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CHAPTER ONE 

Introductiona No matter the method of inquiry, adolescence 

is described as a critical period in the individual's develop

ment. The individual is met head-on with the realization of 

no longer being a child, and not yet ready to accept the role 

of an adult. 1 The transition is not a smooth one, and has 

become the center of much theorizing and controversy. In this 

first chapter we will discuss the various forms of studying 

the adolescent's development. How does the child develops 

by stages, chronologically, developmently, physically? These 

questions, and more have evo~ved into sciences. 

Adolescence may be determined and described biologically 

through characteristic changes and dynamics of growth. The 

child's growth may be described, individually, or generally 

through the use of age-stage theories, focusing on cognitive 

development, or on maturational development. Adolescence 

may be approached theoretically, as with a phenomenologist 

who emphasizes the adolescent's self-concept and his or her 

environment. The field theorist is concerned with how the 

interplay of elements within the adolescent's experience 

develop into meaningful patterns. The psychoanalyst por

trays early life stages which repeat and affect the individual 

throughout life. In the developmental approach, adolescence 

is discussed in relation to other stages of development, 

including the psychological dynamics which are also involved. 

Adolescence may be defined chronologically, which though 



CHAPTER I 

OVERVIEW: THE TWELVE YEAR OLD 

There is some difficulty in determining the exact classi

fication of a twelve year old in terms of development. No 

universal agreement exists among those who study and theorize 

about child development as to the number, characteristics and 

psychological meaning of each of the stages of human develop-

ment, but most recognize a crucial transitional phase- "an 

'inbetween' age" - called adolescence which marks childhood 

off from adulthood. There is much vagueness in relation to 

the chronological age limits at which this transition occurs, 

but it is generally recognized that when one is dealing with 

age twelve, one is dealing with such a transitional phase. 

While some view adolescence as a totality, for others substages 

are discernible and most theorists postulate an important 

transitional phase of "early adolescence" between the ages of 

ten and fourteen for girls and eleven and fifteen for boys. 1 

So Twelve, if viewed as an early adolescent, stops being a child, 

but is not yet an adult. "Adolescence it appears, is a way 

station in development, neither this, nor that, but something 

of both". 2 That "something of both" is explained further in 

the development literature as distinctions are drawn between 

the definition of adolescence as a broader more inclusive con-

cept that refers to changes in behavior and social status as 

well as to the biological and physiological changes (manifes-

tations) of this transitional period which are more narrowly 

referred to as pubescence and puberty. 3 The point is made that 



although adolescence is initiated by the genetic, physical 

aspects of reaching puberty, its behavioral manifestations may 

be affected by cultural, economic and environmental determi-

nants. 4 

TWELVE COMES OF AGE PHYSICALLY 

2) 

The developing individual is confronted with a physio

logical revolution. "Like the change from tadpole to frog or 

from caterpillar to butterfly, the change from child to adoles

cent brings an essentially new body into existence11
•
5 But, at 

the outset, it is important to note that all Twelves are not at 

the same stage in the biological processes underlying the early 

adolescent revolution. 6 Twelve may still be in the continuing 

slow steady growth of childhood or already into early adoles-

cence which is marked by the beginning of the growth spurt 

7 which marks pubescence. There is no such "animal 11 as a "typ-

ical" twelve year old, physically. In fact, growth throughout 

adolescence is asynchronous. 8 Not only don't all twelve year 

olds look alike, but within each individual, different organ 

systems and body parts are not keeping pace with each other. 

This often accounts for the observed awkwardness in adolescents? 

However, all authorities generally agree that once the 

action begins in all individuals, a broad spectrum of differen= 

tiation takes place at both the anatomical and physiological 

level. At puberty a considerable alteration in growth rate 

occurs. There is a swift increase in body size, a change in the 

weight, shape, muscular development, and body composition with 

related changes in strength, coordination and skill. In both 



sexes growth during pubescence is centered in the extremities: 

neck, face, arms, legs rather than the trunk itself. 10 There 

is also rapid development of the gonads, the reproductive 

organs and the secondary sexual characteristics signalling 

sexual maturity. 11 The key to all these changes lies in the 

influence of the central nervous system, especially the hypo

thalmus. and pituitary gland. 12 It is hormonal secretions that 

3) 

act as instigators of adolescent development. Gonadotropic 

hormones (andragen and estrogen) precipitate the production of 

mature ova and spermatazoa. 13 Some authorities further differ

entiate terminology and mark this period in which the major 

growth spurts begin as pubescence to distinguish it more finely 

from the period which culminates in the onset of menses for 

girls and the production of mature spermatazoa for boys which 

they characteristically define as puberty and therefore 

adolescence. 14 

There is marked confusion about Twelve having reached 

puberty or merely pubescence. One of the problems in deter

mining where Twelve is at physically lies in the different cri

teria used to determine onset of puberty. 15 In girls if 

developing breasts and growth of pubic hair are used, onset 

can be placed between ten and eleven years whereas, if menstrua-

tion is used, this occurs at average age eleven - thirteen 

years. For boys beginning of growth of pubic hair and enlarge-

ment of testicles occurs chronologically from twelve - sixteen 

years, whereas penis enlargement and ejaculation takes pl_ace at 

average age from thirteen - seventeen years. One student of 

Jl 
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adolescent development notes that the time of appearance of 

sexual characteristics in girls ranges from nine - sixteen -

eighteen years and for boys from ten - sixteen - eighteen 

years. 16 

Physically~ Twelve, cannot be pinpointed exactly because 

it is known that for some these changes occur very slowly, 

taking five to six years, while others change with rapidity in 
17 one to two years. But while individuals may vary in the 

