent.

In a later paper, Freud recorded observations of persistent attachment to a
parent lost in childhood. 1In the case of two young men, who as children, lost
their fathers, they continued to function as if the father were still alive.
Their denial of reality was only partial.

On the manifest level, they were well aware of the facts of the

death of the father. However, on a deeper emotional level, the

facts were denied; it was as if the father was still alive. 30
Freud termed this as "splitting of the ego." 01 one level, reality was
accepted; on the other level, wish fulfillment was dominant. There was no

reconciliation of opposing views.

From the moment life begins through all phases of child development, human
growth depends upon accepting and mastering loss. To cope with loss, the
child has to take into itself the object whose absence frightens him. In
order not to become too bewildered by the comings and goings of his mother,
the infant has to set up a permanent mother inside himself. If the real
mother is felt to be threatening rather than reassuring, or if she is absent
more than she is present, the internalized mother will be a bad instead of
good object. This success at establishing an internal good object in early
life is a precondition for the ability to tolerate later anxiety about loss

or separation.




In his study, Attachment and Loss, John Bowlbv sees separation anxiety in

early childhood as the main key to understanding the mourning process.
Separation anxiety expresses dread of some unspecified danger,
either from the outside or from mounting internal tension, and
dread of losing the object believed capable of protecting or
relieving one. Separation anxiety will be reactivated in all
subsequent fears of losing a person to whom a deep attachment
exists. It is a natural process and the basis for mourning.
If a child has not experienced separation anxiety, this indicates
that he was unable to form a true attachment and this will hinder
his ability to cope with loss through mourning. To tolerate
separation anxiety and to mourn are signs of the healthy per-
sonality who is capable of deep attachment. 31

The first response to death is shock which may find its expression in physical
collapse, in violent outbursts and in withdrawal, denial, and the inability

to take in the reality of death. The attempts of the bereaved to cope with
this first phase of shock will vary with his temperament and the situation.
For physical shock, rest and warmth are considered the recognized methods

of treatment, yet the most frequent advice given for the emotional shock

of grief is to keep busy. This remedy may set the scene for a denial of loss

and pain, and subsequent pathological development.

After the initial shock, the controlled phase follows. Arrangements must be
made and the funeral faced and endured. The mourner is surrounded and suppor-
ted by relatives and friends. The real pain and miserv is felt when this
controlled phase is over and the task of testing reality and croming to terms
with the new situation is tackled. It is then that the mourner feels lost

and abandoned and attempts to develop defenses against the agonies of pain.
Searching is the principal behavior pattern evoked by loss. Children and
animals search but express it in restless behavior, tension, and loss of

32
interest in all that does not concern the deceased.
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Contemporary rabbis have sought to explain death both in their similar psycho-
logical and Jewish viewpoints. According to Rabbi Maurice Lamm, the first
spiritual reaction to a death is the apparent injustice of God. Religious
conviction teaches that virtue is rewarded and sin is punished. Death

teaches the apparent reverse.

..despite tragic experiences to the contrary, death should be...

a sum under the bottom line, a total of all life's events, adding
up to a meaningful conclusion and ending naturally. It should not
intrude in the midst of the equations of living, starkly disrupting
all the calculations, confusing all the figures, and belying all
prepared solutions. When that does not happen, when death comes
abruptly--we are struck with the horrible injustice of it all. 33

Similarly, Rabbi Joseph Soloveitchik observed that man's initial response
to death in general is saturated with malice and ridicule toward himself:

If death is the final destiny of all men, if everything human

terminates in the narrow, dark grave, then why be a man at all?

They why make the pretense of being the choicest of all creatures?

Then why lay claim to singularity and imago dei? They why be committed,
why carry the human moral load? Are we not... just a band of con-
ceited and inflated day dreamers who somehow manage to convince
themselves of some imaginary superiority over the brutes of the

jungle. 34

In his study seeking the meaning of grief within a psychological framework
and tying in these observations with Jewish sources, Rabbi Jack Spiro noted

the following four themes:

1. The primary sources of grief reaction are unconscious and grow

out of the inherent dynamic structure of the individual. The two
opposing forces of love and aggressiveness are in contention. In
grief situations, this polarity causes two distinct reactions: frus-
tration because the love force is thwarted and guilt from aggressive
impulses.

2. The conflict between frustration and grief gives rise to a state of
anxiety. Defenses are used as a form of self-preservation. The
bereaved first uses the defenses of denial, then repression. Some-
times regression occurs to an earlier state of life when a certain
mechanism of confronting a loss may have been successful,
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3. Judaism is a socio-cultural system. In providing for specific
laws, rites, mores of mourning and establishing definite time se-
quences, it does not deny the need for various defenses, but prevents
them from becoming pathological.

4. Judaism tries to resolve conflicts by rechanneling love impulses.
Through observances and ceremonies carried out by the mourner, he is
enabled to lean upon his socio-cultural system. The mourner has

the right to express his deepest feelings of grief. Most laws and
rituals of Judaism are developed around a communal or social
structure. 35

From the psychological point of view, it can be interpreted that the restric-
tions placed upon the cnen are reminiscent of Yom Kippur..that the act of
mourning is equal to the act of expiation. Washing, use of cosmetics and the
like are prohibited so as to depersonalize the mourner and to make him

less concerned with his own personal well-being and appearance. In essence.
the mourner is now a diminished person. In the same light, traditional
Judaism dictates that the mourner cover all mirrors in the house. A mirror
objectifies one's image and thus one's existance. The mourner denies his
existance so he covers the mirror with a sheet in order to eliminate himself
from the environment. This, perhaps more than anything else, symbolizes

his total withdrawal, his absence, from society.

There are two fundamental reasons why it is Jewish custom not to delay a
funeral. First, Jews lived in semi-tropical areas and did not embalm.
Secondly, and more importantly, the Rabbis recognized that the principal
grief occurs before burial and that during this greatest grief, the family
could not be expected to carry on even the religious duties of mourners, let
alone familial and other responsibilities. Burial marked with a finality an

end to this period of nothingness.

Most of the mourning observances previously mentioned from Talmudic times are
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still in practice by traditional Jewry. Burial societies of funeral chapels
arrange for the details of tahorah. In the house of shiva, couches are no
longer overturned; however, the mourners sit on low stools. Cloth slippers
are worn instead of leather shoes and women abstain from the use of cosmetics
during the shiva period. A candle burns continuously in the house of mourning
for the entire seven days. With the exception that mourners no longer muffle
their heads, all other Rabbinic restrictions are observed. A minyan gathers
in the house of mourning for the daily Shaharit and Mincha-Ma'ariv services

so that Kaddish may be said.

Liberal Judaism has allowed for significant changes in both burial and mourning
customs. Embalming is prohibited in Orthodoxy as it is considered insulting

to the deceased to do more than cleanse the body for the funeral. Liberal
Judaism permits embalming. Traditional Judaism prohibits autopsy as well,
except when the medical procedure will have a beneficial effect upon the living.

Liberal Judaism permits autopsy, if there is due cause.

All branches of Judaism agree that the coffin should be firmly closed at the
funeral. Orthodox Jews keep watchers sitting with the body until the funeral,
reciting psalms. The reason for the watcher is based on the superstitious
fear of the depradations of the spirits or the fear that animals may get to
the body. o These precautions are dispensed with in Liberal Judaism. Both
traditional an.d liberal Jews light candles in the room with the deceased.

This can be interpreted as symbolic of the quenched light of life which con-

tinues in the remembrance of the living and within the spirit of God.

Cremation is prohibited by traditional Judaism since it is believed that the

body will be resurrected at the end of days. If the ashes are spread, the soul
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will have trouble in reclaiming the body. Liberal Jews permit cremation. The
use of concrete vaults to contain the coffin or of elaborate caskets is foreign
to traditional Jews. The reason for this is that they prevent deterioration
of the body which is a prerequisite to resurrection. Traditional Jews do

not allow flowers at the funeral as this is seen as a Christian custom.

Traditional Jews are buried in tachrichim, simple white burial garments. Men
also wear their talit and yarmulka. The body is cleansed according to the
previously detailed instructions as outlined in the Shulchan Aruch. A small
sack of earth from Israel is placed under the head to assist the dead in rising,
as resurrection will occur in Israel. Sometimes, shards are placed over the
eyes. Reform Jews use neither earth or shards. The body is clad in a suit

or dress which was part of their regular wardrobe.

Any informed Jewish male may conduct a Jewish funeral. Traditional Jews do
not have music at the funeral. Reform Jews may want simple background music.
Bearing the coffin is considered a mitzvah. Traditional Jews usually do not
allow children of the deceased to serve as pallbearers. There is no basis

for this in Judaic laws.

Liberal Jews do not tear garments but rather affix a black ribbon to their
garments. The lining up of those attending the funeral so that the mourners

can pass though their midst is also not usual in Reform. Liberal Judaism also
does not insist that the grave be filled with earth within view of the mourners.

(This was done in order to emphasize the finality of death).

The observance of shiva can be seen as a prescribed routine to fulfill psycho-
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logical as well as religious and social purposes. Family solidarity is under-
lined. The family is together and may not leave home, except to go to the
synagogue on Shabbat or in an emergency, until the week is finished. According
to Reform practices, mourners need not remgin in the house to which they

return after the funeral, but may return to their own homes afterwards. They
should try to spend day and evening together at the home of the eldest o~ in

the largest house, If they do not live in close proximity to one another, they
should spend at least the first three days together. In Liberal Judaism, either
a three or seven day period of mourning is acceptable. Usually, Reform Jews

sit on regular chairs and do not wear slippers. Men are permitted to shave.

On weekdays, services are held at the home.

A minyan is not imperative in Liberal Judaism. However, women are included
should a minyan exist. "The Orthodox custom of the women leaving the room
in which men are praying," according to Rabbi Morrison David Bial, "is repug-
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nant to Liberal Judaism. The women need the prayers as much as do the men."

Children are permitted to attend school after the second day and adults may
return to work after three days. Traditional Jews refrain from entertainment

or music for an entire year; Liberal Jews often do so for thirty days.

The E1 Mole Rachamim, as recited by Reform Rabbis, has been shortened to leave

out the line which details contributions to charity made by mourners in honor

of the deceased.

Finally, traditional Jews do not visit the grave until after the shloshim.

Liberal Jews may visit after shiva.
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Through the studies in this first chapter, we are able to see the progress made
by Judaism regarding the concept of death and our dealing with it. From the
almost primitive biblical responmse to the highly detailed and debated Rabbinic
and Talmudic viewpoints to contemporary practices, we are aware of the sensitive
and painstaking efforts made by our spiritual leaders, both past and present,
to assist us in dealing with the confusion and grief brought about by the

death of a loved one. It is most interesting and gratifying to note that

the centuries old methods and practices regarding death as outlined in the
Talmudic times still form the basis for traditional mourning rites. This
obviously serves to underline the extent to which the Rabbis then deliberated
over and conceived mourning procedures which would, on one hand, provide the
necessary structure and solace to the bereaved, and, on the other hand, accord
the proper respect to the deceased. Although Reform has made significant
changes and modifications to our traditional mourning code, the concepts of
respect both to the mourner and mourned, of family solidarity during the

shiva period and of renewal are all maintained.

Living in the latter part of the 20th century, it is for us, in dealing with
death, to attempt to blend traditional rites and customs surrounding loss of

a loved one with contemporary lifestyles. Reform has already made significant
strides in that direction. In easing restrictions insofar as the mourner is
concerned, Reform reflects an understanding of the pressures of present-day
life as well as of the necessity of relaxing laws without losing sight and

sense of their importance, both traditionally and spiritually.

In having studied past and present customs and rituals surrounding death,
1 am most impressed by Judaism's strong commitment to the mourner's acceptance

of the reality of the death. It is only by facing and accepting the fact that
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one can then begin to rebuild. In its concise, well-outlined mourning
schedule, Judaism allows for grief and defenses. However, it stresses that

life must continue and calls for renewal.

The areas in which there are considerable debate and discussion regarding
death surround the concepts of God and an afterlife. Although traditional
Judaism, as previously outlined, has definite statements regarding the above,
the issues, nonetheless, pose profound questions to both liberal and tra-
ditional Jews alike. WIth the holocaust as one of the many factors, the issue

of God's existance and potency is no longer a "given."

In the same light,
the concept of an afterlife is also questioned and disputed. Beliefs in Cod
and an afterlife are especially important and significant in dealing with
death. In times of stress, danger and profound grief, prayer, i.e.,
communication with God, can and does serve as a consoling force. In a time
when so many of us doubt God's existance and power, what healing effect can

prayer provide? What justification for death can there be when it cannot be

rationalized as "God's wish?"

Te many,the afterlife concept provides solace in facing death. Death is not
an end, but rather a single step in the soul's continuing journey. In time
of bereavement, this fact, that the loved one's "life'" has not really ended,
but is rather taking a next step, can and does ease the pain accompanying

the loss.

As previously mentioned, these two concepts, God and afterlife, provide for
healing and consolation. The problem, however, lies with those who cannot
readily accept their existance and reality. If one denies the existance of

God and doubts the reality of an afterlife, can the teachings of the Rabbis and
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the mourning code as outlined in Judaism aid in overcoming grief? Perhaps in
stressing family solidarity in time of bereavement, Judaism provides for solace
and comfort within the family environment for those who cannot find such solace

in a more religious fashion.

Since the object of this work is to provide a program on dealing with death
for adulescents, certain questions must be asked. Can an adolescent, who is
now experimenting with religious beliefs, find the necessary comfort in a grief
situation through the previously outlined Judaic practices? Will the same rites
and customs that may be suitable for adults be meaningful for adolescents? 1In
a time of breaking away from the family, will the adolescent derive support

in sitting shiva tgggggg;with the family? In a time of vast change, both
physical and emotional, can Judaism provide the necessary outlet to grief

that will be sensitive to the traumas of the age? In order to achieve a

better understanding of death insofar as it relates to adolescent reaction,

a study of the psychology of the adolescent and an examination of the radical

changes that accompany this period will be presented.
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In this second section, the psychology of the adolescent will be studied,
with particular emphasis placed upon reaction to grief and death sit-
uations. Since, as previously mentioned, the ultimate aim of this work
is to formulate a program on dealing with death geared to fourteen-

year olds, I will, wherever possible, particularize adolescent growth,

reaction and sensitivity to that age group.

Adolescence is, in many ways, the most difficult stage in the human
experience. Adolescence may begin anywhere from the age of eleven to
thirteen and extend until the early twenties. During this period of
growth, the individual changes in physical appearance and in psycholo-
gical make-up. '"He is torn and twisted, pulled and pushed during the
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period of adolescence."

There are major physiological changes occuring which often catapult

the adolescent into a state of query over his new form. New charac-
teristics are added to his appearance as he recognizes signs of sexual
maturation. Adolescence is an individual as well as a group phenomenon.
Young people become aware of the physical changes in each other as well
as in themselves. This is a period when the "other" grows in meaning.
Of course, adolescent physiological change is uneven and occurs at

varied times in each adolescent.

Along with the physiological growth comes a two-part psychological change,
one cognitive and one emotional. The adolescent experiences himself
thinking in a new and strange way. New ideas are expressed; reality is

viewed from a new perspective. These new conceptions help him answer
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questions concerning the imnortance of life and how to derive mean-

ing from it.

The experience of adolescence is quite different from that of early
years. For sore, growing and maturing mav be a struggle. ‘farparet
Mead, in her studies of Samoan culture, discovered that the Samoan
child follows a relatively continual prowth pattern, with no abrupt

changes from one age to another.

He is not expected to behave one wav as a child, another way
as an adolescent, and another way as an adult. He never
has to change abruptly his way of thinking or acting; he
doesn't have to unlearn as an adult what he learned as
a child. 39

Adolescence, here, does not represent a specific change from one

pattern of behavior to another.

‘fead offers several reasons for the difference in cultural conditioning
between the two societies. Tirst, the resoponsihle roles of children

in primitive societies are contrasted with the non-responsible roles

of children in Yestern culture. In primitive societies, play and work
often involve the same activity. Bv "plavine " with a bhow and arrow,

a boy learns to hunt. His adult hunting "work" is just a continuation

' The Vestern—cultured child assumes

of his youthful hunting "nlay.’
a different role as he matures-- the shifting from a non-responsible
play situation as a child and into adolescence to a more responsible

work situation. This shift usuallv occurs at the latter stapes of

adolescence, after the completion of formal education.
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Secondly, “fead contrasts the submissive role of children in Yestern
culture versus the dominant role of children in primitive society. The
child in Vestern culture must drop his childhood submission and adopt
its opposite, dominance, as he annroaches adulthood. The Samoan child,
on the other hand, is not taught submission as a child and them sudden-

ly expected to become dominant uvon reaching adulthood.

Finally, the similarity of sex roles in children and adults in priritive
societies is contrasted with the dissimilar sex roles of children and adults
in Vestern culture. Mead indicates the the Samoan girl experiences no
real discontinuity of sex roles as she passes from childhood into adult-
hood. She has the opportunity to exveriment and become familiar with sex
with almost no taboos. By the time adulthood is reached, she is able to
assume a sexual role in marriage very easily. By contrast, a WVestern-
cultured child is sexually denied and adolescent sexuality is repressed.
When the adolescent matures sexually, he must unlearn these earlier
attitudes and taboos and become a sexually responsive adult. Although
Mead's research dates back to the 1920's, her basic premise remains valid.
Western culture, with its mixed messages concerning accentable behavior
and responsibility of the growing child, has impeded the natural prog-

ression of "growing-up" such as found in more primitive societies.

Anna Freud, in her description of the adolescent, encapsulated the trauma
of the age, the vascillation and the confusion:

Adolescents are, on the one hand, egoistic, regqarding themselves
as the sole object of interest and the center of the universe,
and on the other hand, capable of self-sacrifice and devotion.
They form passionate love relations, only to break them off
suddenly. They sometimes desire comnlete social imvolvement and
group participation: at other times, solitude. They oscillate
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between blind submission and rebellion against authority.

They are selfish and material-minded, but also full of lofty

idealism. They are ascetic yet indulgent, inconsiderate of

others yet touchy themselves. The oscillate between light-

headed optimism and the blackest pessimism, between indefatipable

enthusiasm and sluggishness and anathy. 40
Adolescence 1is, in actuality, a biological phenormenon with sexual
maturation as its central theme. The main biological event, pubertv,
is characterized by the attainment of hiological sexual maturity. With
girls, menstruation orovides the milestone into nuberty; in boys, signs
are less sharply defined--opubic hair appears, sex organs grow and noc-
turnal emissions occur. Boys usually begin the pubertal growth spurt
later than pirls and this spurt lasts three to four vears longer than
with their female counterpart. For this reason, girls between the
ages of 12 and 15 tend to be taller than boys, but boys catch up and end
their growth spurt significantly taller, on the average, than girls. Boys
increase in muscle size as well, thus making them stronger than the fe-
male., Both sexes experience a growth characteristic known as asynch-
rony. This refers to the fact that different body parts mature at diff-

erent rates. As growth progresses, however, body nronortions usually

become more harmonious.

With the many physical changes come deep reactions. An important factor
to remember is the influence of the mythical "body ideal" --the body
type defined by the culture as attractive and sexually desirable. Peer
pressure, mass media and family expectations all contribute heavily to
its importance. William Schonfeld in "Body Image in Adolescents: A
Psychiatric Concent for the Pediatrician," pointed out that movies,
television, advertising and the worship of sports heroes perpetuate

the reverence for the ideal body and encourage the disparagement of

41
those whose bodies fall short of the ideal.
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To a large extent, body image appears to determine adolescent reactions
to themselves. In his study of body deelopment and personality which he
compiled in 1960, Boyd McCandless found a strong correlation between

the way college-aged students view their body (body-concept) and the way
they judge themselves as people (self-concept). His research suggests
that girls are more concerned and place more emphasis on physical appear-
ance than do boys and are more concerned than boys with the failure of

42
their developing bodies to match the culture's ideal.

Sexual development obviously brings with it wide psychological and social
ramifications. The adolescent whose body conforms to the society's

ideal is working with a social advantage. The converse, the adolescent who
is too tall, short, fat, etc, is more likely to evoke negative reaction

from peers.

Apart from variations in rates of physical and sexual maturity, it is
clear than more adolescents today are sexually active at an earlier
stage. Sexual attitudes and behavior are generally more open and
accepted; however, few adolescents escape the social pressures that
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dictate appropriate sexual conduct for each gender.

During adolescence, self-definition and self-esteem assume an importance
not paralleled in other periods of the life cvcle. Erik Frikson holds

self-defintion and self-esteem as central concerns for the adolescent. As
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a result of physical changes, powerful sexual impulses, conflicting
choices and possibilities, and confusion in the roles expected of him

by both parents and peers, the adolescent is confronted with an identity
crisis. He must incorporate his new physical and sexual attributes into

a new self-concept. He also must generate an orientation and a goal that
will give him a sense of unity and purpose so that he can made a vocati.nal
choice that will best match his view of himself. Finally, he must integ-
rate into his self-understanding the expectations and perceptions that
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others have of him.

Upon entering adolescence, the child has played a role in three kinds of
social groupings: the family, the peer group and lareer organizations,
such as school. The teen-ager judges himself according to the standards
of those who define the roles in his social groups. Among these role
definers are parents, peers and teachers. The process of re-examining and
re-integrating his self concept requires the adolescent to hlend emerging
cognitive and behavioral abilities and his new values and purposes. There
are wide individual differences through which the adolescent attains a new
self-concent.

One youthful solution involves a determined attempt to change

the society so as to bring into line with the adolescent's prin-

ciples and needs. Another solution is a systematic attempt to

change one's self so as to fit into the existing system with

less anxiety or discomfort. A third approach is the effort to

carve out some special niche within the society where the qualities

of one's self can be preserved, enhanced or acted on. 45
In a 1968 study, Frikson suggested that identify is experienced as a sense
of well-being, i.e., feeling at home in one's body, knowing where one is
going and feeling assured of recognition from neople "who count." People

with low self-esteem lack a consistent frame of reference within which to

assimilate their experiences of self and others. They are more likely to
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be lonely, vulnerable and sensitive to criticism. The adolescent with low
self-esteem is "awkward with others, assumes they do notlike him, has
little faith in human nature, is submissive and non-assertive and gets
little respect. He infrequentlv participates in extra=-curricular activities
and is rarely selected for leadership positions...(he) is caught in a

trap in wvhich his very real isolation from others keepns him from develor-
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ing a positive view of himself. "

In many cases, adolescence is the first phase in which people begin to
introspect. Adolescents who develop formal thought are now able to
imagine future possibilities and to plan long range goals. Central to
their self-concepts and identify, adolescents are also likely to recon-
sider in more sophisticated terms their self-impressions and others'
impressions of them. According to Sigmund Freud,

Adolescence is the time of the last identifiable stage of

psychosexual development, the genital stage. During this

stage, the individual's identify takes its final form, and,

in place of narcissistic self-love, love for others and altru-

istic behavior develop...Peers and parents still play an important

role in providing love and realistic direction for the individual.47
Insofar as concerns the 14 year-old, he is now better oriented to both
himself and to his inter-personal environment that he was at age 13. He
feels that he is coming into his own. He has a new self-assurance des-
pite the pressures of mounting energy. The 14 year old occupies a zone of
maturity intermediate between the elementary school and high school. He
is definitely outgrowing the limitations of the lower grades and his mental
maturation is proceeding rapidly, in preparation for the higher grades.

Indeed, when all factors are considered, 14 may be regarded as a

somewhat pivotal year in the grand cycle of humaM growth. The

youth is coming into his own. He is able, to a gratifying degree,

to accept the world as he finds it. At his typical best, he
presents a fine constellation of maturity traits and potentials,
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which are in propitious balance. He is exuberant and energetic;
but reasonable in temper (notwithstanding the loudness of his
voice). He has a fair measure of wisdom and philosophy, often
expressed in art and humor. His group loyalties are strong and
sensitive, but normally they do not distort his person-to-person
relationships in the home circle, at school, and within the
community. He has many friends. He understands them pretty
well, and has a sympathetic awareness of the unpopular and
unfortunate. 48
The chief interpersonal theme in early adolescence is the gradual move
from familial dependence toward greater involvement in the outside world.
Many young people experience ambivalence about their relative dependence
or independence. They alternate between provocative self assertion and
childish requests for help and through this are gracually able to emerge

from their families.

As the child grows into adolescence, he increasingly participates with his
parents in the decision-making process, such as concerning jobs, money

and peers. When parents are either totally controlling or totally per-
missive, adolescence is likely to be a time of stormy parent-child

relations and excessive peer conformity.

In his 1959 study, '""Race, Ethnicity, and the Achievement Syndrome,'" Bernard
Rosen identified three sets of beliefs that affect motivation in achieve-
ment situations. The first is locus of control, or activism (the belief
that a person is able to manipulate the physical and social environmeant to
his advantage). The second is individualism and the last is strongly
related to self regulation, labeled future orientation (the belief

that a person should forego short term rewards in the interest of long
term gains). In a similar study by E.J. Phares in 1976, which was

cited in the Schell article, it was found that adolescents from both upper

and lower-middle class families learned as children that they were able
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to control their own lives and to be successful through their own
49
personal efforts.

Two words mentioned in studies of adolescents are conformity and

rebelliousness. There are some accounts of adolescent development which

assume that as a child enters adolescence, 'conformity to parents' wishes
decreases and conformity to peer wishes increase." i The peer group

can be a major influence in resolving the adolescent's identity crisis.
With his peers, the adolescent can try on new roles and use the reactions
of others to judge how well the roles fit his self-concept. Identifi-
cation with the heroes of the group may pive the adolescent a temporary
sense of coherence. As peer relationships undergo transformation during

this period, friendships also change and move from the congenial sharing

of activities to psychological sharing of intimacy.

Among girls, friendships appear to progress from being activity-centered
to a relationship that is interdependent, emotional and conflict-resolving.
Junior and senior high school boys form friendships more similar to those
found among pre-adolescent girls and involve a congenial companion with
whom one shares reality-oriented activities. Males are more likely than
females to spend their adolescent social lives in cliques and gangs as

opposed to pairs.

Popularity is highly related to conformity to peer group mores and customs.
The characteristics having most to do with peer acceptance are those that
define appropriate sex typed behavior in our society. Because character-

istics such as athletic ability, sexual prowess and being "fun to be with,"
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bring with them the positive consequences to peer acceptance, they are,
51
in turn, strengthened.

As previously mentioned, along with the great physical and emotional changes
comes changes in moods, sometimes erratic. Insefar as concerns the

14 year old, happy moods far outstrip his sad ones. Rather than being sad,
he is apt to be annoyed or moody. His moodiness can progress to brooding

or depression. But the 14 year old quickly moves out of these states. He
is now less inhibited than previously about his temper and is apt to

become angry quickly, though infrequently. He shows short, explosive out-—
bursts, especially against a sibling. He does not keep things bottled up
and makes his anger or anncyance evident. He less frequently strikes out
physically, except with siblings. There is usually a good reason behind

it when he does, however. It occurs more often than not when the 14 year old
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is angry or confused and does not necessarily make him feel better.

The primary changes of adolescence result in a radically changed person
and parents who fail to realize this may inhibit greater autonomy in their
child. What is so commonly termed, "adolescent negativism' may be the
child's reaction to the parent's failure of modify his expectations in

light of the adolescent's new capabilities and sexual maturity.

It is presumed that in an earlier and more static society, parents could
understand the adolescent and his problems because they had virtually
faced the same situations. Today the bridge of understanding is less
easily crossed because the adolescent world is so different in so many ways.

Parents and their adolescent children frequently disagree and feel that
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the other simply does not understand. 'Fr_iction over choices of friends,
clothes, hair styles, use of the family car or telephone, family respon-
sibilities, attitudes towards parents, grades, study habits, drinking,
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drugs, smoking, sex and staying out of trouble may arise."

As adolescents become more non-family oriented, outsiders have more in-
fluence on their values and decision-making than parents. The impact of
outsiders depends mainly upon how great a gap there is between their
values and parental values. As the adolescent turns more and more to
outsiders, the home has less and less influence on his values. The break-
down of togetherness also makes the adolescent feel that he no longer

needs his parents as he did when he was younger.

In order to become fully emancipated from his parents, the adolescent
usually must doubt the religious attitudes, standards and value systems

of his parents. Involvement with and support by peers involve the adol-
escent in a comparison of his religious beliefs with those of others. This
comparison usually results in change, ranging from abandonment to renewed
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intensity.

Some psychoanalysts would describe the religious experience of the adol-
escent as a crisis stemming from the fact that a personal God is des-
cribed as a father. According to Sigmund Freud's account,"...the
personal God is psychologically nothing other than a magnified father." 3
When the adolescent begins to rebel against his father's authority, his
religious faith also begins to collapse. Sudden eruptions of religiousity

in the adolescent are explained as a reawakening of his oedipal wishes to

strive for a father. '"Religiously, adolescence is characterized by conflict
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between dependence and independence of a father image; between love and hate;
56
between obedience and rebellion; between faith and disbelief."

The adolescent rejects religion as a way of emancipating himself from
parents who are not giving him the free.dom he seeks. The adolescent's
rebellion against going to synagogue or Sunday school is one expression
of this rebellion against parental authority. He can't react against
his parents to whom his anger is directed, so he reacts against the rel-

igion which they want him to have.

Religion is often a source of distress and conflict to the adolescent. Overt-
ly expressed disbelief in God is more often encountered in adolescence than

at any other age, according to James A. Knight of Tulane University.

Typical of the paradoxes found in adolescence, however, is the fact that

this period is also characterized as the most religious period in life.

In an effort to examine personal religious beliefs and arrive at a faith

of one's own, adolescents may deliberately expose themselves to a variety
57
of religious experiences.

Ernest Jones, Freud's biographer, recalled similar self-examination
during his own adolescence:

Those years...were indubitably the most stirring and formative

of my life. The starting point was the problem of religion,
which covered more personal sexual ones. 8Since the age of

10, I had never been able to give any adherence to amy particular
creed, but my conscience troubled me badly and impelled me to
seek in every direction for enlightenment. I prayed earnestly,
frequented the diverse religious services available, and read
widely on both sides. From that time dates my lasting interest
in religious phenomena and the meaning of their importance to

the human soul. 58
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Insofar as concerns the concept of religious maturity and faith, the
psychologist, due to the theclogical nature of the issue, can only
attempt a partial definifitog chet is, one given in psychological terms.
A mature religious faith includes
the sense that there is a power in the universe that is greater
than the individual; that the experience of this power is of
supreme value to the individual concerned; and that through
this experience, life acquires a new meaning, although the 59
experience cannot be arrived at through the operation of reason.
In simplest terms, a definition of faith may be given as a capacity
to trust in a divine being, the commitment to a system of values, and
the participation in a way of life that makes all significant aspects
of life sacred. The adolescent's religion can be described as his

relationship to whatever he holds ultimate, as well as the shared

ritualistic and ethical response that ensues from the relacionship.

It is not uncommon for an adolescent to enter a stage of atheism or
agnosticism. The meaning of this faifdly common experience in adolescence
probably has something to do with the individual's previous relationship
to both his father and to God. In the small child, the being called God
is probab_ly conceived as being human and not spiritual, for the supreme
value is found in the parents. Thus it is probably natural that the
child's religious experience should be bound up with his parents. If
dvelopment proceeds according to a normal pattern, his projections onto
them are gradually withdrawn and they become to him more human and

less divine.

Religious doubt may be active or passive. Active doubt is characterized

by a conscious seeking of answers to troubles or questions. Passive
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doubt involves little or no effort to settle the questions either way.
Active doubt is more heavily weighted with feelings of guilt and fear than

is passive doubt.

The majority of adolescent religious doubts fall into three categories:
doubts concerned with the bible (ex. the origin of man, the parting of
the water); doubt about religious doctrines in general; and doubts

| concerning doctrines peculiar to a given denomination. 6ODoubl:ing shows
that the individual is attempting to make the mental adjustments needed
for maturity. Childish religious beliefs are no no longer satisfying.
The more authoritarian the adolescent's training, the greater his revolt
is likely to be. Some adolescents are hesitant to change religious
beliefs because of threats from parents or fears of supernatural powers
or because their personality or limited knowledge and experience prevent
making satisfactory change. As adults, these adolescents will find them-
selves clinging to religious beliefs more suited to children. The

religious beliefs most subject to revision are the concepts of God as a

person or heaven as a nlace of eternal happiness.

As the adolescent disassociates himself from childish religious beliefs
and concepts, he will develop a more tolerant attitude of other religious
| faiths. He mazlaccept his own or a different religion or may drifL into
indifference. Some adolescents raise doubts about God through an
' examination of the problems of evil. Their greatest conflicts and deepest
questioning focus on the problem of evil viewed in the context of the

avowed goodness of God. Adolescents speak of the brutalities and unjust

sufferings of this world, of disease, of violence, and of inhumanity. Evil
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is incompatible with the picture of the loving Father-God. They may conclude,
therefore, that there is no God, or if there were, and He permitted these
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atrocities, they want nothing to do with him.

A major area of religious conflict concerns sex. The adolescent's sexual
drive is so powerful that it is rarely possible for him wholly to sublimate
it in non-sexual activities. Usually, he resorts to masturbation, for he
has practically no other recourse for the direct release of his sexual
tensions. Masturbation is almost always followed by feelings of guilt.
Since most churches add religious leaders have moral injunctions against
masturbation, it is usually felt that these injunctions are responsible for
these feelings. In ascertaining why it is so difficult for the adolescent
to find relief over masturbation, psychoanalytic research reveals that
masturbation is almost invariably associated with fantasies that have their
origin in early childhood. These highly disguised fantasies relate to the
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incestuous attachments of early childhood.

Directly related to the concept of religion is the question of morality.
The moral values of childhood are no longer adequate to meet all the needs
of the adolescent. The individual must acquire new moral values to meet
new needs, especially those arising from relationships with members of the
opposite sex and those having to do with drugs, alcohol and use of the car.
One of the major developmental tasks of the adolescent is to learn what
the group expects of him and then to conform to those expectations without

64
constant guidance and supervision.

Since the adolescent is eager to win social approval and avoid disapproval,
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his motivation to make the tramsition to 4more mature moralitv is strong,
however the adolescent may be confused about what is right and wrong. Girls,
on the whole, have less dififiiculty making the transition to an adult mor-
ality than boys, primarily because their early training has been stricter

and they have learned that adhering to cultural values enhances their

prestige. Boys, by contrast, know that violating rvles and laws gives

them greater prestige, especially in the peer group. In a successful
transition to adult morality, the adolescent learns to assume control of
his own behavior. The conscience is the inner controlling force that
makes external restraints unnecessary. Guilt and shame act as deterrents
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to behavior that is socially unacceptable.

In essence, the adolescent needs religion--beliefs that he can ancept and
along with it meaningful observances. According to “lizabeth Hurlock,

in her book, Adolescent Development, he does not necessarily need

theology-- a system of beliefs and observances given to him by some
religious establishment. Adolescence is a period of strain and insecurity.
Almost every adolescent needs a religion to give him faith and a sense
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of security.

Many adolescents are intolerant of dogma in religion as well as in
other areas. When confronted with dogmatic authority, they assert their
independence in their opposition to it. "A religion that condemns the
pleasures of youth as immoral has little appeal for the adolescent of
today." i The adolescent needs a religion that will help him, not one

that will mystify him.

In their study, Psychology of Adolescence, cited within Hurlock's research,
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L. Cole and L.N. Hall emphasized three emotional needs of religion which
help to meet adolescent needs:

There is first the catharsis of guilt feelings through prayer,
the confessional or talks with ministers. The resulting feeling
of being cleansed of sin, of being given another chance, and of
reduced tension is of great value in adjustment. A second

value is the increase of security, sometimes relatively super-
ficial and sometimes profound, that may result from relipious
belief. A trust in God prevents the panic of despair, a belief
in personal immorality with its promise of an everlasting
perpetuation of the ego prevents the fear of death, the
membership in a group gives the sense of beloneing, and the
chance to work with and help others leads to helpful iden-
tifications and attitudes. These values are not all of a
religious nature, but they are of assistance in the search for
happiness and adjustment. Religion, may, therefore, be an im-
portant contributing factor to mental health. Finally, religion
can become the basis for a sound philosophy of life, even

though it does not always do so. 68

Insofar as concerns the subject of death and adolescent dealings with
the subject, we must first analyze how mourning is possible amonyg adults.
What, in particular, are the developmental conditions which must be ful-
filled before the individual becomes able to perform the work of mourning?
A crucial phase of this development is, in fact, adolescence, which has often
been compared to mourning.

It is a phase in which the developing young person is forced to

withdraw a large part of his emotional attachment from those he

has loved most through childhood, his parents. The sad or

depressed moods frequent in adolescence come from this diminution

of love which is experienced as a loss. If the protracted and

often painful process of adolescence is successfullv passed

through, emotional energies are ffee for new loves which will

replace the earlier ones of importance. 69
Grief, and in its milder forms, sorrow, sadness and distress, is likely
to have the greatest physical and psychological damage upon adolescents.
It comes from the loss of something highly valued and for which the
individual has developed an emotional attachment because it fills an im-

portant need in his life.
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For many adolescents, grief in its various degrees of intensity is a common
emotional occurrence, especially during earlv adolescence. Grief is a
relatively new emotion for the adolescent and he must learn to deal with

it. As a child, he was by and large insulated from grief-provoking exper-
iences by protective parents and by his limited social contacts. With his
heightened intellectual capacities and insight, the adolescent has a

more realistic grasp of situations that give rise to grief. 1In childhood,
he did not comprehend the finality of loss of a family member or pet through

0
dmath. Now he is capable of doing soj

Adolescent grief is usually social in origin. It may arise through death.
divorce or breaking of a friendship that had been a source of emotional
security. 1In its milder form of sadness, grief may occur when the adoles-
cent fails at something which is important to him, such as making an

athletic team or being invited to aparty.

Unlike children, few adolescents show their grief by crying in the presence
of others. They have learned that crying is a sign of immaturity or
cowardice. In this overt expression of grief. adolescents often induce
a general state of apathy manifested in several ways.
They lose interest in people and things around them; become
self-bound, avoiding opportunities for socialization; grow
listless and lose their appetite; are unable to sleep soundly;
and are unable to concentrate in school. 71
Beginning at early adolescence, the child is able to formulate realistic
concepts of death based upon biological observation. Death becomes a
perceptible end of bodily life and is final, irreversible and inevitable.

Ignorance about death can be terrifying and disruptive. The most awe-

some reality is better than uncertainty. Avoidance creates further anxiety.
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In confronting death, one also begins coping with the actualities of life.
No one should be kept in emotional or intellectual isolation. Two of
the greatest needs of adolescents are for trust and truth. Evasion by

adults indicates their inability to deal honestly with real situationms.

Denial is a natural reaction to loss and takes many forms. Denial is en-
couraged by silence and secrecy. The youngster may look unaffected
because he is trying to defend himself against the death by pretending

it did not really happen. A lack of response often signifies that he

has found the loss too great to accept and pretends secretly that the

deceased is still alive.

According to Dr. John Bowlby of London's Tavistock Clinic, adolescents
may experience three phases of a normal grieving process. The first is

to protest, when they cannot quite believe that the person is dead and
they attempt, sometimes angrily, to regain him or her. The next is pain,
despair and disorganization, when youngsters begin to accept that the love
one is gone. Finally, there is hope, when they begin to reorganize
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their lives without the deceased.

Adolescent responses to grief fluctuate according to their concepts of
death, their developmental level and the way they had related to the person
now dead. _ Some will not speak about the individual who died; others will
speak of nothing else. Some will cry hysterically; others w#ll remain
outwardly impassive and emotionless; others will even laugh. Some will
praise the deceased as the most wonderful person in the world; others will

hate the individual for abandoning them.
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Young people should not be deprived of the right to grieve. They should no
more be excluded from sharing grief and sorrow than they should be preven-

ted from demonstrating joy and happiness.

The funeral is of tremendous significance as it serves as a rite of
separation. The bad dream is indeed real. The presence of the casket
actualizes the parting experience, transforming the process of denial to
an acceptance of reality and an opportunity to say pood-bye. Althoughthe

funeral is, of course, sad, sadness is an integral part of the life cycle.

Regarding adolescent reaction tc death of a parent, Anna Freud indicated
that a child's love for a mother becomes a pattern for all later loves.
"The ability to love, like all other human faculties, has to be learned

and practiced."” B If this relationship is interrupted through death or
absence, the youngster may do one of four things: remain attached to a
fantasy of the dead person; invest his love in things or work; be frigh-
tened to love anyone but himself; or, hopefully, accept the loss and

find another person to love. o If a boy's mother dies, he may regress.
Later in life, because he was "injured" by his mother, the prototype of all
women, he may believe that all girls have a tendency to hurt him. To

avoid being wounded by them, he loves them and leaves them before thev can

do what his mother did to him--hurt and abandon him.

A reaction to the death of a sibling may be the frightening realization
that it could happen to the adolescent as well. Seeing the grieving

parents, the youngster may try to replace the deceased brother or sister

| -
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in an attempt to make everything righ t again. The surviving child is often
beset with guilt. He remembers the times when they fought and argued and
perhaps may wonder if the death was, in fact, a punishment for this wrong-

doing,

At times, a recurrent reaction to death is anger and quarrelsomeness.
Instead of grief, the child who has lost a parent reacts with rage.
Typically, this rage is turned against the surviving parent. There is

a tendency to idealize the lost parent, and to displace to the surviving
parent the anger and frustration which the adolescent feels in the absence
of the parent he has lost. The surviving parent is typically more or

less withdrawn, absorbed in grief, emotionally debilitated. Thus, he

or she lacks the emotional energy to respond adequately to the child's
needs. This deficiency only serves to intensify the anger and frustra-

tion felt by the youngster.