4) 

actual time of occurrence of these changes or in their rapidity, 

the sequence of the events is claimed to be well established 

and much less variable than the age at which the events occur~ 8 

This is observable in the sexual maturational process. First 

for a boy there is acceleration of growth of the testes and 

scrotum. Pubic hair may begin at about the same time but is 

usually a triffle later. The spurts in height and penis growth 

begin on the average about a year after. The first ejaculation 

of seminal fluid, although to some extent culturally as well as 

biologically determined occurs about a year after the beginning 

of accelerated penis growth. Axillary hair usually appears on 

the average some two years after the beginning of pubic hair 

growth. In boys facial hair begins to grow at about the time the 

axillary hair appears, with the hairs of the moustache appear

ing first followed by chin hair. The remainder of the body hair 

appears from about the time of first axillary hair development 

until a considerable time after puberty. It is observed that 

after puberty the breaking of the voice occurs relatively later 

. d 1 19 in a o escence. 



In girls the appearance of the "breast bud" is, as a 

rule, the first sign of change although the appearance of 

pubic hair precedes it in about one in three. The uterus and 

vagina develop simultaneously with the breast and the labia 

and clitoris is also enlarged. But menarche, the first men

strual period, is relatively late in the sequence. It occurs 

almost invariably after the peak of the height spurt has been 

5) 

passed. Full reproductive maturity and functioning, i.e., 

passing of an ova - may not occur in girls until a full year to 

eighteen months has passed after menarche begins. 

In the skin, the sweat glands, particularly of the 

axillary, genital and anal regions develop rapidly during 

puberty and give rise to a characteristic odor. The change 

occurs in both sexes, but is more marked in the male. Also 

liable to appear in either sex, the appearance of acne (the 

result of androgenic activity) is claimed to be more cormnon in 

boys than girls. Nonetheless, in both sexes much self-con-

sciousness is caused by the awareness of the odors of sweat and 

t 
. 20 mens ruation. 

The important indication is that it is possible for 

twelve year old junior high school boys to be about five years 

apart in their height phase of physical maturity. 21 Observa

tions of both sexes indicate that faster maturing children have 

more intense spurts of rapid growth, while late maturers have 

less intensive periods of acceleration and a subsequent growth 
22 which is prolonged and therefore more gradual and even. 

1 
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Just as it is difficult from superficial physical ob-

servation to determine "twelveness" among the same sex, there 

is even more difficulty in trying to compare female twelves 

with male twelve year olds. A faster maturity rate is gener

ally recognized for girls in comparison to boys. They reach 

these different stages approximately two years before boys. 23 

Among girls some are finishing the pubescent-puberty cycle be-

fore others have even begun it leaving greater differentiation 

6) 

between twelve year old boys and girls than ever before. Girls 

are sometimes larger than boys between the ages of eleven to 

f 1 f h 1 1. ' h . 24 Th . . ourteen, a reversa o t e usua re ations ip. e Junior 

high school years are marked by a spectacular developmental 

mismatching of boys and girls,with the average junior high being 

populated by young ladies and male children. 25 

In early childhood development one observed a rather close 

and fixed proximity between age, maturation and development. 

This does not hold true for this stage of adolescence. 26 In 

every class there are simultaneously two distinct levels of 

maturity and hence patterns of interest over and above increas-

ing individual variety. This disparity lasts until the boys 

begin to catch up with the girls during the second year of high 

school. 

Since girls of twelve mature earlier than boys of twelve, 

the concept of a physiological developmental age that does not 

correspond exactly with a specific chronological level has pro-

found implication for educational theory and practice in terms 

of a twelve year old's behavioral characteristics and emotional 

-
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development. Such wide variations in physical maturation at 

twelve may contribute to what observers and laymen alike dis

tinguish as an individual's "feeling out of step 11
•
27 Other 

behavioral manifestations may appear odd if not understood in 

terms of the physical maturation taking place at twelve. 

7) 

Adolescent authorities point out that pubescence ushers in a 

desire even more - a requirement for additional rest due to the 

t ' . d h b d b h "d" f h 28 0 h s rain impose on t e o y y t e rapi ity o growt . n t e 

other hand Gesell et ·al note that these physiological changes 

usher in a period of increased physical energy which is some-

29 times manifested in an extreme manner. Gesell sees the 

quality of boundless enthusiasm and intense activity manifested 

by Twelves as being a direct result of this new fund of energy. 

Because of this, if Twelve "is at all interested, he is likely 

to be ardently interested 11
•
30 On the other hand, Gesell observes 

that because of the recurring periods of fatigue reflecting the 

body's need for rest Twelve may suddenly exhibit extreme physi-

cal behavior and just revert to that characteristic observable, 

casual, desultory, relaxing, shapeless, lounging, sprawling 

that is known as "hanging out" 31 While Gesell notes sudden, 

unexpected sharp pain recurring in Twelves as probably portend

ing the processes of puberty, he generally observes good physi

cal health as characteristic of this age. The personal timing 

of physical maturity can and often does create problems for boys 

and girls. Adolescent maturational concerns create intense in

ternal pressure. There is widespread recognition among students 

of adolescent development that early or late physical maturation 

i 

l 
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may have repercussions on a twelve year old's behavior. ~ 



Results of studies support the notion that emotional 

and psychological attitudes and development are related to 

physiological events. One researcher points out that because 

early maturing boys are larger and stronger they are of ten 

treated by adults in the classroom with semi-adult status. 

They are selected to play in school sports, chosen as school 

leaders and may even begin sexual exploits earlier. Often 

their greatest concern is the extra set of expectations they 

must live up to. Some data reflects that early maturing girls 

8) 

may feel embarrassment centered about conspicuousness, bigness, 

tallness, complexion and menstruation. Late maturing boys, 

because of a lack of height, weight and secondary sexual char-

acteristics may be referred to as "runt" or "peewee" and suffer 

awkwardness at social gatherings and feel tension in his group 

d . 32 stan ing. 

On the other hand, results from two Mussen and Jones 

studies for both sexes point to the fact that physical accelera

tion may be conducive to better social and psychologica~ adjust

ment. They generally show that boys who mature early are more 

likely to have favorable self concepts in spite of the strain of 

higher expectations. As noted by others and reported by them-

selves personally, they are nonactive, receive more general 

acceptance, reflect more self confidence, independence and act 

more socially capable. In studying physically accelerated girls, 

Mussen and Jones expected their many conspicuous differences to 

cause negative self concepts and interpersonal attitudes. But 

contrary to those expectations, they observed early maturing 
L 
I 



girls exhibiting far more feelings of adequacy and expressing 

positive self-concept attitudes and signs of independence. 

The researchers conc1uded instead, that "late maturing adoles

cents of both sexes are characterized by less adequate self 

concepts, slightly poorer parent-child relationships and some 

tendency for stronger dependency needs. 1133 

PSYCHOLOGICAL PROFILE OF TWELVE 

While it is difficult to find total agreement to what 

degree the physiological and anatomical changes precipitate or 

influence psychological growth and development in the early 

9) 

adolescent, there is general acceptance that the two are inter

related in many ways. 34 While some theorists de-emphasize the 

influence of psychological changes of puberty on adolescents, 

others make systematic attempts to relate physical growth and 

changes to adolescent behavior. 35 "As a time of rebirth into 

an almost new body and rapidly expanding mind and world, the 

twelve year old begins a period of shakeup and testing of all 

that has gone before. The adolescents' s ps.ychological structure 

. fl 'd" 36 
l.S Ul. • 

Early adolescence is as much a time and process of psy-

chic restructuring as it is physical transformation. It is 

assumed that the attainment of sexual maturation and full body 

stature is given psychological form and content by social exi-

gencies: social expectancies and taboos imposed on the pubertal 

boy and girl, anytime and everywhere, similar if not identical 

requirements for psychological modifications. 37 During this 

physical transitional period a tremendous change occurs in the 

J_ 
; 



individual's perception of himself and, consequently, in a 

quest for a satisfying concept of himself. 

According to Erik Erikson, a leading psycho-analyst, 

theorist and authority in the field of human development, all 

the previous stages of development come up for questioning and 

reorganization. All sameness and continuities relied on 

earlier are questioned because of the entirely new physical 

genital maturity. 38 Physically, the early adolescent has to 

come to terms with his new body in many ways. He has to up

date body images, revise the notion about where he stops and 

10) 

the rest of the world begins, find out what his body can do and 

how to control it. Moreover, the individual's ego - identity 

as well as his body image is threatened. The individual is 

preoccupied, sometimes overly so, claims Erikson, with what "he 

appears to be in the eyes of others as compared with what he 

feels he is and with the question of how to connect his earlier 

roles and skills to the id~al prototypes of the day 11
•
39 

Focusing his studies on the personality and emotional develop

ment rather than the physical or cognitive development of an 

individual, Erikson sees adolescence as being primarily con

cerned with the task of consolidating social roles. 40 

Influenced by Freud, but stepping beyond his use of the sex 

drive as the major determinant of developmental stages, Erikson 

concerns himself with the emotional dynamics between adoles

cents, members of the family and their socio-cultural reality~l 

Unlike some theorists, Erikson sees that "adolescence is 

not an affliction but a 'normative crisis', i.e., a normal 



11) 

phase of inc.reased conflict characterized by a seeming fluc

tuation in ego strength and yet also by a high growth potential~2 

Focusing on the successful solution of developmental crises in 

an eight stage theory of personality development, he views 

adolescence as corresponding to Stage Five, involving the stage 

of 11 Identity versus Role Diffusion11
•
43 Not only psychological 

revolution is involved, but an uncertainty of the adult roles 

which lie ahead. 