Shame is a feeling typical of adolescents who have lost aparent. They
often try to conceal from others the fact that a parent is missing.
Shame is directly related to another feeling, often quite conscious,

of guilt in relation to the parent's death. Generally, in human nature,

there is a deep seated feeling that nobody dies a natural death.

The main causes of death in teen-age boys and girls are different. Most
deaths of teen-age boys are due to violence--some suicide and homicide--

but mostly accidents with cars, drowning, firearms and misfortunes at home-
not matters of health. Accidents account for only about 1/5 of fatalities
among girls, while various diseases account for the other 4/5. Between 1960

and 1970, suicide attempts by those under the age of twenty rose from 8 to

| -
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20% of the national total. Girls try suicide about twice as frequently
as do boys, although it may be that some male automobile deaths are
intentional. Of those teenagers who have thought about suicide, some 80%

have communicated such intentions to parents and other key persons.

The l4-year old is less concerned about death and more concerned about

life. He wants to live as long as he canj he wants to live a comnlete life.
He feels that "anyone with a good life ahead should not die before he

reachrs old age." e He seldom worries about death and accepts it as inevit-
able. He even recognizes death as a good thing--as a comfort when one has

been in an accident or when one is old. His thoughts of after death may

include only the reality of being placed in a coffin and buried.

Although difficult, it is healthy for the adolescent to recod_mize that
his fu_ture is limited and that times passes whether one is busy or bored.
Through achievement, the adolescent can find a sense of identity and con-
tinuity and can be challenged to use his time remaining in search of his

ideal.

It is most difficult for the adolescent to comprehend his finiteness. This,
in part, may be related to his appraisal of himself as able to do anything
or solve any problem. This aspect of youth_ful development is designated as
"omnipotentiality." = When he moves in to young adulthood, the adolescent
must forego his omnipotentiality for the sake of the acquisition of a
particular skill or accomplishment. This feeling of omnipotentiality per-

mits the adolescent to search many fields or endeavor before responding

to the social and maturational necessity of commitment. According to Dr.

|
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James Knight, there are some adolescents who postpone making a vocational
commitment because of "unconscious fears of death and the feeling that grow-
ing up means growing toward death." ¥ Perhaps individuals known in our
society as "jacks of all trades and masters of none" and "perennial

18
adolescents" are symbolic of this phenomenon.

In the following chapter, we shall explore several programs on death education
as well as what other educators and professionals say is crucial for the

success of such programs.
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Two ships were sailing near the shore, one headed toward the

open sea and the ¢vhen headed toward the harbor. Everyone

was cheering the outgoing ship, but very few cheered the

incoming ship.

A wise man, observing this scene, felt it to be a great

contradiction. He szid that the outgoing ship should not

be cheered, for nobody knows what lies in wait for it, what

stormy seas it may encounter, how it would weather the

storms during its voyage. But, he continued, everyone

should cheer the incoming ship since it clearly has reached

port safely, having concluded its journey in peace. 79

--Exodus Rabbah 48:1

Just as in the above passage we find demonstrated through analogy, that
old age, death and departure need not be something dreaded or feared,
so, too, should we, as educators, provide the necessary bvackground for
adolescents so that they may also deal with and confront death as some-
thing natural and unavoidable, thus removing much of the stigma, terror
and dread associated with the subject. In this chapter, we shall explore
what educators suggest is the proper way to introduce the topic of death
to adolescents. We will also examine several programs on death education
already being applied, and provide critiques on how these programs might

be improved to meet our specific purposes, based upon what we have learned

in our previous research.

Death is an event; it is the actual loss of life. It is the culmination
of the dving process and the cause of grief and bereavement by those loved
ones remaining. The individual's last growth period orior to death is
dying. Family members at this time experience a feeling of anticipated

loss. Bereavement is the realization of loss of a loved one. 1t is the
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period when loved ones learn to cope with the loss of someone near.

The interrelationship of death, dying and bereavement is associated
with the concpet of loss. Death is the actual loss, dying the antici-
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pation of loss and bereavement is learning to live with the loss.

Death education, like sex education, deals with a strong taboo in our
culture. Unlike sex education, the lack of death education does not
produze such visible outcomes such as pregnancy, or venereal disease, but
it does contribute to misunderstanding, fear and lack of preparedness

for a reality of life.

So that young people may better deal with death of a personal level, it
is vital that they be presented with a program designed to help them
develop an understanding of death as part of life. Because our prior
studies indicated that the peer group is of prime importance in this
stage of their lives, a starting point for such a prcgram would be to
comminicate with groups cf adolescents, anc to structure tle program
according tc the specified needs of these students. Tn this way., through
muival peer support, approval and cooperation, such a course can prove

te be meaningful and acceptable to the students.

In exploring the topic of death, the educator should use direct language

in his explanation and eliminate euphemisms. Death is not s subject

which should be presented through non-direct, mollified terms. Adolescents
especially need to be exposed to terms such as casket, embalming, funeral,

terminal, cremation, burial and hearse.
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The many physical changes occuring during adolescence bring with them deep-

psychologcal reactions. During a period in which self-defimtion assumes
a primary role, the adolescent will move away from the family and

veer more toward recongnition and acceptance by his peer group. In att-
empting to formulate a program for the adolescent which deals with the
highly sensitive issue of death, all educational planning must be sensi-
tive to his changing familial and social role as well as to the feelings
of confusion and/or insecurity coming from these changes. There are

a variety of mixed feelings experienced by young people faced with death.
"The sense of grief, of loss, of emptiness, of the meaninglessness orsl
unfairness of a particular death is based on a sense of the undone."

For a program on death to provide meaning and understanding, the parti-

cular sensitivities and needs of the age group must be of first consideration.

Fear often magnifies the matter of grief. The youth may ask who will be next?
Fear derived from the sense of the tentativeness of and the fragility of

life is an extremely natural feeling. If fear is confounding for the youth,
the sense of relief which may momentarily strike is all the more confusing.

Such an emotion is probably as normal and as universal as grief.

Guilt feelings follow these feelings of relief experienced in relation to
death or when these adolescents believe that in some way they are respon-
sible for the death. Introspection first occurs during adolescence. As
mentioned in the previous chapter, Erik Erikson, in his 1968 study of the
adolescent , discussed the fragility of the "new' identity of the adolescent.
The attainment of a new self-concept many times brings with it feelings of

loneliness, vulnerability and sensitivity to criticism. The event of a
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death would only magnify this confusion of feelings for the youth. In
assuring them it is a common human experience, these young people may be

spared suffering some of the guilt.

Common human experiences related to death are protest, pain and hope.

In protesting, the person cannot quite believe his loved one is dead.

Pain is signified by despair and disorganization. In hope, we find the re-
organization of life. o This secular effort to deal with death is off-

set bv Judaism's proscribed laws and rituals concerning death. Through
observance of the rites surrounding each period or mourning (shiva, shlo-
shim, and year), the Jewish mourner gradually is returned to all aspects

of society.

Appropriate death education at all levels should help to focus on the issues
of aging and death in an effort to sensitize the students to the special

needs of the aged and the terminally ill.

As a subject, death has been rejected by our youth-adulating, progress and
future-oriented society. Our concepts of death are culturally defined as
are our role expectations and behavior. Children are discouraged from
visiting hospitals, cemeteries, homes for the aged, etc. as if sickness
and dying were something to conceal in order to protect the young. As
previously mentioned, children see countless deaths on television by the
age of 14, but they are not allowed to see of visit a terminally ill
patient.

When this absurdity is corrected, death education will

comfort the afflicted and afflict the comfortable

so that home and sechool are consistent in their effort
to reduce guilt and lessen tension and anxiety. 83
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Most of the research conducted in school settings over the past years
has centered on the ability of death education to alter the students'
attitudes. In general, instructional units of courses of study appear
to change attitudes positively. That is, anxiety over death seems to
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be lessened though the fear of dying does not appear to be changed.

While some still question the need for formal death education, most
authorities are convinced that it should be offered as a phase of
education- But when should it begin and when should it end? Should
it be dealt with in the form of direct confrontation, i.e. a course
or unit expressly desigqned to deal with death and dying? Or, should

it be woven into the fabric of current instruction, an "ad-hoc" method?

In support of the ad hoc method, one can reason that if death, like
sex, birth and aging, is and should be treated as an integral part of
life, it should also be so taught, not isolated or magnified. When
death occurs in students' readings, etc. it should only then be dealt
with, thus enabling a class to keep an emotionally loaded subject in
proper perspective. On the other hand, by establishing a mini-
course or unit, we are simply pinpointing an area of significant

adolescent concern.

In planning a program on death education, educators should ask themselves
several simple (and difficult) questions. The least appropriate ques-—
tion is whether death education is necessary at all. Death education
will occur whether we like it or not. Like sex, death is a very badly
kept secret; everyone will eventually learn about it. The average

child in Western society, though more secluded from the fleshy realities

—_—
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of death, will, in his childhood, witness some 20,000 deaths through
the media. Here, though the actors and cartoon characters continue

to be killed, they never die. They return the following week, same
time, same station. = One feels cheated, when, in real life, our

dead ones do not return. Each and every child, everyone among us, will

learn about death. Our choices don't extend to whether anyone will

learn about death, but rather to how they will learn.

In the following pages, we shall examine what various educators say
is necessary to properly teach this subject and we shall also eval-

uate their suggestions according to our specified requirements.

In death education, according to counsellor Pauline M. Allen, a forum
for discussion and information should be provided, rather than dog-
matic directions. 2 According to her study on death education, she
finds it disturbing to hear educators say that they will confront

the students with their own deaths. This, she finds presumptuous and

perhaps even dangerous. Students will absorb and select at their own

rates.

Educators must be aware of their students as individuals and how they
are emotionally affected by the course material presented. It is un-
likely that students choose a course on death purely by accident;

students bring their different needs and problems to the subject. 1In
order to help determine the thoughts and experiences of the students,
a questionnaire might be used on the first day of class, according to

Allen. This will provide a starting point from which to begin dis-
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cussion on some of the issues and it will also give information on

what areas to be sensitive to the individual student. Since the mater—
ials need be digested both intellectually and emotionally, small
classes are suggested. One way for an educator to become available to
students is to come to the classroom early and stay after the class is
over. This allows students to approach casually rather tnat request-—

ing specific appointments, which might prove uncomfortable for them.

Allen's sensitivity to the needs of the adolescent is what makes her
opinions useful to our study. Her suggestions regarding the non-
confrontational approach, small classes, and awareness of the students'
individuality indicate the appropriateness of her goals. In studies on
the adolescent previously cited, the underlying theme remained the

great changes and sensitivities of the age group. Although her suggest-
ions are secular in nature, the incorporation of these ideas into our
Jewish framework would provide a workable and viable program toward

meeting our goals.

In another article,‘ueath Education: An Urgent Need for the Creative,”
D. Smith and S. Brige outlined several points that would serve for
investigation and self-preparation for any teacher regarding death
education:

1. Death is a part of the rhythm of life and, as such, is
not a forbidden topic.

2. Psychologically, the fear of deatn is evidenced in the
fear of all the "little'" deaths in life, i.e. failures, loss
of friends, a wrenching from security.

3. Death should be talked about sensitively, not morbidly.

4, Ideas that serve in crises are ''pre-formed" and so should
be allowed to be developed from early youth on.
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5. Children can be helped to understand the biological signif-
icance of death.

6. The concepts of death should be discussed and dveloped

according to the expressed need and interest of each indiv-
idual child. 87

In addition to Smith and Brige'a article on teach self-preparation, Leon
Hymovitz, in“Death as a Discipline: The Ultimate Curriculum,"published
in February, 1979, suggests that schools have a clear charge to be

aware and responsive to the need of"humanizing''death. Consistant with
the ace, maturity, readiness and receptivity of the learners and con-
sonant with the willingness and preparation of parents and staff, the
following goals for such a course are offered:

--to teach that death and dying are part of life.

-- to help students to manage realistically with the idea of their
own death and the deaths of significant others.

--to help implement necessary institutional and attitudinal changes
through death education.

--to appreciate the impact of death upon the human creative impulses
in music, art, religion, literature, and philosophy.

--to broaden the conceptualization and interpretation of the meaning
of life's end in order to live more fully in the time given to us.

--to understand our common destiny as part of the effort to cherish,

to signify, and to respect, individually and collectively, our
cultural, religious, historical and artistic contributions. 88

Both the aforementioned articles coincide with the basic goals of our
Jewishly-oriented death education program. Although secular in nature,
both articles provide the bases for implementing any such program.
Smith and Brige stresﬂthe need for proper teacher sensitivity and pre-
paration while Hymovitz moves on to more fundamental matters, such as

course sub-topics and goals. The Jewish educator, in adapting these
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concepts to his own program, must realize the usefulness of these ideas
as well as their limitations. In order to fulfill our needs and goals,
additional teacher training must include not only the universal aspects
of death, but the particular aspects as well. In what ways does Judaism
deal with death and grief situations that differ from secular ways? How
does religion play an important role in this life-cycle occurrance?

How do our feelings about God interplay in such & situation? In the
previous chapter, psychologists Cole and Hall stress the feelings of
security and kinship found by all, including adolescents, in religion.

A well-planned program should therefore include such concepts. In
summation, the ideas espoused in these two articles may be of validity
and use to us, in our program, with the addition of more particularized

educational matter, i.e., of Judaic content.

Death is a difficult subject. If educators choose to deliberately
arouse the emotions of their students, they must also be concerned that
they will be able to calm them again. In Hymovitz' article, he adds
that the creation of a supportive, trusting classroom environment,
gradual introduction of disturbing material, careful review of all
curriculum and media materials and the establishment and evaluation

of goals are some of the ways to avoid serious pitfalls in the classroom.

In Goals for Death Education, Audrey Gordon and Dennis Klass list

the following four goals in structuring a death education course:

1. To inform the students of facts not currently wide-
spread in society.

2. To help students deal with feelings about their own
deaths and that of others.

3. To make students informed consumers of medical and
funeral services.

-
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4. To help students clarify their values on societal and
ethical issues. 89

Considerable discussion, fed by sensational stories in the media, has
been devoted to the beginning and the ing of life. The Quinlan case
and others similar to it have provided a framework for much of this

discussion.

Crase and Crase, 1H*Emerging Dimensions of Death Educatian:'emphasize
th; need for a thorough re-examination of the curriculum now being
offered to students. What should be taught? Should course content re-
flect some kind of standardization? 1In addition, it was suggested in
the article that the validity of a typical death education course as a
viable change agent has not been firmly established. How can death
education best be presented to a student audience? Will the pro:ess
contribute to depersonalization and cause students to thwart feelings?
Finally, do students come to grips with anything of significance?

They also suggest that some formal process be instituted to ensure that
those who teach are qualified and capable of handling such sensitive

issues. Having heard a speech or read a book by Kubler-Ross does not

qualify one as a teacher of death education.

The key to the successful implementation of such a course lies with the
instructor. His feelings and personal philosophy on death should be exa-
mined. Another question the teacher must ask of himself is whether or
ta he fears death. If the answer is yes, it should be determined
whether death itself is feared, or rather the dying process? Crase and

Crase further question the importance of a teacher coming to terms with

his own death. Few of us at a visceral level ever fully accept the fact

P
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of death. Having gone through this self-realization process, we
should be able to see one of the basic reasons for teaching about

death--the students' well-being.

Many of the ideas and philophies cited in this article are obvious and
basic to educators. Teachers, of course, must examine and deal with their
own feelings on death and must be properly trained. The examination of
curriculum and the possible standardization of this subject matter, how-
ever, is an issue which must be examined carefully. There should be no
such thing as a "standardized curriculum" on so sensitive a subject. The
issues discussed and educational aids implemented must be chosen accor-
ding to the needs of the specific group of students involved. Would a
public high school program on death be able to serve the needs of a
parochial high school,without major modifications? The answer here is
most likely negative. Crase and Crase also question the validity of such
a program. In our previous research and citings in this chapter, we find
that most educators suggest that the subject matter be dealt with, either
through a specific program or within the daily course offerings, such

as in literature or history. If Crase and Crase doubt the usefulness

and significance of such a program, how are we then to prepare young

people for the eventuality of the loss of a loved one?

I must disagree with these authors regarding their above-stated doubts.
This children will not be better off not having had some training and
exposure to the subject of death. Of course, all of us will learn to
deal with grief through practical experience. The question remains,

however, whether there isn't a better way for us to prepare ourselves?

-
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In"Put A Little Life In Your Death."Charles R. 0'Briend outlined the
following topics which may be included in a unit:

1. Religious Beliefs

2. Rituals

3. Stages of dying

4. Types of funerals

5. Insurance

6. Attitudes toward death and dying

7. Heaven-hell concept

8. Death philosophies

9. Euthenasia

10. Types of dying (physical, mental, social)

He also suggested several teaching activities to complement the lesson:

1. Visit a cemetery

2. Visit a funeral home

3. Invite coroners, doctors and lawyers to speak
4. Write poems
5. Make up tombstones and epitaphs
6. Write your own obituary
7. Write our wills
8. Make up a life inventory
9. Role play

10. Interview other students

11. Look up laws on death. 91
0'Briend's suggestions provide an all-encompassing guide to the creation
of a death education program. However, upon reading of his activities
and topic outlines and in trying to adapt them to our needs, we disagree
with his omission of time for discussion and introspection by the students.
During a period of his life in which he is separating himself from the
family and is beginning to develop his own ideas regarding life and death,
the inclusion of a forum for self and peer expression is vital to the
meaningfulness of this course. Of added importance also would be for
students to speak not only with professionals regarding death, but the
"ordinary'" people of all ages who have experienced the death of a loved
one. In essence, although O'Briend has included many important topics
and has suggested educationally sound activities, we cannot accept his

planning without the adequate inclusion of time for the adolescent

to reflect and share thoughts with his peer group.
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Another study aimed at identifying affective reactions to death and the
sources of these attitudes was undertaken in a central Illinois high
school with a student population of 1,050. The students were predom-
inantly white with a variety of socio-economic backgrounds being rep-

resented.

349 subjects were chosen for the study; 182 were freshmen and 167 were
‘seniors. (This represented 70% of the freshman class and 76% of the
senior class). A ten-item questionnaire was used to examine students'
reactions to death and dying. (8 forced choice items and 2 completion
sections). The completion items gave students an opportunity to define
death and to describe some of the bases of the personal emotions
associated with it. This exercise was intended to highlight student
attitudes toward death and to determine those aspects of death which

might be of particular concern to death education,

Most of the students in the sample appeared to think about death fre-
quently (10.9%) or sometimes (57%). This group of 237 adolescents
characterized its feelings about death by choosing the following words:

natural (113), sad (86), frightening (80), and confusing (67).

The death of a family mem ber or close friend was identified by 34.8%
of the total population as having had the greatest influence on their
views of death. Among those who had not lost someone close to them, a
subgroup of 80, religious teachings and conversations with friends were

listed as most significant. More than half (51.2%) of the students

= -
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indicated value in discussing death.

The following graph indicated the breakdown of discussants selected
92
by freshmen and seniors:

Freshmen Senors Total
Friends 110 106 210
Parents 66 36 102
Ministers 22 26 48
Counsellors 11 7 18

The percentage of students who think about death frequently or some-
times and who express value in discussing it, as well as the number

who term death "frightening,"
one close to them, suggests that schools are acting appropriately when
they initiate death education programs. Too often, a disproportionate
emphasis is placed upon informational aspects. The expressed fear and

confusion noted by students indicates the need for an exploration of

attitudes and emotional reactions to death.

This study refutes the doubts previously expressed by Crase and Crase

regarding the usefulness of a death education program. The students'

admission of the value in discussing death and their fears as well

as other thoughts onjthe subject stress the need for the institution of
such a program within the school system. For our purposes, it is most

interesting to study the above graph and to note the responses of the

freshmen , those students between the ages of 14 and 15. The importance

of the peer group and peer acceptance is highlighted by the fact that

over 50% of the students would select friends with whom they might

after having experienced the death of some-




discuss this svhject. Clergy ranked a low third in this list cf fecur
In using these fiudiugs to prepsre our own program, we must recognize
the praminance of and acceptance by the peer group in the planning and
implementation of our course. A lecture-type course, whether secular
or religious in nature, would not be educationally and psychologically
sound in this case. The peer group is the key to the success of such

a program. Only through understanding the psychological needs and
wants of the group and blending this with well-organized and structured
activities can the educator achieve a sound and meaningful learning

experience,

Another study, conducted in New York by Dr. Joel B. Walowelsky, undertook
a curriculum review on death education among four parochial high schools.
Sixteen adminstrators and teachers of religion at these schools were
interviewed. Of the four schools, two were Roman Catholic with enroll-
ments of about 1,500 each; the other two were Yeshivot with enrollments
of about B00 and 250 respectively. All four had formal courses in rel-
igion, but only one school is each system had a formal course on death

education.

General educators, according to Walowelsky, argue that death education can
be taught in humanities, social studies, health educdion or hiology cla-
sses, The religious educators interviewed thought that "although a
discussion of death might come up tangentially in these courses, in

their schools the proper place for dealing with death was in their

religion courses.

The study found that in both parochial school systems, serious discussion

i‘I
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of these issues relating to death were incorporated as part of the
general concerns of the religious ssytem; when schools organized
religion courses topically, whether in Yeshivot or in Romah Catho-

lic schools, death was taken up as a specific topic. One principal

of a school that did not offer a formal course on death education
indicated that "in preparing for the interview, I discussed with
members of our religion department why we didn't have a course on

death education, and we found that we actually cover most of the impor-

94
tant topics in our regular religion courses." We must gquestion

here, however, if the topic is discussed and dealt with in as thorough

a manner as in a distinct course.

Religious educators would not simply adopt programs designed for secular
high schools. The objectives of the secular proprams, according to
Walowelsky, can be broadly divided into two groups. The first basically

consists of facts and skills that are to be imparted to the students;

— — —— ——

the second includes values and attitudinal changes that are to be
affected in the student. These death education programs inform the
students as to the availability of social services, such as support

for widows and families of the terminally ill; what options are avail-
able to adults , such as organ donation; and how to protect themselves
financially by learning about wills, funeral costs, etc. As welcome

as these presentations might be in a religious school's class program,
the main thrust of the religious school curriculum is designed to guide
the student toward the community's support system by offering emotional

and institutional supports to cushion the impact of death.
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Death education programs in the secular schools include a form of
values clarification or sensitivity training. '"Implicitly, or expli-
citly these programs assume that members of the United States society
have an unhealthy view of death and a dysfunction in interrelation-
ships that can be resolved or at least helped through such death

95
education courses."

The religious educators saw a need for clarifying values, but sought to
go one step further in developing values. In general, religious school
educators agreed that high school students should have the opportunity
to clarify their values and express their fears, but they believed that
it is unnatural and ultimately unhealthy to initiate this within the
context of death and that it is unproductive to "clarify" values

when the teacher and school must maintain a neutral stance.

Students in these religious schools are taught to support each other in

times of crisis because that is the general educational policy of their

respective schools rather than something touching on death in particular.

The religious educators have developed a service system to help the
mourner because they see their schools as part of the living religious
community. Their educational emphasis is to educate the student to
identify with and be part of their respective religious communities~
In their opinion, secular public school courses probably cannot provide
a meaningful substitute for those students who do not identify with a
religious system.

Death education courses have a worth in public school systems

as a back door entree to teaching values; in a religious school,

they are but a specific application of gmore encompassing system
of value education. 96
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In summarizing Dr. Walowelsky's study, we find death education dealt

with in the optimum manner--in the religious arena, taught in religious
high schools meeting daily, as opposed to after school or once a week as
would be in most cases. Although religion offers a structure and support
system through community involvement not offered in the secular system,

1 feel that those interviewed have taken a rather narrow viewpoint as

to the quality and meanf?hlness of death education programs offered

outside the religious arena. Also, one must ask how relevant to the

students it is to have death studied primarily through bible, scripture,
and religious law. Would this provide the same relevance as would a
course on the topic which dealt with more contemporary aspects such

as wills, visiting cemeteries, and the like?

Similarly, Dr. Walowelsky stated that secular death education programs
labor under the assumption that Americans have an unhealthy and dys-
functional attitude toward the subject. Although his statement has '
validity, does the program offered in the parochial school system

operate under a different assumption? Also, assuming that the death
education program taught in the secular high school is done is a
sensitive, caring manner, would this peer support system not provide a
parallel to the community support system developed by the religious
community? Again, though Dr. Walowelsky's research has given insight
into death education courses offered by the parochial system, I feel that
tuo little credit has beengiven to the importance and the potential

validity of secular programs offered.

In summarizing this section of our chapter, we find the juxtaposition
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of the secular writers with that of the parochial educator. Walowelsky,
in his studes within the religious and non-religious arenas, concludes
that death may best be taught within the context of religious studies.
He stresses that while secular programs provide useful information re-
garding facts and skills, very little is done toward developing values.
The secular educators, he continues, strive to change attitudes toward
death and to clarify existing values. Walowelsky emphasizes the impor-
tance of religion in such a program so that values may be developed via

knowledge of laws and customs.

The educators cited here all agree on the importance of curriculum

and proper teach er ttaining, while most agree on the propriety and

use of such a program. The basic question, however, concerns where
such a program may best be implemented--as a course unto itself, or in-
corporated within various other academic subjects? Also, can such a
program be effectively taught in secular schools, or, as stated bv
Walowelsky, is the religious school the best vehicle through which to

impart this information?

Although I find Walowelsky somewhat closed-minded when assessing

the worth of the secular programs in his study, I must, however, agree
that the religious arena is the better forum through which to impart
knowledge and values regarding death. I disagree with Walowelsky
however, in that these values may be properly taught within other
subjects, such as Torah, Law or Talmud. Students need adequate time
for reflection and discussion of such an important subject. The tan-

gential discussion of the subject for a portion of the class period
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would not provide the proper outlet for the students' expressions of
doubt, fear and similar emotions. Also, the subject of God, insofar as

life and death is concerned, must be given adequate study time.

In meeting the aims of our proposed course, we find that many of the
secular goals previously cited coincide with our Jewish goals. We

agree with Counsellor Pauline Allen's stressing the need for sensitivity
to the adolescent and in viewing each child according to his individ-
ual needs. Educators Smith, Brige and Hymovitz accurately report the
importance of proper teacher training and curriculum review. Other
educators have given us good program suggestions and sub-topics, such as
0'Briend, as well as salient statistics regarding the psychological needs
of the students in regard to this issue. We can easily incorporate many

of these sound educational presentations when creating our own program.

In summation, a good program on death education would incorporate the
findings and suggestions of our secular educators within a religious
school framework. The program should be offered as a course within
itself, so that adequate time for discussion and reflection be provided.
Based upon our previous research, the psychology of the age group should
be of utmost consideration and all educational planning must concern
itself with the heightened importance of the peer group, and the need

for their self-expression, understanding and acceptance.

In this latter part of the chapter, we shall be presenting and analyzing
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several programs on Death Education. The latter three programs, being

secular, Christian and Jewish, will be disassed using materials provided
at the end of this section. Each program conbines basic informaticn as
well as adolescent reaction to death and has been the subject matter of

recent high school and religious school curricula.

Before beginning an in-depth review of the three above-mentioned prog-
rams, a noteworthy article concerning a secular "mini-course" offered to

adolescent students at the University Laboratory School of North Illinois

University in De Kalb will be discussed.

The original idea anrd impetus for the course came from students who had
visited a funeral home and had returned full of questions. In preparing
the course, the teachers found that in teaching death, they would be
teaching many other things as well.

Death by its very nature involves science and medicine, social

studies and sociology, psychology, history, art, literature

music, insurance and law. 97
At the beginning of the course, the teachers attempted to determine
attitudes, knowledge and concerns of students so that the class might
be tailored to suit the interests of the students. After formal dis-
cussion, the students were asked to write down questions thay had re-
garding death and death related topics. Some questions were: do
people always die with their eyes open; does your blood change color
when you die; how much money does a nice funeral cost; are graves always
dug six feet deep; why are funerals so sad; how is the body prepared

for burial, and why is black always used to represent death?

In addition to collecting their questions, teachers asked for student 1
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response to a questionnaire:
Do you believe in any sort of life after death?
Do you have any fears or feelings about death or dying?
What is the definition of death?

How would you explain death to a young child?

As the unit progressed, services of resource people were called upon
to address the class, such as the funeral director, school psychologist,
artist, lawyer, doctor and representatives of major faiths. In addition
to listening to the speakers, students developed frames of reference
through background readings. Two field trips, one to a funera. home, the
other to a cemetery, added to their knowledge.

If teachers were free to formulate an axiom for subject matter

to be included in the curriculum, perhaps such an axiom would

be this: subject matter for today's education must have

universality, must be intrinsically interesting, must be

intellectually challenging, must have both personal and

social relevance, and must prepare students for life. Ve

believe that teaching about death meets these criteria. 98
Although the article presented this mini-course in an outlined form, we
can find in it the basis for an educationally sound program which would
meet our goals. The incorporation of other subjects, such as art and
literature, provide added stimulus in such a course. The fact that the
program begins with a questionnaire indicates that the teacher is sen-
sitive and caring to the individual needs of the students. Sound educat-
ional planning here included the use of resource people, such as clergy,
lawyers, etc. as well as field trips to cemeteries to confront death on a

more actual level. Obviously, religion and God are not discussed due to

the secular nature of the institution.

All of the above-stated suggestions can be included in the planning of
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our Jewish program. The activities and projects cited here are creative
and interesting. The incorporation of these ideas within a framework

including God and religion will provide for an educationally sound and

effective course.
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The first program to be examined in one offered by the New York City
Public School system. The course was created by Thomas Heinegg, a

high school teacher and counsellor. This program is a secular program
aimed at meeting the needs of a wide background of high school students.
The course is introduced and distributed to the students in an outline
form (see attached at end of chapter)g? rather than in a workbook or
text. The course requirements and instructional objectives are provided
and discussed at the onset of the course so that the students have an
overview of all materials andbubjects covered as well as gaining an

understanding of their responsibilities and assignments for the course.

This program was offered as a semester course meeting once a week.

In this program, homework assignments and research reports were an
integral part of the structure andhmplementation of the course. Also,
the teacher is the one who chooses all subject matter to be taught and
discussed. In such a course, the structure is more tightly woven and

the teaching methods are more traditional.

As previously mentioned, the course requirements and instructional
objectives are distributed during the first session of the course.

Upon reading the 13 course requirements, one is imp.ressed by the number
and variety of reality-oriented activities. Mr. Heinegg immediately
exposed the more difficult aspects of dealing with death, as exempli-
fied by the assignment where the students visit a funeral home and prepare
a funeral expense report. In an included worksheet on the funeral ex-
pense report, Mr. Heinegg asked the students to include in their

assignment several difficult and painful aspects of preparing for a
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funeral; i.e. the cost of removal of the body, cremation and casket
selections. To further reinforce the practical importance of such

an assignment, the students discussed with family members the types

of funeral arrangements they wished made. This activity is good in
that it may open up lines of communication between parent and child and
may offer a forum for the family to discuss the child's attitudes and

fears surrounding the death of a parent.

Within the instructional objectives of the course, the students were
asked to define various terms dealing with death (such as euphemism)

as well as Kubler-Ross' five stages of death. Sensitive issues such as
suicide, euthenasia and old age in America were explored and discussed.
This course was geared toward the mature high school student. Ethics,
morality, and anxieties concerning death were explored through discuss-
ions in each class. Although the instructional objectives were out-
lined on a single page, each of the eighteen objectives offered com-
prise self-containing lessons within this unit. Guidelines for several
assignments including the funeral and hospital expense reports, were

repregnted as well as medical and legal definitions of death.

The delicate subject matter of suicide, so volatile and increasingly
prevalent among today's adolescent population, was first introduced
through a true/false exercise containing 25 statements concerning sui-
cide. A reading on prevention of suicide was offered as a balance to

the subject.

Legal questions on death such as when is a person legally dead were
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offered and explored. Many important aspects of death, such as wills

and changing of wills on a death bed, were presented and discussed. This
lesson made the students more aware of the universality and finality

of death and that people should be well-informed and prepared for deal-

ing with it.

A discussion on old age was introduced through the reading of a New York
Times article entitled, "How Old is 01d?" This article, anonymously
written,dzalt with the depression and despair of a middle-aged pro-
fessor who was retired by the university which employed him. The dis-
cussion which ensued after the reading of this article involved the use
of the media, immortality and an ideal age to be for the rest of one's

life.

Finally, the students received a bibliography within their packet of
goals, objectives and worksheets. Traditional views on death, such

as found in Gunter's Death Be Not Proud and Agee's A Death in the

Family were included as well as excerpts from works such as Zorba the

Greek and Hale's The Man Without a Country. Not all books included

in the bibliography were selected; some were excerpted while others

were frequently used for reference.

There are many excellent features in Mr. Heinegg's program that should
be incorporated within any such course, including our own. The students
are exposed both to practical issues, such as funerals and costs, as
well as to the more thought-provoking and delicate issues, such as

suicide and euthenasia. In addition, the students' thought processes
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are challenged by the fine selection of outside readings, including

the New York Times article on old age and books such as Gunther's

Death Be Not Proud.

Although I was most impressed with the variepy and the scope of this
program, I have several major hesitations regarding this course insofar

as its goals coinciding with ours. In the very first session, upon the

distribution of the course requirements, the students are abruptly intro-

duced to *the stark realities of the topic. A lack of sensitivity in
the planning is manifested here. A more appropriate method would be

to gradually introduce the students to the topic. This is especially
essential since the students involved come from a wide variety of back-
grounds and experiences. (By contrast, a religious school class is
usually smaller, more intimate and homogeneous). This reality-oriented
course could be excellent; however, more care must be taken to first
understand the needs of the participating students. The use of the
questionnaire, as suggested by previous educators in this chapter would
serve as a better indicator of the needs of the students and thus in

hsaping the course itself.

In an interview with Mr. Heinegg, he underlined the fact that class
discussions followed all activities, reports and projects. However,
the course seems too reality and practically oriented and not personal
enough to suit our needs. Although vital aspects of life and death are
introduced and discussed, there seems a lack of personalization within
the course itself. Perhaps in such a heterogeneous grouping, the

structure lends itself better toward being highlv secularized rather
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than emotional and revealing. The question arises as to whether an
intimate and sharing experience can be achieved within the public
school setting? It is my belief that it is indeed possible. With
minor revisions in the curriculum, such as the establishment of smaller
groupings and intimate discussion of the matter, the course would ful-
fill its academic goals of providing facts and practical information
regarding death as well as filling an emotional need to express fears

and anxieties.

In summation, Mr. Heinegg's course is highly intelligent, challenging
and thought-provoking. It would be improved, however, were more time
spent in planning and implementing ''sensitivity-type" exercises and

activities to deal with the strong emotions surrounding the subject.
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The second program to be examined is a death education guide for the
teacher. "A Matter of Life and Death, " 3 written by S. Heckman

and published by the Brethren Press, provides suggested frameworks for
the educator in planning the course. This program is geared for older

youth and has also been used by senior high school groups in Christian

camps, retreats and meetings.

The program explores vital life and death matters in an intelligent,
mature and sensitive manner. The goals of this program are manifold,;
however, several points are outstanding. The course aims at exposing
students to the reality of death. Since so many people are shielded and
sheltered from the subject, this program strives to confront them with
its eventuality. Also, the exercises within the booklet aim to better
sensitize the students to suffering and sorrow. 1In addition, a
primary goal is to present the student with practical facts and skills
so that he may deal with death in a more knowledged fashion. Finally,
this course's underlying theme is to relate all of these matters of

life and death in a Christian sense.

Thic bocklet was written specifically for the Christian educator &nd its
introduction leads into procedures for planning the units. The educator
is encouraged te include several students in the planning of the course.
This excellent suggestion not only provides a learning experience for
students but also promotes responsibility and leadership. After the
framework of the course is chosen (length, material to be covered, aims,
objectives and purposes) by the teacher and the students, six sample

sessions are outlined, each followed by additional activities and

—— e e —
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articles known as "Learning Resources." The course planners pick and
choose the lessons and resources they feel more beneficial to their
group and to the aims of the course. Alternate activities, such as
slide shows, lecture and poetry readings are also suggested. Each
session lasts one and a half hours and provides a variety of activities.
Since this is a guide for the teacher, specific instructions are
indicated next to every sub-topic of a unit to aid in better nreparing
the lesson and in motivating and involving the students. Although

some of these suggestions are very elementary and are not of great use,
they are nonetheless included so that the course guide may be as com-

prehensive as possible.

Each session ends with the fifteen-minute worship period. Several stu-
dents are asked to take part in the leadership of the prayer services.
These services are prepared in advance to the session and the prayers
chosen reflect upon the lessons learned in the unit. The students, of
course, conduct the services themselves. Here, again, we find another
example of student involvement. The prayers recited may have more mean-

ing since the group is involved in their planning and preparation.

The six possible sessions cited in the booklet are: 1) Why do people
have to die?: 2) Is the taking of human life ever justified?; 3)How
can I live when I know I'm dying?; 4) How can I deal with grief?;

5) What is immortality about?; 6) How do we relate to matters of life

and death in the Christian sense?

Every lesson is broken down into four or five sub-topics, varying from

ten to forty minutes in length. In the first lesson, after having read

¥
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and discussed selections from the Bible and other literature, the students

are asked to complete a questionnaire on death, a sample of which is provided

Learning Resources section.

Special topics such as capital punishment, suicide, euthenasia, and abor-
tion are dealt with in the next unit. Through the use of current events
(the cases of Gary Gilmore and Karen Quinlan), charts, biblical quot-
ations and role-playing, the students are exposed to these sugjects.

In the discussions following each activity, the students are given a
chance to reflect upon their attitudes and values concerning these death-

related matters.

The third session deals with living with dying. In this session, the
students are confronted with their own mortality through the reading of
the story of Betsy, a l6-year old girl dying of leukemia. A few days
before her death, Betsy wrote a poignant account of the meaning of Easter.
Rather than being morbid, Betsy reflected on the beauty of nature, the
joy of love and the gift of life. Althoug this story reflects the
joyousness of Betsy's spirit despife her suffering and approaching death,
one must ask whether the students can truly appreciate her spirit. The
more prevailing reaction to death, especially for an adélescent whose
emotions are so tentative, would be depression and despair. They haven't
even begun to live their lives--how can it end so quickly? This article
may very well serve to frighten and confound the students and not meet

its aim of accepting premature death with grace.

The five stages of accepting death, as defined by Kubler-Ross, were then

in
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introduced. Denial, anger, bargaining, depression and acceptance were dis-
cussed through group work and through role-playing activities. Following
discussions on these activities, when responses and feelings were shared,

the lesson, as usual, ended with a prayer session.

We must question whether this unit does indeed answer the questiom, "How

can I live when I know I'm dying?" The unit's basis is Retsy's statement

made a few days before her death and readings on memories of Betsy made

by her friends. Although the activities surrounding these readings and the
discussion of Kubler-Ross' stages of responses for death do elicit dis-
cussion and reaction by the students, I do not feel that the chapter deals
with this issue in a realistic and practical manner. Most students

would not react at Betsy did. More emphasis should have been placed on
discussing these fears and other reactions were they to be in Betsy's

circumstances.

The course continues with the unit on dealing with grief. After reading an
excellent work, "The Day My Father Died," by J.W. Mathews, the students
reflect upon the "sterilization" of death in our society. The passape
describes the death of a 92-year old man as viewed by his son. The family
was insistent upon a "natural" burial, and were dismayed by the embalming
process, by the satin-lined coffin and by the artificial grass covering the
burial site. The issue of society's tendancy to deny death arises and
discussion ensues. The next half-hour includes a choice of activities.

The students either write leffers of condolence or role-play family death
situations. In each exercise, the aim is for the student to gain insight

into grief situations through dealing with them in these activities.
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The main subject matter to be covered in this lesson, however, is
funerals. The students list details on planning a funeral and develop
ideas for the worship services involved. This activity is composed of the
students working both individually and in groups and using their denom-
ination's prayer book and resources for nlanning a funeral. Students

are given the right to both express, challenge and defend their opinions.

An interesting sidenote in this chapter is a suggestion for the students

ro plan the "celebration" of their own deaths, rather than for a loved ome.
This might prove a challenging exercise since it provides a different, more
personalized perspective to the issue. The fact that death in the
Christian sense carries with it a sense of hope, rather than despair,

is noted and is emphasized as the basis in planning the project.

The course ends with units on immortality and the Christian sense of life
and death matters. The first unit here discussed has the students, broken
down in to two groups, deciding whether they, in fact, would like to live
forever and then discussing the why's and why not's of their answers.
Death's inevitability is then acknowledged. The five modes of immor-
tality, according to Dr. Robert Lifton are then explored. They are:
biological, creative, religious, natural and experiential transcendance.
Through these means, according to Lifton, human beings develop concepts
and modes of thought which provide for a sense of significance and con-
tinuity. Each mode of immortality is dealt with through the use of liter-

ature, records, personal experiences and art.

A great deal of these exercises are meaningful and relevant both to this

>
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program and could easily be adapted to our Jewish program. In dealing
with Lifton's biological mode, the students are urged to share their
knowledge of their own ancestors, family history stories, and the like.
Important questions dealing with the importance of tradition are asked.
Such questions as, "What traditions do you share with your grandparents?"
and "How do you identify with your ancestors?" are broached in the attempt
to forge a biological tie to our past and to realize that this type of

immortality does exist.

Similar educationally sound exercises deal with the creative and natural
modes of immortality. Can we "live" through the work that we leave

behind? Which people are remembered for their life's work and why? The
educator is encouraged to deal with these issues through the use of poetry,

music and art.

There was one particular activity in this unit with which I disagree.