In each of the outlined phases of human development, 

Erikson posits that the individual must face and master some 

central problem as the dilemma of that phase. Though he views 

the underlying crises as universal, he understands that the 

particular situation becomes culturally defined. Only as each 

dilenuna is solved can an individual move into the next phase. 

Since Erikson views development as a continuous process with 

each phase equally a part of the continuum, every one of his 

phases or stages finds its antecedents in previous stages and 

its ultimate solution in those subsequent to it. 44 In each of 

the developmental steps that Erikson describes, a conflict with 

two possible outcomes arises. The two opposing elements in 

each of the titles of his stages indicates the polarities con

fronting each individual as he goes through the life cycle. 

If the inherent conflict is worked out in a satisfactory manner, 

the positive quality is built in and further healthy ego develop-

ment can take place. If not, if conflict persists or goes un-

resolved, ego damage results and the negative quality is built 

into the ego which may lead to lasting disturbance in adulthood~ 5 



12) 

In the adolescent stage there is striving toward an integra

tion of inner and outer direction and consequently a positive 

sense of identity. At the opposite end there is diffusion 

leading to a sense of instability in the midst of many confusing 

inner and outer demands and subsequently a sense of identity 

diffusion or confusion. 46 

According to the descriptive term "Identity vs. Role 

Diffusion", adolescence is the phase - specific time or criti-

cal period in which a dominant positive ego identity is to be 

established. 47 "The sense of ego identity then is the accrued 

confidence that one's ability to maintain inner sameness and 

continuity. . is matched by the sameness and continuity of 

one's meaning for others 11
•
48 The Twelves' problem is to hang 

onto a feeling being the same person - one who is changing but 

who is still identifiable as the person he has always been and 

will always be. In Erikson's view, one carries by implication, 

a sense of identity if one has mastered all the problems of 

childhood which include acquiring a sense of trust, initiative, 

autonomy and a sense of industry. According to Erikson, Twelve 

is just beginning to direct his efforts towards consolidating 

all these past stages and finding a place for keeps. 49 The 

final decisions to be made which will determine whether Twelve 

will acquire a positive sense of identity remains far off but 

specifically involve the eventual choice of vocation and a 

marriage partner. 50 "The youth does not question who he is but 

rather what and in what context can he be ·and become". 51 

Since a loss of individual identity is feared because of 



bodily changes, Erikson sees a sense of identity as being 

dependent upon becoming a counted upon and accountable part 

of a larger whole: 

"Identity consciousness then is a new edition 
of the original 'do\ibt, which concerned the trust
worthiness of the training adults and the 
trustworthiness of the child himself - only that 
in adolescence such self conscious doubt concerns 
the reliability and reconcilability of the whole 
span of childhood which is now to be left 
behind". 52 

The problem is that in Twelve's already begun passage from 

childhood, astonishing changes have started to shake the 

Twelve's certainty of his place or sense of belonging in the 

present and future that, according to Erikson assures, the in-

d . . d 1 f h. . d. f. d 53 Th T 1 f 1 1v1 ua o is innne iate con i ence. us we ve may ee 

identity diffusion specifically because of an inability to 

settle on an occupational identity at this time and his self

esteem is weakened. 54 Erikson also views Twelve's psychologi-

. cal discomfort as natural because genital maturity floods body 

13) 

and imagination with all manner of drives, and realization of 

intimacy with the other sex approaches and is on occasion forced 

on the youngster. It is natural to be in a state of psychic 

flux when a variety of conflicting possibilities and choices 

about life are beginning to be laid at Twelve's doorstep. 55 

Because of this disequilibrium Erikson describes the personality 

of the early adolescent as being partially diffused, vulnerable, 

aloof, uncommitted and yet demanding and opinionated. 56 But, 

says Erikson, it is these very ingredients that Twelve will 

utilize in role experimentation to solve his identity diffusion 

crisis. Erikson views these years of adolescence as represent

ing a necessary "psycho-social moratorium", a period in which 



such experimentation usually played out in peer groups, will 

help Twelve achieve in a few years the reintegration into 

adulthood of the already noted identity elements acquired 

earlier in childhood stages. 57 According to Erikson, Twelve 

14) 

is beginning the stage where he is looking for people and ideas 

to have faith in as older dependent ties to family change. 58 

The adolescent Twelve is eager to be "affirmed by his peers, 

confirmed by his. teachers, and to be inspired by worthwhile 

'ways of life' 11
•
59 

Just as the need for trust in oneself and in others was 

part of the earliest identity crisis, the adolescent youth 

wants to once again prove himself trustworthy in adult fashion. 

At the same time, Erikson notes the adolescent fears a too 

trusting commitment and will paradoxically express his need for 

faith in loud and cynical mistrust. An earlier stage established 

the necessity to will freely. Now Twelve is beginning to look 

for his opportunity to make free choices, but all the while is 

afraid of being forced into activities in which he would feel 

exposed to ridicule or self-doubt as the physical changes are 

sometimes already making youth feel ridiculous or doubtful. 

Thus, a paradoxical behavioral pattern may manifest itself in 

this stage of psychological development. Twelve may rather act 

out negatively in the eyes of adult society out of free choice 

rather than be forced into activities shameful in his own eyes 

or those of his peers. The psychological 11moratorium" called 

adolescence represents a socially authorized delay of adulthood 

as a psychological device. It lets Twelve experiment psycho

logically with ideas and patterns of identity before he makes 



15) 

more complete decisions based on his changing social role vis-

. h' f ·1 d 60 a-vis is ami y an peers. 

SOCIALIZATION: CHANGING FAMILY - ADOLESCENT RELATIONSHIPS 

As part of his new psychic and emotional restructuring 

and need for independence, Twelve is reexamining the basic core 

of interpersonal relationships within his own family. "The 

beginning of adolescence, in fact is often a high point in re

jection of adults 11
•
61 The early adolescent is involved in a 

dual struggle to identify and strengthen his identification 

with the same sex parent and at the same time trying to emanci-

pate himself from home. Because of his changing body, new ex

periences and backlog of development, Twelve is beginning to 

. d f · 1 . l' h 63 perceive parents an ami y in a new ig t. 

Characteristically, an early adolescent begins to spend 

less time at home which is viewed in later adolescent more and 

more for its convenience as a "base of operations 11
•
64 Some 

authorities reason that a youngster, according to outer imposed 

societal and cultural demands, is seeking to find a secure 

definition of himself as an adult independent of the authority 

and support of his family. Consequently, he must break familial 

ties based on authority, affection, responsibility, respect, 

intimacy, and possessiveness, not to mention the force of habit?5 

This often sparks rebellion on the part of youth and anger and 

resentment on the part of parents and family. This argument 

espoused by psychoanalytic theory encompasses what once was 

thought to be a universal classic pattern of the "Sturn and 

Drang" or rebellion and anger of adolescence where parents and 



youngsters war with each other but each is really at war with 

himself. 66 Although still applicable in our society to many 

16) 

adolescent-parent relationships, it is no longer generally rec

ognized as a "universal" pattern in light of the Mead, Benedict 

et al cultural anthropoligical studies. 67 But, in this descrip

tion there is doubt and ambiguity on both sides as to where the 

child of twelve, for example, stands developmentally. Both 

parent and child share ambivalent feelings about the desir

ability of the child's gro·wing up. 68 The twelve year old 

adolescent fears and reacts to the ambiguity within himself. 

Is he child or adult? Does Twelve want privileges? Which ones? 

Is he capable of handling adult responsibilities along with the 

privileges? 

Though Twelve may sometimes exist packaged in a physically

mature, adult-looking wrap, our technologically advanced society 

still types him child, thinking to prolong his emotional and 

economic dependence .as well as inhibiting free sexual expres-

sion. Some feel that the vehemence of an adolescent's protests 

is directed against the unspoken anxiety his new potentials 

cause him. 69 Although such conflict may exist, many suggest 

that early adolescence still tends to have essentially strong 

and positive parent-child relationships with the mother and 

father role still being regarded as very important to the youth?O 

Moreover, it is now generally recognized in light of cultural 

anthropologiGal studies in many societies, that adolescence can 

be experienced in any number of ways ranging from Hall's ear

lier description of a traumatic rebirth to Hollingsworth's 



17) 

description of. gradualness. Twelves do not all show the same 

type or rate of psychic growth just as Twelves cannot be 

matched physically. It was pointed out while some authorities 

consider conflict inevitable, others doubt the inevitability 

and necessity of conflict. 72 Changing relationships make pro

blems with parents important, but they are not the most impor

tant problems from the adolescent's standpoint. 73 

TWELVE JOINS THE GANG SCENE: PEER GROUPS 

Adolescent literature is very concerned with the influence 

of peer groups in the development of early adolescence. Al-

though the theoretical explanations relating to the reasons, 

extent and quality of the dominance of such interpersonal re-

lationships vary, all generally agree that changing adult-

adolescent relationships are related to peer group coIIDllitment 

and activity. In early adolescence, though parental influence 

may remain strong, the trend is seen as being clearly from 

family to peer orientation. 74 One of the basic functions of 

the crowd or gang (which in early adolescence shifts from neigh

borhood to school) is to provide a group identity which sep-

arates an adolescent from parent, a "we" feeling apart from the 

family. Because biological and cultural forces are beginning 

to combine to make self-definition a vital developmental task 

for the early adolescent, these interpersonal relationships out-

side the family are of vital importance to him. Thus the early 

adolescent can strengthen his own sense of identity by being a 

member of a group which defines his difference from his parents. 

The crowd now provides the strength for self-assertion and a 



new frame of reference from which to reject the old. 75 Young 

peoples' image of themselves is built partially on these 

interrelations, especially on the ways in which others regard 

them. 76 

18) 

In their terrible physical and psychic uncertainty, a 

peer group seems to offer some degree of security in that the 

youngster can resolve guilt and anxiety by doing what everyone 

else is doing. A boy or girl can better master fears about 

his body, thoughts, and actions if the gang is around. An 

adolescent is constantly checking up on how he is doing by 

noting other people's response to him. 77 As Twelve shifts his 

identification from family and adult society into a peer group, 

he finds a degree of reciprocity and approval unexperienced 

before in his relationship with the family or the school. This 

intensifies his shift in loyalty and allegiance from family to 

peers and "the group". Striving desperately to be accepted and 

liked, the group affords him a place to work on his adequacy 

needs. 78 Early adolescents will go to great lengths to shun 

the unpopular and cultivate the popular, knowing they will be 

judged by the company they keep. 79 A youngster senses the close 

relationship between the degree to which he allows himself to be 

loyal to the group and the subsequent rewards in the form of 

self-esteem and esteem by others he will reap. This may offer 

a partial explanation for the totality with which individual 

youngsters become involved in group activity. 