1 cannot accept the educational planning which suggests a visit to a
graveyard so that the students may fantasize about the verson buried
there and to fabricate a story about the person. One of the aims of this
program is to deal with practical matters relating to death. Although
the students' learning is enhanced through multi-sensory experiences, the
above-stated exercises are educationally unsound. It detracts from the
seriousness of the unit and adds a levity inappropriate to the issue.

A visit to a cemetery can and should be a sobering and reflective exper-
ience for the students. In such a parochial community, a better exercise
might be for the students to visit the grave of a civic or religious
leader and to discuss why he is remembered. Psychologists in our previous

chapters have noted that the adolescent is moving away from child-like

—
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fantasies and toward more reflective and realistic experiences. Making

up stories does not provide a suitable forum for the expression of feelings

and ideas.

Christian attitudes towards life and death are explored in the final
chapter. The unit begins with its dual interpretation of Lifton's
religious mode of immortality. Life continuing in another form after
physical death is evidenced through accounts of people having returned
from the brink of death as well as from those having witnessed the death
of others. Also, through Christian teschings, we learn that G-d sustained

us throughout our lives and will continue to do so in death.

After having read and discussed several articles on the above, the activity
continues with a values continuum line. Studentss$tand along that line

at the point of their current beliefs on the subject. One end of the
continuum would represent '"mo life after death;" while the other end of
the line would indicate the belief of life in some form after physical
death. Stressed is the fact that no one knows the real answer to this

question.

To underline the Christian sense and content of the course, the final

exercise of the program is the reading and discussion of New Testamen:
accounts of death and resurrection. The prayer session ending the unit
and the course acknowledges the Christian belief in death as a triumph,

not as a tragedy.

1 was most impressed with this program on Death Education. Through the

use of a clear and detailed format, the teacher is guided through the
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planning and preparation of a meaningful and motivating program. Research
into the psychology of the adolescent has shown that the peer proup is ol
prime importance. Also, the best way to gain the Interest and support ol
the adolescent is to involve him in responsible activities. This program
combines these two findings. The students share in the planning of hoth the
course itself and of the very important prayer services. This Involve-

ment heightens the students' acceptanre of the subject matter duc to thelr

personal input into the material covered.

The variety of activities suggested in the program also add to the vit-
ality of the course. The readings offered are excellent and appropriate.
Through the use of the Bible, contemporary literature, news articles,

and poetry, the program underlines the fact that death is part of 11fe,
The passages were thought-provoking, sensitive and motivational. Dhue to
the students' having some control into the selection of the readings and
in the program in general, they will be more prone to particlpate actively
and to appreciate the value of the material covered. The program itnelf
is non-threatening. Althoupgh it delves into death and feellings concerning
death in the first unit, the students are re-assured that there are no
right or wrong answers on the subject and all answers will be renperted.
The class is broken down into smaller groupings for many of the activities .
This intimate grouping promotes more open expresslon and sharlng and I=

more conducive to eliciting personal responses from the students,

Since this is 2 program for the high-school student, the course matter
izczludes highly sensitive issues such as euthenasia, sulclde, and abortion.
As each lesson is broken down intoc four or five sub-toplcs, the atudents

sre offered a =multi-senscry experience through the ume of records, fllas,

]
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discussions, speakers and art. Also, the variety of the subject matter
adds to the liveliness and stimulation of the course and to the participat-

ion of the students.

An excellent example of the high quality of the activities offered is

the role-playing situation. This not only represents an "active" exercise,
but also may serve as a vent for feelings and frustrations of the quieter
student. In the session dealing with grief, the students are asked to
role-play several grief situations. An example of such a situation
surrounds a l6-year old trying to comfort a friend whose mother has
recently died. The students, after acting out the roles, are first asked
how they felt while doing it. Afterwards, the groups discuss their
feelings and offer suggestions that would be helpful in such situations.
This activity heightens sensitivity to the subject and also personalizes
the experience to the student. Also, through exposure to such activities,
the student may be better prepared to deal with his own grief and to com-

fort others in their bereavement.

The religious aspect of the course is subtly handled. Although most of

the material offered and covered is of a more general and secular nature,
the lessons each end with a prayer service so as to reinforce the Christian
basis of the course. In this manner, each lesson ends with a meaningful
religious experience tied into the secular material. Students feel that

this program is different from the typical Sunday school fare.

This program is educationally sound and can be adapted to suit the needs

of other religious groups. My hesitations with the guide surround the

[ =
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immediate exposure to serious and sensitive materials, as with Heinegg.
Although the first lesson handled this well, a better procedure would

be to first deal with generalities and later to begin the exploration

of feelings. Also, students are asked to read long passages aloud. While
this may be appropriate for younger students, it can become tedious

if the reading is extensive and the students' interest would be lost.

The course as presented is successful in meeting its set goals. Through
diverse exercises and activities, the students are exposed to the even-
tuality of death. They are sensitized to suffering and grief, and they
are equipped with factual and practical information regarding death,
funerals, etc. Finally, through readings and prayer services, all the
above is linked to Christianity's views on life and death. The goals for
our proposed program, later to be expressed, are similar with the obvious

exception that ours is a Jewishly-oriented program.

There are several aspects of this Christian program which must be modified

to meet our Jewish needs. Although the inclusion of prayer is important

in such a parochial unit, I feel that it would be more appropriate for

a Jewish unit of study to include various prayers concerning death such

as Kaddish, Yizkor or El Mole Rachamim, rather than specific prayer sessions.
A program can very well delve into all religious aspects of the subject
without ending in prayers. A more appropriate method of introducing

prayers concerning death in a Jewish program would be through attending
Sabbath services when the Kaddish is recited by the entire congregation.

Other prayers should be studied and evaluated in class without the formality
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of an organized prayer session. In this way, students feel that they are
not being forced to pray. The adolescent is permitted to choose whether
or not he will participate. Prayer should be a personal decision and has
more meaning if done voluntarily, with "kavanah." Many of the other
activities, including those surrounding suicide and euthenasia,are

excellent and can well be included in our program.

This is a highly intelligent, activity-oriented and humane program that
can and should be used by educators of all religions. The detailed and
concise lesson offerings can be used by the educator in planning and mod-

ifying his own program. "A Matter of Life and Death " is an excellent,

lucid, and thought-provoking guide. It is educationally sound in its efforts

at creating an outstanding approach to dealing with this sensitive issue.
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The last program to be examined is "Death, Burial and Mourning in the
Jewish Tradition, " 101by A. Marcus, S. Bissel and K. Lipschutz. This
program is presented as a mini-course and is graded from the 5th to the
12th grades. This course aims at introducing students to the subject of
death within the Jewish context. 1Its goals are to 1) provide the students
with important and practical knowledge of Jewish funeral customs and
prayers; 2) teach liberal Jewish practices on death and compare them to
the more traditional practices; 3) juxtapose Jewish death customs with
those of other nations; 4) explore emotions such as grief and fear;

5) contemplate subjects such as afterlife; and 6) achieve all of the above

through poetry, readings, and songs as well as through group discussions.

Upon examining the workbook, (see attached), it would seem that the course
is geared to the younger adolescent, perhaps one of eleven or twelve years
of age. There are several very elementary exercises in the booklet which
lack the sophistication to motivate an older adolescent. An example of
this is found on the first page. The student is asked to list things

with and without beginnings or ends. While this is an excellent intro-
ductory exercise for a 5th grader, I doubt whether a 12th grader would
find this a stimulating enough introduction to such an important course.

The older student would "turn-off" at the beginning of the program.

On the other hand, this first session combines both secular discussion
and religious involvement through working with the Torah scroll while
reading Genesis. It begins to draw out feelings about "endings." This

gradual introduction to the topic, I feel, is good because the student

W
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approaches the material very slowly. The subject matter is more objec—
tive and non-threatening. Since most students approach a death education
course with mixed feelings, fear being one of them, it is educationally
sound to first begin with more neutral exercises and later to introduce

the more sensitive material.

As the booklet continues, through poems and biblical quotations, the
authors stress that life and death are closely related and that death is
part of living. The students' «creative resources are tapped when they
are asked to comment upon the passage in Ecclesiastes, '"To Everything
There is a Season." This second lesson, in contrast with the first, is
more introspective rather than activity-oriented. The lesson ends

with the question, "What is it about death that makes us afraid?" We
must, however, question the appropriateness of ending the lesson with
such a question. Are the students to spend the rest of the week thinking
about what makes them afraid of death? Rather than emphasize the negative
aspect, fear, a better question would be, "What are your feelings about

death?"

Again, I feel that this second lesson is also geared toward the younger
adolescent. Writing down thoughts on death and sealing them away in an
envelope would find more appeal in a 5th grade class as would the exercise
in which they think of a "good" time for each of the things mentioned

in the Ecclesiastes passage. For the older adolescent, a discussion on
thoughts and fears on death would be more suitable; perhaps a role-playing

situation would create a more meaningful experience to better meet the

goal of exploring emotions. Our studies indicated that the older adolescent
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finds the peer group very important-- the more things are shared among the |
group, the more they begin to understand and to relate bothto each other |

and to the subject matter.

The course continues with readings on Jewish funeral and mourning customs.
These readings are short and provide adequate information on burial cus-
toms, prayers (such as the Kaddish) and the mourning calendar. Following
each passage are activities based upon the previous readings. The sec-

tion ends by juxtaposing Jewish liberal practices with the more tradit-

ional ones.

This section also introduces and underscores the concept of community invol-
vement with the mourner, so essential in Jewish tradition. From the intro-
duction of the work of the Chevra Kadisha through the mitzvah of paving a
shiva call, the student is made to understand the importance of our respon-
sibilitv to the bereaved. Thus, a moral issue is introduced. Several of
the exercises involved in this section are good; such as analysing the
important things to be said in a eulogy. The students start thinking and

a creative outlet is provided for their feelings. Although these exercises

are also somewhat elementary, the secondary school student will be able to

relate and find added understanding through them. This section is also |

non-threatening through the primary use of factual material.

Funeral customs of other groups and nationalities are briefly introduced,

followed by a short exercise comparing these ways to our Jewish ways. This

sections provides somewhat of an interlude; i.e. distant cultures are involved

i
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and there is less of a personalized, emotional attachment to the material.
Although this section might seem recondary, it dces prcvide the student
with insight and informaticr as well as s respite frem the ncre difficule
materiel. 1 feel this secticn is appropriate to the goals of the course

and is well-placed within the unit. It serves as a bridge between examining
facts and examining feelings. Although it does break up the momentum of

the course, this is necessary due to the seriousness of the subject

matter to follow. It allows for the students to relieve themselves emo-
tionally from the personalized sense of the material and to recharge

these energies for the lessons yet to come.

Anger, disbelief and grief are the emotions dealt with through various
exercises in the section following. Through the use of a movie, the students
are asked to comment upon a boy's reaction to the death of a grandfather

and to offer suggestions for improving the film, This lesson has great

merit. It combines film, discussion, introspection and sharing of ideas

with one another. It meets the goals of the unit insofar as emotions are
explored and analysed through a varied selection of activities. It provides

a forum for information as well as for creativity and is appropriate for all
levels. The grouping of four to five students for discussion is educationally
beneficial since students may feel less inhibited in smaller groups. They

are more likely to share private thoughts and emotions in such a framework.

Emotions surrounding death are dealt with toward the end of the program.
Before beginning to deal with death and in sharing personal feelings, a trust-
ing classroom must be created. By this time, the students have had sev-

eral occasions through which to explore death, its rituals and customs.

—
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By being more familiar with the subject matter, they should now be better

able to express their feelings.

The section on grief, however, is inappropriate for the adolescent class-—
room and should not be used in a program which would meet our goals. The
student is asked to look at the world as if wearing ''sad" glasses. View-
points on such subjects as school, family and the future are shared. It is
very difficult to believe that a l4-year dd would relate to an exercise in
which he views thc world through "sad" glasses. Although the questions asked
in this section are acceptable, the motivation for the lesson must be im-—
proved. More reactions to these emotions should be drawn from the

students themselves. Rather than through drawing or writing, more time
should be used to involve the students in introspective sessions where they
can share grief and guilt experiences among themselves rather than through

reading and commenting.

The unit continues with its presentation on Jewish attitudes regarding an
afterlife. Biblical, Talmudic and Kabbalistic sources are used to present
an overview on Jewish attitudes. Present day Orthodox, Conservative and
Reform viewpoints on afterlife are expressed as well. The section ends with

a beautiful poem dealing with remembering the dead found in Gates of Prayer.

This section combines factual material with thought-provoking readings. The
poem, authored by Rabbis Sylvan Kames and Jack Riemer, forces the reader

to analyse another type of afterlife--living on in the memories of loved ones.
Other means of exploring this topic should have included thoughts on visiting
a parent's grave before the High Holydays or before the marriage of a child

and asking why this is done? Can this be considered an afterlife? Questions
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such as these not only provoke thought, but also provide comfort to the

student who may already have confronted death on a personal level.

The unit ends with "The Joys of Living." Students are asked to comment

upon a midrash dealing with responsibility to future generations and to list
things they wish to accomplish during their lifetimes. Through readings,
both secular and religious, the student learns to value life itself and to
appreciate its blessings. Two of the readings in this section, from Anne
Frank's diary and from "I Never Saw Another Butterfly," show the resiliance
of the human spirit, despite the conditions of the world. The third reading
is taken from Thornton Wilder's Our Town and deals with a dead woman who

is given the opportunity to relive one day in her life. All three readings
are excellent and appropriate as they impart to the reader a sense of the

joy and beauty there should be found in living.

The fact that the program ends with life is important. After having dealt
with death and all factors surrounding it, the student ends the program with
the realization that life is a cycle--there is a time for everything, death
included. Their time now is to live. The studying of the midrash dealing
with the elderly man planting trees and exploring pertinent teachings of

the rabbis and sages tie this final lesson within the Jewish context. The
suggestion of planning a Siyyum, a celebration usually done at the conclusion
of studying a tractate of the Talmud, also adds to the Jewish dimension of

the lesson.

My overall impression of the booklet is a positive one. The readings offered

were good. The selections provided were a blend of the Judaic and the secular
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and were meaningful and appropriate. Also, the subject matter covering

Jewish laws and rituals surrounding death was concise and well-presented.

I feel that the use of this program should be limited to younger students.
There is a lack of stimulating material for the older adolescent as the
exercises and activities are of an elementary nature. In order to make
this Death Education course more suitable for a teenager, the program should
involve the students more in the planning and the implementation of the
exercises, projects, etc. as done in the Christian program previously
discussed. More attention should have been paid to discussing feelings
and attitudes, so vital in meeting the needs of the age group. Although
the program does provide for some communication, it seems to be more of

a tradional unit, in which the teacher teaches and the students absorb.
Although this is certainly appropriate for a grade-school child, the
needs of the adolescent differ. As was revealed in the previous chapter
on the psychology of the adolescent, peer involvement, interaction and
acceptance are the prerequisites for a successful treatment of such a
program. Adolescents learn to introspect through sharing and discussing.
A trusting classroom atmosphere so necessary for such a course is created

in this way.

The secondary school teacher may make good use of this program through
modifying it to suit the needs of the group being taught. This course
is edurationally sound as it includes a blending of various activities to
stimulate participation. The subject matter is first presented in a very

general manner and proceeds to more sensitive, difficult material at a later
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stage. The student is also allowed a break between the factual and
emotional units through the studying of rites of other cultures. The
statement gearing this program from the 5th to the 12th grades should

be changed to reflect the elementary nature of the program. The intell-
ectual and emotional needs of a ten-year old differ radically from those

of a 15-year old. The same program cannot adequately meet the needs of

both groups.

—————

After having researched and studied the psychological needs of the adoles-—
cent as well as suggestions made by educators as to how best to introduce
the subject, we now include our summary statement on what is needed in

our course on death for the Jewish school.

Although the programs previously described do include some or all of our
goals, our program will be geared to the Jewish adolescent and will better
strive to meet the emotional needs of the age group. The lessons should
impart information, provide insight, challenge thought processes and

promote sharing of feelings.

The basic goals of our program will be to 1) introduce the subject of death
in a gradual, non-threatening manner; 2) create a trusting classroom environ-
ment through the encouragement of peer dialogue, discussion and projects;

3) provide facts and skills regarding Jewish aspects of dealing with death;
4) explore how Liberal Judaism differs from traditional Judaism regarding

this issue; 5) solicit the cooperation of resource people, such as Rabbis
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and social workers, in order to better deal with sensitive or religious
issues; 6) to finish the course with stress on life; and 7) impart all the
above information, discussion and skills through the diverse use of poetry

readings and stories.

In the next chapter, a course outline on Death Education for the l4-year old

Jewish adolescent will be presented and explained.

B
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UNDERSTANDING DEATH
TOM HEINEGG, INSTRUCTOR
COURSE REQUIREMENTS

Class attendance is imperative because the course is both theoretical and
experiential.

You must complete all the instructional objectives.
Unless otherwise stated, ALL REPORTS MUST BE TYPEWRITTEN.

Write o four page critical analysis of Elizebsth Kubler-Ross' book On Death
and HE]"

Write o one page report determining the average cost of a funernl. State the )
source of your information and nll inclusive services./FH 1 § *t-'ﬁ-‘-‘-*{ Fﬂ-'u!-n-

Write a one page report deteruining the average cost of staying in the intensive
care unit of a hospital for a one week stay. State source of your information and
all inclusive services.

Prepare a group presentation in oral formi. Specifice to be announced.
Write a last will and testacent.
Write your own obituary. See newspaper for style.
Essays of approximately 100 words or less:
1. Write the biologienl and psychological definitions of death.
2. Which are you mnore afraid of death or dying?
3. Should the fact thaot you are going to die be a motivation for living?
State 1C.phenomena that contribute to the fear of death

State 10 Euphemisu for the word death or dying.

Interview your parents and family menbers and find out what kind of funeral
arrangements they would like.
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INSTRUCTIONAL OBJECTIVES

To write the biological definition of death

To write the psychological definition of death

To determine whether America is a death-denying society

To write the phenomena that contribute to the fear of death

To define the five stages of death as propounded by Dr. Elizabeth
KUbler-Ross.

_Tg_dgfine the word euphemism and to explore in discussion and
writing the nature of euphemisms used in regard to death ._._}

To state how death attitudes fluctuate when an individual is .

relating to different age groups.
To determine the average cost for a funeral.
To write a last will and testament.

To speak to peers who have experienced close personal deaths —
and identify the specific words or actions of sympathetic 5;ﬁ/ﬁ44(w¢<f}

mourners or friends that produced positive and/or negative -, . o
responses. L A=, /

To compare the different attitudes between the death of a close
personal friend and the death of a political figure.

To state the fdcts and fallacies concerning suicide.

To write the legal problems associated with the death of an
individual. e

e —— o —— o —— . 1 g e i e, -

To explore in writing and discussion the situational fethics]
involved with specific death-related case studies. =

To determine the age or life point where individuals stop
aspiring to be older.

To determine the average cost of intensive care coverage
in a hospital setting.

To define cryogenics and explore in discussion its implications
for the future of America.

To define euthanasia and determine if it is ever justified.

I —
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FUNERAL EXPENSE REPORT

Include atleast the following items in your report :

1. Removal of the body 8. Casket (Price Range) and outer casket
2. Care and preparation of the body 9. Open grave
3. Securing permits 10, Grave site
4, Use of the chapel 11, Mausoleum (Price range)
5, Use of the Prep Room 12. Minister's Fee
6. Arrangements and supervision 13, Death Certificate
7. Hearse 14. Cremation
HOSPITAL EXPENSE REPORT
1, Hospital Room 5. daily intravenous feedings
2, intensive care unit charge 6. special equipment (heart monitor etec,)
3. physician services 7. private duty nuree
4, drugs 8, heart=-lung machine

Medical or biological definition of death

After four years (1271-75) of studying more than 500 dying patients in nine
medical centers across the country, medical experts from the American Medical
Association (AMA) have created a new medical definition of death which they feel
confident fulfils all moral, ethical, and legal requirements., Under the new
defintion a person may safely be declared dead "if he is in a coma, has no brain
activity as measured by an electroencephalograph, he has no reactions such as
swallowing, coughing, and pupillary movement, his pupils remain large, he has a
temperature below 90 degrees, and there is no clinical or chemical evidence

of drug intoxication, "

Legal definition of death

In March 1975 the legal profession also revised its definition of death which had
stood unchanged since 1906 (a person is legally dead when his breathing and heart
beat has stopped), It took the 180-member committee of the American Bar Association
(ABA) Medicine and Law Section 18 months and at a cost of $200,000 to arrive at its
current definition of death : "For all legal purposes, a human body with irreversible
cessation of total brain function, according to usual and customary standards of
medical practice, shall be considered dead."

According to Edwin Holman, AMA attorney, the new definition of the ABA appears to
coincide with the policies of the AMA,
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FACTS AND PALTACIES OF SUICIDE

Tom Heinegg, Borough Supervisor
Men attempt suicide more often than women.

Blacks attempt suicide more often than whites.

Single people commit suicide more often than married people.
The young commit suicide more frequently than the elderly.
Suicide is among the ten leading causes of death in the U.S.

The most typical American suicide is a white Protestant malée in his forties,
married with two children.

No one is 100 percent suicidal.
People who talk about committing suicide generally won't do it.
Secple are not permanently suicidal.

Suicide notes clearly indicate that many suicides are atleast in part the result
of a faulty reasoning pattern.

Suicide runs in families.

Suicide strikes much meore often among the rich.

Most suicidal people are ambivalent about living and dying.

Most suicides occur within meni..s of a previous suicidal attempt.

Suicidal persons give many clues and warnings regarding his intentions.
Suicides most often occur at night.

All persons who commit suicide leave a note.

Many suicides could be classified as romantic suicides.

Suicide is the first leading cause of death among teenagers in New York City.
Most teenagers attempt suicide at home.

Teenagers of both sexes prefer attempting suicide by taking overdoses of drugs.
Most teenage suiclides occur during the winter months.

Most teenagers who commit suicide succeed on their first attempt.

More women die of suicide than do men.

A large inheritance of money can trigger a suicide.
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Excerpted fram The Psychology of Suicide : How to prevent Suicide by Edwin
S, Shneidman and Philip Mandelkorn

Before you finish reading this page, sameone in the United States will try
to kill himself. Atleast 60 Americans will have taken their own lives by this
time tomorrow. More than 25,000 persons in the United States killed themselves
last year, and nine times that many attempted suicide. Many of those who attempted
will try again, a number with lethal success. And here's the irony: except for a
very few, all of the people who camit suicide want desperately to live.

At one time or another almost everyone contemplates suicide. It is cne of
several choices open to man. Yet any debate of suicide's sin or merit is best
left to the academiciians, the theologians, and the philosophers. Few suicidal
persons would listen closely. Most of them are deeply troubled men, wamen, and
children who are submerged in their own despair.

No single group, nor coler, nor class of people is free from self-inflictad
death. Rich or poor, male or female, Christian or Jew, black or white, younc or
old- to sare extent every category of man suffers death by suicide. Fowever,
there appear to be same statisticzl differences. In the United States, the
nuber of men who kill themselves is three times higher than that of women
(though wamen atvempt suicide more than men) ;wirites twice that of Blacks;
college students half again as much as their noncollege counterparts(for
collesians, suicide is the third leading cause of death-only accidents and cancer
take more lives); single people twice that of those married; and among adults,
it is more frequently the elderly who kill themselves.

Suicides are nmuch less accurately reported in same places than others:
nevertlizless, suicide is among the ten leading causes of death in the United
States. Of every 100,000 persons in this country, each year 1l choese suicide,
In contrast, Hungary has 26.2 suicides per 100,000; Austria 21.7; Czascroslovakia,
2).3; rinland, 19.2; Vest Gernrany and Sweden, 1B.5; Switzerland, 1G.8: Jzpan, 16.1;
and France, 15.5, lost otlier countries repori suicide rates lower than the
United States, including Italy, 5.2, and Ireland, 2.5.

The mest typical American suicide is a white Protestant male in his forties,
marriesd with two children, He is a breadwinner and a taxpayer. The sorrow his
untimzly prevencable Geath brings to his family and community is considerable.
Coste begin with the city or county ambulance fee. The cost of the coroner's
time and facilities socn follows. Widows' and survivors' benefits and insurance
mist be added. Then there is the heightened prohability of subsequent indigent
relief. Recent studies indicate that the surviving children of suicide victims
more often require rmental health care. Mental and physical care for a suicide's
survivors usually must be provided by the city or county to whom the suicide has
irrevoccably bequeathed this responsibility.

Over the Years, a suicide can cost his caommunity at least $50,000. Counting
all the taxes that he would have paid over the next guarter century, in the end,
a suicide may cost his cammunity a great deal more.

Why do Men kill themselves ?

For troubled men, eacn cay is different., Wny do men kill themselves ? Thnis
is the first guesticn asked by samecne who knew the person who successfully
camitted suicide. Certainly he was tragically upset. But this alone does not
explain why he tock his own life. So many other pecple carry heavier burcens in
their daily lives, yet persevere. What made this person different fram those
others ? Why did he give up ? Men have been puzzled by suicide for centuries.
Only in the last 50 or 60 ysars, however, have any scientifically tenable
explanations taken shape.




One theory still highly regarded today was proposed initially by the
French sociologist Emile Durkheim, late in the nineteenth century. Suicide,
he asserted, is the result of society's strength or weakness of control over
the individual. According to Durkheim, there are three basic types of suicide,
each a result of man's relationship to his society. In one instance, the
"altruistic" suicide is literally requied by society. Here, the custams or
rules of the group demand suicidr under certain conditions. Historically,
Japanese camitting hara-kiri are examples of altruistic suicides. Hindu
widows who willingly cremated themselves on the funeral pyres of their
husbands were also examples of altruistic suicide. In such instances, however,
the persons had little choice. Self-inflicted death was honorable; contirnuing
to live was ignominious. Society dictated their action and, as individuals,
they were not strong enough to deft custom.

Most suicides in the United States are "egoistic"- Durkheim's second
category. Contrary to the circumstances of an altruistic suicide, egoistic
swicide oconrs when the individual has too few ties with his community. D=zmands,
in this case to live, den't reach him., Thus, proporticnately, more men who are
on thair own kill thamselves thzn do church or family membars.

Finally, Durkneim called "ancmic" those suicides that ococur when the
accustaned relationship between an individual and his sociéty is suddenly
shai:tered. The shoching, immediate loss of a job, a close friend, or a fortuns
is thought czrablz of precipitating anomic suvicides; or, converssly, poor men
swrpriced by sudden wealth, have also, it has b=en asserted, be2en shocked into
anonic suicide.

As Durkheim detailed the sociolegy of csuicide, so Freund fathered psychiolos
expleasations. To him, suicidz was essentizlly within ths mind. Since men
arrbivnlantly icantify with the adbjects of their om love, wir-m the are fiuwstrated
the ogyressive side of the ambivalence will ke directed acar .ot the internzliizesd
persen.  Psychoznalvtically, suicide can thus be szen ac rurder in the 180th
gegrec.,

Vhile thase parccpt:.n. man, half a centwry ago, evolvad their cun distinetive
theories to e.plein suicids, authorities today are melding these theories. ns
an outgrosth of DUrithein's originzl thinking, scc;c.l.ogl...i.s now fezl they can
i suicide in the United Staces as partly resulting from the p@mul.._;t.z =5
of this cultuie. Dr. Herbesrt Hendin has written thet suicide is a "baccreter of
sozial tension". The psyciologists meemvhile nnderstand suicide in tens= of
varicus levels of pressure va mon, which sanztimzs parlay into scicide. Thas,
a prisory czuse for suicids micht b2 a traumatic experience during early
childnood or youth, a physical handicap, or any of variocus fundamental
psychological disturbances. An individual may be so affected by any of these
primary problems, that his outlook, manner of thought, or perspactive will
sustzin further impetus to comit suicide.

With these underlying tensions pulsing inside a person who is already
saewhat suicidal, the end of a love affair, a failed examination, a serious
illnzss, almost any unfortunate experience can precipitate an attempt at
self-destruction.

Suicide Motes

Fortunately, no cne is 100 percent suicidal. Psychologists today realize
that even the most ardent death wish is ambivalent. People cut their throats
and plead to be saved at the same moment. Suicide notes often illustrate the
fatal illogic of the suicide person, the mixing of cross-purposed desires:
"Dear Mary, I hate you. Love John." "I'm tired. There must be samething fine




for you. Love, Bill. " These simple, but pathetic messages are actual suicide
notes. Like the iceberg's tip above the surface, they hint at the awesame mass
belav. When a man is suicidal, his perspective freszes. He wants to live, but
can see no way. His logic is oconfused, but he cannot clear his head. He stumbles
into death, still gasping for life, even in those last moments when he tries to
write down how he feels.

Though overflowing with genuine emotion, a suicide note is uvsually written
with a speciocus logic that demonstrates the confusion of its author. These notes
often instruct scmeone to do samething in the future. There is an implicaticn
that the suicical person will be there in the future to insure that his orders
are carried cut. Other notes reflect a sad desire to punish parsons clese to th2
suicide, as if he would ba eble to chearve the pity and tears he has created.
Brpluying bizerre logic, still others identify their own death with suffering,
and Lill themszlves because they are suffering.

Wo con2 Inows wiet it is like to be dead. At bast; one can only imaging
what it would be like if on2 were alive to watch—2n invisible peveonalitv- st one's
wen flinzral. Often, such an ativactive fentasy intoxicates the suaicidal mird, end
tips Ure scale to drath, But untll th2 very mcowent that ths bullet or horkitvavs
finally snuffs cut lile's lest breath-while the growd is rushing vp-tie suicidal
Fareon vmnes terribly to live. Mo doubt, he also vants to die. PBut it ic an
edivalent wish-to cie and to live., Until he dies, a suicide is bagging to p2
savel, Betore his doain, the suicidal porson lesves a trail of svbfl= ard clwvious
Fnis of kis fnleontimns. Bvery svicife attemht is a serious ery for hzlp.

This oy nan be heaxd, and suicide con b2 prevented-razason esoush for
comnitics o estzblich suicide preventicn servises, Since peosle who a1
chevszlives 2len vent o live, and since thoir acule suicidal stelss ore bemoorany-
that an, givzn tha oraoclenity to clsax thair heads, alrost all woald choses o
il sbhenadd L off el 1o the suicidal. 'Th= increasing finnzicl oost of
ide o A ocoonily sinply andarscores comassion’s ples for suiciaz

Frad ey ds vet anothiar reesan.

are not only these wio die lwy Beir om handz, T3
g o Irebae'e, biethars ond sistoys, posests, and espocia A
eildm-rf g mlcics ave uriodiably sticmcined, Thors id an Gaos Fusodis
vith cdeils that bes nothing to éo wih the less of 1ifa, A snigida i i
farily ircoynishly affncis the relatives, ‘ihe node of dezih forevor after i
iantacazd by the foaily in vpiswvses, if it is mentioned at 2ll, Ubey would rathar
he v oozs die of almose any ciher couss, no matter hew paanwivl or exponsive.
192¢ ig 2 taint, a stigma, an sucs of shane that aiweleps the fandly f iz
crdcide end raxlks oven thz closest friesds and assocciates. The guileless reaexk,
"hor father comittd suwicidz," is nzver forgotten by anyon= wiho hodrs it, Suicide
is never totally forgiven.

People lizve beon killing therselves since the beginnings of recorisl histeory,
rrebably ever since there hes been th - spocies. Yet, the action has always ke
condermned, with only occasionnl and ¢ =cific exceptions, by most other men. And
suicide is still very ruch taboo tcday.

Probably the present attitude stems fram the long history of suicide's |
condemation. Suicide is and always has been an action that contradicts tha
valuation of hunan life, a basic democratic and social ethic. Throughcut the
years, various societies have respcrded to this insult by many crude and cruel
means. The bodies of suicides have been dragged thaough the streets, hung naked
up-side-down for public view, and impaled on a stake at a public crossroads. The
dead man could nct be punished, of course. But his widow and children could b=,




Early British practice was to censure the suicide's family formally, deny the
body burial in the church or city cemetery, and confiscate the survivor's property.
As a violation of one of the Ten Cammandments, suicide has been called &
crime against God, a heinous offense punishable in hell, of course, but also in

man's courts.

With the rise of humanism in the eighteenth century, attitudes toward the
suicidal person shifted. He came to be seen, not as a mailiciocus criminal, but
as a lunatic. As such, he fared little better, though. The mentally disturbed
have been treated as society's pariahs until only recently. Even today, thsy are
not fully accepted.

But times and attitudes have changed. Scientists have came to take a more
enlightened stand on suicide, notably in the last few decades. Although the act
of suicide is still socially taboo in the Western world, fortunately education
and mental health advances have encouraged its study, and the effective treatment
of the suicidal has begun. Most of the early state laws ocutlawing suicide and
punishing attempts have subsequently been revoked. Those still on the books are
rarely enforced. The courts have bequn to interpret suicidal deaths as results
of mental disturbance. In the wake of current professional studies and news
articles on their findings, the public is beginning to realize that suicides can
be preventad.

Clues to suicide

Almost everyone who seriocusly intends suicide leaves clues to his imminent
action. Sometimes there are broad hints; sametimes only subtle changes in
bshavior, But the suicide decision is usually not impulsive. Most often, it is
premeditated. Although it might be done on impulse, and to others appear
capricious, in fact, suicide is a decision that is given long ccnsideration. It
is not impossible, then, to spot a potential suicide if one only knows what to
lock for.

Fully three-fourths of all those who commit suicide have sean a physician
within atleast four months of the day on which they take their lives. When pecpla
are suicidal, a state of mind that cores and goes, there is no single trait by
which all of them can be characterized. Always, nowever, they are disturbed, and
often they are depressed. They feel hopeless ebout the direction of their lives
and helrless to do anything about it. Under the mammoth weight of their own
pessinizm, they sink to their death.

Usually their attitude reflects itcelf in various verkal or behavicral
"clues". Most cbvious are the self-pitying cries of those who threaten, "I'M
going to kill myself." They usiually mean it, atleast unconsciously. They just
haven't decided how or when. If corditions in the suicidal person's life do nct
charge, he will soon set the time and choose the method of his death. All verbal
indications shculd be taken seriously. Dejected or angry asides such as "I want
to die. This is the last straw...my family would be better off without me...I
von't be around mach longer for you to put up with"—all are real clues to
suicide, and too seldam taken as such.

There are also behavioral hints, sane quite cbvicus. A suicide attempt, no
matter how feeble or unlikely to succeed, is the starkest testimony of the
suicidal state. "She just wanted attentiocn," is the exasperated camment that

often follows a suicide atterpt. Indeed, that is exactly what she wanted. Withcut

it, she may well succeed in her next attampt. Four out of five persons who kill
themselves have attempted to do so atleast one time previously. Of course, there
are less pointed behavioral clues to suicide. Though riot so readily disceimed,
they predict a suicide most accurately. Oncz a person has finally decided to
kill himeelf, he begins to act "differentiy". He may withdraw to became almost
Tonklike and conterplative. He may drastically reduce eating or refrain fram
conversation and ignore normal sexual drives. He may either sleep more soundly

————




ar suffer fram insamia. He may have a will drawn up, or, often, act as if he
were going on a long trip. In the final days of his life, frequently he gives
away what for him have been highly valued material possessions. College students
give away their skis, watches, and cameras. Wealthier men and women make outright
money grants of cash to relatives and friends.

Occasionally, the situation itself may be the final straw, and is the crucial
indicator of imminent suicide. People already suffering fram suffocating depressions
often kill themselves on learning-or beslieving erroneously-they have a malignant
tumor. Singly, any of these rather unexpected acts or remarks is not particulerly
significant, but clustered, they predict suicide.

These are the clues to suicide. They are not difficult to recognize. But it
is not so easy to determine just how close the troubled person actually is to a2
suicide attempt. Trained professional or volunteer staff members of any suicide
prevention service can prevent a suicide.

Tha suicidal crisis

Suicidai crises almost always concern two pecple: the suicidal percon and the
"significant other." Thes therepist mist determine wiio this is: father, wiie,
mothar, lover, or vhoever. The2 “significant other" persorn in his life must ke
mde aware of the sitmation, and, if possible, becaaz involved in the life-saving
efforts. Somztimes, really onlv a little help is needed during the pericd of
suicidal crisis. A parson who verges on suicide also clings to life. Should
tha pcsture of the "significant otheor" narantarily shift in this crucial
velacdionship, there is no quaraniece that the story will have a hzppy ending. Bat
thz suwicide for the momant, has been averted. Fortun:ztely, peovnle are not
pamarently suicidal., Even for tiwse whole daily lives are as gloamy as the
block despair inside their minds, the suicidal wood &iis anz flows like the tides,

Subintentioncd death

Thare is still enother aspuct cf cdeath which dess not apo2ar on death
cartificates today. This is the "subinienticnsd" death. FAmong the modes orf
deach listed todoy-natural, accidant, suicide, and hamocide-t hiere is no spaca
for iz subineeniaoded Czaxl, J3ub cuthoritiss now realize it those same
pressures that work fatally cu the vicitims of suicides soectimss move mmre subtly,
No cnm knowe how many accideantal and natural deaths ere ccusad by the
ntrnticned wich to die. Scne people want to die, hut have not reachzad that
gt where they will act concciously ca a suicidal desire, Inovead, thoy bagin
o live more coaelossly and unconsciously iwperil thoir lives. A chreoleaty 111
parzen who stopss taking his life-saving mediciaz is an example. Depressed college
students vhio drive recklesslyv ere others. Fate, thzy seem 1o Le saying, will meke
thz crucizl decision. But they are giving death the edge.

Genzxally today, these ceaths are ruled as accidzntal., But it has bren
réonoszd that the pricr attitula of the victim tovard his death be ascessed as
intenticnzd, subintonticonad, or unintentioned- and thus reportad on th2 death
certificate in addition t» the usual cause and moda of dzath.

Samz people are eatinsg awav at their own lives. If thay do not have the
resolve to mit suicide overtly, they can still offer up their lives to chance.
Sooner or later, many of then will succs=ed in killing themselves..or permit same
discase to kill them. Whether these subintentioned dzaths arz called accidental
or natwral, they are nonethesless results of death-oriented bshavior. Suicide
prevention efforts can also save many of these death-prone persons.

subi
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LEGAL QUESTIONS

. What are the civil rights of dead and dying people ?

. Are relatives required to respect the wishes of the dead person
as to the funeral arrangements, donation of body parts etc. ?

. When is a person legally dead ?
For what reasons is a body exhumed ?
. For what reasons is a body given an autopsy ?

. Must a doctor sign each death certificate ? Where are death
certificates kept ?

Should everyone write a will ? Why ? Why not ?
. How does a person go about writing a will ?

. At what age should a person write a will ?

. Why are wills contested ?

In what cases does the state receive the estates of dead persons ?
. What are the laws concerning the transportation of dead bodies ?
How is an estate divided up if there is no will ?

If an individual is involved in a common law marriage, is the
spouse of the dead person entitled to the estate of the latter ?

If a will is drawn up by a person in a very legal fashion and then
on his deathbed decides to change that will on a sheet of plain
paper, which will is honored ?

If a person is too poor to afford the burial of a dead person,
who pays for the funeral expenses ?

Can the immediate family of a very poor person be required to
assume the financial obligations or debts incurred by that
person if he dies ?
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By Ancnymous

1 heve recenlly been retired. 1 use
the pessive voice deliberately. This
reliceme it was no act of mine; it was
forced upon me by a computer that
simply threw up a rame to be dis-
cardod. It was no act of an adminis-
trator who rationzlly considered the
veorker ond her work. The worker,
with an execilent record of attendance,
responsibility and veliability, whose
vigor ¢nd willingress were in no way
diminisiicd, had to be dismissed, Yhe
years of experience were less Lian
notiing. -

For some time 1 had been uneasy,
gware thal however {it 1 might be,
studeals, prowing up m a soccty in
which the emphasis is on youth, would
Laink of nie as discased, After all, old
ife Is a disease in America. The aged
person becomes a leper, Lo be puc
away in an insutution, or, if lucky,
and afiluent, in an expensive colony,
separated {rom the rest of mankind.

1 found myself bezinninz to feel
epulepctic for my continuing tenure.
I felt <hat 1 should dn as everyone
said, po away and make rcom for 2
Younger person, somecone with little
Or mo cxperience, whose chiel asset
would be youth, and therefore w:th
mxe right 1o the position,

Accordingly, when that dire notice
errived, iy reaction was lo disappear
quictly, *a let no one know that 1 had
been struck déwn with that Zread
"disense.” 1 was no longer an active,
mielligent humzn being, but a super-
humerzry to be put out of the way.
1 wanted no testimonials to my condi-
tion. I was ashamed,

.
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.

Walking abou* my own neighber-
hood in the light of day, I would not
reveal the truth to inguiries about my
idleness. 1 was on leave, I was wniting
z book, I was on sabbatical. I could
rot confess that 1 was now a rehc. [
edged away from organizaticns for
the retired, shunning my own kind. [
refused to take advantage of the pnvi-
leges for “senior citizens,” continuing
to pay full fares, full charges.

But some things are unavoidable,
and the whole apparatus of Social Se-
curity hit me: papers to be filled out,
eificial uliases to be interpreted, the
mimeographad word Lo bs construed,
the muddy language of the computer
tn be painfully transmitted to the un-
derstanding, figures 1o be added up
azain and again.

Just row, when this great change
in my life is taking place, and I nead
a structured routine, the structure is
cut down under my slipping fect. I
fet up in the moming, just as early,
or even carlier, for now ! cannct sleep,
then go throuah the houschold chores,
znd have nothing funther to do,

There is noi the stinulation of a
shared expenence with colleamues, the
prenccupation with the work. There is
only the lanely house and the lonclier
walk, Entertainment soon nalls; the
freedom of one's own Lme, the time
tiat stretehes endlessly, is nol used.
But there is also the prickling aware-
ress that that very time is limited,
that it must be used at once, or L

will be pone. And then one thinks,
*What the hell, let it go, it doesa't
matter."