Additional statements are offered in the literature to 

further explain the existence and dynamics of groups and the 



relationships within. Peer. groups help Twelve's advance 

toward psychic and emotional maturity by functioning as a 

supportive mantle in which the youngster "tries on" new iden-

tities and "plays at roles" the way younger children played 

games. In a peer group, Twelve can begin to experiment with 

adult roles without the need for total or final commitment as 

19) 

he will be judged by his peers not by adults. As a substitute 

for a final psychological identity, youth utilizes peer groups 

and its symbols to establish a temporary semi-identity until a 

final one is reached. A youth in a peer group can find a good 

audience on whom to project all the roles and identities that 

one wants to test as possibilities since the audience is just 

d . h ' d . 80 E 'k 1 ' d 1 as concerne wit testing an trying. ri son c aims a o es-

cents form cliques, stereotyping themselves, their ideals and 

their enemies as a temporary measure in order to help each 

other through the discomforts experienced by the specific in-

b · 1 · 1 . 1 . d . 81 I d a i ity to sett e on a occupationa i entity. n or er to 

gain some sense of identity in a social context at this transi-

tional phase, they over-identify events to the point of ·appar

ent loss of identity with the heroes of cliques or crowds as 

well as with the media heroes of the time. Although not condon-

ing the intensity of adolescent clannishness and intolerance of 

differences in others outside the group, Erickson claims such 

adolescent behavior is a necessary defense against "identity 

confusion". 82 

Furthermore, some explain adolescent group activities as 

an adolescent "way out 11 of the dilemma of the conflict of adult 

cultural demands at home, in school and in the world at large 



with the developmental pressures within the early adoles.cent. 

For the adolescent, the problem of belonging is paramount. 

20) 

The adolescent is no longer a child, but the adults will not 

admit the adolescent to their world. Real adult status symbols 

of the society are denied to the early adolescent, i.e., access 

to many events, work, cars, mature sexual relationships. The 

function of the peer groups is to provide opportunities for a 

youngster to meet his needs for status and achievement~ 3 Denied 

cultural access to adulthood, the adolescent within a peer 

group tries to build a new and better kind of adult world. 

Furthermore, at this point since this is the only way he can 

realize and demonstrate his adulthood, he seizes and displays 

all the trademarks of his kind (the absolute conformity to ques-

tions of dress, how to wear one's hair, posture, vocabulary, 

and even intonation) so nobody can possibly miss him. 84 

According to data in adolescent literature, Twelve is 

85 usually more favorably disposed toward the same sex peers. 

For example, it is claimed that early adolescent boys perceive 

the same sex gang as an essential force in enabling him to meet 

his new awareness of sexual differences and find an outlet for 

86 his new physical abilities and athletic prowess. Boys and 

girls (although conventional role stereotyping may stand in 

their way) have a great need to be physically active. The phys

ical may be related to the changes that occur in the basic 

metabolic rate- about 10% per year from eleven to fifteen years 

of age. 87 Boys at twelve reflecting the desire for recognition, 

achievement, and acceptance, find team games- especially contact 

sports- a favored activity. Their interests and desire for 



status carry over into the "horse play" they exhibit as they 

push, shove, and wrestle even in the school halls a.nd class-

88 rooms. This behavioral trait reflects the already noted 

need for active physical outlets to biological changes. 

Girls' cliquei are more likely to use each other to 

sharpen their social skills and this involves them in endless 

gossip sessions either on the telephone or in-school chats or 

at slumber parties. 89 Although Twelves are more likely to be 

involved in and dominated by a like sex group, it is noted 

21) 

that changing social patterns have led to a trend away from all 

. girl or all boy groups. The 'Seventies' youngster is more in

fluenced by mass media corrnnunications and corrnnercial advertis-

ing, is enjoying earlier heterosexual social contacts and re

lationships which complement the continuing one sex group. 90 

In the opinion of Margaret Mead, this shortening of the period 

of like sex association is harmful, since psychologically per-

sonal identity suffers and "identity diffusion" is more likely 

to develop. 91 Erikson's theory does not preclude the possi

bility of developing the sense of identity through association 

with the opposite sex. He claims earlier opposite sex relations 

help an early adolescent in defining his own identity by enabling 

the youngster to talk things over endlessly and by discussing 

future plans. The only danger in these earlier boy-girl rela-

tionships, he notes, is that they may come to involve sexual 

intimacy before a young pair is ready (i.e., before a sense of 

identity is actually established) . 92 

The material studied concludes that at this s.tage Twelve 



belongs to a gang less as an expression of greater capacity 

for genuine social feeling than as an aim to satisfy personal 

22) 