Evervthing se2ms to be comirg to
en endd anyihow. With the cut in -
come thete is also 2 cut in beneints, to
whichh I am no longer entitied, So 1

begin to worry about money: Should T
spend it ell now—there's so little
future left; or should I watch every
penny, 1 mmay get sick and need private
nurses; there will be no one to take
care of me when 1I'm destitute. Should
1 move, can I afford it, is it worth the
cffort?

Then there Is the question of rela-
tionships with former collcapues, |
have the time, but they're working,
taking on new lnads: they're occupied,
I must procesd carefully so as not to
intrude into their precious tine, care-
ful not to injure the fragile Load, care-
ful not \o become =n annoyande.

Seme of these colleagues have ex-
pressed envy of my frecdom. 1 used ta
bewail the fact that 1 had not envugh
free time; there were so many things |
wanted to do. Now 1 have all tiat
time, but not the will to do anything.
1 used 1o bake bread on those Sundays
when T had five sets of papers to
mark. I managzad to find the time and
the energy. Fatigue? It was well-earned
fatizue, 1 had a rigiit to psmper my-
self. Now 1 have no right, I have not
carned it, 1 canaot po on that long
rip.

The doctor tells nie I em "in very
good shape.” My mind is teeming with
1deas, hut no cne wan's them. I don't
want to fill in the time before 1 die.
I want to vse tie time, I need to work,
not make-work, not a hobby, not vol-
unteer work. 1 need a jod. [ want my
oid job back. 1 was good at it.

To be comcidered unfit for the ve-y
job for which I was trainzd, in whie.
1 have many yeairs of experiencs, is
the cruclest kind ol rejection,

Then 1 am trily usiiy, no good at
anything, There is no loncer any in-
centive to work; there is only the
overwvheiming fear of further rejection,
Nothinz clse mattess, nvtning else 2f-
fords zny kind of comprasanon.

The writer, wia reaucsted cronvenily,
was casistant qeofessor of Frzlich in
the City Univerzay svatom,
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INTRODUCTION

Chnistians beheve that ife 1s given 1o us each dlay
as a gift from God Our faith as Chn’shans a| fo
cnables us to accept death 1n our lives 8s 3 reality
The New Testament helps us 1o understand (ha:. as'
human beings. we share in the hife-death-life cycle 0
all of God's creation Also in the New Testamen\dart?
writings ai'd accounts which state clearly the L:‘H‘:;'
standing that whether we are hiving or dying. whe
we are dead or alive, we are the Lord's h

However, few of us take seriously preparation or
our own deaths and the deaths of those we love Ap-
parently believing that we own our bodies. we act ::
though we are not going 10 die. Nor do we Ie|<:| s
though we expect those we love to die, either. Itis pe
though we expect the creator of the universe 1o mal
an exception of us and for ours. We speak 1n jest, as
Ben Franklin is said to have done. that "in this wo'rldv
nothing 1s certain but death and taxes Many of us
spend “much more of our hife energy being co"n~
cerned about our taxes than we do about our deaths

Not too many years ago. young people grew up
having experienced death. People used | L\hme
younger Sometimes people died at home ;\ (Mase
days. though. people are protected from deat ore
of the young survive Many more live to be old. Peo-
ple die in hospitals rather than at home Children and
youth are barred from many hospitals

Not only are we protected from death, we are cor
stantly presented with distorted images of death, par-
ucularly on telewision Expenence of death s sec-
ond-hang, robbed of much of its reality All of us, in-
cluding youth, need 10 confront the reality of death as
a part of our lives as one of the ways of enhancing
the meaning that 1s present with us

In addition, the gospel centers around a hfe and
ter
dea;:: :law—-l must remind you of the gospel thatl
preached to you, the gospel which you~ref:elvgd. on
which you have taken your stand, and which is m;'w
bringing your salvation. . .. | handed on to you the
facts which had been imparted to me: r{wl Christ died
for our sins, in accordance with lhg scriptures; !hal he
was buried; that he was raised to life on the third day.
according to the scriptures. (New English Bible. 1 Co-
inthi 15 selected)
"mgﬁrninderslandnngs. and hence our life of faih,
can be distorted by fear of death. rmsconcephor;s
about death, and our inability to express our behe]s
about hfe after death Life can be enrnched. even i
juminated, as we are able to live knowing that we will
ly die
su“T’rYns unit provides plans and resources which car:
be usea by and with young persons 15-19 years on
aye as they explore their feelings associated wit
death, accept the reality of death, become more sen-
sitive 1o suffering and sorrow. and gan skill in beﬂr:g
an enabling presence with those around them who
death and dying
emﬁr::nﬁ:ped that an exploration of these life and
death matters will provide an opportunity for (holse
involved to relate to their lives more meanmg'ulv-
They may grow in their ability 1o receive each m|°~
ment as given without fear of death but with a con -ﬂ
dent faith ennched by a Christian heritage within
istian community
Ch'Tf'\‘e sessions outlined (n this umit deal with
questions such as
1 —Why do people have to die?
2 —Is the taking of human Ife ever justified?
3 —How can | live when | know I'm dying?
4—How can | deal with gneW7
— t 1s immortality about
2—:\,:\: do we relate to matters of life and drathing
Christian sense’?

J
|
l
|
|
|

PLANNING THIS UNIT

PRELIMINARY QUESTIONS:

The stated purpose of this unit is to provide an opportunity for persons

to explore their feelings associated with death.

to accept the reality of death,

to become more sensitive to suffering and sorrow,

to gain skill in being an enabling presence

How does the stated purpose need 10 be changed so it 1s appropriate for your group?

How many sessions’?
How long each session?
Who 1s going to be involved?

Who will do the planning and provide the leadership? Persons learn more if they are involved in planning for
therr own learning. If your group doesn't already have a way for youth involvement in planning, think ol three or

four of the youth who could work with you on details for this learning expernence

What resources are needed for planning? Consider having enough copies of this book so each of the persons

involved In the planning process and in leadership will have one to use

Steps in Planning

In the following descniption, it 1s assumed that
more than one person will be involved in the planning
process. That 1s not re-stated in each of the steps
Wherever the word “you™ is used. read it as a plural
‘you™ including both youth and adults who are doing
planning

1. Read quickly through the whole book Note
places that caught your attention. making a
preliminary list of the sessions, ideas and page
numbers. Mark in the book those activities that seem
10 you to be appropriate in your group

2 Re-read the section on alternatives given below
the session outlines which follow this listing of steps
n planning. Consider which of these would be ex-
ating and/or helpful in your group

3 Talk together Share ideas about what each of
you thinks will be workable Make newsprint or
chalkboard lists by sessions

4. Decide which activities will accomplish the pur-
pose you have agreed to

5. Look carefully at the worship resources provid-
ed Re-write the ideas in your own words. Put the
Prayers into more contemporary language if that 1s
better for your group. Worship. if it really 1s worship
nstead of simply saying words. happens out of one’s
own experience. so adapt what is suggested so it be-
tomes appropriate for your situation

6 Decide on what leadership is needed for each
vty chosen Make assignments for leader roles
ad functions

7 Order tilms, filmstrips. other resources in ad-
vance. If you expect persons to read related books, be
Sure 10 have them available ahead of ime

8 Figure out some way of evaluating what
"appens. Some possibilities

i

—Use the questionnaire in Learning Resource #3.
page 10, as a before and after check to see
what changes happened

—Note what biblical events. poetry, music ap-
pear to have been meaningful through iden-
ufying what was included in funeral (memorial)
services and used In creative art and/or
wnung

—Be aware of the ways in which the participants
respond in role plays with supportive and nur-
turing behavior

—Be aware of umes when the group 1s a com-
munity which answers yearnings of per-
sons. offering fulfiliment of their needs to be-
long, to love and be loved. to communicate
and to commune with others Ewvidence of

these experiences can be found in the ways

they respond to each other, whether and

how they listen, how deeply they are willing

to share with each other, ways of respond-

ing to someone who crnes or expresses emo-

ton

Any evaluation must necessarnly be related 10 the
objectives chosen Because of the arenas of life on
which this unit touches. the purposes of the sessions
as outhined and for the unit as a whole are necessari-
ty abstract As you are doing planning. think about
and plan for ways in which you, the planners, can
evaluate what happens to persons during these learn-
Ing experiences
9 Relax and have fun The planning itself and the

experiences planned are more lkely to be effective
and mowing if they are fun to expenence. Humor,
laughing. smiling are all ways of relieving tension
within a group as well as being very human ways of
responding to life and death matters




SIX POSSIBLE SESSIONS

Session |—Why Do People Have to Die?

This session provides an opportunity for sharing
atttudes about death. exploring images of life and
death, and dealing with the inescapability of death

| 10 min.—Introducing the umit and session

1. 15 min —Listening to one ydea about immor-
tality and responding 10 1.

i 35 min. —Filling out a questionnaire and talk-
ing about it |

IV 20 min.—Using and discussing statstical
charts

V. 10 Min.—Worship

Session |l—Is the Taking of Human Life
Ever Justified?

The purpose of this session is 10 provwide an op-
portunity ior \dentifying one’s own values related 10
capital punishment, suicide, murder, abortion and/or
euthanasia

1 10 min —Introduction

15-20 minutes considering three/four of the
following
I Capital punishment

Il Suicide

V. Murder

V Abortion

VI. Euthanasia

Vil 10 min.—Worship

Session lll—How Can | Live
When | Know I’'m Dying?

The purpose of this sessicn 1S to provide an op-
portunity for finding out about the stages of re-
sponse 10 impending death. \dentifying emotional
and psychological needs of the terminally il person.
and experimenting with ways of relaung supportively
with terminally 1ll persons

|. 5 min.—Introduction

Il 25 min —Hearing the story of Betsy, who knew
she was dying and discussing memories of those in a
youth group with her

Il 10 min. —Iidentfying the stages of response 10
the knowledge of impending death

IV 40 minutes— Practicing ways of relating 10 a
terminally 1ll person

V. 10 min. —Worship

Session IV—How Can | Deal With Grief?

The purpose of this session IS to provide an op-
portunity for recognizing the need to grieve. for think-
ing about ways of responding to one who grieves and
beginning to plan 3 funeral service

| 10 min. —Introduction

30 min. doing either Il or lil

Il Writing a letter of condolence

Il Role-playing situations involving grief

IV. 40 min.—Beginning to plan a funeral

V. 10 min —Worship

Session V—What Is Immortality About?

The purpose of this session IS to provide an
opportunity for becoming aware of the means
through which persons create a sense of immortality
and considering examples of the modes of im-
mortality

|. 20 min —Considenng how life would be 1t we
didn’t die 3 :

Il 10 min. —Identfying “modes of immortality

I 50 min —Choose among the following

1) biolog:cal —20 minutes
2) creative (a) hst people remembered—20
minutes. (b) read and write obituaries—20
minutes or go on a field trp to a graveyard
3) natural—10 minutes
IV. 10 min —Worship

Session Vi—How Do We Relate to Matters of Life
and Death in a Christian Sense?

The purpose of this session Is 10 provide an 0p:
portunity for reflection on the reports of those near
death about the passage from Iife to death, for dis:
cussion of biblical accounts of the resurrection. and
for struggling with our understandings of hfe and
death in a Christian sense

| 6 min.—Introduction and review

Il 26 min —Consideration of reports of those
near death

IIl. 45 min.—Bible study of resurrection accounts
and faith statements

V. 15 min. —Worship

ALTERNATIVE ACTIVITIES

To be used instead of or in addition to those
suggested in the session outlines
1. Create a shide-tape show that picks up on the
themes of the sessions. Maybe something like
explanation of death to children who are 5-8
years old in story form
death as a part of the life cycle
images that express the modes of immortality
Find a ume to share the group’s creation with
othess in the congregation—perhaps as a part of
worship, a family might supper, an adult church
school class, etc
2. Take an opinion poll of persons in the con-
gregation, perhaps using Learning Resource #3 and
comparing the answers of the adults and the youth
and talking with some of the people who answered
about the differences and similanties. Include In a
survey of persons in the congregation questions
about their favorite funeral hymns, Scripture, music
and other resources. Also include questions about
preferences about cremation, bunal, having the body
present at a service or not. Ask about preparatiun for
death like making a will and planning a funeral serv-
ice
3 Get a lawyer or estate planner to come 10 talk
with your group and your parents about why people
:eea o make wills and what's involved in estate plan-
Iﬂg
4. Listen to music like the requiems of Berlioz.
Verdi, Mozart or any other that persons know or can

:nd that is expressive of ideas related to death and
ying

5. Use films or filmstrips instead of some activity
listed in a session. See pages 31-32 for some
possibiiies. You may know of others. Be sure to
check far enough 1n advance that you can be sure of
the schedule that you want

6. Watch the television hstings for programs that
are dealing with any of the i1ssues that are touched in
this unit. Plan for ways in which you can watch the
program together and talk about it

7 Ask people to read books written about people
who are dying and report to the group. See the listing
on page 32 for some suggestions. You may know of
others

8 Create your own original drama out of James
Agee's Death ir the Family and present it as a reading
play

9. Read poetry like that of Dylan Thomas And
Death Shall Have No Dominion or Do Not Go Gentle
Into That Good Night or Robert Frost's The Death of
the Hired Man or John Donne’s Death Be Not Proud
or John Greenleaf Whittier's Love Can Never Lose Its
Own or The Eternal Goodnsss. Ask a teacher of
literature at school for other ideas

10. Create your owr poetry as a response 1o hife
and death matters. Check in poetry books Ask your
Iiterature teacher at school for help. Try different
forms of poetry—sonnet, haiku, free-verse, etc

11. As a response to poetry, music, moving prose
that may already be included in the sessions, con-
sider these ways

illustrate them in a variety of art forms

set them to music

write a letter to the creator of the poem. prose,
music affirming or disagreeing with the point
expressed. giving your reasons

12 Consider making some of the suggested ac-

tvities into learning centers




Before doing this activity:

1 Ask three persons to be ready to
read the parts of the narrator. Asher
and Papa n Learning Resource #1. "My
Name Is Asher Lev” (p.8)

2 Ask sumeone 1o be ready to read
Ecclesiastes 3 1-8

Before doing this activity:

1 Ask someone 1o be ready to read
Learning Resource #2. "The Struld-
bruggs. “p 9

Before doing this activity: )

1 Have copies of the questionnaire,
Learning Resource #3 (pp 10-11)
available

2 Be sure pencils are available and
that there is a place on which to write

SESSION |—WHY DO PEOPLE HAVE TO DIE?

This session provides an opportunity for shaning attitudes about death. ex.
ploring images of hfe and death, and dealing with the inescapabihity of death

POSSIBLE SCHEDULE AND ACTIVITIES:

| 10 min —Introducing the unit and session—Ecclesiastes 3 1-8 and
“Asher Lev "

Il 15 min —Listening to one idea about immortality and respdnding to it —
“The Immortal Ones of Luggnagg” —from Gulliver's Travels

ili 45 min —Fidiing 1n a questionnaire and taiking about 1t

IV 10 min —Using and discussing statisical charts

V. 10 min —Worship

SUGGESTED PROCESS:
| INTRODUCING THE UNIT AND SESSION

Begin by saying something like

To introduce our study, let’'s listen (o two witnesses— one from the ancient
past out of the Old Testament and another from modern time. As these two
selections are read, listen to what they are saying about life and death. about
death and dying.

After both selections have been read. have each read again separately
After the second reading of the Ecclesiastes passage. ask questions such as

What words or phrases do you remember? -

What times in your own experience come to mind during the reading?

After the second reading from Asher Lev. ask questions such a©

Have you had experiences similar to that of Asher?

Do you agree that something that is yours forever is never precious?

Il LISTENING TO ONE IDEA ABOUT IMMORTALITY AND TALKING ABOUT IT

Let’s listen to another piece of literature which provides some images about
immortality. This one raises the possibility of never dying. In Gulliver's Travels.
Jonathan Swift, the author, has his hero visiting many strange places. One of
the places was the island of Luggnagg. Listen to this description of Gulliver's
visit to Luggnagg.

After the reading of “The Struldbruggs. the Immortal Ones of Luggnagg’
ask questions and make comments such as

Does this version of immortality seem reasonable to you? List ways in which
your ideas about “never dying” would be different from these.

What would heppen to religi peri in the Ci sense if humans
never died? Would the Christian message of life after death, life in spite of desth
make any sense’?

If the group 1s unable or unwilling to answer these questions. indicate thal
our study together will continue to deal with issues such as these

1l FILLING IN A QUESTIONNAIRE AND TALKING ABOUT IT

Pass out the questionnaire, Say something such as

To get at some of our own ideas about death, dying. and life in spite of
death, let's use a questionnaire that may raise some questions about ouf
opinions on these issues. Mark the questionnaire with your name or some othe

q5',s:r7‘salnd le appear 16 be relatively easy 1o talk about. With Question #1 ask
pe - 0 raise their hands as you read each of the possible answers N‘ an

are willing, ask them 1o tell about their first personal involvement w-lh.dsalhy
and 1n the four corners of the room with

to tell why they answered as they
want lo discuss, {ge
dominate the discu:
share

IV USING STATISTICAL CHARTS

CHART A

CHART B

IFE EX
LIFE EXPECTANCY LIFE EXPECTANCY. at age 16

year
born  male temale whites all others
Yourself 1960 67 73 Females 63 59
1940 61
s 65 Males 56 50

1930 58 g2

x;,er'lt;(;;:ng at Charts A and B, ask questions such as
at differences are there between males and f
lemales? be
Your age and ll_vg age of your parents? between whites and nlhers/' e a
What signiticance is there in these differences?
V REFLECTION AND WORSHIP
The following ideas. resources and
Iree 10 substitute others and to m
m:’vmgnhsappen N your group
HIP LEADER As our invitati :
NE b L £ ,omn to worship, let us listen to the words of

HYMN GOD MOVES |
AGES PAST ES IN A MYSTERIOUS WAY or O GOD OUR HELP IN

prayers are suggestea for worship Feel
ake changes that will make the experience of

mark of identification. At the end of our study, we may want to use this same | "iame of Jesus the Christ. Amen.

ire to tell ourselves what changes, if any, might have been made in

such as tables or books. s that
can be held on their laps

our ideas. Please fill in the questionnaire without talking about it. Have the
answers be your own responses. There are no right or wrong answers. Alter
everyone has linished king the e, we'll talk together about somé
of the ideas on it. If you have questions, raise your hand and we will try 10
answer them. Work as quickly as possible, putting down the first responses thal
come to mind.

After they are through marking the questionnaire. go through it. choosid
some of the questions and answers for group sharing Questiont such as #

Before doing this activity:

1 Draw Charts A and B on news-
print or a chalkboard You might want
1o duplicate them for each person to
use

Note all fiqures are for the USA
and are 1974 data from the Natonal
Center for Health Stanstics

Before doing this activity:

1 It hymns suggested are not
famihar to your group. choose other
similar ones

2 Ask persons 1o take part in the
leadership during worship ahead of
ume in order that they may be
prepared Different persons might be
asked 10 be worship leader be song
leader. and lead in prayer
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LEARNING RESOURCE #1
NARRATOR — my father looked at a bird lying on 1ts

side against the curb near our house
ASHER—Is it dead. Papa?
NARRATOR—| was six and could not bring myself to
look at it
PAPA—Yes
NARRATOR—I heard him say n a sad and direct way
ASHER—Why did it die?
PAPA—Everything that lives must dié
ASHER—Everything?
PAPA—Yes 5
ASHER—You too. Papa? And Mama
PAPA—Yes
ASHER—ANd me?
PAPA—Yes
NARRATOR—Then he added in Yiddish
PAPA—But may it be only after you live a long and
ood life. my Asher
¥ NARRATOR—I could not grasp it | torced myself 1o
look at the bird Everything alive would one day be as stil
as that bird?
ASHER—Why?
PAPA—That's the way the Ribbono Shel Olom made
the world. Asher
ASHER—Why?
PAP2 —So life would be precious. Asher Something
that 1s yours forever is never precious
Copynight ©
MY NAME IS ASHER LEV by Chaim Potok
IS:';::/ Chaim Potok Reprinted by permission of Alfred A Knop!
Inc

LEARNING RESOURCE #2

THE STRULDBRUGGS. THE IMMORTAL ONES OF LUGGNAGG

Gulliver in his travels came to Luggnagg Among the people living on this island were the Struld-
bruggs who were immortals. They lived among mortals

Upon hearing about the immortals but before meeting any of them. Gulliver was very excited
about the possibilities of immortality and gave a great speech. In it he stated the possibilities of iving
forever. of not dying as ordinary mortals do He would choose a dozen of them, from the most ancient
to contemporaries His choice would be of those whose remembrance. expenence and observation
was astute and who had led lives of useful wirtue both publicly and privately. He listed the advantages
of such a long-range point of view, of being able to re-experience history, of great discoveries which
could be made through such interaction He enlarged on many topics “which the natural Desire of
endless Life and Happiness could easily furmrish me with.”

When he had ended. his speech was translated There was some laughter duning the interpreter’'s
translation Finally, the interpreter “said, he was desired by the rest 1o set me right in a few Mistakes.
which | had fallen into through the common Imbecility of human Nature,

The interpreter then began to tell Gulliver about the Struldbruggs. starting with comments about
his observation during his travels away from Luggnagg that long life 1s the universal desire and wish
of all people except the people of Luggnagg for whom “the Appetitie for living was not so eager. from
the continual Example of the Struldbruggs before their Eyes ” The Interpreter pointed out that Gulliver
had. in his statements, ‘supposed a Perpetuity of Youth, Health, and Vigour, which no Man could be
so foolish to hope. however extravagant he might be in his Wishes That. the Question therefore was
not whether a Man would chuse 10 be always in the Prime of Youth, attended with Prosperity and
Health, but how he would pass a perpetual Life under all the usual Disadvantages which old Age
brings along with it

After this introduction. the interpreter gave the following account of the Struldbruggs who “com-
monly acted like Mortals, until about Thirty Years old. after which by Degrees they grew melancholy
and dejected. increasing in both unul they came to Fourscore ” When they got to be eighty years old.
which s the normal life span of mortals on Luggnagg. they had all the “follies and intirmities” of the
old and more which arose from the dreadful prospect of never dying “They were not only
opimonative. peevish, covetous, morose. vain, talkative. but uncapable of Friendship, and dead to all
natural Affection. which never descended below their Grand-children *

At eighty. their marriages were dissolved They were declared dead legally so their heirs could in-
herit They were put on a small allowance. which they supplemented through asking for a token of
remembrance called a SLUMSKUDASK as a way of getting around the laws forbidding begging They
were unemployable, not able to purchase land or take leases nor be witnesses in court

Al ninety. along with losing their teeth and hair. they have lost their memories. When they talk
they forget names of things They can't read because their memornes fail between the beginning and
the end of the sentence Because the language of the country is always changing. they lose the ability
(0 communicate after about two hundred years They are despised and hated and the birth of a Struld-
brugg who i1s born with a particular mark on the face i1s considered ominous “Besides the usual De-
formities in extreme old Age. they acquired an additional Ghasthiness in Proportion 1o thewr Number of
Years. which is not to be descrnibed *

Gulliver moves into the conclusion of this description by saying “the Reader will easily believe
that from what | had heard and seen. my keen Appetite for Perpetuity of Life was much abated | grew
heartily ashamed of the pleasing Visions | had formed. and thought no Tyrant could invent a Death
into which | would not run with Pleasure from such a Lfe

From JQn.:man Swift. GULLIVER'S TRAVELS. Part lll. Chapter X. p 177-184 Norton Crtical Editions N 301




LEARNING RESOURCE #3

1 Who died in your first personal involvement with death?
___A Grandparent or great-grandparent

B Parent

___C Brother or sister

____D Other family member

____E Fnend or acquaintance

___F Stranger

_G Public figure

____H Animal

2 To the best of your memory. at what age were you first aware of death?
____A Under three years of age

___B Three to five years of age

____C Five 1o ten years of age

___D Ten years old or older

1 When you were a child, how was death talked about in your family?

A Openly ' 1|
___B With some sense of discomfor

(B: Only when necessary and then with an attempt 1o exclude the children
D As though it were a taboo subject
____E Never recall any discussion

4 In your opinion, at what age are people most afraid of death?
— A Upto 12 years

____B Thirteen to 19 years

___C Twenty to 39 years

D Forty to 59 years

___E Sixty years and older

5 If you could choose. when would you die?
——A In youth

___B In middle age. pnme of life

____C Just after the prime of life

D Inold age

6 If you had a choice. what kind of death would you prefer?
A Tragic, violent death

____B Sudden but not violent death

—__C Quiet, dignified death

D Suicide

—E Homicidal victim

__F There s no appropriate’ kind of death

G Other (specify)

?
7 What efforts do you believe ought to be made to keep a seriously ill person alive
__A All possible effort, transplantations. kidney dialysis. etc
: E"oprls that are reasonable for that person’s age. physical cordition. mental conu-no:m la;\:ac::m
__C After reasonable care has been given. a person ought to be permitted to die 3 natural
D A senile person should not be kept alive by elaborate aruficial means

8 Would you want to be told if you had a terminal disease and a limited time 1o live?

——A Yes
——B No
___C It would depend on the circumstances

10

: l(lj,you were told that you had a limited time to live. how would you want to spend your time until you
{L:]

——A | would satisfy my pleasure needs (travel, sex, drugs, other experiences)

——B I'would become withdrawn —reading, contemplating, praying

——C | would be concerned for others (family. friends)

——D Iwould attempt 10 complete projects; ie up loose ends

——E I would make little or no change in my life-style

——F Iwould consider committing suicide

——G I would do none of these

10 How ;.':‘.nc ni 40 you beileve mourning and grief ntuals (such as funerals and wakes) are for the
Survivors

——A Extremely important

——B Somewhat mportant

——C Undecided or don't know

——D Not very important

——E Not important at all

ia

" I;u were entirely up to you. how would you like to have your body disposed of after you die?
——A Bunal

——B Cremation

——C Donation 1o medical school or science

——D Idon't care

12 To what extent do you believe in a life after death?
——A Strongly believe in it

——B Tend 10 believe in 1t

——C Uncertain

——D Tend to doubt it

——E Convinced it doesnt exist

13 What does death mean to you?

——A The end. the final process of Iife

——B The beginning of a Iife after death. a transition, a new beginning
——C The joining of the spint with a universal cosmic consciousness
——D A kind of endless sleep. rest and peace

——E Termination of this life but with survival of the spint

——F Don't know
——G Other (specifyl

14 What effect has this questionnaire had on you?
——A It has made me somewhat anxious and upset
——B It has made me think about my own death

——C It has reminded me how fragile and precious hfe s
——D No effect at all
——E Other (specify)

Permission 1s granted to make copies of this questionnaire as needed for use in this study

Reprinted from PSYCHOLOGY TODAY MAGAZINE Copyrnght © 1877 2it-Daws Publishing Company
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SESSION 11—IS THE TAKING OF HUMAN LIFE EVER JUSTIFIED?

Before doing this activity:

1 Decde which of the areas
suggested should be used during the
session  Your introduction will be
determined by your decision. You may
want 1o be prepared for all five discus-
sion areas and have the group decide
the order in which they want to con-
sider the issues

2 You might want to print out the
suggested Scripture or have someone
use them as the basis for posters. You
would then have them in front of the
group during the whole discussion

1

B SUICIDE
Choose which of the following fits your group

The purpose of this session 1S to provide an opportunity for id ying
one's own values related to capital punishment. suicide. murder. abortion
and/or euthanasia

POSSIBLE SCHEDULE AND ACTIVITIES:
| 10 min.—Introduction 15-20 minutes on considering three or four of

the following
A—Capntal punishment—"Vigil at Utah State Pnison ”
B—Suicide
C—Murder "Double-death survivor ’
D—Abortion

E—Euthanasia—a role-play
Il 10 min —Concluding comments and worship

SUGGESTED PROCESS:

| INTRODUCTION —Say something like

Last week we talked about how death comes to us all. This week we want to
talk about killing, about ways in which human life is taken and what. if anything
the resources of the Christian faith can provide to us. To get started with our ex-
ploration, let's make a list of ways in which human life can be taken other than
through natural causes or accidents (Some possible answers might be—
aboruon, capital punishment. euthanasia, murder. suicide, war )

Indicate or determine with the group the areas with which the sessron will
be concerned Then say something like

First, let's get a context from the Scripture about killing and the taking o
human life. Read the following 1n unison or responsively with half of the group
reading each phrase
EXODUS 2013
ROMANS 14 7-8
| CORINTHIANS 6 19-20

A CAPITAL PUNISHMENT

Recall the Gary Mark Gilmore case in which he was executed in January
77 In the days )ust prior 1o his execution. a group ol persons protesting the
resumption of executions held a vigil at Utah State Prison Have someone rea
from Learning Resource #4 (p. 15) excerpts from an article written by Syl
Eller who participated in that vigil After the reading. use the following informa-
uon not quoted from the article as a basis for discussion

In other parts of that article, Sylvia Eller gave four reasons why she opposes
the death penalty. Listen to her reasons and think avout whether you agree o
disagree with her point of view:

1. The death penalty is used primarily against those who are male, black
poor and poorly repr d. Of approxil y 350 p, currently on death
row, almost half are black only a handful are female, almost all are poor.

2. The finality of the death penalty. Innocent persons have been deprivedd
their lives b of faulty evide or prejudiced juries.

3. The act of killing brings into question the consistency of our values. If we
hold that life is sacred, how can we take the lives of those who have alresy
shown their disregard for the lives of others?

4. Only a few of those who murder someone else are executed Between
1930 and 1970, 50,000 first degree murders were committed but only 333
people were put to death for these murders. Do you agree or disagree with he!
reasons? Why or why not?
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Bt &
1) among young people have Increased (n the past twenty years

SUICIDES PER 100.000 for AGES 15-24

1950 1960
White females 27 23 ‘3720
Other females 17 156 41
White males 66 86 13
Other males 53 53 1 g

Suicide rate for all ages combined 1s 16 0

Iney are able and wiilin,
shated or afterward, askgql:e::o:lzv s‘:asckh‘::m by
Did the person threaten to commit suicide?
VV::.I appeared to be the cause of the action?
por I_‘,n might be factors that would infl, a person
3) Check with the pastor ab
ducted If so. ask the
might be

ing suicide not

out whether “suicide” funerals h
ave been con-
Pastor to share with the group Appropriate questions

"o other possibilijies might have driven them to suicide

C MURDER

1
i )] )B'ab':»:a‘lhstor'ms about murder include the story of Cain and Abel (Genesis
ki e 'saughxar'.m the innocents in Bethiehem (Matthew 2 16-18)
Y brother’s keeper?” could be related 10 our n L

2) Have someone read Learn ng Resour: ouble deal Survivor
¥ o "
- Resource #5 “Doubl death
P 15) Afla‘r the group hears the story, ask questions such as : :

b -

i loping 2 "

this situation had een developing in our community, how might we have
helptul so Mary Anderson might not have been driven to murder her

4Wlm could have been done?
"6 there persons in your nei
ighborhood e L
W:/r:.l: —before it's too late to help? i i e .
are some concrete ways in I 7 people
P 4 4 which youth might 7
their desperation and isolation might be Iasslnad?m TR
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Before doing this activity:

1. Decide which of the suggested ac-
bivities would be most appropriate for
your group. If you decide to use the
chart, make a copy of it on newsprint or
the chalkboard

2 Chant information from U s
National Center for Health Statistics




Before doing this activity:

1. Check to see il your denomination
has made a statement on abortion. If
50. you will wan! 1o use 1t in this discus-
sion

Before doing this activity:

1 Consider having the situation
written out on a chart or duplicated so
group members have it avalable for
easy reference during tha role-play

N
° A:S(Hl.:ggmup to hst some of the 1ssues related to abortion Some answers

might be—an unwillingness to take any human lula.dtzi?;:ﬁn?;:?::lv:’r;;n
ante i )
becomes or 1s human, bringing unwi
:':ss'uet:ll;sdamage to the mother's health or Iife, the unwillingness of women 1o
Idren that are the result of rape
bea’ltc::sdcussmn develops around any of the areas listed. :nc‘o:na‘g';‘eenl If ':o'i
he group members to identify point af
raise further question by asking t etk e
When this was considered by a group
which the fetus becomes human e d
. their range of answers include 0
hth-graders in a church in Idaho. t
:Iagpllong when the mother feels the baby move. when the child lshbo::,nwn;
the chnl'd begins to talk since that 1s a pnmary difference between humans aj
other animals

HANASIA—(Mercy-killing) i )
. El:l":e Karen Quinlan case received much publicity when the courts were try.

LEARNING RESOURCE #4

VIGIL AT UTAH STATE PRISON

‘We. the undersigned. are here as representatives of
national religious bodies to join with persons of this State
and this community who are compelled by their faith to
witness against the use of power by government to impose
the penalty of death as punishment for wrongd. "]

LEARNING RESOURCE #5

"DOUBLE DEATH" SURVIVOR
They'll look after Mary now, but too late 10 help

Ernst Anderson used to enjoy sitting in his wheelchair
on the small porch behind his second-floor apartment,

“We are deeply concerned that this nation is facing the
resumption  of executions, after nearly a ten-year
moratorium. by the scheduled execution of Mr. Gary Mark
Gimore at sunrise on Monday. January 17, 1977, at the
Utah State Prison

Our all-night vigil began at sunset Sunday evening,
Janvary 16, with a worship service Some 50 people
gathered just outside the prison gates to ask for God's

f
ing to decide if her parents had the right 1o remove her from | g

g and mercy—for ourselves, for the nation, for

ry. With the development of more d d
:;a;'\::: Yncraased questioning about when life really ends, that same :unldol
decision must be made by many people. Ask the group to consider the follow-
tion, . y .
£t S)I’:::ar 'i’a-yur-old sister is on equipment whn:'_t keeps 'm»allva but .I;I .‘::
pain. She is unable to have ication for l(w pain se it nog:lr b
condition. Afthough she has been patient with her mc@nmply;:ﬂ de Mmaw
jtuation | ince it fi eloped, she is now aski
situation for the four years since it first devi skir 1
i be allowed to die in peace. Your
uipment removed. She says that she wants to
7.0”"7;71 has decided to allow that to happc(& '('Jna of lI;: mﬂ of the youth
id that your family’s decision is the same 3
”mu:s'lz.(-:«:.:olume:rs 1o play the parts of the two youth-group members. Con-
inue the role-play only a few minutes before stopping it to allow the group to
Iuﬂlacl on it Ask each of the persons in the role-play to share with the group
how i1t felt to be in that role Invite the group members to ask questions of the
h as
-players. Ask the whole group questions suf: ) : )
o :/h:l understandings about the Christian faith were evident in '(".' mllad;p‘l:y:
How does the Scripture which we looked at earlier (see Activity ve)
late to this situation? f )
g .Afm talking about the first role-play. ask another pair to try it. Foll:: ::
second playing of the roles with sharing by the players of their feelings.
oup questions such as
i UZM did this playing differ from l_hc Ilf:l?
What learnings are there for us in this experience?

ING COMMENTS AND WORSHIP

f cg:r(\:;‘dge the session prior to worship by saying something hkah’ e

During this session we have looked at tha question of wl_mlur ’l’d Ansised
human life is ever justified We have idum_hcd some of the un;;: " by
in which persons have decided to take their own lives or llyu 0 all ': it
less of our uncertainties about the issues we've blnn considering. ederao
of the Christian faith provide us with an operating Iummw@ wit
live. Out of that conviction, let us turn now to a time of worship.

U
HYMN: SAVIOUR. LIKE A SHEPHERD LEAD US and/or GUIDE ME. O THO
T JEHOVAH

GRE:S;\JfM 1301-6—consider using the King James Version because of 1S
lar poetry . s

pm':;A\:EpR O thou who has crasted us Iree 4bamg.s .qun Wk’ times 4

despair. Let us experience the light of your forgiveness in the d;l mmanwim

which come to us all. Protect us from our own anger and that of ot “‘rhay g

those who feel impelled to strike out at themselves and at qmﬂs that T

see possibilities for action other than the taking of human life. 'M;i:‘ w;‘ e

Iocl hath ; hether wi

fident in the lge that we live or ' o

L'old‘; Send us forth as those who experience your redemptive pav;lc:,h:v‘lf;’ =

demanding forgiveness, and your overwhelming love. In the name

Amen.

14

the s. for Gary Gilmore, and for the tamilies of
his victims. Qur religious witness against the death penalty
was embodied in the concept that no person i1s beyond
God's reach. that God desires life rather than death,

| think the feelings of the group were best summed up
by several lines of a prayer from the night before: “In your
eyves. O God. no one s ultimately incorngible. and no one
beyond the reach of your redemptive power, your
forgiveness. and your love Therefore we pray for all those
across this nation facing death at the hands of the state,
mostly the nobodes, the poor. the powerless, the beaten,
the unskilled. It is for them We pray. as we pray for Gary
Mark Gilmore, whom you love *

Excerpts from an article by Sylvia Eller, Criminal Justice Coor-
dinator, World Ministries Commission, Church of the Brethren,
published in the April 1977 1ssue of Messenger
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g the neighbor’s kids play in the yard next door
Mary did 1t all. She took care of Ernst. and his body and
mind failed. She kept the house. kept him clean A1 76. and
suffering terribly from arthriuis, she asked no help for her
83-year-ola invalid husband
And nobody offered
Somewhere along the line 1t got 1o be too much for her,
no one knows just when
it happened during the early evening of Feb 3,
sometime before dark in the apartment at 4214 W Cullom
Avenue Mary must have prepared. laying both a knife and a
razor near her husband. Then she took the razor and cut
her husband’s throat. elbows, and wrists
Then Mary turned the razor on herself. shcing at both
arms, as deeply as she could Into her wrists and elbows
Perhaps 11 was the fear or the pain that held her back, for
those cuts didn't do the job She lived
Police say Mary called them to the apartment that night
She apparently had passed out, awakened much later. and
decided to seek help
Now. when there's litle that can be done. some of
Mary’s neighbors are worried about her, worned she'll have
to suffer the agony of a trial for xilling her husband
Someone will look after Mary Anderson from here on—
the government, a hosputal, or the prison system
Some of the folks on Cullom Avenue are sorry for that
Just as they're sorry for an atutude they've shared with
thousands of others, an atntude phrased by a sad-faced
young girl
“Nobody wants to be bothered with old people

Excerpts from an arucle by Robert Unger Chicago Tribune
Sunday. February 20 1977 Section 1 page 8




SESSION IIl—HOW CAN | LIVE WHEN | KNOW I'M DYING?

Before doing this activity:

1 Decide who is to tead Betsy's
statement, Learning Resource #6. page
18

2 Consider having different persons
read the comments of the youth group
members on Learning Resource #7.
page 18

3 Check the listing on pages 31-32
for books and mowvies that may be men-
tioned

The purpose of this session i1s to provide an opportunity for finding out
about the stages of response 1o impending death, (dentifying emotional and
psychological needs of the terminally ill person, and experimenting with ways
of relating supportively with terminally 1ll persons

POSSIBLE SCHEDULE AND ACTIVITIES:

1 5 min —Introduction

Il 26 min —Hearing the story of Betsy. who knew she was dying. and dis-
cussing memories cf those in 2 youth group with her

I 50 min —Identifying the stages of response 10 the knowledge of im-
pending death and practicing ways of relating to a terminally Il person

IV 10 min —Worship

SUGGESTED PROCESS:
| INTRODUCTION—Say something like
Betsy Ziegler was 16 when she died a few days after Easter 1974, aher

On Easter 1977 eight of the young people who had kni
; g own Betsy gati

talk about their memories of her life and death. Listen to what thoyys”aidh‘“d =

Have :\a:sons read the comments. Again, be ready for conversation about
persons that your youth may know or have known
rmin wn who were in similar

Ask whether any recall books or mowvies about

persons who knew they were

dying. Ask how persons who were family and fr ends
B Y (1 1o the dying ones reacted

Ill. Read Ihvourgh or have someone else read through the descriptions of stages
of response Then divide the group into five sections and do either or both of
the following Role-play being with a person who s terminally il or complete
sentences about responses Say something like

Let's divide into five sections and draw number:

? in d s from a box (hat, whatever,
in got the section’s assignment of a stage with which to work. In each slcliOI:
dm::a ::Ilch Iol the following your small group wants to do:

A le-play the visit to the hospital or the arrival of t 7
byl sy he ill person at a
2C [Z

eight years of struggle with leukemia She and her family were active b
of a Church of the Brethren congregation. At her funeral, a friend of hers made
the following witness:

“Friendship can’t die. Betsy's still very real to me and always will be. Grow-
ing up together we learned about things that can't be taught in any other way
than to live them. Her illness added another dimension to her life. Each new ex-
perience was to her a challenge whether it was a barrier to climb’or another
friend to love. She was willing to share those experiences with me and with
others. From her sharing we discovered a lot. She had so much to give and she
really did give. That was simply the kind of person she was all her life.”

During this session, we are going to hear a statement Betsy made about the
meaning of Easter to her and consider the comments which the friend just
quoted and others said about her three years after her death. Then we'll look &
the stages of response that have been identified as those which persons who
know they are dying go through. Finally we will practice some ways of respond-
ing supportively with terminally ill persons.

Betsy's friend continued her witness with:

“What moved me most was the tape recording which Betsy made on what
Easter means to her. | smiled as she talked of other Easters because |
remembered so vividly what she went through in her triumphs over her sickness.