d . f d . d . . 93 nee s o ominance an recognition. In fact, in one author-

ity's opinion, early adolescence's slavish attention to the 

most superficial and petty sameness reflect that "adolescents 

are much too self-involved to be able to see deeply into 

other's feelings 11
•
94 Gesell observes that "on the whole Twelve 

does not delve deeply or want things very different 11
•
95 Study 

results reflect that twelve year olds view surface values more 

readily, giving them greater weight in relation to character 

values. 96 

While the fifteen year old takes into account much more 

than physical appearance, actions, and abilities, the twelve 

year old in junior high school sees physical body factors as 

being more important in determining status. There is a link 

between how Twelve looks and how he is seen. Looks and ability 

to perform physical tasks are equally important. Sociometric 

evidence is offered to support the view that at twelve athletic 

prowess for boys is highly related to status. Boys with highly 

developed musculature and skeletal structures are seen as 

leaders, as daring and willing to take chances, as being good 

at games, as grownups, as fighters. According to the peer value 

system, it is desirable for boys of twelve to be bossy, fight, 

look unkempt. The studies recorded that being prestigious at 

twelve involves being restless, talkative, good at attention 

getting. The achievement of highest status involved much activ

ity in games as well as friendliness. In these studies, looks 

and personality traits rather than athletic achievement were the 



major determinants of status for girls of twelve. Being 

daring, a leader, possessive, full of humor about jokes were 

23) 

irrelevant traits at this age. Instead personality factors 

such as being popular, having good looks, friendliness, enthu

siasm, being happy, possessing humor about oneself, being 

restless, talkative, attention getting were related to pres

tige. 97 

Studies cited show in effect that early adolescents who 

are group oriented were rewarded, while those who lacked the 

above skills or were not "groupy" were excluded. It is noted 

that the rewarded youths appear to come out of a middle class, 

higher socio-economic family background where they may receive 

more opportunities to acquire and learn social skills. 98 

The external behavior of peer group participants is 

shaped by the group's conformist pressures, its emphasis on the 

need of children to be accepted and its stereotypes of "good" 

and "bad" behavior. Group attitude and values will often 

affect the judgment of the individual child especially in ambig

uous situations. It has been shown that even though children 

may resist inwardly and feel threatened, they attempt to pro

duce the behavior they think the group expects of them. In 

clear situations adolescents can "stick to their guns" to some 

degree, but when an unclear situation arises, the youngster 

will accede to what the group says is "right" even if it may be 

. d 1 99 wrong in au t eyes. 

SOCIALIZATION:· TDENTTFICATION UF SEX ROLE 

A major part of the self image and socialization adjust-
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ment that emerges in adoles.cence has to do with further sexual 

awakening and learning .the sex role that comes with biological 

maturation. Twelve is beginning the effort to· be male or 
100 female. Both sexes face the developmental task of iden-

tifying themselves in appropriate ways even while the cultural 

concept of appropriateness is changing. In Freudian terms, 

pubescence spells the end of latency and the beginning of adult 

genitality. The task of this age according to the psycho-

analysts is to master sexualty (i.e., to control, inhibit, 

direct) in the service of mature love ·and transform surplus 

1 . . d . k 101 sexua energies into pro uctive wor . Even if all students 

of adolescent behavior do not accept the Freudian notion of the 

sex drive as the basis for all positive (i.e., non-destructive) 

motivations, it is necessary to acknowledge its pervasiveness 

and importance particularly in adolescent behavior. 102 Most 

theorists and researchers support the idea that sex interest 

and awareness combined with increased sexual desires which 

crave gratification are closely related to the ongoing endocri

nological changes. 103 None of the theories of adolescent de

velopment claim that behavioral changes are related to in-

creased sexual tension. But they disagree on the extent to 

which the behavior involved in sex interest (awareness and 

tension) etc., is caused by physiological changes or by social 

determinants. 

What kind of sexual expression is observable at Twelve? 

Specifically, at this stage, Twelve.may if physically mature be-

gin to feel new erotic sensations, although it is experienced 

and expressed differently by boys and girls. 104 While girls 



are claimed to experience dif.fuse and undifferentiated 

"stirrings", it is claimed that boys experience direct and 

urgent sexual desire and aims toward rapid discharge of ten

sion in orgasm. 105 It has been reported that by the age of 

thirteen 30% of boys have engaged in some form of homosexual 

play and are active sexually at one level or another. 106 

25) 

Sex factors elaborate physical, psychological and per

sonality differences. Social roles become more clearly delin

eated along sex lines. 107 Boys are seen to be more concerned 

with establishing personal controls and standards while the 

critical achievement in girls seems to be interpersonal skills 

and sensitivity. 

Freud considered it important that the adolescent not 

"miss" the opposite sex. 108 According to Erikson, enduring un-

certainty as to sex identity may lead to a role diffusion, 

again endangering further ego development. "vJhere this is 

based on a strong previous doubt as to one's sexual identity 
109 delinquent and psychotic incidents are not uncommon". As 

already noted, Erikson claims adolescent "love" may not be of 

a sexual nature to the same degree as it will be at later 

adolescence. 