Then | ached as she touched a little on her agony, and | remembered how many
times it threw her down, again and again. When the tape had finished, | was in
tears. The tears were unique to anything | have ever felt. They were not tears of
sorrow or joy or happiness or pain or any other emotion and yet they were
somehow all of those things together. | can only try to describe them as tears of
life and acceptance of everything life means. It was a totally new feeling. but |
think it explained to me what life is all about— so today | can rejoice, not in Bet-
sy's death, but in her life.

Il Hearing Betsy's statement on Easter and comments made three years
after her death by those in her youth group

On Easter Sunday 1974 only a few days before she died, Betsy's tape
recorded short statement on “*What Easter Means to Me" was heard. It was parl
of the focus for the worship “Morning Has Broken™ which was evident in the
arrangement of the worship center, the music. and the other words of the serv:
ice. In a voice made slightly hoarse and gruff from medication, pain and intens:
ty, she said:

Have someone read her statement Be ready to receive any comments
made after the reading. Some people may be in tears Be ready for the yound
people to explore their feelings When the group appears ready, say something
like
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he “In talking with someone who is i
y : : s in the (as-
signed) stage of rnaonsg to impending death, | would . . . * Work for 10 mimzus
;»dbc ready to share with the rest of the group your work. Identify which stage
you are king with. If 7 i
newsprint so the whole group can see them. = o i o
Encourage the small groups to use their Ima
ginations and feel free to re-
spond honestly Receive the work from each Qroup. mowving In order thl:u e"
the w:p; After all have been presented. ask questions such as d
ich responses felt to you as though they'd feel good if 7
as you were the dyi,
persan? In the role-plays. how did it feel to be the one playing the dying perd:o:g
mdlhl wn;s suggested helplul in your opinion? If we were doing it again, how
you change your responses? Wha 7
R o o it changes would you suggest in the

IV REFLECTION AND WORSHIP
Picking up on their responses out of thewr work, move the
t e 3 group toward
wzfns:;n:‘gwg:ua:;r{pmg Morning Has Broken™ was a favorite of Betsy's as was
Psalm 46
John 16:20-22. 33
:’vmn A:;:e With Me. My Faith Looks Up 1o Thee
ayer _Imu who sees all the suffering, injustice, and miser,
have plly: we implore thee, on the work of Thy hands. Fill our shaa:r't: ::;I:v ::Iadp
fﬂnpnmn for those who suffer and hasten the coming of your kingdom of
I::;Iu and truth. In the midst of our selfish attention to our own wants, pains
M:fud: enable us to be present to others that we may respond in patience,
o ;y and love to the wants, pains, and needs of others. In the name of the
Wwho sulfered on our behalf, Jesus Christ our Lord Amen.
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Befores doing activity:

1. Ust on a chart or chalkboard. the
stages of response to knowledge of im-
pending death

DENIAL

ANGER

BARGAINING

DEPRESSION

ACCEPTANCE

And through it all, HOPE

2 Have written out the descriptions
of the five stages given on Learning Re-
source #8. page 19 If you are able to
mimeograph or photocopy the whole
list. do so If you must make only a
single list. be sure to include the "And
through 1t all Hope” paragraph with
each of the stage descriptions




LEARNING RESOURCE #6

A statement made by 16-year-old Betsy Ziegler a few
days belore her death.

Easter for me the past couple of years has meant much
pain and sorrow, happiness and change.

Easter of 72 | think | learned much of the real meaning
of Easter. The summer before | had become sick at the St.
Petersburg conference and with treatment lost all my hair.

LEARNING RESOURCE #7

MEMORIES OF SOME WHO KNEW BETSY

Betsy died soon after Easter At her funeral service, the
tape was again played as a part of the celebration of Betsy's
completed life

Three years later, on Easter Sunday. 1977, a group of
young persons who had known Betsy gathered to reflect on
their memories of her hfe and death Some of their com-
ments included

R bering Betsy is why | came home this weekend |

I'd gone through a winter of much fear and u ess.
wearing a wig and trying to fit back into society.

On Easter morning I'd spent all the day before making a
spacial new dress to wear with my special new hair. The day
was beautiful and sunny with a little breeze blowing. and
after the service a friend and | went outside. The feeling was
something I'll never be able to describe. | felt alive again in
the beautiful sunshine with the breeze blowing through my
hair. A feeling of new life and real joy filled me and | felt |
knew part of the real meaning of Easter.

Easter the next year brought sickness again with my first
treatment of radiation on Good Friday. On Easter Day | felt
miserable, with my eye swollen so badly ! was ashamed to
be seen. The next day | was put into the University of
Chicago Hospitals tc remain for over a month.

But after | got over the first treatment of radiation | felt
quite well and was able to be up and about The whole
hospital experience was something I'll never forget. |
learned & special kind of faith. In meeting a wonderful friend

think, | was remembering the Easter that the tape was
played. | went over to Zieglers yesterday and had a really
good talk with Mrs. Ziegler. Betsy and | were really close
friends, but most of what we talked about then were just or-
dinary things—about her hair which was an important
thing to her, about feelings. about friends and how school
was going. Yesterday ! was really realizing that there was a
part of Betsy that | didn’t know very well. | don’t know wha
really did. That was the part of her that was so much older,
the kinds of things she was thinking about and going
through—the feelings of facing death that we never talked
about much. | think that was something she carried hersslf s
lot. And yet, sometimes | felt as if she wanted (o break that,
as if she would have liked tu have talked about it.

In response to the question of why didn’t she talk about
it

! think she was afraid of imposing that on other people
There was such a big difference between where we wers—

who had a beautiful feith in me and all kind, 1 I d
what it is really like to never give up hope.

Again my hair came out, but this time | was able to make
the experience work in my favor—to learn to be truthful with
people, to trust in them as | would want them to trust in me.
I'll never forget some of Maxine's last words to me: “And,
please, Betsy, never give up hope.” And she herself kept up
this hope until her death in early August of this past
summer.

This Easter again finds me sick, but the love of many
wonderful friends and family has kept me going. | think |
finally proved to myself that God 1s love—the beautiful sup-
portive love that is in all these people, each very unique and
very special in a different way.

! don’t have the strength to be at church or even in the
bright sunshine. But | was given another very special gift
this Easter—the gift of life presented to me by a very special
cat. My old black cat and | have been through much together
the past eight years—my downs when | felt she was my only
friend in the world and her kittens that seemed to make her
the proudest. happiest cat in the world This year she again
brought me her special gift—four tiny new babies, «ach so
tiny but so perfect. Two tiny little ears and stubby little tails
perfectly placed on each one, and even five tiny claws on
each tiny foot.

I'va learned much of the meaning of Easter. Why as a lit-
tle girl | always wantad a new dress, for it symbolized new
life after the dark winter and pain of Good Friday. Easter is a
time of change and new life, a time which often brings some
sorrow and pain. But the fulfillment. the hapniness that it
brings also is so much more wenderful. | send my special
greetings to each of you. May you also find some special
Easter message, whether it be & tiny crocus, pushing
through the hard ground or a special sparkle in the eyes of a
sick loved one.

the rest of the junior highs and where she was
She spent months in a hospital where people her age and
much younger were terminally ill. She saw people dying
One of her closest friends, Maxine, died.

It was kind of a private thing with her. To talk about it
place it on other people is really something because of the
fear that they won't know how to handle it. | don’t think we
would have known either.

During this time we had some discussion in our youth
group about it. We talked about it some. In our small group
we even talked a little about talking to Betsy directly about it
and decided we didn’t know how.

One time she was at a meeting and was down. She was
kind of complaining. The youth adviser got on to her sbout
self-pity and she talked back to him about it. At the time!
was kind of upset with him because it seemed to me that he
reaction was a normal response to her situation.

How was she included in the life of the group?

She was always full of life. Even though she had this dis:
ease so long, she kept bouncing back. | remember one Sun-
day when someone told me before church that she was back
in the hospital. | went up to usher in the balcony and Betsy
came walking up and | was surprised She was always mak:
ing an effort to keep plugging slong and striving.

She went slong on the youth canoe trip last summét
even though she wondered how wise that was and vthel
people said she shouldn't try it.

We had small groups going that year. Betsy was in oné
also. As she got sicker she couldn’t go out. People would 90
to her. People would come and we had the group mest 3
her house.
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LEARNING RESOURCE #8

?TAGES OF RESPONSE TO

HE KNOWLEDGE OF IMPENDIN:

FIRST STAGE  Denial and I.w/.lml(13 it
“No. not me, 1t cannot be true”

Yes. it 1s me. It was not a mistake

tunately very few patients are abl

believe world in which

die

finally gives way to “Oh,
" Fortunately or unfor-
€ 10 maintain a make-
they are healthy and well unt| they

SECOND STATE Anger

' When the first stage of demial cannot be maintained any
onger, it is replaced by feelings of anger. rage. envy, and
‘eseniment. The logical next question becomes “Why .me’”

THIRD STAGE Bargaining

: Yl:se third stage of bargaining 1s less well known but

u::llaody helpfully to the patient. though only for brief

& s of ume If we have been unable to face the sad
S In the first period and have been angry at people and

:;lna:(nhq Into some sort of an agreement which may post-
% 'mma"i‘nevnlable haopemng “If God had decided to take
it IS earth and did not respond to my angry pleas.

3 more favorable response will come if | ask nicely ”

FOURTH STAGE Depression
When the terminall

she begins to have more symptom:.

a:::.':,e: :;aaker and thinner, she cannot smclz " saL;;
el bg: n'umbness Or stoicism. her anger and rage

i epl ’aced with a sense of great loss

& denresslosnc depression have been observed A reac-
ness e encomes Inresponse 1o the pressures that the
Durdeng sm'gls er?led—change 'n appearance. financial
) Pty Em amily situations, loss of ability to func-
% 0f how fhe ::::s:r“a'gemem and concrete help with shar-
" fesponse 1o thys kind :1'3:;:;:'3:.99:3“'86 et
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The other kind of depression | Preparatory rather than
reactive. It begins 10 take into account impending losses
The patient 'S in the process of losing everything and
everybody Encouragement and reassurance are not helpful
with this kind of depression which 'S usually a silent one in
contrast to the first type Few or no words are needed —
better a touch of a hand, stroking of the hair. or just silent
situng together Prayer may be asked for

FIFTH STAGE Acceptance
It a patent has had enou
gh time (i e, not a sudden. un-
expected death) and has been given some help in working
. then a sense of acceptance
may be experienced Acceptance is not a happy stage It is

as if the pain had gone. th

struggle were over With the findin. .
of som

acceptance. the # i

dying patient’s circle

of interest
diminishes. News of the outside world may not be welcome
or even heard Visitors may not be desired If they come.

the communication may be more nonverbal than verbal I
1S @ time for being with the person nvmg—llslemng to the
song of a bird, silently available for touch of a hand alook
a relaxing if the dying person makes those (esponsés

AND THROUGH IT ALL Hope
The one thing that usuall

Y persists through all the
stages i1s hope It may be hope that a cure may be found
that the whole experience 1s a nightmare that will go away‘
that the pain and suffering may have a purpose. Whatever ||.
1s called. patients maintain at least a little bit of it and are
nourished by it in difficult times. Appropriate hope con-
tinues in the midst of the stages. A family's maintaining a
::::: of h:pe that denies the reality of the impending

may become an added burden with

patient must struggle it ic. o

Reprinted with permission of M;
; acmillan Publishing Compal
lan from ON DEATH AND DYING by Elisabeth Kgublebgors‘:
OPyright © 1969 by Elsabeth Kubler-Ross




SESS!ION IV—HOW CAN ! DEAL WITH GRIEF?

Before doing this activity:

1 Ask someone who 1s a good reader
to be ready to read Learning Resource
H9 (p. 22). THE DAY MY FATHER DIED

2 You will want to decide whether
your group i1s more likely 10 respond to
writing letters or role-playing Another
possibility would be to have two groups
working at the same time on the proj-
ects described in Il and Il

Before doing this activity:
1 Be sure that you have pape: like

stationery and pens or pencils

The purpose of this session is to provide an opportunity for recognizing the
need to grieve, for thinking about ways of responding 1o one who grieves and
beginning to plan a funeral service

POSSIBLE SCHEDULE AND ACTIVITIES:
| 10 min —Introduction— Reading “The Day My Father Died *
Enther Il or I1—=30 minutes
Il —Writing a letter of condolence
Il —Role-playing situations involving grief
IV 40 min —Beginning 1o plan a funeral
V 1C min —Worship

SUGGESTED PROCESS:
| INTRODUCTION

Begin the session by saying something like

Grief is a natural response to the death of someone loved. Our culture has
tried in many ways to hide death from us. One of the ways has been through the
ways in which dead bodies are made to look young and funerals try to mask the
reality of death. Listen to this account by a man who wrote of his responses
when his father died.

After the reading. persons in the group may want to discuss some aspects
of the reading. Encourage them to do so If discussion doesn’t emerge natural-
ly. don't worry about it The 1ssues apparent in the reading will be dealt with in
other ways during the session You might want to say something ke

During this session, we will be focusing on grief and funeral services as a
way of coping with grief. The activities planned include . . . (share with them
what has been chosen out of the following for the rest of the session)

Il WRITING A LETTER OF CONDOLENCE

Ask each person in the group to take 15 minutes to write a letter of con-
dolence to a friend who has experienced the death of a loved one. Say
something like

A close friend of yours has just experienced the death of someone close—
like a mother, father, sister. Decide what the relationship is between your friend
and the one who died. Write a letter of condoience. Afte. the letters are finished
wae'll exchange them and talk together about what words or ideas appear to be
most helpful.

After 10 to 15 minutes (or whenever the, appear to be through writing).
suggest that each gives the letter to another person Give them time to read the
letter received Then ask questions like

How did the letter make you feel?

What words, phrases or ideas were helpful?

Someone who felt good about the way the letter was written, read it. Lel's
make a group list of what was most helpful and least helpful.

If there 1s time or inclination, compose a grcup letter incorporating the
most helpful words, phrases and 1deas

Il ROLE-PLAYING SITUATIONS
In each of the following situations. read the sentence given and ask for

volunteers 10 play the roles. After each brief role-playing. ask the players 1o de-
scribe how they felt Do this before the group talks about the playing Ask
questions such as

Did it seem real?

How else could things have been said?

What feelings would likely be present that would need to be dealt with in
such a situation?
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The situations
1) A mother tells her two childre, 7 year
! . an eight-year-
girl, ;7;: tl_ml father has been killed in an n?:%az” Ty Stk i
sixteen-year-old tries to comfort { . e
belore. Il’§ the friend's first day back at u:«::l.. T RGO S
3) A fifteen-year-old explains their brother's death to & six-year-old sister.

IV PLANNING A FUNERAL
Planning for a funeral needs
0 include the service itself as
well
gl :‘(‘::r;ela;ls Section 1 below deals with the details other than Ii:aas;:"ew
& includes planning for the service itsell To introd v
something such as uce this activity, say

Imagine that someone close to you has died You are responsible for the

Pl a1 o a3 ey 8 581 W v b kg
Work togethae tirs '@ funeral or memorial service on which we'll

1) DAE:A'LS OTHER THAN THE SERVICE ITSELF
Q@ uu:\ ?:rao,:u, ;n#e a list on newsprint or chalkboard of the details that must
gl 'Sne’a'e:fl r:nght -:clude things such as who 10 call h'sl—lhse

'rector; who to notfy and h
other public notice of the death, h il ey o
- how to dispose of the body—

; ody—don
;le:‘;'l;;l:re:muon, burial, what kind of service—funeral wxh the :gg\?:rz"s oy
- whe,: :‘wce without the body present. cost of a casket and other o

,As p 1 eksemce should take place—home. church funeral parior G
» mg:: ;;';vl\:"e the IIIISI. Iry to keep the group from discussing the issues tell-
e ey will each have a chance to indicate preference on each ;I
prthuads o;‘s :;::r'r:pll:le. aAs'k e:ch Péerson to write out on a piace of pa:;:r

ltem. After finish
o i beodd i 'nishing. each can find another person with
After they have had ach
ance to do the one-1o0-one
& sharing. b
ccz‘g?ntp‘::'st;us:o’n that emerges from their work It 1s likely n?a: seorr:::yl':r
e con‘:nd:::?ni? v'vnh vugorY Don't let differences of opinion get in Ih:
olissues. You might want 1, e g
b 0 ask “why?" in r,
s ::lssv:::\ss Aoll:lw plelsons the right to their opinions Ther: are n:lfnl;:’: lo(:
e in

pou Y intuiions about what might be most helpful in 3 time of

2 THE'SERVICE ITSELF

Us

o'oups::go:x: resnurces for funerals provided by your denomination, uide th
it lharl""gl what needs to be included in a funeral service Sbggest th.
oA m‘;h:n:)eral Service is an experience of worship for the paopl:

€ appropriate to include s
uls;é;vsor?hrp—conlessnon‘ praise and dedlcall(:::emmg e G e
t would be possible 10 m,

st ove through the activities al
o I:)vz a;';:tr)‘ugh 'lhey were for the persons involved rather than 1:?:;1:::m
st ing for the celebration of one’s own death provides a diff, e
® Be careful that the exercise doesn’t become morbid For me' Cah’ram
18-

Uan. the contemplation
despair P of death carries with it a sense of hope rather than

V WORSHIP

For
e tvc:(l:ml:. vl:: m;g:\‘l want 10 use some of 1he resources that have been
ety planning exercise above Otherwise. you might say
This ' Z deal
i, :.:s’::nn :mll;an been working with how to with grief and how the
Pt drh ou‘: ‘; :’:zz; d:/.”: can express that which is held ‘most important
e, Fe @ are usin,
"'/pgué pdond i Pt f o yz .s’zr'no of the resources that have been
»” l”RIPTURE—.mhn 141-7, 26.27—con
NMC:B;J?LIE': Poetry has been comforting 1o generations
e D. KINDLY LIGHT and/or ROCK OF AGES and /or ABIDE WITH
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Before doing this activity:

Have available for use r de-
nom-n.anon‘s book of wor:?\‘r‘p d;r
Pastor’s manual, hymnals, books which
provide helps for funeral Planning One
book with practical helps 1s A MANUAL
OF DEATH EDUCATION AND SIMPLE
BURIAL, Celo Press




PRAYER Almighty God, unto whom all hearts are open, all desires known,
and from whom no secrets are hid cleanse the thoughts of our hearts by the in.
spiration of thy Holy Spirit; that we may perfectly love thee, and worthily magnify

thy holy name.

O God of peace, thou hast taught us that in returning and rest we shall be

and d we shall

our souls, now by the might

saved, in

of thy spirit, lift us into thy presence, that we may be still and know that thou an
God. Through Jesus Christ our Lord Amen.

LEARNING RESOURCE #9
J W Mathews THE DAY MY FATHER DIEC
(In the following, the statements which appear In
parenthesis are adapted from the cniginal )

The family had already gathered when | arrived in the lit-
tle New England town We immediately sat in council The
first task was to clanfy our self-understanding. The second
was to embody that understanding in the celebration of
Papa’s death Consensus was already present THE ONE
WHO GIVES US QUR UIFE IS THE SAME THAT TAKES IT
FROM US From this stance we felt certain broad im-
plications should guide the formation of the ceremony

DEATH IS A VERY LIVELY PART OF A MAN'S LIFE AND
NO LIFE IS FINISHED WITHOUT THE EXPERIENCE OF
DEATH

DEATH IS A CRUCIAL POINT IN THE HUMAN ADVEN-
TURE WHICH SOMEHOW TRANSPOSES TO EVERY OTHER
ASPECT OF LIFE

DEATH IS TO BE RECEIVED IN HUMBLE GRATITUDE
AND MUST EVER BE HONORED WITH HONEST DIGNITY

To symbolize the dignity of our father's death. the family
thought to clothe him in a3 pine box and to rest him in the
raw earth (A sister and brother-in-law went to make
arrangements They asked for a $100 coffin. The undertak-
er said that only paupers were buried in.$ 100 coffins. After
they left the undertaker placed Papa in a $275 casket
When the family returned and insisted on a simple pine
box. the undertaker reluctantly agreed )

Immediately it was opened, another mild shock came
The pauper's coffin was exactly like any other coffin—
pillow. winte satin, and all. Except the white satin wasn't
really white satn. It was the kind of shiny matenal you
might buy at the ten-cent store: Everything was simply
cheap imitation. We had hoped for something honest
Despite the disappointment, we took the pauper's box. And
Papa 'was transferred to his own coffin

(Several hours before the funeral, | went to have some
ume alone with my father’s body ) | can scarcely describe
what | saw and felt

My father. | say. was ninety-two In his latter years he
had wonderfully chiseled wrinkles. | had helped to put them
there His cheeks were deeply sunken; his lips pale. He was
an old man There 1s a kind of giory in the face of an old
man. Not so with the strange: laying there. They had my
Papa looking like he was fifty-two Cotton stuffed in his
cheeks had erased the best wrinkles Make-up powder and
rouge plastered his face way up into his hair and around
his neck and ears. His lips were painted. He he looked
ready to step before the footlights of the matinee perfor-
mance
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| fiercely wanted to pluck out the cotton but was afraid
At the least the makeup could come off | called for alcohol
and linens A very reluctant mortician brought them to me
And | began the restoraion As the powder. the rouge. the
hipstick disappeared, the stranger grew older He never
recovered the look of his ninety-two years but in the end
the man in the cotfin became my Papa

The sun had already fallen behind the ridge when we
came to the burial ground It was on a remote New England
hillside | remember clearly the sharp, cold air and how
the very chill made me feel keenly alive | remember also
how the dark shadows dancing on the hills reminded me of
ite But | remember most of all the clean smell of God's
good earth freshly turned 3

| say | smelled the fresh earth There was none to be
seen What | did see 's difficult 1o believe | mean the green
stuff Someone had come before us and covered that good
wonderful raw dirt. every clod of . with green stuff
Everything. every scar of the grave. was concealed under
simulated grass Just as if nothing had been disturbed here
Just as if nothing were going on here Just as if nothing at
all were happening What an offense against nature,
against history. against Papa. against us. against God

| wanted to scream | wanted to cry out to the whole
world. "Something /s going on here. something greal.
something significantly human Look! Everybody, look! here
s my father’s death /t s going on here!”

The banks of flowers upon the green facade only added
to the deception. Was 1t all contrived to pretend at this last
moment that my father was not really dead after all? Was it
not insisting that death 1s not important, not a hvely partol
our lives, not thoroughly human, not bestowed by the Final
one? Suddenly the great lie took on cesmic proportion. And
suddenly | was physically sick

This ime | didn't want to scream | experienced an acute
urge to vomit

A sister sensitively perceived all this and understood
She pushed to my side and gave me courage Together we
laid aside the banks of flowers Together we rolled backthe
carpet of deceit God's good wonderful clean earth lay once
again unashamedly naked | drank it into my being. The
nausea passed

(The funeral rites had three parts First was the
rememoering of the great ones of the faith—Abraham
Amos, Paul, Jesus. Luther ) The heroic words from Job 1
what | meant to recite Naked | came from my mothers
womb. and naked shall | return. the Lord gave. <nd the Lord
has taken away. blessed be the name of the Lord Wha!
came from my lips were the words of Paul. “If | live. | v
unto the Lord. if | die, | die unto the Lord; so whether | Ive
or whether | die. | am the Lord's’

i
l

(The secona part of the service was to sINg a song, a
song special to Papa. The hymn was written by a friend of
Papa’s.)

God moves in a mysterious way.
his wonders to perform

He plants his footsteps on the sea
and rides upon the storm.

Blind unbelief is sure to err
and scan His works in vain

God 1s His own interprater
and He shall make 11 plain

(The third part was to affirm that P,
because creation s good ) This | sym|
stooped low. three times | plunged m
loose earth beside the open pit, and t
good earth upon my Papa within his grave. And all the
while | sang forth the majestic three-fold formula, IN THE
NAME OF THE FATHER AND OF THE SON ANDYOF THE

HOLY GHOST
AMEN ) {And some of the people present said

apa’s death was good
bolized Three imes |
y hands deep into the
hree imes | threw that

Used with permission of the Ecumenical Insttute Chicago




SESSION V—WHAT IS IMMORTALITY ABOUT?

Before doing this activity:

1 Have newsprint or chalkboards
available for each group on which they
can make lists

2 The room should be arranged so
each group can sit together facing the
other group with a single chair in front
of each group for the person speaking

Before doing this activity:

1 Have hsted on a chalkboard or
vewsprint the following five words or
phrases

1 Biological

2 Creative

3 Religious

4 Natural

5 Experienual transcendence

2 Decide who should read “Modes
of linmortalny.” Learning Resource
#10. page 27

b

1) EXPLORING THE "BIOLOGICAL" MODE OF IMMORTALITY
Get s(a_r(ed by saying something such as

The purpose of this session Is to provide an opportunity for 9
aware of the means through which persons create a sense of immortality and
considering examples of the “modes of immortality ”

POSSIBELE SCHEDULE AND ACTIVITIES:

| 20 min.—Considering how life would ba if we didn't die

i1 10 min —Identifying "Modes of Immortality *

Il 50 min —Exploring some of the “Modes of Immortality “ Choose among
the following (1) biological—20 minutes (2) creatve—(a) ist—20 minutes.
(b) field np 1o graveyard or obituanes—20 minutes {3) naiural—10 minutes

IV 10 min —Worship

SUGGESTED PROCESS:

| As an introduction to consideration of immortality, help the group con-
sider what life would be like if we didn't d.e. Remind them of the story of the
Struldbruggs suggested for Session !, Learning Resource #2. p. 9. If it was nal
used in Session |, it could be used here To start the session. say something
such as

Have you ever thought it would be great to live forever? Let’s work on that
possibility. Let’s divide into two groups— one will be the group that doesn't die
The other group has discovered a medication that would allow them to live
forever also. To prepare for this life-prolonging possibility, each group should
meet separately first for no more than five minutes. Group one should list
reasons for saying “yes” or “no” to recommending life forever to Group Two
Group Two should list reasons why they might want or not want to live forever.
Group One will necessarily describe how life is, living forever. Is it the way it
was with the Struldbruggs—just getting older? Or how is it?

After five minutes, call the groups together for the discussion. Ask themto
identify who will speak for the group. Note that anyone can give ideas to the
one speaking or can replace the one in the speaker’s chair by tapping that per-
son on the shoulder. Questions that might need to be injected into the discus:
sion il they aren't raised by either group include: What does it feel like to live
forever? What values are there in living so long? What changes have been seen
in the longer lifetimes? How would Iife change if persons could live forever?

After a few minutes of interchange, ask the groups to vote with a secrel
ballot on whether to recommend that Group Two should be allowed to take the
medication and therefore live forever Count the votes in each group separate:
ly Talk about what differences there are, if any

Il IDENTIFYING "MODES OF IMMORTALITY"

Make the transition to this activity by saying something such as

Regardless of our vote about living forever, the reality is that all of us are 9o-
ing to die. At least that appears to be the case as far as we now know. Bm
human, we not only die physical deaths, we also work at ways of providing
significance to life and of having a sense of continuity with the past and the
future. A medicel doctor, Robert Lifton identifies five modes of immortality &
means by which humans develop concepts. images, and symbols that give IM"
that needed sense of significance and continuity. He déscribes the five with
these words:

Ask someone to read "Modes of Immortality.” Learning Resource #10.9
27 After the reading, note the listing prepared ahead of ime

Il EXPLORATION OF SOME OF LIFTON'S CATEGORIES

Let the group know that all will have the opportunity for working on thé
religious mode of immortality in the next session
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immortality family and generational continuity. One

of that ity is the ing on of traditi the iencis
of having roots in the past. Another is the sense of relationship l; the pa;
through parents and grandparents and to the future through children.

aj The book and TV movie series “Roots" pointed up the way in which peo-
ple yearn for a connectedness with the past. What are some stories from your
family's past that you know? Those of you who have known your grandparents,
what havla you learned from them? What are some ways in which you identifty
yourself in terms of your ancestors? How does being related to people of the past
enhance life in the present and give courage for the future? Or does it?

b) {rg the play “Fiddler on the Roof”* one of the songs stressed the necessity
dmdmon_ as a way of keeping the values of the culture slive. What traditions
are there in your family and in your congregation that help you to maintain a
sense of continuity with the past? What traditions and values would you want to
be sure to pass on to another generation— either your own biological children or
to the young in general?

2) EXPLORING THE CREATIVE MODE OF IMMORTALITY

Ggl started by saying something such as

Lifton describes the creative mode of immortality as that in which we live on
through the work we do and the influence we have on others— the work of ar-
lists, scientis thinkers, builders or the infl that ordinar;
those around them. SRR

a) Listing people and why they are remembered Ask each person 1o make a
Ist of persons they remember and a word or two about why they are
remembered. Remind them to include all areas of Iife—personal, political,
economic, cultural, from several periods of history and from places and
cultures around the world Alfter about five minutes, ask how many are on the
ists. Suggest that they work two more minutes and be prepared to share. Make
agroup hist by having each person name three from the individual list After
geling names from each person. ask who else needs 1o be listed

Reflect on the list by asking questions such as

What categories of people do most of us remember?

:thl do people do that make us remember them?

re any group of people missing from our list (wome,
Pl f n, people from other
*Mﬂrmh: ln/'a,uh/d that be so? If you had the possibility for having a conversation
; of the persons listed (or someone else not on the list)

g b t). who would you

b) Visiting graveyards or writing obituaries If you visit the graveyard. have
!ic!\ one pick out a gravestone and tell an \Mmaginary story about the dead per-
:::al‘::a an: why they are remembered Ask them to write their own epitaph—

words or phrases to be placed on their gravestones—which k

fow they want 1o be remembered ki

Or. look at the obituaries in a newspaper of news magazne Ask them to
wite their own obituaries or a news-story —wrnitten about their own lives at the
'me of death on some chosen date in the future

In either case. you will want to have a time of reflection about the ex-
Penence, as}ung questions and making comments such as

What did you like about this activity we've been doing?

What bqhand you, if anything, about it?

zhh:,' d;’d you learn about yourself? about other people?

things did you decide are important abo: 7

Pt pii g port ut your own life and that of

3 E:PlORING THE NATURAL MODE OF IMMORTALITY
rlfoduce this mode of immortality with something such as
The qu;nnl mode of immortality is that which is concerned with our
P 10 nature itself. It's the natural cycle of the changi) seasons, of th
%nse of the natural rhythm of seed, fruit, flower, seed. o .
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It someone in the group has a record or
tape of the “Tradimon” song Irom the
musical. you might want to play it

Before doing this activity:

1 Have paper and pencils and a
place where people can write Have
newsprint or chalkboard available for
making the group list

Before doing this activity:

1 Decide whether it would be more
appropriate for your group 1o wisit the
graveyard to get nformation from
Qravestones or to use obituaries from
newspapers or magazines as a source
of statements about people’s lives




Pcetry, music and art provide images that are part of the natural mede ol
immortality. Use any of the following as resource for a discussion about the
secular ways of Easter being an expression of this mode of immortality After
hearing or seeing the art pieces suggested. if available. ask questions such as

Name some of the ways in which we celebrate Easter that are part of this
mode of immortality. Betsy's statement on Easter (Learning Resource #6, page
18 used in Session Ill) spoke of cats and kittens, crocus blooming and new
dresses.

a) Aaron Copeland's "Appalachian Spring” 1s a musical celebration of life
renewed Play the record and have persons share the images that came to their
minds as they histened

b) Picasso’s painting “Guernmica” has a single flower growing in the midst o
the carnage He placed it near the center aboui one-sixth up from the bottom of
the paining Copies of the painting can be found in art books from a library A
small copy of it was printed on page 16 of the 31 October 77 issue of
Newsweek

¢) Viktor Frank! in his book Man's Search for Meaning: From Death-Camp to
Existentialism 1ells the story of a young woman who knew that she was going to
die but who was cheerful in spite of that knowledge In a conversation with
Frankl, she pointed to the branch of a chestnut tree with two blossoms and told
him that she often talked with the tree When he asked her if the tree rephed
she said “Yes ~When asked what it said 1o her. she answered. "It said to me, |
am here—I| am here—| am life, eternal hfe "*

William Barclay in his commentary on | Corinthians 15 12-19 1ells the
story to illustrate the triumph of hife over death A Harvest festival vias planned
in a church in London during the war years Among the gifts gathered for the
thanksgiving service was a sheaf of corn On Saturday night the church was
bombed and in ruins. Months passed When spring came, green shools ap-
peared and by autumn there was a flourishing patch of corn growing in the
rubble **

IV WORSHIP
HYMN FAIREST LORD JESUS
Psalm 1458-9, 18-19
HYMN O LOVE THAT WILL NOT LET ME GO
Gospel Matthew 6 .25-30
PRAYER

O thou great mystery. open our eyes and ears 10 all the ways 1n which the
truth about hife is revealed to us Knowing that our physical life as we now know
it does not continue forever, we need your heip in translating the signs in the
world around us that life goes on. that you, our God. will care for us whether
we want that or not In our concern for the past and our hope for the future.
may we catch a glmpse of the possibility that the present holds for us. We see
your truth reflected in the natural rhythms of hfe and in our own urges 1o be
known beyond our hifetimes, May we so live that what we are and how we aré
remembered 1s known 1o be in your hands rather than in our own feeble efforts
In the name of the one who was able to use any situation for witness to thy
truth, Jesus Christ, our Lord, Amen

*Washington Square Press, New York 19689 p 104-110
**William Barclay. The Letters to the Corinthians, 5t Andrew Press. Edinburgh. 196!
paperback ediion. p 166
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LEARNING RESOURCE #10

Robert Jay Lilton. M D, in a filmstrip on “The Meaning
ol Death” uses the following words to identify ways in
which human beings develop concepts, images. and sym-
bols that give a sense ol significance to our experiences.
including death

I think all of us have a need to symbolize a sense of
nistorical continuity This 1s part of our sense of belonging
to history and being part of our culture And | think these
symbolizations of immoriality take piace oroadly speaking,

in five different modes

The first mode 15 that of the biological. or the bio-
social. the sense that | have that | live on in my children in
an endless chain of biological attachment

The second mode s what | call the creative mode. the
sense that | live on through my works. whether these are
the works of talented arusts. or scientists, or the more hum-
ble /mpact of ordinary people on other people around
them The sense of what we do. the feelings that we ex-
press, have some sort of life beyond the moment in the way
they continue 1o atfect others
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A third mode of symbolic immortality 1s the religious
mode. That's the notion that ane will live on in a Iife after
death, but more universally It's the idea of some degree of
spinitual attainment that helps one to transcend death and
accept it

‘A tourth mode has to do with one's relationship to
nature itself. the idea of eternal nature This was, of course,
enormously important for the Japanese, as | discovered in
my work with them, especially in relationship to the atomic
bomb And ‘he appearance of cherry bigssoms and other
forms of natural growth eventually—after the bomb had
fallen—was of the areatest /importance to their sense of
recovery and renewal

Finally, there is a fifth mode. and that is a psychic state
SO Inténse that time and death disappear | call that mode
that of experiential transcendence. but 1t 1s related 10 much
of the interest in meditation

From “The Meaning of Death from DEATH AND DYING CLOS
ING THE CIRCLE Copynight © 18975 1977 by Gudance
Associates Reprinted by permission of Guidance Associates




SESSION VI—HOW DO WE RELATE TO MATTERS
OF LIFE AND DEATH IN A CHRISTIAN SENSE?

You will, of course, need to adapt these
words to fit what has actually hap-
pened during the previous sessions of
this study

Bofore doing this activity:

1 Decide how to present the content
from Learning Resources #11 and #12,
pp. 30 and 31 Two persons could be
asked to read the two accounts to the
group or they could be asked to read
them and report to the group on the
content. Note that it will be difficult—it
not impossible for the group to discuss
the issues unless the content s
presented 10 them clearly

The purpose of this session 1s to provide an opportunity for reflection on
the reports of those near death about the passage from life to death, for ‘iscus-
sion of biblical accounts of the resurrection, and for strugghng with our un-
derstandings of life and death in a Christian sense

POSSIBLE SCHEDULE AND ACTIVITIES:
| 5 min —Introduction and review
Il 25 min —Consideranion of reports oi those near dean
Il 45 min —Bible study of rasurrection accounts
IV 15 min —Worship

SUGGESTED PROCESS:
| INTRODUCTION AND REVIEW

Introduce the session by saying something like

In our consideration of matters of life and death, we have dealit with the fact
of physical death as part of being human, have practiced ways of being with per-
sons who know they are dying, have begun work on how to deal with griel
through funerals, and have begun to talk about modes of immortality. In this ses-
sion, we will work with the religi mode of i lity. Robert Lifton de-
scribes the religious mode as the notion that one will live on in a life after death
but more universally. We'll look at the religious mode in two ways: First, many
people are interpreting the experience of those who return from the brink of dy-
ing or those who report being with persons as they die as evidence of life con-
tinuing after physical death in another form. Second, the basis of the Christisn
faith rests on the conviction that whether living or dead we are the Lord's and
that Christ showed us in his death and resurrection the truth that the One who
created us and sustains us throughout life will not abandon us when physical
life ends.

II. CONSIDERATION OF REPORTS OF THOSE NEAR DEATH

Introduce this section by saying something like

Elisabeth Kubler-Ross, Raymond Moody and others have interviewed per-
sons who have returned from near-death experiences. An article by Daniel
Goleman reports on this phenomenon. Let’s listen as the article is read Listen
for whether you agree or disagree with the points of view presented. Think sbout
whether the reports of these experiences are accurate. Another part of the same
magazine article was an insert on the page called “The Art of Dying'"* about the
Tibetan Book of the Dead. As it is read compare the viewpoints with those in
the other article and with your point of view.

Have the two accounts read/reported on. And as a way of getting the ds-
cussion going. ask questions like

Elisabeth Kubler-Ross is reported to believe that there is another existence
ofter life and death on earth. How does her description fit with other ideas you
have about death and the hereafter? Why is the lexity of death an issue
related to believing or not believing the reports of tnose near death?

The Tibetan Book of the Dead is reported to be about life instead of desih
and that birth and death occur throughout life preparing us for the moments o
physical death. Do you agree with their statement that “If we learn to ded
smoothly with these small deaths, then the moments of physical death will not
overwhelm us.”

You may want to do a values-continuum by indicating a line on the floo’
and asking persons 10 stand along that line at the point of their current beirels
One end of the continuum would be “there is no life after physical death” a
the other would be “ife in some form continues after physical death ~ Thost
who are undecided could stand in the middle of the line

Stress the fact that no one really knows the answer and that anyone’s 0p"
nion 1s an all nght one
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Ask whether anyone is able 10 talk abo
-] ut why they chose to stai
they did They may not be able 1o state reasons. but only that it felt ”;:lWhOlG

W BIBLE STUDY OF RESURRECTION ACCOUNTS
Ask groups of two or three persons to re
ad the followin
pupalaed'l‘a r:nou 'u'n their own words who was there, and wgaeahs::g::s:ndvz:
may want 10 have them list the basic ideas on a sheet of n
the similarity of the gospel accounts will be evident e
Irn'::oduce this section by saying something like

resurrection of Christ is a central event in /84!

g the Christian taith. It j:
2::'7::* ml‘l’l’l four of the gospels Pet sachied ii. Paui wrote letters abm:; :lf
e p:y D'; - sm”“lon, r’.:r,ru gories: the gospel of finding lh;

2 e presence of Chri. Z spel
Paul's experience and writings. A il it %406,
In the descriptions below, it 15 not intend
i ed that these should be all thay'
;o:‘s;::s;o'esaa; ::0‘\: the passages They are provided as possible respon::a:
1 € passages might mak
b i b ght make The responses that are actually

THE EMPTY TOMB STORIES

Mark 16:1-8— Mary Magdalene. Salom

S €. and Mary the mother of
ompz'l‘c;;'n'l; vzo;l;glzanh:ayur'\a he is not here', trembling, aslomshmstal':;s.
- 1-10—Mary Magdalene and the other Mar: h i
a tomb rolled away, an angel saying el s
m 9 "He is not here Tell th, B

nsen " fear, gveal |0y. Jesus met them and told them not to be :f:ja'ns;m‘es het
olMI’.ult’o ZlaI-II—Mavy Magdalene, Joanna. Mary the mother of James and

s, foun slor\e rolled away. perplexed wo men said “Why seek the livin
among the dead?” told aposties but were not believed e

John 20:1-18—Mary Maadalene found 1omb empty. found Simon Peter

him until he said her name. she went and told disciples

OTHER APPEARANCES
Luke 24 13-35
treaking of bread
John 20 19-25 —Easter night to apostl
John 20 26-29 —eight days later P A Thomsafockies

John 21—
R at the sea when the disciples were fishing Luke 24

—Iwo apostles on road to Emmaus, recognized Jesus in

’AU:CS EXPERIENCE AND WRITINGS
15 8.1-9—Paul's experience on th
e Damascus road | Co

'Sareminder by Paul that the gospel which he preached 1s ko

—an experience of grace to be received,

=that in which the Christian stands,

l-cl:e (i;‘ound of salvation if it s held fast in memory

finthians 15 3-11 —rehearsal of ¥
l'o".ﬂ;ﬂd prs i ltimos the events of Christ s death. resurrec-
mans 14 7-9—statement 1n four diff
erent

Oead, whether ving or dying. we are the Lord's o R O

V WORSHIP

All of us, without ex, ion, m e f & lov e invols rief,
L ception, must die. Death of g |, 7 7
; @ loved one involves grief,
oain, sorrow, Ios.: For the Christian, finally, death is seen as triumph rather than

e ;:lae ;f‘nbwms One of Paul's witnesses is in | Corinthians 15:51-58.
o of oty e read | Cor 1551-58 with passion and intensity as a state-
ating by m;‘::;:e':l |:e Christian in the conquest of death Follow the

Immediately into th
;?“me oy o € Singing of one of the following (or
NE IS THE GLORY
TH WHERE IS THY STING?
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Before doing this activity:

1. You will want to read each of the
Scripture passages that you intend 1o
use Decide whether t IS appropriate
for your group 1o use all that are listed
Be sure to include the passages from |
Corninthians 15 111 and  Romans
14 7.9

If there is not time, only refer 1o these
rather than having them read and ds.
cussed

Be sure in your planning to prowde
enough time to read and talk about
these

Have this one read in several ways In
unison. responsively by phrases. with
one person reading each phrase




THE STRIFE IS O'ER, THE BATTLE IESSDONE

W THAT MY REDEEMER LIV
; KN?hen read Romans 14 7-9 in whatever way the group was most involved at
the end of the study time i

Sing another of the hymns hst ;

P:aeer O God, the Author and Disposer of life, we acknowledge your power
and right both to give and to take away. Though we undarmm{ not the mysteries
of life or death, enable us to receive what comes o us as a g{h from Thaa..Mly
we rest secure in the assurance that one who cares for us during our life will not

abandon us at death. Preserve us from

hless doubts and that we

7 7 love and hope that we may express
ay fully live in joy and peace, abounding in
:;'n:uphynw daily living our trust and faith. In the name of Jesus the Chri+t

Amen.

LEARNING RESOURCE #11

Raymond Moody Jr. a young psychiatrist. pieced
together reports by 150 people that he describes in his
book Life After Life These people had either been
resuscitated after being pronounced dead, had come close
10 dying through njury or iliness. or had been with people
who told them of their experiences as they died The ac-
count does not represent any one person’'s experience, but
contains the points that recur again and again. despite the
variety of people reporting and despite the range of events
that brought them to the brink of death

Two researchers working independently of Moody have
gathered similar evidence of life near death Karlis Osis and
Erlunder Haraldsson. of the American Society of Para-
psychological Research. interviewed doctors and nurses in
America and India who had been at the bedside of patients
who spoke of their experiences as they died Three out
of four patients had visions of a religious figure or of de-
ceased loved ones who had come to take the dying person
away 1o another realm Most of the patents consented to
this invitation 1o die with serenity or elation But those un-
der the nfluence of medical factors that can lead to

hallucinations—diugs. fever. brain injury—were more likely
10 be frightened. and even scream for help

This evidence shows that people near death have certain
common wvisions that differ from ordina'y hallucinations
and that vary according to culture While Moody s reluc-
tant to claim such evidence means we survive death, Osis
and Haraldsson leave the question open, saying all their
data allows for that possibility. Others. notably psychiatrnist
Elisabeth Kubler-Ross. beieve that the end of the body is
not the end of Iife

Since her first case. Kubler-Ross has collected hundreds
of similar stories from people who have baen declared dead
and then recovered Although her research is independent
of Moody's and of Osis and Haraldsson's, the reports of het
patients match theirs in most major respects they become
detached from their bodies. they feel a sense of elaton and
wholeness, they are drawn toward a light. and they meet
being—often a deceased loved one—who helps them in
the passage from hife 1o death From her research Kubier-
Ross concludes that upon death. we leave the body behind
and gu on 1o another kind of existence Arthur Koestler ar
gues a similar point of view. based on recent advancesin

hysic:
¥ vl(ubsm-ﬁoss' certainty upsets many ol her medical
colleagues. They discount all the testimony of the dying &
proving nothing about survival. but merely showing thal
many people share certair common near-death ex
periences '

Part of the controversy stems from the complexity ©
death We do not die all a once A human hfe has n
sharply defined end What we think of as the moment of
death i1s actually a drawn-out sequence of biologicd
events. The ‘deaths” of the organs and cells that form the
human body occur at ther own rates The death cf the
whole person is a fleeting moment tied to no singlé
1solated organic event

As yet l?\e'e is simply no sure way to know Thisis o'wl
scientific debate of which each of us, in the ead. 1s the find
judge

s 0t
Reponted from PSYCHOLOGY TODAY MAGAZINE Copyng™
1977 2:#1-Daws Pubhishing Company
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LEARNING RESOURCE #12

Whatever reports from the brink of death tell us about
survival. they do reveal that dying can be far less fearsome
than commonly thought The notion that the moment of
death need not be a catastrophe and that, prooerly pre-
pared. a person can die well. 1s an ancient one Manuals on
ars moriendi, the art of dying, circulated throughout Europe
in the Middle Ages Even today. in many traditional cultures
people turn to similar lore to help smooth the passage from
ie 10 death One of the best-known of such manuals is the
Tibetan Book of the Dead, written in the 14th century, and
fust translated into English in 1927 It details the ex-
penence a person will have while dying and for several
weeks after physical death, and tells how to deal with them
This book 1s only a small part of a massive Tibetan literature
on death, dying. and how one should prepare to die well

Recently the 15th Gyalwa Karmapa. the lama who heads
the sect that transmits these instructions on dying. came
from India to found a Tibetan Buddhist monastery in New
York's Dutchess County While he was here | read to him
Raymond Moody's composite account of the dying person’s
expenience (Life After Life, Mockingbird 1975 paper $2 95,
Bantam 1975 paper $195) This account from modern
Americans agreed quite well, he said. with the traditional
Tivetan version of the moments of dying. Most details, in
fact, were 1dentical the iniual confusion the barrage of
noises. the ascent through a tunnel. the wision of a hight,
the being who meets the dying person (a fearsome deity in
the Tibetan account), and the review of one's Iife

In @ recent translaton of the Tibetan Book of the
Dead, the lama Chogyam Trungpa explains that while the
text 1s ostensibly written for the dying. 1t isn fact about life

For Tibetans, death is but one moment 1n a continuous
llow of experiences that extend from before birth 10 beyond
death The way one has lived will determine how one meets
death In one sense. birth and death recur continually
throughout a person’s life The large and small transitions
of growth each entail a partial death of what we leave
behind &'s well as a new beginning At a different level. each
moment creates an instant reality which in turn passes
away All life. then, 1s a rehearsal for dying If we learn 1o
deal smoothly with these small deaths. then the moments
of physical death will not overwhelm us

D!Dlndmg on their own beliefs, Americans can either
ccepl the Tibetan Book of the Dead as profound leral
th or reject it as an innocuous cultural delusion
Whatever our attitudes. 1t seems clear that. for those who
accept it, such a manual is a useful tool for dying

Moody found that most of those who had returned from
"ear death no longer feared dying But when they tried 1o
tell others what had happened to them. they were met only
b scolfing or indifference. The lack of atext similar to the
Tibetan Book of the Dead in our own culture reflects our
9emal of the 'nevitable end Perhaps the testimony from the
border of death that Moody. Kubler-Ross. and others are
Sathering wi| someday form the basis of an Amercan
Manual in the art of dying

ey
_9;‘ennmua from PSYCHOLOGY TODAY MAGAZINE Copynght ©
7 2M.Daws Publishing Company
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RESOURCES

Films and fimstrips available from Mass Media Ministries. 2116
North Charles. Balumore MD 21218 (301) 727-3270 or 1720
Chouteau, St Louis. MO 63103 (314) 436.0418

FILMS

GIFT OF LIFE—20 min , color, $20 rental. @ poetic view of lite from
Lirth 10 death emphasizing a Christian perspective, highlighted
by scriptural text from The Living Bible—Psalm 139. | Corin-
thians 13. Romans 5. Psalm 23 Sessions | and VI

TO BE AWARE OF DEATH—15 min color. $20 rental. one of nine
tims n the CIRCLE OF UFE senes—contains personal
testmony of youth in a seminar seting about their expernence
with and feelings about death Poetic images of death are
shown Session |

AN OCCURRENCE AT OWL CREEK BRIDGE—27 min, b & w

$17 50 rental, Academy Award Winner in 1963 for best live ac-
tion short liim—A man's feelings. perceptions thoughts
realizations as he is hanged Sessions Il and VI

DEATH OF A PEASANT—10 min color. $15 rental, a Yugoslav
peasant escapes from a German hning squad They chase tum
on horses He manages to ger 10 his own farm where he kills
himsell in a gesture of self-assertion Dramanzation of an actual
event Session Il

BRIAN'S SONG—75 min color, §150 rental the triendship ot
Gale Sayers and Brian Piccolo, teammates on the Chicago
Bears, from is beginning at raining camp in 1965 10 its end
with Brian s death from cancer in 1970 at the age of 26 Ses-
sion Il

DEATH BE NOT PROUD—81 min _ color $90 rental. sixteen-year-
old Johnny Gunther 1s dying of a brain tumor — A flowing affir
mation of the nobility of even the shortest of lives ” Session NI
and IV

THINGS IN THEIR SEASON—81 min . color $75 rental, Peg Ger-
lach's “imminent death from leukemia forces words to be
spaken. truths 1o be deall with and lives to be evaluated = Ses-
sion 1)

THOUGH | WALK THROUGH THE VALLEY—30 min . color, $25
rental. the 1ast six months of Iife of @ man who knows he is dy-
'ng of cancer Session Il

TiE GREAT AMERICAN FUNERAL—54 min. b & w. 512 50 rental
documentary done by CBS news in 1963




FILMSTRIPS

PERSPECTIVES ON DEATH—Two part color hilmstrip set with tape
cassettes. $50 purchase Part 1 “Toward an Acceptance
Death 15 inevitable and all of us must deal with 1 Five stages of
reacuon 1o dying are described Session | and Il Part 2 The
Right 1o Die wexamines ethical Questions ansing because
modern technology ~an prolong e Session Il

GHAMP A MAN AGES AND DIES —one color himstnp with tape
casselte. $25 h One family's 1 not to let
medical petsons and hospitals decide for them how a loved one
should be allowed to die Session Il and IV

leader s guide $45 purchase 1) all iving things have a lite cy-
cle and death 1s a natural consequence of livng Session | and
V 2) the stages Dr Ehzabeth Kubler-Ross proposes as in
evitable ones as a person faces deatn Session Il

OTHER AUDIO-VISUALS WITH SUPPLIER NOTED WITH EACH
DESCRIPTION.

16 mm. Films.

THOSE WHO MOURN—5 min  color purchase $80, rental $10
Cat No B120 trom Teleketcs. 1220 S Santee St Los
Angeles. CA 80015—struggle of a woman (o accepl her
husband s death moving through a consideration of mourning
both on the personal and universal level Views the cycle of
birth and death as a total reality Session IV

MATTHEW 5 5—5 nun _ color purchase $80. rental 10, Cat No
8123 from Teleketics. 1220 S Santee St Los Angeles CA
90015 —sequence of images of transcendency. of resurrection
of the angoingness ol lite after death Session VI

Shdes.

TEACH MF TO DIE —available as 20 shides with record 515 50 Cat
Nu 9561-R or as 20 shdes with cassette $16 95 Cai No
9662 C from Teleketics 1229 § Santee St, Los Angeles, CA
90015 —Mystery of dying 1s seen by an elderly woman as a
time of giving Session IIl and VI

Filmstrips:
DEATH & DYING—CLOSING THE CIRCLE—3-part color timstrps
with or records, Guid, A 787 Third

Avenue. New York. NY 10017 Part One—'The Meaning of
Death” —interviews with people and therr attitudes toward
death Oeath as a three-part process death anxiety. death guilt
struggle for meaning when loved one dies Outlines five ‘modes
of immortality ~ Session | and V Part Two—"A Time to Mourn. a
Time 1c Choose”—death rituals of other religions and
cultures —describes alternatives 10 the usual Session IV Part
Three — ‘Walk in the World With Me™ —story of Enc Lund who
died of leukemia at 22 as narrated by his mother Session I

BOOKS
See the lilm and himstip hsts above lor the dascnptions ol

GRAMP—Mark Jury and Dan Jury. Grossman. paperback $5 95
LIVING AND DYING. Robert Jay Ufton & Enc Olson. Praeger
Publishers $5 95

ERIC—Donss Lund. J B L b $7 95
Dell 51 75 (see notes under Death & Dying —Closing the Cu-
cle)

DEATH BE NOT PROUD—A Memoir. John Gunther Perennial
Library. Harper & Row 95¢

SOMEONE YCU LOVF IS DYING—Marun Shepard. Harmony
Books. $7 95—a guide for helping and coping with somecns
dying with line drawings done by his lather who died at home in
1972 alier prolonged cancerous iliness Includes interviews
quotanons. a chapter nf meditations

CONCERNING DEATH A PRACTICAL GUIDE FOR THE LIVING—
edited by Earl A Groliman, Beacon Press $9 95 paperback
$4 95 Twenty selectons which deal with griel. children ang
death. law, insurance, coroner funerals. cemeteries, memorals
suicide. being a widow or widower as well as how 1o call on
and write letters to those who mourn

WE ARE BUT A MOMENT'S SUNLIGHT —edited by Charles S Adler
Gene Stanford. Sheila Mornissey Adler, Pocket Books §1 95—
Fitty selections explore five broad aspects of death and dying
An essay introduces each section and each selection has
preceding comments .

DEATH OUT OF THE CLOSET A CURRICULUM GUIDE TO LIVING
WITH DYING— Gene Stanford and Deborah Perty Bantam
€1 95 Mini-course on death education. listing of poems. lilms
etc  lengthy study guides for several fiction and non-hicton
books

TOO YOUNG TO DIE YOUTH AND SUICIDE—Francine Klagsbumn
Houghton Mitfin. hardback $6 95 Suicide among 15-24 year-
olds has increased rapidly recently This book looks at reasons
lor suicdes and ways of prevenung them Includes case
studies

A MANUAL OF DEATH EDUCATION AND SIMPLE BURIAL eghth
editon—Ernest Morgan Celo Press. 1977 $2 00—64.page
book with four parts— 1) death education. 2) about funeral ane
memonial societies. 3) simple bunal and cremation. and 4) how
the dead can help the living

OTHER TYPES OF RESOURCES
Perspectives on Death designed for use in public school includes
four parts available from Educational Perspectives Associates. Box
312. De Kalb. IL 60015
1 —Audio-visual package $55
@ Funeral customs around the world, 110-trame color filmstro
with cassette
b Death through the eyes of the artist, 87 frames with cassette
¢ Death themes in literature —20-minute cassette of autho's
poets. dramatists
d Death themes in music— 18 -minute cassette of classical
jazz. lolk. modern music
2—An anthology of readings—$2 50— The Individual Sociely
and Death” —193-page text with 24 selections
3— Student activity books for classroom use—$ 1 50
4—Teacher's resource book—$2 00 —six-week unit with daly
lesson plans. suggestions, biblhiography and vocabulary lishng

Horizons in the Life Cycle, Inc,—a non-profit educanond
organization —Membership allows access to print and audio-visud!
malenials on birth. aging. dying and other life cycle topics, an infer-
mation packet sent six times annually, and seminars. workshops an
conferences in the New York City area Membership s $1£ (51
persons over 65 years) —290 Wast End Avenue al 74th Street het
York NY 10023 (212)873-0700
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Beginnings & Endings

“In death two worlds meet with a kiss: this world
going out and the future world coming in."

Talmud J. Yebamot 57a

LIST ALL THE THINGS YOU CAN THAT
HAVE A BEGINNING AND AN END:

<,

conver setione sthe <clhool

%gmc;.,‘\'keToruk\,

LIST ALL THE THINGS YOU CAN THAT
HAVE NO BEGINNING OR END:

—_—

You prabably noticed that the Torah appeared
on both lists. Is this possible?

With your group, read and translate Genesis
1:1-5 from the Torah scroll. These are the first
verses in the Torah. Then help each other to roll
the scroll to the very end and read and translate
Deuleronomy 34. Roll it back again to the begin-
ning, letting everyone have a chance to help, and
once again read the Genesis passage.

Every year on the festival of Simchat Torah we
finish reading the passage from Deuteronomy and
begin again reading the Torah with Genesis, We
leave the Synagogue not with a feeling of sadness
and ending, but in the spirit of joy which marks
the celebration of a creation, a beginning, a birth,
And 50 we see that the Torah has a beginning and
anend and yet it goes on continually. Its cycle
never ends,

: Every life also has a beginning and an end, yet
life goes on. New births occur every day and the
Cycle of life is never ending.

Sentence Completion:

When the Torah was rolled from Genesis to
Deuteronomy, | felt

In what ways is the rolling of the Torah from
beginning to end like life?

—_—

Unlike life?

What is the difference between the story at the
beginning of the Torah and at the end?

How did it feel to hear creation, death, and
then creation again?
R

In the Jewish tradition a human being is com-
pared to the scroll of the Torah. If the Torah is
burned, Jews rend (tear) their clothes. This is also
done when a person dies, The remains of both the
Torah and a person are considered holy and must
be respected. Each of us is said to write our own
Torah scroll through our lives. Can you add any
more ways that human life is like or unlike the

| Torah scroll?
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My Feelings About Death

A baby enters the world with closed hands as if
to say, ‘The world is mine;’ a person leaves with

hands open, as if to say 'l can take nothing with

gt

Ecclesiastes Rabbah 5:14

WHAT DO YOU THINK OF AND WHAT DO
YOU FEEL WHEN YOU SEE OR HEAR THE
WORD DEATH?

Write down everything that the word suggests
to you. Put your questions, thoughts, fears and
wishes in the envelope provided by your teacher.
You are the only person who will see what you
write unless you decide to share some of them
with the group.

|} {3k One of the books of the Bible, Ecclesiastes, has
this very famous poem in it. You may have heard
it on a record called “Turn, Turn, Turn."”

To everything there is a season,

And a time to every purpose under heaven.

A time to be born, and a time to die;

A time to plant, and a time to pluck up that
which is planted;

A time to kill, and a time to heal

A time to break down, and a time to build up;

A time to weep, and a time to laugh;

A time to mourn, and a time to dance;

A time to cast away stones, and a time to
gather stones together;

A time to embrace, and a time to refrain from
embracing;

A time to seek, and a time to lose;

A time to keep, and a time to cast away;

A time to rend, and a time to sew;

A time to keep silence, and a time to speak;

A time to love, and a time to hate;

A time for war, and a time for peace.

JPS Translation, 1917

Can you think of a good time for each of the
things mentioned in the poem? Write your ideas
in the space provided.

Did you think of a good time to die? Is there
really a good time to die? What is it about death
that makes us afraid?

Think about your answers to these questions,
In the rest of this Mini-course you will be studying
abot_n death, burial customs and mourning in the
J_ewnsh tradition. You will probe questions about
life after death and discuss some of the emotions
Pﬁiople feel when someone they love dies. You
Will also have a chance to learn how some other
Cultures deal with death.

There is a place in the back of this booklet for
Your thoughts as the unit progresses, a kind of

lc.umal for questions, comments or notes you
Wish to make about our subject.




The Funeral

In the first century, Rabban Gamaliel ordered
that all Jews, rich and poor alike, should be
buried in simple white clothes and in a plain
wooden box. In this way, all were equal in death,
Cremation or burial in concrete vaults is not
permitted.

Burial must take place as soon as possible,
usually within a day after death. However, no
burials may take place on Shabbat or on a festival.
Often, in modern times, funerals are postponed
for longer periods to allow time for distant friends
and relatives to arrive.

Traditionally, funerals were rarely held in the
synagogue except for great community leaders
and scholars. However, the home, the synagogue,
a chapel and the cemetery are all acceptable
places for a funeral. At a traditional funeral there
is no music. A bag of earth from the Holy Land is
buried with the person, symbolic of the wish of
many Jews to be buried there.

At the funeral family members and friends act
as pallbearers and carry the casket to the grave-
side. To walk with the dead to burial is an
example of chesed shel emet (a truthful, sincere
act of loving kindness without hidden motives).

Flowers are not encouraged, but a donation to
charity should be made instead. Psalms are recited.
A eulogy, or tribute (chesped) is usually spoken
which praises the deceased and expresses the loss
felt by the mourners and the community. A
special prayer, £/ Malay Rachamim, is recited
which asks God to give perfect rest to the soul of
the dead person. The casket is lowered and every-
one present helps to shovel the dirt and fill the
grave. Although it may seem very harsh to ask
mourners to do this, it actually helps them to
realize the finality of their loved one's death,

Before the body is buried, family members
rend, or tear, their clothes as a symbol of their
grief and of the “tear”” which the death has made
in their lives. This is called keriah, and is a very
old custom, dating back to the Bible (Il Samuel
13:31). Sometimes this is done at the moment of
hearing of a death, or before burial and after the
funeral service. The following blessing is then said:
"“Blessed art Thou, the true Judge."”

After the grave is filled the mourner’s Kaddish is
said. Mourners leave by passing between parallel
lines of those attending, who say, “May the Lord
comfort you among the other mourners of Zion
and Jerusalem.” Before entering the house of
mourning, all wash their hands.

|

|

|

What do you think are important things to be said |
in a eulogy? l
|

Write a “eulogy” for a Jewish person you know :
or for a famous Jewish person:

help the mourners?

|
In what ways do the rituals of a Jewish funeral l
|

In what ways are they not helpful?

Why do you think we have funeral services?

Are funerals services or rituals for the living or for '
the dead?

— A

Comforting the Mourner

In Judaism it is a sacred obligation to comfort
the mourner and it is a mitzvah to pay a condo-
lence call. Generally, these visits take place only
after the burial, allowing time for the mourners
to become ready to see visitors. The Mishnah
states that immediately after a death, one should
not try to console a mourner (Pirke Avot |V:23).

The first meal after the burial, the seudat
havra‘ah, (the meal of comfort), is provided by
neighbors, friends or relatives. This was once the
task of the Chevra Kaddisha. The meal usually
consists of hardboiled eggs, bread and lentils. Eggs
are a symbol of mourning, their roundness repre-
senting the continuous nature of life. Bread is the

staff of life. We are not sure why lentils are served.
Some say it is because they are round, representing

either the wheel of fate that spares no one or the
continuous nature of life’s cycle. These reasons
could apply to eggs as well.

At this time, mourners like to reminisce, to
mention the good qualities of the deceased and
the good times they had together, It is better to
talk about the dead person than to ignore the
death. The talking helps the mourners to work
(lhrough their grief. The condolence call isnota
time to be lighthearted and the atmosphere should
not seem like a party. It is a time to show your
concern and give comfort to the bereaved through
Support and by just being there,

‘Silence can also be comforting. Job's friends sat
with him for seven days in silence (Job 2:13).

If it is not possible to make a condolence call,
then a note or card should be sent expressing
Sympathy and letting the bereaved family know
that you are thinking of them.

What a_re some things you could say to someone
mourning a dear one?

Which would you prefer, silence or conversation
during a condolence call. Why? How does silence
usually affect you?

The following letter is an actual letter received
by one of the authors when her father died.

Do you think that this is a good letter? Why
or why not?

Write your own letter of condolence to a
friend here:




The Mourning Calendar

The following descriptions of Shiva, Shioshim
and the year reflect traditional mourning practices.

Shiva

Shiva begins on the day of the burial and ends
the morning of the seventh day after morning
services. During this time the mourner gradually
comes out of the shock and begins to be able to
talk about the loss and to be comforted by
others. On Shabbat there is no mourning, but
the shiva resumes when Shabbat is over. If a fes:
tival occurs during the week of shiva, then the
shiva does not resume.

Shiva usually takes place in the home where
the deccased lived. Mourners and guests sit on
low stools or boxes. The mirrors are covered.
No leather shoes are permitted, only slippers,
canvas or rubber shoes. Men do not shave or
cut their hair; women do not wear cosmetics.
No festivities are allowed. Only the hands and
face may be washed, but soiled clothes may be
changed. A lamp is Lurned in memory of the
deceased all week long, Morning and evening
prayers are said at which time Psalms are read
and Kadcdish is recited.

Rank order the things you would want to talk
about if you were sitting shiva:

— Your memories of the person who
died
A recent TV show
How sad you feel
Explain your ranking.

Shloshim

Shloshim is the period from the end of the
shiva through the 30th day after burial. This
period is also shortened if a major festival occurs
during the 30 days. During the shloshim some of
the practices of the shiva are continued, such as
no shaving or haircutting, bathing or wearing
new clothes. Weddings are not celebrated, no
parties with music are permitted and mourners
do not appear at public gatherings or places of
entertainment. When these 30 days are over,
mourning is over for all relatives other than a
parent.

The Year

Mourning for a parent does not end until 12
Hebrew months have passed since the day of
death. During all of this period, joyous events,
dinners with music, theatres and concerts are
avoided. Kaddish is said daily by sons for 11
months. If there is no son, a family will often
hire someone to say the Kaddish each day.

A Prayer

Hallowed and enhanced may He be throughout
the world of His own creation. May He cause
His sovereignty soon to be accepted, during our
life and the life of all Israel. And let us say:
Amen.

May He be praised throughout all time.

Glorified and celebrated, lauded and praised,
acclaimed and honored, extolled and exalted
may the Holy One be, far beyond all song and
psalm, beyond all tributes which man can utter.
And let us say: Amen.

Let there be abundant peace from Heaven, with
life’s goodness for us and for all the people
Israel. And let us say: Amen,

He who brings peace to H's universe will bring
peace to us and to all the people Israel. And let
us say: Amen.

(From The Mahzor for Rosh Hashanah and
Yom Kippur, edited by Rabbi Jules
Harlow. Copyright 1972 by The Rabbin-
ical Assembly. Reprinted by permission of
The Rabbinical Assembly.)

What do you think this prayer is about?

Does it have anything to do with death?

-

Why is it appropriate to say it at funerals and as
mourners?

—_—
—_—
—_—

You probably recognized this prayer as The
Kaddish which is said at various times during
congregational services and by mourners at the
conclusion of each service. The origins of this
prayer are not known. Legend has it that angels
brought it down from the heavens. Some believe
that it was written by Jews in Babylonia during
the exile. Because it is written in Aramaic, many
believe that it was written by the Rabbis of the
Ist or 2nd Centuries C.E.

We do not really know how the Kaddish was
first used, but over the course of time this won-
derful prayer found its way into our prayerbooks
and into our hearts, With minor changes, the
Kaddish is said at the end of biblical or talmudic
public readings (Kaddish d’Rabbanan or Rabbis’
Kaddish). It divides each section of the prayer
service (Chatzi Kaddish or half Kaddish). Prob-
:ably during the early middle ages, it became
identified with mourners,
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Actually, the Kaddish is a prayer of praise to
God. A reading in Gates of Prayer, the New
Union Prayer Book, mentions its wonderful
pewer. “It keeps the living together, and forms
a bridge to the mysterious realm of the dead."”
The reading poses the question, ““Can a people
disappear and be annihilated so long as a child
remembers its parents?”

What is your response to this question?

—_— e

Do you intend to say Kaddish for your parents?
Why or why not?

—
——
—_— e
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Unveiling

Mourners wre not allowed to visit the grave
during shfoshim, but may do so after that. Many
Jewish people visit the graves of loved ones be-
fore Yom Kippur.

Sometimes an unveiling is held at the graveside
at the end of the final mourning period. Psalins
are recited, a brief eulogy may be said, the £/
Malay Rachamim and the Kaddish are said and a
veil or cloth 1s removed from the headstone
(matsevah), and the inscription is read aloud.

Yahrzeit and Yizkor

Every year on the yahrzeit (anniversary) of
the day of death (according to the Hebrew calen
dar), sons recite Kaddish for their mother and/or
father. If they can, they conduct services and
have an aliyah (are called to the Torah). A candle
is lighted on the eve of the yahrzeit which burns
for 24 hours. Some synagogues have memorial
plaques with individual lights which are turned
on when each yahrzeit occurs. Many people visit
the grave on the occasion of the yahrzeit. Tradi
tion recommends that the Torah be studied, that
charity be given and that acts of loving kindness
be performed especially on that day.

At various times throughout the year, special
memorial services are held in synagogues. These
are called Yizkor services and take place on Yom
Kippur, the last day of Sukkot, Pesach and
Shavuot. Yickor may be said for all relatives who
have died and we attend these services through-
out our lives. They are reminders of our parents
and ancestors and encourage us to lead good
lives.

Some people who have not lost parents do not
attend Yizkor services. However, others do
attend in order to say Kaddish for Holocaust
victims who left no survivors behind.

Why do you suppose that some people whose
parents are alive do not attend Yizkor services?

What are other ways to honor the memory of

a loved one besides studying, ligiiing a light,
visiting the grave, giving charity and performing
deeds of loving kindness?

Liberal Practices

I Retorm congregations, sone of the tradi
tons discussed ahove have been modibied. There
s of crending of clothes. The earth s not
shovelled an the grave o the presence of the
moucners 1s not necessary to wash the hands
upon retareang trom the cemetery . Fanerals are
not always beld the day after the death and

watchers are not al Cremation s discour

aged bt s allowed, as are Howers. (Donations
tacharity are preferced to Hlowers ) There s no
tule that says the casket must be plam wood, but
this s recommended The body s usually dressed
A SUE CF dress SOmMetimes o marn s wrapped
Wttt Semple masic s allowed gt the funeral
For the most part o bag of earth from the Holy
Land s notmeluded acthe coffin. T most other
TOSPRETS, CUSTOMS ares the samie

SOME Moutmng practices, such as sitting on
luw stools and covering mirrors have been aban
doned by hiberal Jews. After three days of in
tense mourting, some Reform Jews attend to
businwss A mnyar s not required for a Reform
SEVICE and both o and women can partict
pate Mouriers May attend congregational or
awie funcuons after the shiva. They allow no
music or entertaimment for 30 days, then they
resumie ther regular social nfe. Reform Jews
sy Kadiish tor 12 months, not 11 Some say
it each Shabbat only mstead of on a daily basis
Yahrzeo dates gre determined according 1o the
secular calendar, mistead of the Hebrew calendar

How do you feel about the changes in the
fituals by Retorm Jews?

Do the changes make the ritual more or Tess
meamngful?

Which way do you prefer? Why?

Use this page to write a story or poem about
someone whose friend or relative or pet died. Use
as many of the facts you have just learned about
death, burial and mourning customs in the
Jewish tradition as yOu can.




Funeral and Mourning

Customs
Around the World

“Ah, surely nothing dies but something mourns.”
Byron

China

Chinese death beliefs are based on a combin-
ation of Buddhism, Confucianism, Taoism and
Shamanisin. There is a strong belief in the after-
life and in ancestor worship. Chinese believe that
1) the living owe everything to the dead; 2) the
actions of the spirit world affect the world of
the living; and 3) the dead are concerned only
with their descendents.

After a death occurs, a family elder offers in-
cense in the local temple to attain the goodwill
of the local deity. The family asks a magician to
set a good time for the funeral. The blue and
white lanterns which are hung outside of the
home announce that a death has occurred. A
member of the family bathes the body of the
deceased and wraps it in wadding and dresses it
in clothes. The body remains in the room where
the death occurred until the coffin is made or
brought from storage. (Many elderly Chinese
ask their children to purchase coffins while they
are still alive and healthy. In this way they know
that everything is ready for their death.) Candles
are lit and incense is burned as signs of mourning.
Visitors bring gifts to the family. During the 60
days after a death men do not shave or cut their
hair or beards.

The funeral service is a ritualized procession.
The deceased is carried at the head of the proces-
sion on a sedan chair made of bamboo poles.
Following this come the male mourners. Next
come the female mourners. Friends carry paper
replicas of everything which the body will need
in the world to come and these are burned at the
grave. Women and hired mourn 2rs wail continu-
ously. Wealthy people are buried in their clan’s
burial plot. The poor are usually buried on the
land on which they worked. The paper gifts are
burned and the mourners return home. All traces
which suggest that a death has occurred have
been removed. Three days after the funeral the
mourners return to the cemetery and present
food to the dead. At various times during the
year, the dead are presented with gifts and are
visited.

India

The major religion of India is Hinduism. This
religion teaches that life is a continuous cycle —
a process of life, death and reincarnation back to
life again. The level of one's current social-
religious status (caste) depends on the acts
(karma) which one performed during his or her
previous lifetime

Life is an ongoing process and death is a
natural occurrence, releasing the soul from the
body so that it can continue 1o progress.

When it is clear that a person is near death,
the dying person confesses his sins. His head is
sprinkled with water from the Ganges, a holy
river in India, and smeared with mud from its
banks. After death the body is prepared for
cremation by washing it with special oils and
arranging the limbs in a position of prayer.

Cremation takes place beside a river, prefer-
ably the Ganges. The body is immersed in the
water and placed on the pyre (a heap of logs to
be burned). After a short ceremony, the body
is smeared with clarified butter. The chief
mourner lights the pyre. For a man itislitat
the head; for a woman at the feet. The mourners
march around the pyre but are forbidden to gaze
at the flames. The skull must burst or be broken
during the burning in order to release the soul.
The mourners conclude by taking a purification
bath in the river and making offerings to the
ancestral spirits of the dead.

Three days after cremation, the mourners
gather to collect the bones of the deceased and
to cast them into the river in order to assure the
passage of the individual into heaven. During the
10 days after the funeral, the family is considered
unclean and must follow a variety of rules con-
cerning cooking and what they may eat.

The Plains Indians of
United States s 01 10

The traditional belief of the Sioux is that a
person has four souls, two of which must be
served at funeral rites. One soul never |eaves the
dead body; the other sets out on a four day jour-
ney to the land of the spirits. Both of these souls
possess a ghost-like nature and must be appeased
with sacrifices, gifts, feasts and respectful con-
duct. Friends join the dying person in his lodge.
When the announcement is made that he has
died, they begin to wail, tearing their clothes
and mutilating themselves. One sign of grief is to
hack off one’s hair. Chief male mourners paint
their faces black and refuse to wash themselves
until they give a feast in honor of the dead
relative or kill an enemy. Children are not
allowed to be near a dead person or to see the
body, because the spirit world is too close to the
world of the living at this time.

T_he body of the deceased is prepared for
burial by painting the face red to decorate it and
to preserve it. The hair is clipped from one side
of the head and saved by the family. The body is
dressed in its best clothing and sewed into a
buffalo hide or deer skin. The first step in the
burial process is to place the body on a platform.
After a year of air burial, the body is given earth
burial. For four days the mourners sit around the
platform. Wailing is alternated with the smoking
of a ritual pipe for a 24 hour period. The next
three days are quiet days during which only
gssential work is done. After four days the travel-
ing soul is believed to be a safe distance from the
living and the name of the dead will never be
mentioned again. The mourning does not fully
end until an appropriate length of time has
passed. This depends on the age of the deceased.

The earth burial is a more important cere-
mony. The body is buried at the tribe’s funeral
mound with great ceremony.

Jewish

Plains
Indians

India China

Preparation of the body

Number of
days of mourning

Colors signifying death
and/or mourning

Manner of burial

Use of candles

Other mourning customs

Answer the questions on the next page about
these various customs.
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FUNERAL AND MOURNING CUSTOMS
AROUND THE WORLD

Which of the cultures do you think treats the
dead person and the mourners with more care?
Explain your answer.

Make up your own rituals for when a person dies.
Try to include all the elements of those you have
read about — how to prepare and bury the body,
when this should take place, mourning customs
for immediately following the death to one year
later, and so on.

Which of the groups you have studied is your
model most like? Why have you favored that
model?

f

Emotions Triggered By Death

Anger and Disbelief

Hage, rage against the dying of the light
Dylan Thomas |

Anger is our way of expressing frustration
When we can’t control something, we get anyry
Olten we get angry for unmimportant reasons 4
badt grade, when we break up with a girlfniend or
baytnend or our best friend moves away 1 we
et anyry over things bike these, (ts certamly
understandeble that we get angry over o death

Qur Jewssh tradition understands that anger
Natutally follows the death of o loved one
Kurahr the act of tearing one’s clothes, 15 an
action which expresses the anger and shock and
dishetief which groips us when someone who s
close 1o us dies. We become angry at God, at the
world, the doctor, the rabbi and even at the

deceased for leaving us alone

Your teacher wili show you o movie called
“The Day Grandpa Died * After you have seen
it answer the tollowing questions

When the boy came hame, why did he get angry?

Why was it so hard for David 1o accept Ing

yandfather’s death?

When was the tirst time the boy stopped feeling
sorry for himself?

What did that show abiout his acceptance of the
death?

Do you think David should have gone to the
funeral? Why or why not?

3

Eam s b= e
How do you know it was a traditional funeral?
—_—
——————
V.V'.‘“‘ did the rabbi sdy about the grandfather
living on? How was this shown in the film?

e S
——
—_—

Why do you think the film ends in the same way
it began?

How would you rewrite the script for the film or
change the ending?

-_—
e S S
e e
e
e

Rate the film:

—— Excellent Good So-so

. F#ir Poor

Why did you rate the film as you did?

e R e A
e
e =

Get together with four or five classmates and dis-
CUS} Your answers to the questions and your
fating of the film,

Grief

“All things grow with time, except grief.”
Folk saying
Pretend you are wearing “sad glasses.” As you
look through these glasses at the world, every-

l!hing looks sad to you. What would the follow-
ing look like to you through your sad glasses?

Write or draw your answers on another piece
of paper, or do both.

Life in general

—

School .
=

Religious School
Your home and family LA
Our government — e o T &
The world situation e
The future ——

Put an X next to things that don't usually look
50 sad to you.

What ind of a person would you be i f you always
wore “sad glasses?”

Bereaved people often wear sad glasses for a
very long time. For how long do you think it is
appropriate to wear sad glasses after the death
of a family member?
A friend?

What is grief?

A national figure?




| “Surely goodness and mercy shall follow me all Which of the following best describes your idea
the days of my life and I shall dwel| in the I nuse ol afterlife? Circle it
; #

of the Lord forever "
| Snadowy world of silence

Guilt

“When death had claimed them, and in their place

What is sadness? i
We find instead an empty space; | Psalm 23 ! Nothingness
We think with vain regret of some harsh word A ‘umn: of | I
Vel ; ' 4 ol my mental eneryy 1o the cosmic
That once':/ve might have said and they have With your class, read Psyim 23 ntelhgence
heard. A kind of endless sleep. re 1 3
febnrous] What does it mean to dwell in the House of the ERi RSt AN nesne
y Useettiaresar? The end of this life, but survival of the soul
Is there a difference between grief and sadness? If All people die. There is nothing you can do to e ) :-lvmq onan people’s memory
so, what is it? prevent a death, and no thoughtless action of ’ L.wmq on through my descendents
yours that can make a person die. Even if you e = . lemq o U (e JeiEy phsgle
sometimes made a person unhappy, they forgave "’““\’v":‘k”"““‘l" my good deeds or great
— . S —— _ i
you if they loved you. Don't kn :
) ow
What is blame? What is guilt? Are you sure about this answer? Is it possible 1o
be sure about the answer? What does your choice say about
' ot You at this
Have you ever really grieved or been sad? Why? | et ‘ ‘
- |
Did you ever blame yourself for anything even y - i
: though you weren’t sure it was your fault? Are you curious about 11? Whe,
. = en did you begin 1o ‘
How do you show your grief or sadne b GBS Al o2 i What influenced your choice most — your family |
" Lo your religion, read.ng or something else?
Why do you suppose people feel guilty when =
Is it all right to cry when someone dies? Does it someone they love dies? s ita mystery?
help to cry? Is it all right for boys and men to cry? . e e All of the ideas on the list can be considered 43 |
= —— Jewish views of afterlife. The following 1s 4 brief [
= e look at the various Jewish outlovks on what |
happens atter death '
e On another piece of paper, draw what you look What else |5 4 mystery? A B] 1el ()\ erview ol ‘
like when you feel guilty. WIS >IAS : i 1l
What comforted you when you were sad? = —— 3 JL W I-Sh ld as of A‘ el lllL‘ '
H i i ? e
When did you feel like your picture? — . ) In The Bible |
e o — The shadowy world beyond the grave was ’
kll()Wll‘l many ngme he S !
Shut sl ¢ Ndny names in the Bible. The most
sk \‘/N and try to imagine mystery often used name is Sheos Sheol was not describeq
'ous. What did you see? How do you feel but it was protiably thougt '
0T that? Pic | e rohably thought to be a world of
i a 1ck g partner and express your | darkness ani e, a pit beneath the eartt
:9“"95 about it Tell the other person all the | separated somelioy ;rom lh:: l‘;vlrl of ;-hL-dln i
ings in your Iife that are a mystery. Did you perhaps | larqe ; A
st darkness s an A Ps by a large body of water. The kind of
] existence there was not spelled out.
= SCeS.
[ Inthe Time of the Second Temple
= — | During this jyeriod {420 B.C.E. 10 70 C.F ), a
—~ e gy | eliel developed that spuritual Ife contmued ufter
e
| —p . - =S —
————— - L ol
JL,
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death, This was closely tied to the idea that the
righteous were rewarded by returning to God and
Gan Cden (the Garden of Eden) while the wicked
suffer eternal death in Gehinom (Gehenna). The
dead were believed to be fully conscious.

In Talmud and Midrash

Belief in immortality of the soul and resurrec-
tion of the body now develop. A Messiah will
come and when he does, all souls will return to
their bodies and the dead will rise. The coming of
the Messiah means political and physical Utopia
and will usher in o/am ha-ba (the world to come)
at the end. The righteous will be close to God
and enjoy His light and presence. Maimonides,
the famed 12th Century philosopher, insisted
that only the righteous would be resurrected at
all,

In Kabbalistic Literature

In the later middle ages, Kabbalists (mystics)
began to believe in gilgu/ (reincarnation). These
people thought that each soul was given a job to
do on earth. Those souls which did not complete
the job were punished and purified in hell or were
reincarnated again time after time until the task
was finished and they atoned for the sin. Some
souls didn’t make it into another body, but were
punished instead by being left to wander
eternally.

Today

Orthodox Jews still believe in resurrection at
the time of messianic redemption and the immor-
tality of the soul after death. Reform Jews tend
not to believe in resurrection, only in a spiritual
life after death. They stgess living on in the mem-
ory of those left behind and in the good deeds
we perform while on earth. Conservative Jews
have retained resurrection and immortality of the
soul in their liturgy. Many believe in these ideas
only figuratively, or poetically.

Which of the views helps a person to cope better
with death? Why?

Why do you think these different views developed?

Living on In the Memory Of Those Left Behind

“Those who live no more echo still within our
thoughts and words, and what they did is part cf
what we have become.”

Gates of Prayer, the New Union Prayer Book

Read the following poem:

At the rising of the sun and at its going down
We remember them.
At the blowing of the wind and in the chill of
winter
We remember them,
At the opening of the buds and in the rebirth of
spring
We remember them.
At the blueness of the skies and in the warmth
of summer
We remember them.
At the rustling of the leaves and in the beauty of
autumn
We remember them.
At the beginning of the year, and when it ends
We remember them.
As long as we live, they too will live;
For they are now a part of us
As we remember them.
When we are weary and in need of strength
We remember them.
When we are lost and sick at heart
We remember them.
When we have joy we crave to share
We remember them.

When we have decisions that are difficult to make
We remember them.

ke

When we have achievements that are based
upon theirs,
We remember them.
As long as we live, they too will live;
For they are now a part of us,
As we remen.lber them.

Gates of Prayer, The New Union Prayer Book

Authored by Rabbi Sylvan P. Kamens and

Rabbi Jack Riemer. From New Prayers For the
Hiqh Holy Days, published by Media Judaica of
Bridgeport, Connecticut, Used with permission.

Wr_ite some more verses for the poem. Collabor-
ate with a friend if you wish,

=Y

Scrapbooks, pressed flowers and photo albums

are ways of living on in memory. Can you think
of some others?

T N
R e

Is livipg on in the memory of others enough
afterlife for you? Explain,

The Joys of Living

"“Therefore choose life,”
Deuteronomy 30:19

Go back to your thoughts at the beginning of
the mini-course. Take them out of the envelope
On page two. Are they the same as before? Do
YOou want to remove any of them or add others?
Make the changes you want to make. If you wish,
share your changes with your classmates.

In our tradition there is a story, or midrash, of
avery old man who was planting an acorn. A

pa§serby commented that there was hardly any
point for the old man to plant the acorn, since
he would surely never live to see it become a
tree. The old man replied, My ancestors planted
acorns so that | would have trees to enjoy and |
will do the same for my descendents, "’

What do you think is the meaning of this midrash?

— = N
—
—_—

List the things you are now doing f
or
descendents: g e

—_—
—
_—

Are there some other things you might be doing?

T
e
—

If not now, when?




Qur rabbis of old said, “It is not incumbent
upon you to complete the job; nguther are you
free to desist from it.” List 10 things you want to
accompliish before you die:

Fill in the blanks below. Add other statements
if you can.

TO BE ALIVF IS

TOBE ALIVE IS

TO BE ALIVE IS
TOBE ALIVE IS

TO BE ALIVE IS

Some Readings

The following readings all have something in

common. Read them and then answer the ques-

tions at the end.
A Poem

Go to the woods someday

And weave a wreath of memory there,
Weave a wreath of memory there,
Weave a wreath of memory there.
Then if tears obscure your way
You'll know how wonderful it is
Tobealive . . .

Then if tears obscure your way
You'll know how wonderful

Itis to be alive, to be alive,

To be alive, to be alive

To be alive!

To be alive!

To be alive!

To be alive!

(Written by a victim of the Holocaust,
achild in Terezin camp. From . . 4

I Never Saw Another Butterfly . . .
Edited by H. Volavkova, 1964 McGraw-
Hill Book Company. Used with
permission.)

From A Play

In Thornton Wilder's play “Our Town,” a
young woman, Emily Webb, dies and is granted
the opportunity to leave her grave and return for
one day in her life. She chooses her 12th birth-
day. Not only is she able to live the day over, but
she can watch herself, too. This is what she says:

<+« just for a moment now we're all together,
Mama, just for a moment, we're happy. Let's
look at one another.

I can't. | can’t go on. Oh! Oh. It goes so fast,
We don't have time to look at one another.
(She sobs) 1 didn’t realize. So all that was going
on and we never noticed. Take me back — up
the hill — to my grave. But first: Wait! One
more look. Good-by, good-by world. Good-by,
Grover's Corners . . . Mama and Papa. Good-by
1o clocks ticking . . . and Mama's sunflowers.
And food and coffee. And new-ironed dresses

and hot baths. . . and sleeping and waking up.

‘Oh, earth, you're too wonderful for anybody

to realize you. Do any human beings ever

realize iife while they live it? every, every

minute?
(Good-by world scene) ** ., . . just for a moment , , ,
every, every minute” (p. 100) from OUR TOWN
by Thornton Wilder, Copyright ©1938, 1957 by
Thornton Wilder. Reprinted by permission of
Harper & Row, Publishers, Inc,

From A Diary

And in the evening, when | lie in bed and end
my prayers with the words, “| thank you, God,
for all that is good and dear and beautiful,” | am
filled with joy. Then | think about “the good”
of going into hiding, of my health, and with my
whole being of the “dearness’ of Peter, of that
which is still embryonic and impressionable and
which we neither of us dare to name or touch, of
that which will come sometime; love, the future,
happiness and of “the beauty’’ which exists in
the world; the world, nature, beauty, and all, all
that is exquisite and fine.

| don’t think then of all the misery, but of the
beauty that still remains. This is one of the things
that Mummy and | are so entirely different about,
Her counsel when one feels melancholy is: ‘think
of all the misery in the world and be thankful
that you are not sharing in it." My advice is: ‘go
outside, to the fields, enjoy nature and the sun-

shine, 30 out and try to recapture happiness in
yourself and in God. Think of all the beauty
that's still left in and around you and be happy.

| don’t see how Mummy's idea can be right,
because then you would have to behave as if you
are going through the misery yourself. Then you
are lost. On the contrary, I've found that there
is always some beauty left — in nature, sunshine,
freedom, in yourself; these can all help you. Look
at these things, then you find yourself again, and
God, and then you regain your balance.

And whoever is happy will make others happy
too. He who has courage and faith will never
perish in misery.

(From Anne Frank The Diary of A Young
Girl. Copyright 1952, Doubleday & Com-
pany, Inc. Reprinted with permission.)




\ Hebrew Transliteration Meaning

What do these readings have in common? Write your own poem or brief essay affirming and EERER] =
praising life and its small and large joys: = vidui confession
_— — &y Sh
| = ma hear
S R — ?
| shomer watcher
e A n
= : Chevra Kaddisha Holy Society
e LA mitzvah
GRRE) = good deed
ro= ta
S e A arah purification
C= tallit prayer shawl

Probably you have heard the expression,

“Today is the first day of the rest of your life 1zitzit o

In Judaism, we have similar sayings. Rabbi = 7y

Eliezer said that we should live every day as if it ryag Mizvat 613 commandments

were our last. Another sage said that we should tachrichim shrouds

live each day as if it were a blessing. In the

funeral liturgy we say that people should “num shel emet a truthful, sincere act

ber our days that we rmay get us a heart of of loving kindness

wisdom.” Do you agree with these ideas? What chesped eulogy

suggestions do you have for carrying them out?

For yourself . El Malay Rachamim God of Compassion . . .

Kaddish mourner's prayer
keriah tearing or rending

For your group of friends

Baruch dayan ha-emet

Blessed art Thou, the
true judge

Hamakom y‘na chame

May the Lord comfort

For your parents etchem b'toch sh'ar you among the other
. e B av-ley tzion mourners of Zion
e ve-rushalyim and Jerusalem
For your rabbi el T
. s oS LR e . seudat havra'ah meal of comfort
It has been said that it 1s the young who are e Tidey periot ol
most concerned and worried about death. Per maLiming
haps it is because they are bursting with life and shloshim 30 day period of
are eager to live it to the fullest. | mourning
The very old worry less about dying, because | 733 AR 5 =
they have already lived full lives. They are most e Kaddish d’Rabbanan Kaddish of the Rabbis
afraid of loneliness. Y it =0 Chatzi Kaddish Half Kaddi
One rabbi suggests that bot!, of these groups | = Yizk alf Radduy
o or Memorial Service

can help each other to face death. The young :
Y 5 sheol
pit

can take away the loneliness of the old. The old

can help the young to understand life and reduce Plal’l A .Sl Y YUM | gan eden
the fear of death. Garden of Eden
; ; ion of il
How can we make these suggestions a reality? A siyyum is a celebration at the conclusion 8 gehinom Gehenna
studying a tractate of the Talmud. Now that tais e
e study of death is nearly over, plan a class siyyum. o the world to come
You might want to have a memorial service for gigul reincarnation
martyred Jews. Or put on a play or a celebration midrash story
oflife. D¥ics o a s sosd e hinda s siyyum arEIEioh

20
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In this fourth and final chapter, I shall outline a course dealing
specifically with death and Jewish attitudes and rites relating to the
subject. Since this is a course geared to meet the needs of the adoles-
cent, for whom the peer group is of prime importance, the lessons will
be tailored to maximize participation by the students and to minimize

lecture-type sessions.

In presenting the subject to a 9th grade Religious School class, meeting
once a week for approximately an hour, I feel the course should extend
from six to eight weeks-- a "mini" course. Although such a program
could be incorporated into other major courses such as Jewish Law or
within a Confirmation program, it is presented here as a self-sustaining

unit.

The teacher presenting the program should, of course, be well-versed
on the subject of Jewish attitudes and rituals surrounding death as
vell as in the psychology of the adolescent. It is most important that
the students are not frightened by the subject. Since most students at
this age have a great fear of the death of their parents and other loved

ones, such subjects should be first broached in a very general manner.

In this 1light, the teacher should privately ascertain, at the onset
of the course, whether there are students within the class who have

lost a parent or a loved one. The teacher should be especially sensitive

|
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to these students and their feelings. Although these sctudents may prove

to be sources of experience and thus instrumental to class discussions, they
must nonetheless be carefully watched. Strong emotions will be at

play during these sessions and special attention and sensitivity must

be displayed towards the students who have already experienced bereavement.

The first lesson should serve as an introduction to the course by pre~
senting the subject gradually. This may be done via the use of a ques-
tionnaire, as doue in the secular high school program previously studied,
or through the general exploration of students' thoughts on death, without
delving too deeply into the personalized experiences of the students.

Once the students feel more comfortable with the subject, personalized
viewpoints might be elicited. Also, since peer pressure is so great, it

is important to instill within the students a sense of trust for one another.

When asking students to comment upon each others' suggestions, etc. during

the lessons, questions such as "What did you like about the answer or
suggestions?" should be asked as opposed to & question such as "What was

wrong with the commentc?"

This understanding of the adolescent psyche is critical to the success-
ful realization of this course. Through the creation of a non-threaten- |
ing, open atmosphere, the teacher not only better meets the psychological H
neede of the students, but also, more importantly, can create a more r
conducive forum through which to impart facts, thoughts, and a sense of

Jewish responses and reactions to death.
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LESSON 1
AIM: To introduce the concept of death to a 9th grade Religious School
class.
MOTIVATION: Since our aim here is to introduce the topic in a more
general manner, as w2ll as adhering to the Jewish sense of the course,
the teacher should begin the course with a brief introduction to the life
cycle, such as, "Just as we celebrate joys such as births and marriages,
we must also face unhappy situations in life, such as the lose of a loved
one, What are some of our thoughts on dying? What happens vhen some-
body dies? What do we know about the Jewish way to deal with this subject?"”
A brief class discussion guided by the teacher should ensue so that stu-
dents may be given their first chance as a group to explore and possibly
reveal their thoughts on the issue. Although this lesson will not deal with
specific rituals and laws regarding death, the teacher should correct any
misconceptions, should they be voiced. This motivation continues with
the distribution of the passage from Ecclesiastes, "To Everything There
Is a Season:"

" To everything there is a season,

And a time for every purpose under heaven.
time to be born, and a time to die;
time to plant, and a time to pluck up that which is planted;
time to kill,and a time to heal.
time to break down, and a time to build up;

time to weep, and a time to laugh;
time to mourn, and a time to dance."

> >>

The opening of this course is vital because it is of utmost importance

to impart upon the students the sense of the course. Their partici-
pation and input is crucial, not only to the viability of the program,

but also to their own need for expression and sharing among the peer group.

Throughout the duration of the course, the aims will be to present the

.i
{
1
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material in a manner that will challenge the students' emotional and
thought processes. Our goal is for the students to have a better under-
standing of life anddeath, to be knowledged in what must be done at the
time of the death of a loved one, and to understand Judaism's teachings
on the subject.

DEVELOPMENT: In ovder to gain a better understanding of the wants, needs
and concerns of the students regarding this subject as well as to provoke
thought and participation, the main activity of the first lesson will be
to prepare, discuss and tabulate a questionnaire on death. Each student
should think of one "social" and one "Jewish" question concerning death.
These questions will be written on the board either by the teacher or by

a student. After reviewing and discussing these questions and adding

some others which might also be relevant (15-20 questions), the students
will copy the information from the board in a questionnaire form and then
proceed to answer the questions as best they can. Class involvement in
preparing such a questionnaire is educational in itself. They would admin-
ister the questionnaire to themselves and to one another. Topics such

as suicide, death in the media and vhat happens to a person after he dies
might be included in questions on the social level. Questions dealing with
Jewish attitudes to death might include how Jews are buried, and whether
Jews believe in an afterlife. A sample of such a questionnaire is provided
below:

QUESTIONS ON THE SOCIAL LEVEL:

1. Describe a society in which no one has to die unless he so wishes.
2, Should suicide be a right?
3. Do people ever have the right to cause the death of others?

4. How does advertising explat the fear of death?
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5. What happens to people after death?

6. If you had to design a perfect funeral, what would it be like?

7. How can soclety better prepare its members for dealing with death?

8. Agree or disagree with this statement of Freud's: "In the unconscious,
everyone of us is coavinced of his own immortality."

QUESTIONS ON A JEWISH LEVEL:

1. How do Jews bury their dead?

2. What'a a Jewish funeral like?

3. What 1s shiva?

4. What 1s the role of the Rabbi?

5, How do liberal practices differ from traditional ones?
6. How long do we mourn?

7. Why are wills so important?

8. What kind of wills are there?

The class would end with a general discussion as to their thoughts regar-
ding the questions themselves and their reactions while answering them.
Questions such as "Why is it important for us to know these facts concerning
death?" and "What do vou think is the most important thing to know when
somebody dies?" should be asked and responses elicited. As a home assign-
ment, the students will administer the same questionnaire to their parents

and report on the results at the next session.

The educational reasons for the creation and response to such a questionnaire
are manifold. Firstly, the students are participating in the creation of

the program. Secondly, through studying the questionnaire, the teacher

can better assess the emotional and factual needs of the students. Thirdly,

through the group's discussion and tabulation of the questionnaire, a

|
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forum 1s provided for the expression of ideas and thoughte by the adoles-
cent. Finally, through the homework assigmment, students can better

understand their family's feelings and reactions to death. A more open line {
of communication between parents and children regarding this subject

may be established.

R S
= —
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LESSON 2:

ATM: To teach about the way in which Jews handle death.

MOTIVATION: As a tie-in to the last session, the first portion of the
class will be spent in dealing with the previous week's questionnaire

as presented to their parents. The students will share their reactions
to interviewing their parents as well as parental responses and reactions
to such a questionnaire. This will be a "warm-up" session through which
students may share personal and family reactions and further reinforce a

sense of community within the class.

After this first portiom of the lesson, the teacher should ask the students
vhether they have personally experienced the loss of a loved one or
vhether they know someone who has? Why type of things were done at the
funeral? Where is the cemetery in our community? What happens after
the funeral? How do we mourn? What rituals are there to help us better
deal with out emotions? The teacher should present to the students a
hypothetical situation in which they must plan a funeral. The students
responses are to be listed on the board while the teacher clarifies

any erroneous facts. This exercise will allow the students who have al-
ready confronted death to share their experiences and knowledge, will
facilitate input and participation by the students, and will serve as a

springboard for the remainder of the lesson.

The motivation to this lesson is critical to the continued "success' of
the course. Most important here is for the students to begin to share
not only thoughts, but feelings. Dialogue and discussion are essential

here. The students should be made to feel free to offer ideas and sugges-

1
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tions. If there is an erroneous fact presented by the student, the teacher
must show great care in cerrecting this fact in a manner that shows sen-
sitivity and caring. It is important that the students be made to feel

the worth of their viewpoints and the sensitive handling of these adol-
escents will serve to promote more open participation by the students.
DEVELOPMENT: The teacher will continue the lesson by asking, "What is missing
from these preparations we've listed?" "What are some other things we

know regarding death?” The teacher will continue by discussing some of

the principles involved concerning mitzvot related to death and to
mourning. The first principle surrounds moderation in grief. There are
various ways of mourning in Judaism, such as shiva (seven days after the
funeral), shloshim (thirty days after the funeral), and the year.

The entire mourning period is kmown as Aveilut. These periods of mourning
wvere established to encourage the pouring out of grief and also Lo limit
the mourning. Why is this done? What are these Jewish rites attempting to

accomplish here? The students should be encouraged to respond here.

The second principle is the recognition of the reality of death. There is a
prescribed, traditional behavior in Judaism, such as conduct at the bed-
side of a8 dying person. The mitzvah of Bikkur Cholim, visiting the sick,

is basic to Judaism. Also, it is a mitzvah to offer prayers for the
seriously 111. Other rituals include the preparation of the body for

burial and funeral and the visiting of the mourners' homes to share in

their grief and help them to accept their loss. Questions such as "What

are shiva calls and why do ve make them?" should promote discussion by the

students.
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The third principle involves respect for the dead, i.e., the planning of a
proper funeral. What is a proper funeral? How and when and Jews buried?

What happens to the body before burial?

The final principle attests to equality in death. Through texts, such as
found in Job 3:19, “"The small and the great are there alike, and the
servant is free of his master," we see the sensitivity of the rabbis to

the poor.

After these basic principles are presented and explained, the teacher

should then begin to introduce Jewish rituals on death, both traditional

and liberal. Each subject should first be presented in question form to the
class, for example, "What is the Kaddish? When do we say 1t?" After
students' responses, the teacher should clarify these rituasls. In this

way, the students become more involved since their experiences and know-
ledge are first solicited. The additional information provided by the
teacher serves as a building-block as well as a clarifier to the knowledge
they might already have. The following questions should be asked, followed
by traditional and liberal interpretations of the subject:

1. How do Jews react and what do they do upon learning of the death of a

loved one?

-Both traditional and liberal Jews, when informed of the loss of a loved one,
must recite: _/\[JILD '3 Ds‘l;}ﬂ (’TN IJD&C 4 e pida
a prayer which affirms our faith in G-d and acceptance of the inevica-
bility of death.

~The Rabbi must be informed in order to prepare for the funeral.
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2.Are there any special procedures Jews do when preparing the bedy for

the funeral?

-Before burial, traditional Jews have the body cleansed by the Chevra
Kadisha, the burial society, or the fumeral home. There are definite,
prescribed rituals in the cleansing known as Tahorah. Jewish men are
buried in tachrichim, a white burial shroud, and a tallit., Women wear
only tachrichim. Traditional Jews place shards over the eyes of the
deceased as well as a bag of dirt under the head.

-In liberal Jviaism, the rules of Taharah may or may not be observed.
The body is cleansed by the funeral director or Chevra Kadishas with the
simple instructions of preparing it for burial. The dead may be buried
in ordinary clothing. Tachrichim are not required.

-Embalming the body is forbidden according to traditional Judaism and is
also discouraged by liberal Judaism.

-Autopsies are forbidden according to traditional Judaism. Liberal
Judaism permits autopsies as long as they are performed with the intent
of increasing medical knowledge.

-Traditional Judaism forbids donating bodies to science. Liberal Judaism
permits this so long as the body is treated with respect and that the
remains are cremated or buried. Reform Judaism also permits donating
organs of the body for pikuach nefesh, the saving of lives.

3. When is the appropriate time for Jews to conduct funerals?

-According to traditional Judaism, funerals are not delayed and are held
ag soon as possible(within twenty-four hours). There is no biblical evi-
dence as to hov soon after death burial took place but it is likely that it
wvas ordinarily within a day after death. This was dictated by the climate

and by the fact that the Israelites did not embalm the dead. According
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to one Kabbalistic scurce, burial refreshes the soul of the deceased, and

only after burial will it be admitted to G-d's presence.

Some delays in burial are, however, justified. "Honor of the dead"
demands that the proper preparation of the coffin and shrouda be made, and
that relatives and friende pay their last respects. In talmudic times,
vhile burial was not delayed, graves were "watched" for a period of three
days to avoid all possibility of pseudo-death. Later, however, it became
customary to bury as soon after death as possible.

-Liberal Judasim also buries as soon as possible. The funeral is conducted
as soon as it is practical, but without undue haste, usually within two
days of death.

-Both traditional and liberal Judaism stress simplicity in funeral services.
The coffin, according to traditional Judaism, must remain closed during the
entire service and must be made entirely of wood.

-It is the responsibility of the family to bury their dead. If there is
no family, it becomes the responsibility of the comsunity.

-Traditional Judaism only allows for underground burial as a method of
disposing the body. Liberal Judaism accepts cremation and entombment.
However, burial is stil]l most commonly practiced among liberal Jews.
-Before the burial service, the traditional mourner tears the lapel of

his coat, according to set rituals. This mourning custom is known as
keriyah. In liberal Judaism, the rending of a garment or the wearing of

a symbolic black ribbon in place of keriyah is left to the discretion of

the famtly, '°F

To end this preliminary lesson on Jewish rituals on death and buriai,




110

the teacher should elicit comments by the students regarding their
reactions to the information they've received to date. What do they feel
about our burial practices? Why are Jewish funerals less elaborate than
others? Why don't we see a lot cf flowers at a Jewish funeral? How

do these practices reflect Judaism's deep respect for the body? What
other types of funerals are there? Has anyone ever been to a funeral?
Was it a Jewish funeral or a non-Jewish funeral? How were they different/

similar?

As a homework assigmment, a sheet containing several poems (see follow-
ing page) concerning death will be distributed to the students. The
students are to fead and contemplate the different messages of these poems.
Included as part of this worksheet will be questions concerning each poem.
These will serve to promote a thorough reading and reflection of each
poem. Also, it will provide the lead-in to the third lesson of the unit,

103
that which deals with mourning and the emotional hurdles surrounding it.
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1 HAVE A RENDEZVOUS WITH DEATH
by Alan Seeger

I have a rendezxvous with Death

At some disputed barricade,

When Spring comes back with rustling shade
And apple blossoms fill the air--

I have a rendezvous with Death,

When Spring brings back blue days and fair.
It may be he shall take my hand

And lead me into his dark land

And close my eyes and quench my breath-

It may be 1 shall pass him still.

I have a rendezvous with Death

On some scarred slope of battered hill,
When Spring comes round azain this year
And the first meadow-flowers appear.

G-d knows 'twere better to be deep
Pillowed in silk and scented down,

Where love throbs out in blissful sleep,
Pulse nigh to pulse, and breath to breath,
Where hushed awakenings are dear...

But I've a rendezvous with Death

At midnight in some flaming town;

When Spring trips north again this year,
And I to my pledged word am true,

I shall not fail that rendezvous.

1. What feelings are elicited through the reading of this poem?
2. Can you discern to what circumstances this poem refers?

STOP ALL THE CLOCKS
by W.H. Auden

Stop all the clocks, cut off the telephone,
Prevent the dog from barking, with a juicy bone,
Silence the pisnos and with suffled drum

Bring out the coffin, let the mourners come.

Let aeroplanes circle moaning overhead

Scribbling on the sky the message He Is Dead,

Put crepe bows round the white necks of the public doves
Let the traffic policemen wear black cotton gloves.

He was my North, my South, my East and West,

My working week and my Sunday rest,

My noon, my midnight, my talk, my somng;

I thought that love would last forever: I was wrong.

The stars are not wanted now; put Out every one;
Pack up the moon and dismantle the sun;
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Pour away the ocean and séep up the woods:
For nothing now can ever come to any good.

1. Compare the sentiments expressed in this poem to the previous poem.
How are they similar? How do they differ?

2, What are the different reactions to death as expressed in the four

poems you have just read? How do you agree? How do you disagree?
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LESSON 3

AIM: To explain Jewish mourning practices and prayers.

MOTIVATION: After reading aloud the poems, the teacher should ask: "What
vere our reactions to the poems? What different emotions did they elicit?
Is there one underlying theme surrounding death or do we find several
different themes? Can we formulate a tie-in between these poems and the
way in vhich we, as Jews, feel about and deal with death? What does
Judaism do to help us to emotionally recover from the loss of a loved one? ¥
The teacher should be very careful when presenting the material on shiva, etc.
to the students. The mood of this lesson is essential here. All infor-
mation should first be presented in question form, as done in the las=-
lesson. In order for the lesson to maintain its give and take format, the
teacher must always elicit comments, reactions, thoughts and feelings of
the students. In this way, the sense of community among the class can

be strengthened, the humanity of the subject matter can be stressed, and
the interest level of the students can be maintained. The teacher should
lecture as little as possible. Rather, he should briefly present the
information and allow the st ulents to reflect upon why these things are
done while guiding their answers. This lesson can serve as an excellent
forum for sharing of experiences by the students, this reinforcing a

sense of trust among the group.

DEVELOPMENT: Now that we've learned about Judaism's respect for the body
and about funeral services, what about the family which remains? What
things are we allowed and not allowed to do while mourning? What does
Judaism do to help us overcome our grief and return to our normal lives?
What are our personal experiences, if any? The following subjects should

be presented:
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1, What are the periods of mourning?

=The Jewish mourner is called an Onen and the mourning period is known as
Aveilut. Aveilut is broken down into several sections, each having its
own rules and guidelines. During Aninut, the period between death and
the funeral, the mourner is free from all social and ritual obligatioms,
except for Shabbat. This is due to his great grief and preoccupation in
planning the funeral.

~The seven days of mourning following the funeral are known as shiva.
There are many prescribed rites concerning shiva. Among them are the
covering of mirrors inthe homes of the mourners, the wearing of slippers,
rather than lesther shoes, and sitting on hard benches, rather than on
chairs. Men do not shave and mourners should not bathe.

=In liberal Judaism, the first three days are the most intense and are
considered the minimum time for mourning.

-After returning from the funeral, the mourner sits down to a meal known
as "seu-dat havra'sh," (meal of consolation). This meal was provided

by friends in accordance with the Talmudic injunction forbidding a mourner
to eat his own food on the first day. Eggs are traditionally served at
these meals. Why? What does an egg's shape symbolize? What is the impor-
tance of this meal provided by friends? What significance does it have?
-A seven-day candle, as a memory to the deceased, known as a shiva candle,
is burned by traditional and liberal Jews. This is symbolic of the light
brought by the deceased during his life.

2, How can we help our friends in their grief?

=During shiva,the time of extreme grief, the mourner is comforted by the
community. This is done to express sympathy, share in the grief, offer

respect to the deceased and to help the mourner deal with the reality of
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the death. These visits are known as "shiva calls." It is a mitzvah
to express sympathy by making a gift of tzedakah in memory of the deceased.
~The mitzvah of nichum aveilim, the comforting of mourners, is carried
through by joining them in study and prayer. Kaddish is recited at daily 1
prayer services during shiva. In traditional Judaism, services are held “

at the home where shiva is taking place and requires a minyan of men. In |

liberal Judaism, a minyan is not required. The mitzvah of Kaddish is
incumbent on men and women equally and may be recited by the deceased's
immediate family as well as by relatives and friends.

3. Are there any restrictions after shiva?

-Certain restrictions, such as not marrying or attending festive events
continue through the shloshim for traditional Jews. When mourming for
parents, these restrictions apply for an entire year.

4., What are the special prayers we must learn wvhen mourning a loved one?

The Kaddish is recited for eleven months by traditional Jews. Liberal

Jews recite Kaddish for twelve months. Some mourners, however, recite

the Kaddish only on Shabbat rather than twice daily during morning and
evening services. (The teacher should explain why traditional Jews
recite Kaddish for only eleven months).

Yahrzeit and Yizkor: Yahrzeit is recited on the anniversary of the death

by sons, according to traditional Judaism. All members of the family may
recite the Yahrzeit, according to liberal Judaism. A Yahrzeit candle is
lit on the eve of the anniversary of the death and burns for twenty-four
hours. Traditional Jews observe Yahrzeit on the Jewish date of the
anniversary; liberal Jews may observe Yahrzeit on either the Jewish or on
the secular date. Yizkor is recited on Yom Kippur, on the last days of

104
Sukkot, Pesach, and Shavuot and is another memorial prayer.
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5. Why does Judaism prescribe all these stages of mourning and restrictions?

Is this structure important?

During a period when tragedy strikes, the mourner temporarily loses
control. In Judaism's humane and sensitive dealing with the subject,

the stages of mourning reflect a deep understanding of human psychology
and human needs. The mourner is gradually re-introduced in a structured
-nnnuthnto society and regains control over his grief, thus re-estab-
lishing his life. The mourner is allowed his time for despair, remem-
bers his loved one through restrictions lasting up to a year, as well

as by the recitation of the Kaddish. This year-long mourning process pro-

vides for the necessary time required for healing and starting anew.

Having previously briefly introduced the Kaddish, the teacher should
continue with its re-introduction and explanation. A xeroxed sheet,

both in Hebrew and in English, should be given to each student, ir

prayer books are not available. The students will be guided in analyzing
the prayer, explaining ite meaning and discussing its implicatioms.

The students should be asked questions such as "What are they referring

to here" and "Is it a sad prayer?”

To further guide the discussion, the teacher should ask, "Why is this
prayer recited after death? What is the meaning and purpose of the
prayer? Does it really deal with death?" The class should end by the
recitation of the Kaddish. Their reactions after reciting it should be
heard. What feelings did they have while reciting this? Was anyone

in particular thought of during the recitation? Is it appropriate to
recite a prayer which glorifies G-d while mourning? The class should end

vith a reflective sharing of feelings and experiences by the students.
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Yis-ra-ell, ve-l-me-ru: a-mein.

Ladzglmyof(hdhunlhd.lﬂ&w;hwul '
the world whose creation He willed. May His kingdom soon prevail,
in our own day, our own lives, and the life of all Israel, and let us
say: Amen.

Let His great name be blessed for ever and ever.

Let the name of the Holy One, blessed is He, be glorified, exalred,
and honored, though He is beyond all the praises, songs, and adora-
tions that we can utter, and let us say: Amen. i
For us and for 2ll Israel, may the blessing of peace and the promise of
life come true, and let us say: Amen. i
M:yHewhoau.uspucctorﬁgn-inah@hhqv&s.lapam
descend on us, on all Israel, and all the world, and let us say: Amen.

May the Source of peace send peace to all who mourn, and
comfort to all who are bereaved. Amen.
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LESSON &

AIM: To introduce the concepts of wills, ethical wills and obituaries.
Through the use of activities such as making up a will, the experience

will be personalized for the students.

MOTIVATION: Through the use of questions such as follow, the teacher should
guide a discussion among the students. It can be introduced with, "Most

of us have heard about wills. What are they? Can there be more than one
type of will? Why do you think it is important for people to have wills?"
The students will be given a chance to reveal their knowledge on wills,
including special requests made by the deceased in the will, as well as
allocation of material wealth, giving of charity and the like. These
responses, once clarified by the teacher, should be listed on the blackboard.
DEVELOPMENT: Once this has been achieved, the teacher should distribute

to the class a copy of an ethical will found on p. 178 of Jack Riemer's

Jewish Reflections on Death (see following pages). The students should

share in the oral reading of the will and the teacher should guide the
discussion to follow. Such questions as "Why is this will different

from the standard will?; What exactly is an ethical will and why is it
made up?; When is a good time to make up an ethical will?; What are some
important things to consider in such a will?; What can we sense about
this person after having read his ethical will?; What things were impor-

tant to him?; and What is he really leaving behind?"should be included.

Once the topic of the will has been explained and elucidated, the studeats
will begin to learn about obituaries. Both of these documents, the will
and the obituary, are vital during the period following the death of a loved

one and it is important for the students to acquire knowledge of these
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documents.

In order to depersonalize this section of the class for the students, the
teacher will distribute to the class a copy of an obituary of a famous
person, perhaps a celebrity or a politician (see following pages). By
reading and studying an actual obituary, the students will be given the
chance to see what kinds of facts are included and why they are important.
This method of introducing obituaries is educationally sound since it pro-
vides the necessary facts and information in a non-lecture format. Also,
since the otituary deals with someone not personally kmown to the students,
it allows theam to view it more objectively. Finally, this exercise serves
to provide an "emotional recess" for the students, between the difficult
and sobering subject matter which preceeded and the sensitive discussions

to come.

After reading the obituary aloud, the teacher should guide a class dis-
cussion concerning the purpose of an obituary. "What kinds of facts do
we find in an obituary? What purpose does an obituary serve? What do we
learn about the people who died? 1Is there anything we can read between

the lines?"

The remainder of this section will be one of activity. The students will
be divided into groups of three nuquill be asked to write an ethical will
or an obituary. If the students choose an ethical will as their project,
the following data should be included on the board as a guide: thoughts

on your life, what you are leaving to your family (charity, material goods,

wvishes, etc). The students should remember that it is an ethical will.
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How can we comnnect death with the motivation of living better, more fully

and more spiritually?

For the group writing an obituary, the guidelines are as follows: it
should be writtenfbr a newspaper; the obituary should be either about
themselves or about someone else., Questions such as what kind of life
did they lead and what can we say about them should be considered. What

things are important for inclusion in an obituary?

After completing the projects, the groups will share them with the class.
After each group's presentation, the following guide questions for dis-
cussion should be asked:

1. What is the best thing about their will?

2. What important Jewish beliefs were expressed here?

3. What best describes the person in the obituary?

4. What is one improvement the group could make and why?

The homework assignment is for the students to sire their projects
wvith their parents. This promotes parent-child dialogue and it also
serves as a vehicle through which the child can learn of his parents'
viewpoints regarding these subjects. The students should he prepared
to discuss their reactions as well as those of their parents to the

project.
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L JEWISH REFLECTIONS ON DEATH

not suffer because of love of Zion. On the contrary, a good Jew
is a better aitizen and a bener Ametrican E
Ta my daughters — You are warm-blooded. Jewish girls keep L
themselves clean, not because sex is dinty but because the love
you will bring your husbands should not be sullied by
experimentation or dalliance. It has always been the Jewish
mother who has preserved our people. | shall be content if you i
fullow in the path of your mother. i
To all of you — Let your word be your bond. Those mistakes
that | regret most keenly are the times when 1 let human .
weaknesses forget this. Unfortunately, w » always difficult 10 ‘
learn from the experiences of others, particularly of parents.
But if there is one thing | beg you to tuke to hear, it is this. !
Say Kaddish after me but not for me. Kiddish is the unique }
Jewish link that binds the generations ol lIsrael. The grave |
hears not the Kaddish, but the speaker does, and the words will !
echo in your heart. The only immonuality | seek is that my i
children and my children's children be good Jews, and thereby

good people.
God bless you all and keep you.
Lehayyim,
W.L. A,

T N ————. - R
b SR s 2oy
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FEY

PAUL MUNI, ACTOR, |

IS DEAD ON COAST

tortinued From Page 1, Cnl. 6

wioworking in the mosie “The
Stoovof Louis Pasteur,” he sd

1 read most evervunang that
wai in the library, evervthing
!« wid lay my hands on that
nwar 1o do aith Pasteur, with
L. ter.with his contemporaries.”

i was Lthe same when he pre-
r«rd for what many consider
coo acting plum of his career,
% . anterpretation of Clarence
114< w, the great harmister, in
thr crape production of “Irhent
the Wind."

He read what he could find
ah.ut Darrow, talked 1o people
whn knew the lawyer and
«iudied mannerisms he could
detect from pictures.

The reason was clear to
thnse who knew him best. To
Paul Mun. acting was not just
» career, but an ohsession, De-
Qite  enormous Success on
#rondway and in Hollywood, he
theew himsell into each role
with a sense of dedication that
prompted  Arthur Miller, the
pa.wright, 1o say that he was,

pursued by a fear of fatlure.”

Bn’ninto the theater, with act-

ng parents, Mr. Mum learned
tes craft carefully and thor-
oughly. A Munt whisper could
reach the last balcony of any
thrater. Mum makeup wis a
work of art. He followed no
“methnd™ ms he perfected his
antrow of voice and gestures
mnin an acung style that was
unique

The Munl style had drawn
into it the warmth of the Yid-
ci+h stage, in which he made
his debut at the age of 12
plaving an old man. The same
t*natity of purpose gnpped
him in the theater and the
movies 8y the years passed.

Criucal raves and financial
srounty did not lessen his self-
sratching. “1 haven't had quite
the pleasure, quite the boot
from success that others get”
he nive told an scquaintance.
““anv things I find difficult
th explain 1o myself 1 never
wanied (2 be a star [ am sull
happier in the audience than
on the slage™

Despite his dedication to pre-

cision, Mr. Muni was hard put
to remember exact M'ml:!
roleg be had plnyJin the Yid-
dish theater, where he first
attracted attention as Muni
Weisenfreund.

The actor, born Sept. 22,
1895 in Lem when it was
part of Austria, was
1o the United smu‘x
parents n 1902 and his
s.age debut in Chicago five
vears later.

As his fame spread

!

this play, and film officials
forced him to change his name,

Mr. Muni a red in two
13 the- films. “The
Valiant™ and “Seven Faces™

"ﬂ"" ) h'ot' arTogant
11 an
lmnm Towy Camonte
in “Scarface™ was considered
a classic. With an ugly gash
across his cheek. the actor
st arled and pillaged as a bruta)
tug who syed a streak of
t:wmtlu- taken by the

w

Mr. Munl also sppeared o
1952 as the hunted James Allen
in the memot “ble film “1 Am a
Fugitive From a Chain ”
It was & grim and searing de-

piction of life in Southern pris-
on camps, ané it resulted In
a nationwide reection againsl
‘nhuman prison conditions

He broadened his range in
rhe movies to include such di-
verse and distinguished films as
“The Life of Emi e Zola,” *'Jua-
rez," "We Are Not Alone™ “A
Song to Remembler™ and “The
Storv of Louis Pasteur,” for
which be won an Oscar in 1836

After the gole of
Pasteus tn 1905, s Spced
that he was qoitting films to
be idle for a while.

But that didn't last long
Two years later Mr. Muni ap-
peared in the epical production
of Pearl Buck’s novel “The
Good Earth,” playing a simple
Chinese peasant, a role that re-
quired nine makeups during the
span ¢l years covered by the
film. After that he was billed
by his studio, V/amer Brothers,

with Mr. In front of his name,
a rure tribute.

Popularity on Wane

By the ninetevn-forties, how-
ever, Mr. Muni's strength as a
mavie SLAr Was WaRning percep-
tibly, and as he ln.iled‘lo draw
at the box oflice, producers
found excuses 10 avoid using
him. His own desire for per-
fection led him 0 reject offers
to do Broadway plays he con-
sidered inadequate.

Herman Shumbin, producer~
director of “Inherit the Wind,”
. teonfinued/




—

THE NEW YORK TIMES, SATURDAY, AUGUST 26. 1967

|31

: Mom out of the
uft He i sisted that the
* play Mr Mum
£il 1 do the
( Shumiin  ar-
areedt fur jum 10 dn his own
e dl researih The play
N yidwav in 1955
ard ire actor was hailed by

vvoas Tsaperb™ “bnithant™
ard “inwpired

L Mum's wife, the former
ol inumaltes 2t
that Lus sucuess was

Bela ) ks

L

o sbwn” fur the actor after
4 aiade of having been con-
wdered Linishec n the profes-

It wat Ya d 10 helime that
#e fad lost My talemts. Broad-
wiy had weloomed hug return
in October 190 after several
a0 tuicesse . and he played
a gangster in *This One Man*
waor appliuse sonn
Rin i, Me. Juhe™ a)-
ile play closed after
formi nees

November, 1931, Mr
Muni was agmin hailed by crn-
s and thealergoert when he
appeared  in Lbimer Rue's
Counselor at Law"” s heart-
warming of realistic ho-
samty The pay had 258 per-
formances, wi'h Mr. Muni por-
ayng uoselfnade Jewish law-
¢ f'ed wi'h many human

= i%3F Fr scored another
=-mph on e stage in Max-
wr. Andersor 5 "Key Largo,”
wemag (° ama League
awerd {nr  the depth, the rich-
~#an the dign ty end mtegnty”™
S¢ gave 1o b role

Shy n Publie

M= Muni's consuming pre-
“oeraunn with his art had
“tarhed perhaps ita pinnacle
k& n S on the day he
=aTrd  As snon as the rabbi
vhed the ceremony in
v=towr Niow York, the artor
« bands briskly with his
* =8 *ushed off 1o dn &
1Lnee  He met her later that
&7 atter he evening show,
i r sarwie kinsk on l4th

He 15k Viy bride home 10
ser =otrer s and left her there
ferng ihe next 15 days he
Uty kep in touch with her
Ly teerhone Therr honeymoon
Wien on (e 16th day when
ey went oy tour together in
(L
Away 'rory the theater, Mr
Muni  was exceedingly shy
When  bhe  was recognized
whie giring in restayrants, he
* hSw  apparent agony.
' twisted, s salt
tading 1o be left

Qirp
Froote st desisibed e
-" Past a'."w.'.'n;l\
Bfs o While iving in
B Liipi . ring fur
iy during the rtun
*EeTe y show he would

owith s wile
aaut 9 AM
L samp r!acmg or
Fera e 4 walk in seciue 4
e ot Central Park Some-
ey would go w a

By 430 I 14, Mr Munl would |

be ready for dinner. He would
rest or read ufterward, bul was
Always at 1 theater hefore
730 PM 1o get readv for his
nerfarmance. He would have
» ‘nack with his wife after the
theater and then turn in

e at th* “fume home in
Cahforma was roen more aus
tere and retuing

He and hie wile had whai
amoun‘td 1o & mania for pn
vary, They hid few visitors at
their =state. and Mr  Mun-:
would Susy h mself in h'y den,
which he called "Shangri-La

M Munl enjoysd spendi~3
his | ne amor g books, rac o
tape recorders. cameras, (sl
visicn sets and re-ordings of
broadcasts of music and sp rech-
es

He had a line roilectinn of
Toscanine concerts and his b
brary of recorded speeches ine
cluded vones by utler. Muysaes
Imi, Franklin 1Y Boosevell,
Winston Churchiil and Robert
Oppenlieiner

IF Mr. Muni had & weakness
. was his desire to hay soime
thing any time he was in a sta-
tonery store. He woulu |Jrs
chase erasers, pencils. paper
clips, rubber bands, pads and
notebooks for no apparent rea-
son or need. “God forbid." his
wife once said, “that 1 should
throw anything out ™

But for all his quistn=cs, Mr,
Muni was inflexible on mat-
ters of taste and principle
Thus., he was happy to end a
movie contract that would have
paid him $800,000 berauss he
was not happy with the choice
of filn.

Mrs Muni recalled her huse
hand's reacton alier - tore up
the e contract in che nme-
teen-thirties

“That might.” she sad, “He
did somersa ity an the Living
roum. Believe me He umped
sp and down, yelling, "N« one
owns me I'm a ‘ree mar

The actor, who was always
precisely punciual for appoint-
ments, refused to tolerate Lard)-
ness in others. Explaning his
unyielding Biltude toward
punctuahitv. he presented a
vanauon of Shakespeare's lines
that he who steals a purse
steals trash

Il a man sieals muney or
praperty from you ™ ™Mr. Mum
remarked, “that's one thing But
if he steals time he sicaime
prece of you- life"

Could: "t Explain Acting
He did not like to snalvee
his mrt “l have been in the
business for vears" he told an
interviewer. “but can't tell what
acting & or how it is done
I know | have not tried to learn

the ‘art" of acline hatever
that may be ™ By, wi knowl-
edged that there was alwavs

something of himscll in the
roles he played

Mr. Muni was starming in
“Inherit the Wynd"” on Broad
way when he was stricken with
an eye aiment and taken to

|

a hospital for surgery Tests
had shown that he had a tumor
of the eye, and he was forced
to quit the play. His perform-
ance won for him an Antoinette
Perry Award in 1956 as the best
dramatic star of the season.

The ailment ended his active
career, although he did play a
few roles in films afterward,
including & moving perform.
ance as a doctor in Brooklyn
in "“The Last Angry Man.”

But he had to resort to memo-

ries rather than performance
And his wife, who had always
been the boss on his novie sets,
settled down with him o & quiet
life at home. No longer did he
look 1o her at the end of each
“lake™ for approbation or dis-
approval

The Murnis had no children
They spent their hours at home
playing pinochle or painting.
Mr. Muni also enj. =4 the vio-
lin, which he had played for
many years.

Paul Muniinl Am e Fugitive From a Chain Gang, 1B32.

e —————————

==
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LESSON 5:

AIM: To initiate a dialogue between the students and their Rabbi con-
cerning the subject of death. The students, in this way, will develop

a better understanding of the important rolesof the Rabbi and the
community toward caring for the mourner. The students will also come to
view their Rabb{ as a source of strength and healing when they are per-
sonally faced with the death of a loved one, Also, through this inter-
personal dialogue, the Rabbi and the students are offered another chance
to better acquant themselves during this difficult period of adoles-
cence and perhaps to develop more of a personal relationship with each
other.

MOTIVATION: This session should serve as a natural progression from the
previous lesson. Their homework was to share and discuss their projects
of writing wills and obituaries with their parents and to report on family
responses and viewpoints. Thus, the teacher should begin the class with
questions pertaining to that assignment, "How did your parents react
when they learned of your project? What emotions did you detect?

Did vou learn anything about vour family's opinions or practices regar-
ding the loss of a loved one? Did you find you could openly discuss

this subject with your family? Why? Why not?"

Once the students have had the opportunity te expresstheir findings to
the class, the teacher should continue with a2 statement such as, "'There
are many people to whom we can turn for help and consolation--our
friends, our teachers and our parents. Throughout this course, we've
concentrated on sharing our feelings with these people. However, there

is another person who should be very important to us when we're in a
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difficult situation, such as bereavement. That person is our Rabbi. In
vhat ways can our Rabbi's help be different from that of our friends?
Why is his role so vitsal in these situations? Have you had any per-
sonal experiences where the Rabbi has been helpful?"

DEVELOPMENT: After the ensuing discussion regarding the above questions,
the teacher should distribute a short worksheet. On this sheet, the
students are to complete the following statement with two to three sen-
tences: "If I were a Rabbi, the most important thing I would do to
help a bereaved person is ___ ." After the students have completed the
assignment, their paragraphs would be read and the teacher should write
their main ideas on the board and review them with the class. Questions
such as "Why is this important?”and'What are your feelings about the
Rabbi's handling such a situation?" should be asked. This exercise

and discussion serve as the lead-in to the Rabbi's participation in the

lesson.

During the latter part of the period, the Rabbi should briefly discuss
his role during bereavement to the class. Before the Rabbi's appearance
in the class, the teacher should have discussed with him the tone and
the content of his presentation. It is very important that he not pre-
sent his information in a dogmatic manner. The sense of truast and
sharing created within the classroom should encompass his presentation
as well. The Rabbi sliould speak with openness and candor and keep the
facts topical and pertinent in order to assure a meaningful meeting
with the students. In this period of introspection and emotional change
for the adolescent, it is important that he be made to feel comfortable
and open in his discussions with the Rabbi. Rather than lecturing on

things with which a Rabbi gets involved during a bereavement, a more
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educationally sound and stimularing method would be for the Rabbi to
relate some of his personal experiences. Situations where he had been
very helpful as well as situations in which he felt relatively helpless
should be shared with the students. Above all, the material conveyed
should be interpersonal. The presentation should be limited im time

as well as in the amount of data conveyed.

Our aim here is to provide a mixture of data and a Jewish sense of
mourning. The leason's purpose is to cement the bond between the Rabbi
and the child. The student should understand that the Rabbi is there to
help him. In this light, the lesson should end in a question and answer
session, between the Rabbi and the students. The Rabbi should field
questions concerning information not covered. Most importantly, the
Rabbi should convey the sense of death as being part of the life cycle
and of its naturalness and inevitability. This attitude is most impor-
tant because it may serve to alleviate some of their fears and misgivings
on the subject and the Rabbi's ending the session on this note can provide
a feeling of help and consolation. Throughout the final portion of the
class, the teacher would serve as a liaison between the Rabbi and the
students by hinting at questions which should be asked or topics to be

covered.

In closing the lesson with the sense that life is a cycle, the students
will receive the following homework assigmment to be submitted at the
last session of the course. They are to bring in pictures of themselves

at various stages of their lives and well as pictures of jobs they might
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choose to do as adults, pictures of sports, films, etc. They are to
bring in ten to fifteen pictures. These pictures will beused for a
special project during the final lesson through which their attitudes

on life will be represented. The students should be careful to bring in
pictures that they personally can relate to vis-s-vis their lives,

interests and goals.

In preparation for the next lesson, which deals with the emotionally
charged issue of adolescent suicide, the students will be asked to

invite their parents to attend and share in their learning experience.
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LESSON 6

AIM: To introduce and explore the issue of suicide, and, in particular,
as it affects adolescents.

MOTIVATION: As a natural progression from the previous lesson, in which
the Rabbi's role as a resource person within the commsunity was studied,
these next few lessons will delve into the highly sensitive issue of
suicide with the assistance of another community resource, the social
worker or therapist. It is of vital importance that this issue be han-
dled in a most careful and professional manmer. Although the teacher may
be capable of handling the issues forthcoming, the more preferable
leader of these discussions would be an individual trained specifically

in these areas.

At the beginning of the class, after welcoming the parents' participation

in the group, the teacher should introduce the topic of suicide through
questions such as, "What is suicide?; Why would someone want to take his

own 1life?; What do you do when you're very sad or depressed?" After a brief
discussion, a short article will be distributed to the students (see attached)
and read aloud. After this short introduction, the social worker, who will lead

the remainder of the lesson, will be presented to the class.

DEVELOPMENT: Before the development of the lesson, the teacher will have
consulted with the social worker regarding plans for this lesson. To
follow are suggestions for the social worker in the implementation of the

unic.

The social worker would begin the exploration of suicide using the article

about Michael B. as a starting point. '"What makes a young person so hopeless
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that he would take his own life?; Why is suicide on the rise?" Since

the average age of young people using drugs or alcohol or who are sexually
active is lower than ever before, does teenage experimentation in these un-
known areas lead to such devastating results? What about pressure to achieve
in school and choosing the right profession? Why do some teenagers see

death as an attractive alternative to these stresses? How can we help

someone in crisis? What are our own attitudes towards suicide? What are some

varning signs we should be looking for?

Since awvareness of warning signs is critical to preventing suicide, the

goal of this lesson is for every student to be able to identify individuals
wvho are at risk for suicide. To begin this exercise, the students are asked
to remember a time where everything seemed to be going wrong for them and
they felt miserable. They should try to reexperience that crisis and to
remember the details--how they felt, what they did, and what was going on.los

While this is going on, the three headings, verbal, behavioral, and_situa-

tional are written on the board. When the students are asked how they felt, and
what they did, their responses should be listed under these headings on the
board. This information canm be used as the basis for the list of suicide

warning signs.

A brief fifteen-minute film, entitled "Teenage Suicide," (MTI Teleprograms,
Inc) is then to be shown to the students and parents. Families may profit
from the open discussion evoked by this film. Also, it is important for
parents to learn the warning signs of suicide. The characters in the film
are not actors. Rather, they are the actual people who are experiencing

the situations.




The social worker should introduce the film by outlining the tkree cases
1'11;1:»1::0:!.106 The first young woman has attempted suicide three times.
She is depressed and is still at risk for attempting suicide again.

In the second case, Bobby has already committed suicide. As the parents
discuss what happened, the students should take note of the warning signs
that the unfortunate parents did mot recognize. The third teenager,
Susan, is an example of the seriousness of an emotional crisis. She
attempted suicide after not making straight A's that semester and after

having an important date fall through. Through support, Susan worked

through her crisis and is no longer suicidal.

The following are examples of questions to be asked after the viewing

of the film:

1. What did Bobby do and say that indicated that he was intending to kill
himself?

2. What are some reasons why the two girls wanted to die?

3. Why are some people likely not to help someone who may potentially

be suicidal? How was the first girl's father helpful? How was he not
nelpful?

4. How common is it for people to think about killing themselves? How

does one know when to worry about such thoughts?

Once the film has been shown and discussed, a more complete listing of
the verbal, behavioral and situational warning signs of suicide (see

107
attached) should be listed on the board and written down by the students.

As an ending to this session, the remainder of the time will be set
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aside for discussion, questions and answers between the social worker, the
student group and the parent participants. In order to further reinforce
the information imparted through this lesson, the illustrated booklet,
"About Suicide...and how you can help prevent it," (see attached) is to
be distributed tothe group. Through this reading, the students not only
vill gain in factual knowledge, but will also begin to contemplate their

108
roles in suicide prevention, the zubject of the lesson to follow.
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ichacl B. was 17 years old and
lived with his father, mother
and younger sister in an upper

middleclass suburb in a Norheastem

stiz. Halfway through his senior year in
high school, an A-minus student, good
athiete, nice-looking enough to be very
popular with the pirls but well-liked by
his male peers, Michaz] had, as the old
cliché goes, “*everything to live for.""

Mike did seem to have everything
roing in his favor, with an apparently
clase-knit family, loving parents, intelli-
pence, populanity, with a choice of col-
lepes and maybe » career in law. He'd
never been in touble, although his par-
ents weren't disciplinanans and gave
therr rwo children Jots of freedom 1o
mzks decisions on thewr own.

On: weekday afternoon, while his
{ather was a1 work, his mother in town
engaped 1n local political club activities
ant his kid sister shopping, Michael
mads 2 decision. He took hus father's
heensed 38 caliber pisiol and killed him-
self by {mng a shot through his temple.

The entre commenuniry was of course
shocked. His parents were also pro-
fcundly puzzled which, asids from the
t=-7ble Joss, was the worst pan of it all.

—Mnv? Win? If thev'd only known tha:

—somthing—anyitung—had pecn ooubl-

177 Mixe so desply that, |

But, as with so ma;ly teen suicides,
there may be little hint of a **something™
bothenng the boy or pirl. Or it poes

unobserved by the parents. Adolescents

can be “"moody,’’ as any parent of one
knows, Or they simply hide their oue
fechings. And Mike, it was realized later,
had hidden his feelings about an argu-
ment with his girlfriend, Diane. The dis-
egrezment had gone unresolved—some-
thing about Mike breaking a date with

— T

Since the 1950s,
the suicide rate
among young
people in America
has increased

by an incredible

300 percent

Lor e = T =
Diane to go 1o a bzallgame with his
fricnds—and Mike had gonen the idea
that Duane was so angry that it was *‘all
over.”

But was that the real reason, or merely
2 minor incident that was more than an
airsady woubled rmind could nkz, the
“‘last smaw™"’

The answer. of course, died with
“Mizhagl B.. u"ho like most teenags su-
cides,\left mo note. But, after much
soul-sezrching and znalysis, his parents
realized that their son had been disturbed
for some vears, with a father who was a
**workaholic,” a mother who spent more
and more time involved with various
community sctivities, both parents too
permissive a2nd offening linle puidance
for their children. And thore were the
pressures to get good grades, be 2 bener
athlete, take part in more extra-curmicular
activities in school—all with the goal of
acceptance at a good college. These
stresses might have seemed normal or
even minor to adults, but to an adolescent
they can be all but overpowerning.

Michael B. is a composite case his-
tory of a teonape suicide, not necessarily
“rypical.”" But he is close to reality, the
wzpic reality of one of Amezica’s most
senous contemporary problems.

135
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WARNING SIGNS OF SUICIDE

Add any of these clues to the blackboard list of warning signs that the

students may have omitted.

1. VERBAL

1. Direct statements like "I want to die,” "I don't want to live
any more."

2. Indirect statements like "I want to go to sleep and never
wake up," "They'll be sorry when I'm gone,” or "Soon this pain
wvill be over."

I1I. BEHAVIORAL

1. Depression, sadness

2. Lack of energy

3. Increase of decrease in appetite

&, Increase or decrease in sleeping patterns

5. Impatience or impulsivity

6. Inability to concentrate, bored and listless

7. Angry and destructive or boister.ous, shifting to silent
withdrawal or tearful londiness

8. Withdrawal from usual social activities

9. Loss of interest in hobbies, sports, job or school

10. Drop in grades by a good students or new concern about
grades by a poor student

11. Giving away possessions

12. Making final arrangements——will, insurance, funeral
13. Increased risk taking- e.g. driving a car recklessly
14. Frequent accidents

15. Previous suicide attempts

III. SITUATIONAL

1. Experience of a loss (through death, divorce, breakup of a
relationship or loss of self-esteem)

2. Difficulty communicating with parents
3. Problems with school or employment
4. Drug and alcohol abuse

5. Trouble with the law
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* Most suicides and
suiclide attempts are

reactions to Intense 30 | \
feelings of loneliness, = I_y

worthlessness, helpless- "

ness, depression, etc. p
* People wha threaten

or attempt suicide are

often trying to express //

these feelings - to

communicate and ask

for help.

With the help which is

available to people who

experlence these feel-

ings, many suicide / o \
attempts could be

prevented.

Understand the warning signs and
BE PREPARED TD ALT in 3 wisis.




WY do
peopie eommit
suicide

“

Becsuse

their problems
seem over-
whelming.

For example, people may commit suicide when

- no solution or change - attempts to deal with
is In sight. problems fall or
backfire.

Many oy

ple cavse than own deaths
without @ apecadl ernse s5tuation or conscious
Adec Son 10 commil Suc.oe

People who drive recklessly, heavily
abuse drugs or alcohol, or ignore
serious Ilinesses often do so because
they suffer the same mental anguish as
those who consclously commit sulcide.

DEPRESSION,
HOFELESSKRESS

This Is a leading cause
of sulcide. Depression
may be caused by per-
sonal loss, heredity or
body chemistry. Life
seems unbearable; the
person may lose Inter-
est in all activities and
wlthq[nw. 7o ()

-’.”l":‘.’&}} ;"%%{?
-(?I '-i :

OLD AGE/ D'SEASE

The prospect of increas-
ing pain and suffering,
as well as loss of inde-
pendence, Income and
dignity, Is frightening.
Suicide may seem (o be
the best alternative.

CRISIS/IMPULSE

Major life changes such
as loss of an Important
person, job, etc.; or the
heat of anger and frus-
tration can lead people
to attempt suicide be-
fore they have a chance
1o think things over.

PRUGS/ALLoHOL

Drug or alcohol abuse
can weaken a person's
self-control and lead

to suicide attempts and
self-destructive behavior,

Ary combination of several of these situations
gt one time is especially dargerous.
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% « More women than men
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attempt suicide.

= Women

to use barbit
drugs or poison, rat

than more
means.

violent

are most likely
urates,

e The characteristic
suicide attempt is
made by @ woman

! in her 20's of 30's.

gy -

her

* More men

th
actually ki o

* Men are most |ike)

to use a quick

. violen
means of suicide suc:i
as @ gun, hanglng. elc,

* The highest Suicide

rates are amon
age 25.34 ang 2. Palzpla
age 65 and over.,

* Anyone, at an
) a
commit suicidyg_ ge, can

I themselves.

SOME GROUPS
have special problems

thet can cause
suvicidal feelings.

ELPERLY

Loneliness, a major
factor In suicide, is

an especially serious
burden for the elderly.
lliness and financial
hardship often con-
tribule to the problem,

PROFESSI10HALS,
SUSINESS PEOFLE
Many outwardly suc-
cessful people may in
fact feel bitter or dis-
appointed, cut off from
their families, un-
bearably pressured but
unable to take time off.

MINORITIES

Cultural differences
plus poor economic,
social and family con-
ditions often lead

to severe problems,
especially for those
feeling trapped in
ghettos.

VOURG Al .
"OHLEGE STUDKETA
Many sutfer from
apathy or anger at a
world they can’t im-
prove. They receive
little guidance from
old standards or
family authority.

PATIVE AMLI-A0RG
The suicide rate on
some reservations Is
five times the national
average. This reflects
the poverty, disease and
despalr of life for many
Indians today.

CHILDALR

Tragically, even young
peopie age 5-14 are
victims of suicide. They
commonly have lost a
loved one, and can't ask
for or get adequate
emotional support.
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There sre many -
MIS 2 ORCEPTIONS
ALQOUT SUICADE.

Some common MYTHS
In addition o the normal grief and hardship of
losing » loved one, the family may experience--
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people alre=dy merten 3 d -y or not havin 20 religious and
have the idea. tremely unhappy and 9 g

cultural taboo
against suicide.
The family may
pretend death
was accidental
to hide the truth.

Don't be afraid =
to talk about ¥t
suicide. Talking B

about It frankly _\'),\“,

Iven the per- 7
upset, he or @ gon enough }TJ
she Is not support and ( r
necessarlly love. Ry
rnanlally III an {'va_. [’

FINANCIAL WORRIES
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can help prevent
a person from
acting on the
idea.

AFPRIHENSION

due to the due to fears that
loss of a 27377 suicide runs in
ey breadwinner, #7 (| tamily. Other tamily
b O A \ difficulties ‘1 | members, especially
. i Y ey | collecting %— young people, may
: Insurance, fear they'll become
FACT: The crisis period FACT: Only about suicide victims, too.

only lasts for a limited
time. The person can

one In four of those
who actually commit

Emotions ranging from anger to depression wre 3lso common.

get help and R
improve (but (c%::’

suicidal crises (,‘};
can reoccur).

75%63
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sulcide leave notes. '

PSYCHOLOGICAL COUNSELING ~7 =
Is often necessary to help the lamilies 5 .’
of suicide victims understand and deal

with the serious emotional and practical A
crises that they experience.
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How

suvinide ™

Be alert for these

DANGER. SIGNALS-

PRIVIGUS
ATTEMP (D |
may mean that
the person is a
high risk to try
again.

s
SR YOV Tebkb
if somecne i& thirking
2bout commitring

THRENITS

are often fol-
lowed by suicide
attempis. Take
threats seriously.
They include men-
tioning myster-
ious “long trips,”
etc., as well

as overl threats.

Most people
M:Jde commit
oty :
clues fogfv:or
infentions.

1 évp
b

TV O
EPREL s
sadness, anx|-
ety, decline in
interest in work
and people once
enjoyed.

that you take the per-
son's feelings serious-
ly and wish to help.

LiSTEN
to him or her - ask
concerned questions.

CHANGLS 1N
PERSOMNALITY
OR BLHAVIOM
such as sleep-
lessness; lost
weight, appetite
or sexual drive;
tendency to
withdraw.

PREPAPATIONS
FoP- PEATH
such as making
a will, putting
affairs in order,
giving away per-
sonal posses-
sions, acquiring
means o com-
mit suicide (gun,
rope, etc.).

A SUDDER LIFT
N SPIPITS

can mean per-
son is relleved
because prob-
lems will “'soon
be ended.”

Don’t assume the situation will cure itself.

Svuicide threats or

are almost

always 3 way of asking for HELP and SUPPORT!

ExpPLam

that with help and
support, he or she
can recover and enjoy
good times again.

STAY cLoSE
until help is available
or the risk has passed.

U VO

SOrC 1E
Don't try Don't Don't argue
to shock or analyze the or try ?;o
challenge. person's reason.
motives.
‘Go ahead YYou just feel “You can's il
and do it bad'gva.ﬁe “ 1 yourself because. . ”




© ENCOURAGE POSITIVE o
ACTION simed ot relieving unhappy |
or troublesome situations.

/4

You ean also
help the

TALE THINGS OVER

For example--

IAPROVE HOME ENVIPONMENT

If home life is a prob-
lem, suggest a strategy
for improving it - for ex-
ample, couple or family
therapy, elc.

G,
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KEEP BusY ACTIVE

Depressed people often
become apathetic, inac-
tive, and as a result grow
more depressed and
withdrawn - a vicious
cycle. A balanced
schedule of work and
recreation can help.

e

L5 ;

GET A
CHANGE OF PALE

Even a temporary change of
scene or activity can make a
big difference. It's a chance
to gain a new perspective on
the situation.

C

ceel

GET SOME EXERLISL

Beling good and tired
from vigorous physical
exercise helps a person
relax, sleep better, look
better and have a more
positive outiook on life,

L L

svicidal person

by suggesting
that he or she-- (
'
...... JO PN, ‘
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THE S1TUATION i 9 7
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course of ac-
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situation.
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LEARY To piLag

Hobbies, sports,
yoga, meditation,
etc., can help the
sulcldal person
learn to live with
normal stresses.

\
likely to
resolve the
stressful T

Discuss Q SV

the problem
with those in-
volved instead

of holding —
fealings back.
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v

.

TRY A NEw APPRoALH Y ()
— £y
If all else fails, it may 7 }

be best to avoid or :
leave an unchanging
situation. ® L
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from any of
these sources—-
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emergency

and referral.
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can help per- )
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GEs

such as psychiatrists,
psychologists, psychiatric
social workers, mental
health counselors, psycho-
analysts or psychothera-
pists are specially trained

q

are often willing r\

]

.

to help people with emo-
tional problems.

\
to devote a lot of P [ 1720
time and Involve: - s )
ment. They're good = ‘ o5
sources for referrals. @ aim often especially ?en-
sitive to young people's
problems. ___{(\
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SUICIDE CAN BE
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on a suicide hotline
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eémergency Service that
helps those in need,
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LESSON 7

AIM: This lesson has a direct relationship to the previous lesson in that

it also deals with adolescent suicide. However, our goal here is to deal with
feelings reparding suicide, rather than thoughts. We will also learn what

we can do to prevent such trapedies from occurring.

MOTIVATION: As with the previous lesson, the optimum leader for this session
would again be the social worker-therapist. Building upon the students'
knowledpe of suicide warning sipns, the social worker should begin this
lesson dealing wtih feelings by asking questions such as : "How can we show
support, understanding and acceptance to a suicidal friend or loved one?
Would we laugh it off or assume that the threat is a way of his getring
attention? Would we ignore the threat? Are there good and bad wavs to show
this support? What are some appropriate crisis intervention skills we should
know?"

DEVFLOPMENT: With the paal that students be aware of their own attitudes
toward suicide, the social worker should divide the class into small dis-
cussion groups of five or six. Each group is to be given a list of open-
ended statements (see attached) regarding suicide. FEach student is to write
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a completion of each statement and share it with his group,

After this initial exercise, the class should come together again as one large
group and explore ideas regarding suicide. The purpose here is to discuss
attitudes, not to teach them. Ouestions such as the following should prove
useful in puiding the discussion:

1. What was this experience like for you?

2. Which was the most difficult sentence to complete? The easiest? Why?

3. What kinds of feelings were stirred up with this exercise?

1
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4. Was it easier to write or talk about your attitudes?

5. What did you learn about your attitudes toward suicide or death from this

exercise?

The second part of this lesson will deal with the development of communi-
cation skills. When someone is suicidal, he is often experiencing intense
emotions. In the midst of this emotional pain, it is difficult for him to
make decisions and find solutions to the problems that have led him to

this crisis. Helping the person to get in touch with these feelings through
empathic responses changes the situation. Empathy conveys caring, under-
standing and respect. Alternative solutions, instead of suicide, can thus

be found to resolve the problem,

The following exercise introduces a means of communicating empathy as well

as the importance of feelings in a crisis. Part of being human is to feel.
Feelines are neither good nor bad——they simply exist. When someone is in a
crisis, he is experiencing an intense emotional response to a situation. Often,
he is unable to think the problem through in a logical fashion. Crisis inter-
vention begins by conveying that you understand and care how the person in

crisis feels.

The social worker should divide the students into pairs after having distri-
buted the exercise sheet centaining adolescent reactions to stress situations
(see attached). One student should read the statement while the second student
should identify the feelings expressed by responding: "You feel..because.."
This conveys understanding of both the emotion and the content of the statement.

The social worker should be ready to offer assistance and verification. In

———
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r

order to be helpful, the listener cannot make judgements or offer suggestions,
It is critical that students know that they are not to try to solve the prob-
lems of their friend. This is not helpful in a crisis. What is needed most

is someone who will listen.

The social worker should caution the listemer to avoid giving advice, cri-
ticizing, lecturing, sympathizing or analyzing. Examples of such blocks

to effective communication are: "If you do that, you'll be sorry; You shouldn't
talk like that; you'll feel different tomorrow; just forget about it;

and T know what you should do."

Sample responses to these statements (see attached) are to be distributed

and discussed. Why do some answers promote understanding? What kinds of
reactions are detrimental to promoting understanding? As an adaptation of

the ahove exercise, the students might be encouraged to offer their own stimulus
statements, This could have personal meaning for the students in that they could

have someone actively listen to their individual problems.

Following the discussion and after reviewing the communication skills just
learned. the social worker should continue the lesson by eliciting comments
reparding what to do and what not to do to help someone threatening suicide.
After writing the students' comments on the board, the social worker should
complete the list and distribute copdes to the students. The social worker

should direct the discussion to include each of the points expressed in the list,

This brings to a climax the material covered within these two lessons un suicide.

As a summary to what the students have learned on suicide, the students e

will be asked to respond to certain situations through role-play (see attached).
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The students should each receive copies of the stress situations as well as

thought-provoking questions on each situation.

One student should volunteer to act out the person in crisis. Another stu-
dent should volunteer to be the friend. The students should be encouraged to deal
with the situations using the skills and information learned in the previous

sections.

Once these practical and factual skills and information have been imparted
#nd discussed with the students, the final thought of the lesson will turn
to G-d. What is the importance of G-d throughout this? How can we find
hope of consolation within the spiritual and religious arena? For use as
reference, a copy of Psalms 139 will be distributed (see attached), read,

and analysed. Through reading this psalm, we find belief in G-d in all

aspects and in all places. There is nowhere to po to remove oneself from
fi-d's influence. Also discussed is G-d's wondrous work in creating the human

being. What are our thoughts on this? Do we agree with the psalm? Why?

If these past two lessons have achieved their desired results, the veactions
prevalent in the class should be heightened sensitivity,responsibility and
trust. Key emotions including fear and frustration have been explored. Most
crucially, the importance of helping friends through crises and of valuing

human life have been heightened.
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ROLE-PLAYING SITUATIONS

1. Susan had been dating David for over a year. At one time, they had
talked of getting married after graduation and she had been planning to
continue working at a restaurant while taking junior college courses.
Recently, David didn't seem the same. He acted tired, bored, and indiff-
erent. Last week, a girlfriend told Susan she had seen David in a car
vith another girl and last night David told her he thought they better

not see so much of each other for a while. Susan confided to you that she
didn't want to live anymore if David really wanted to break up. She

couldn't bear the thought of being this unhappy the rest of her life.

What do you think Susan was feeling? What would you say to let her know
you understood? What are some things you wouldn't want to hear from a

friend if you were Susan?

2. John's father killed himself with a shotgun after learning he had ter-
minal cancer. John returned to school after the funeral but didn't want
to talk to any of his friends about what had happened. He flunked two
classes that semester and dropped out of sports even though he had been
an excellent runner and had hoped to earnm a letter on the track team that

year. One day he told you that suicide seems to be the only answer for him.

Would you tell him not to do it and tell him that it was dumbto talk like

that? What could you do? Would you tell another adult?

3. Paul has had some heated arguments with his parents for several months.
He does not want to go to college after he graduates from high school and

they are putting on the pressure. He flunked most of his classes last
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semester and is now talking about dieappearing so life would be easier for
his folks. Paul doeen't seem to be eating or sleeping very well, skips
school frequently, is beginning to hang around with a wild group, and
doesn't want to take part in school activities. Last night he brought you
his tape collection and said he wanted you to have it because he wouldn't

be needing it anymore.

Are there any signs that Paul may commit suicide? Have you ever felt like

Paul? What would you say to Paul? To whom would you turn for help?



ATTITUDES ABOUT SUICIDE

OPEN-ENDED STATEMENTS

There are no right or wrong answers to these statements. They are
intended only to help you think out your own feelings about suicide.

Complete the statement with the first thing that comes to your mind.

1. Suicide is a problem with adolescents because.....

2. 1 think that suicide is worally....because

3. People who attempt suicide are...

4. The best think to do to help someone who wants to die is...

5. If someone I knew committed suicide, the hardest thing for me to deal
wvith would be...

6. The only time that suicide could be rational is...

or, I believe that there is no such thing as a rational suicide because...




WHAT TO DO AND WHAT NOT TO DO

A resource for discussing ways to be helpful to someone who is threatening

suicide.

1. Use concepts of good listening and communicating skills.

2. Believe and trust your suspicions that the person may be self-destructive.

3. Ask if he or she is thinking about suicide.

4, Get involved. Show interest and support.

5. Be direct. Talk openly and freely.

6. Allow him or her to express feelings.

7. Be willing to listen. This affirms feelings.

8. Don't give advice.

9. Be a non-judgemental listemer. Don't debate whether suicide is right
or wrong or feelings are good or bad.

10. Don't dare him or her to do it.

11. Don't act shocked.

12, Don't allow yourself to be sworn to secrecy.

13. Get help from persons or agencies specializing in crisis intervention

and suicide prevention.
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STIMULUS STATEMENTS
One student reads a paragraph out loud and with feeling. Another

student responds to each paragraph with, "You feel because..."

1. It's a drag being at home. There's nothing to do. It's just dull, dull,
dull, Mother doesn't want me out of her sight. You'd think I was a four

year old. She just nags, nags, nags.

2. Then there's my sister; she gets to drive thecar or do anything that she

wants but just because I'm not quite sixteen, I can't do anything.

3. I tell you this, if they start hitting me again, I'm running right back

to the juvenile court and tell it all from the beginning to the end.

4. I don't think other people think of me as an intelligent person either.

They just see a fat slob, nothing.

5. My father worries about the weather, but he doesn't worry about the way I
feel. He just talks and talks without even noticing I'm bored.

6. When I try to argue with him, he just says, "You'll neverchange," or

"I'm wasting my breath with you. You'll never learn.,"
7. Now that I'm learning to do some things I never could do before, and he
knows it, he doesn't say, "I'm proud of you." He seems to feel the same

wvay he always has.

8. On my birthday, he didn't even write or call or send anything. He
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alvays remembers the others in the family. Why not me?

9. Yeah, like when I was howe, he took my sister down and bought her a new

outfit for Easter and he didn't even give me the time of day.

10. She never seems to care about how I feel, all I hear is how she feels
or something about her charity work. Someone won't do this or somesone said

that. By that time, I could care less.

11. Sometimes 1 think it's all a bad dream and I'11 wake up and the sun
will be shining and they'll be gone. I'm worn out with taking care of

everybody else and nmobody caring how 1 feel or wha:r I want.

Used with permission from
Suicide Prevention, Inc.
Dayton, Ohio
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EXAMPLES OF RESPONSES FOR STIMULUS STATEMENTS

Promotes
Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

Doesn't Promote
Understanding:

« Promotes

Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

Doesn't Promote
Understanding:

. Promotes

Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

Doesn't Promote
Understanding:

Promotes
Understanding:

You feel annoyed because your mother won't leave you
alone.

My mother treats me like a baby, too.
You're angry because your sister is allowed to drive
the car but you're not.

It isn't fair. Why don't you get your parents to
treat you the same?

You're mad because your parents beat you and have a
lack of respect for you.

If I were you 1'd hit them back.

You are discouraged to think that others don't see you
as you really are.

It really doesn't matter what other people think of you.
You are disappointed that your father doesn't pay more
attention to your needs.

Fathera are like that.
on their minds.

They always have other things
You're exasperated because you can't get him to really
hear what you have to say.

It never makes sense to try to argue with him.

You're proud of yourself because you're Marning new
thirs and you wish he would acknowledge your new skills.

Why don't you point out to him all the new things you
can do?

You're really upset that he didn't acknowledge your birthday.

1 bet you got lots of cards from other people, though.

You must have been furious when he ignored you and
bought clothes for your sister.
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Doesn't Promote Look at it this way--he isn't worth worrying over.
Understanding:

10. Promotes You're resentful because she doesn't seem to care how
Understanding: you feel.

Doesn't Promote It is important to always let her think you care what
Understanding: she feels.

11. Promotes You're teeling hopeless because you can't seem to get
Understanding: them to respond to your feelings and needs.

Doesn't Promote Don't feel that way. They aren't worth it.
Understanding:
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16 THE PSALMS

'ven the days that were fash-

joned,

Nhen as yet there Was none of
them. -

How weighty also are Thy

thoughts unto me, od!
How great is the sum of theml!

1f 1 would count them, they are
fmore in nu r than the sand,
Were 1 to come to ‘the end of
them,” 1"wou.d still be with

Thee.

) If Thou but wouldest slay the
wicked, O God—
Depart from me therelore, ye
men of blood;

10 Who uftter Thy name with
wicked thought,
They take it for falschood, even

Thine enemies—

embryo. It is now considered that we
have here the doctrine of predestination.
God has s book in which is recorde

against cach person, from the embryonic
stage, the number of days which would
be lived.

civ. 15

wonders of

when as yet there was none of them. Thia
translation follows the kethib; the keré has
th be rendered: ‘and for it there was one
among them,' i.e, among the days en-
tered in the book was one for the embryo
to come to birth.

17. weighty. Beyond the Psalmist's

power to comprehend.

‘are the sums,’ plural of
fullness, ‘their vast sum.' Each thought
of God is itsell unfithomable by man
and in totality immeasurable.

is the sum. lit,

by making

induced the Massoretes to give the or is: God must k
i o {0 e o et 1 e ] el SR e e
and R.V. when I am awahe, fits in better ?’h::_l. y yamrucha, “redet T a0 E‘I‘nl;“r;:m and development

. with the rest of the sentence. 'The task of
counting would occupy all his waking
hours; and sfter he came out of his sleep,
he would atill be with God, enumerating
His thoughts because they were inex-

haustible. Aramaism
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hou hast hemmed me in behuind
and before,
And laid Thy hund upon me.

v § TIE

Such knowledge is too wonderful
for me;
Too high, 1 cannot attain unto it

Whither shall 1 go from Thy

spirit!
Or whither shall I flee from Thy
presence {

1f 1 ascend up into heaven, Thou
art there;

If 1 make my bed in the nether-
world, behold, Thou art there.

3 1f 1 take the wings of the morninig,
And dwell in the uttermost parts
of the sea;

10 Even there would Thy hand lead

me,
And Thy right hand would hold

me.

B. hemmied me in. It is the verh to de-
scribe laying siege to A city. Cind has,
as it weré, besivged him so that there 18
no escape.

latd Thy hand upan me. Grasped me and
1 cannot get away (cf. verse 10).

8. such knmv.’n.’h'e. Which God possesges
of him as of every individual.

too tonderful. Beyond human compre-
hersion.

7.2 cOD'S OMNIPRESENCE

7. whither shall I go. i.e. where could 1
go, if 1 desired to remove myself from
the sphere of Thy influence ?

Thy spirit. God as active in the warld
(cf. the spirit of God hovered over the face
of the waters, Gen. i. 2),

Thy presence. Which fills the universe
and  manifests tlis relationship with
human beings-

8. For the thought and language, cf.
Amon ix. 2; Job, xvil. 13
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connecting the verb with zereth, ‘a span.’
It is, however, to be connected with the
common verb meaning ‘winnow, sift)’
and should be translated, *Thou siftest,’
i.e. submit to & minute scrutiny. X

my going about. lit. ‘my path.! T}
word and its contrast, iyl'E:g down ‘III:
combination also signify the daily activ-
ities of a person's hife,

ways. Dealings with one's fellows. Used
of God in exxxvii, 5,
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LESSON 8
AIM: To conclude the course on death and to instill within the students

the importance of living each day to the fullest and to appreciate the life
we have.

MOTIVATION: Now that we have learned about death, what is life? Why

should we value it so dearly? What things in life do we cherish most?

Why? Wwhat kinds of things did we learn while we shared these experiences
with our families? Have some of our values been clarified or changed?
Finally, have our feelings regarding life and death, G-d, Judaism, and
family been altered since the beginning of this program? Why? Why not?
DEVELOPMENT: The end of the course should be developed so as to leave

the students thinking about the cycle of life. Towards that goal, a
siyyum should have been planned for this session. Since many aspects

of death have been here portrayed through film and poetry, this lesson
will begin by dealing with the subject's depiction through contemporary
music. Excerpts of songs dealing both with death and with affirmation

of 1ife should be played to the students. Examples of songs in the first
category include: Sison and Garfunkel's "0ld Friends,"” and "Leaves

That Are Green;" Peter, Paul and Mary's "Where Have All the Flowers Gone?"
and Blood, Sweat and Tears', "And When I die." Songs re-affirming life may
include the Beatles', "Ob-La-Di;" Judy Collins', "Both Sides Now;"

Blood, Sweat and Tears', "G-d Bless the Child;" Bob Dylan's "The Times

They Are A Changin'," 2nd finally, USA/Africa's, "We Are the World."

The purpose of playing these songs is manifold. It will offer to the stu-
dents pleasure through their listening; it will serve as a respite from

the difficult materials previously studied; it will tie-in many of the
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lessons within the unit; and most importantly, it will again demonstrate
to the students the prevalence of this subject in all of our art forms,
and thus, in all of life. The songs' themes deal with life's continuing
despite its problems, old age, childhood, and concern for our fellow

man, among others.

The teacher should end this portion of the lesson by asking for student
reactions to these songs. What are some of the feelings expressed in the
songs dealing with death? Are any of these sentiments similar to those
expressed in the poems read? In which different manners is life re-
affirmed in the second group of songs? Which song was your favorite?

Why?

During the final portion of the class, the students will produce the
photographs they have collected and begin to contemplate their lives

and what they deem important. Since they have already learned about death,
an appropriate way to end such a unit would be to discuss vhat i{s life?
What is the meaning of life to ua? How can we appreciate it and live it
in a meaningful way? Since we all knov that deth is inevitable, wvhat

things are important and what things lose importance?

As previously mentioned, the students were to have chosen ten to fifteen
pictures of themselves and of activities meaningful to them. Each stu-
dent should choose the five pictures most significant to him and which
most symbolize life as he sees it. As the students have quite a selection

from which to choose, the limit of five pictures should provoke
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thought and care in their decision. No more than two pictures of the
student himself may be used within the five. Once this selection is com-
pleted, the student will paste these pictures on colored paper provided

by the teacher. A selection of colors such as yellow, red, blue, green,
pink, grey and black should be offered to the students. The student
chooses a color and proceeds to paste his pictures. Students then inspect
each other's projects and through these pictures, discuss the importance
of valuing life and its offerings. Through the choice of pictures and the
color of the paper, the students may ascertain the different viewpoints ex-

pressed of life as well as goals and aspirations for the future.

Our program on death ends with this exercise. Having learned hcw to deal,
both pragmatically and emotionally, with the end of life, the circle is
reversed and students contemplate what to value while living. As we

have dealt with both facts and feelings while discussing death, the students
leave the course in a similar contemplative fashion. Our lives om earth
are finite; all of us will die. Let's learn to distinguish what is
important in life and what is not. Let's cherish our loved ones and
friends. Most importantly, let's work to make our time here satisfying,

full and productive.
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