TWELVE'S COGNITIVE DEVELOPMENT 

The process of metamorphasis in Twelve's biological, 

physiological and psychological state is paralleled by a simi-

lar process in his intellectual level. Cognitive functions 

appear central to the changes that occur at puberty. Twelve 

can be described as a "structure of. beliefs". llO · Some adoles-



cent theorists. absolutely deny a c.aus.al relationship between 

biological development and the beginning in early adolescence 

26) 

f . . 111 0 h h p· o a new cognitive competence. t ers, sue as Jean iaget 

and Arnold Gesell, claim the revolutionary change in thought 

process is directly related and dependent on maturational 

changes in the cortex that accompany puberty. 112 

It is primarily to Jean Piaget that all students of human 

development and educators alike owe their increased knowledge 

and availability of data about the nature of cognitive function

ing. Piaget does not share Freud's interest in the subcon-

scious, in behavior dynamics, and in the affective aspects of 

human development. In his focus on the rational side of human 

development, he has described the course of intellectual func-

tioning, leading from the earliest initial reflex or gross 

sensory-motor actions to the most abstract mental operations' 

stage. A child cannot think like an adolescent who is begin

ning to arrive at the adult stage of thinking because he simply 

does not have the logical structures or organizations of thought 

and methods of reasoning which would enable him to deal with 

adult problems. 

According to Piaget who classifies intellectual develop-

ment into four distinctive stages with some observable phases, 

this new and last level of thinking is characterized as the 

stage of "Formal Thought" or Formal Operations". Piaget claims 

it coincides with early adolescence, occurring approximately 

113 between eleven and twelve years. By the age of twelve, 

there is an increased mobility and flexibility in thinking. 



27) 

"The child is concerned with what, the adolescent with what 

is plus what could be. The relationship between the real and 

the possible is new in adolescent thinking as compared with 

childish thinking. 114 Reality for the adolescent is secondary 

to possibility. Piaget and his colleague Inhelder suggest . . . 

that the adolescent is the person "who corrnnits himself to 

possibilities, who begins to build 'systems' or 'theories' in 
. 115 

the largest sense of the term". The reversal of the direc-

tion of thought between reality and possibility constitutes a 

turning point in the development of the structure of intelli

gence since it leads to an equilibrium that is both stable and 

flexible. 

"The most distinctive 'property of formal thought is 
this reversal of direction between· reality and possible; 
instead of deriving a rudimentary type of theory from 
the empirical data as is done in concrete inferences, 
formal thought begins with theoretical synthesis 
implying that certain relations are necessary and 
thus proceeds in the opposite direction ... This type 
of thinking proceeds fr'om what is possible to what is 
empirically real". 110- -

In Piaget's view each individual's physical or sensory 

experiences are "interiorized" in each stage of development by 

a process of "assimilation" and accomodation". Experiences and 

information are continually taken in and accomodated or adjusted 

to. In the process, the individual's cognitive structures 

change and abilities grow, allowing for the individual to 

assimilate and accomodate to ever increasing complex experiences. 

Social interaction and reaction to one's environment in terms 

of "cognitive conflict" make a child seek a new answer or in 

other terms seek a new "accomodation". Like Erikson, who posits 
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his stage theory .of personality growth, Piaget presents a 

universal, sequential continuum of intellectual development, 

with each stage arising out of a preceding one and building on 

it not only larger, but more complex structures. 118 Piaget 

also thinks, similarly to Erikson, that each cognitive stage 

must be successfully completed or intellectual difficulties 

will result. However, while emphasizing specific stages, 

Piaget does not claim that all children do or think certain 

things at certain ages. 119 It is the principle of sequential 

constancy that he views as universal and emphasizes most 

strongly. 

As Piaget depicts the progressive stages, the first stage 

of cognition is a sensory-motor stage coinciding with the first 

two years of a child's life. With all of its substages, it 

consists primarily of exercising inborn reflexes which grad

ually develop toward incipient and intentional forms of goal 

d . d b h . 120 irecte e avior. 

A second or "pre-operational" stage which chronologically 

approximates the two to seven year old is postulated. Reason-

ing in a pre-operational child is not based on logic but on the 

basis that contiguity of objects and events that occur together 

are assumed to have a causal re.lationship, eg., a road makes a 

b .k 121 
i e go. The pre-op child extracts concepts and makes judg-

ments solely dependent on subjective, direct, sensory percep

tions. Then, at approximately seven to eight years of age, a 

major shift takes place in a child's conceptual development. 
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In the· third or "concrete operations" stage of cognitive 

development, a child is free~ from the pull of immediate per

ception and is able to range backward and forward in time and 

space on a mental level which speeds up the thinking process, 

· · 't b'l't and freedom. 122 A h'ld · th' t giving i more mo i i y c i in is s age 

has achieved this flexibility because he can now operate in 

thought on concrete objects or their representations. Express

ing much of the properties of thought operations, he observed 

in children in the language of logic and mathematics, he noted 

that "school age" or pre-adolescent children can serialize, 

extend, subdivide, differentiate or combine existing structures 

into new relationships or groupings. The child is now able to 

think logically about concrete things rather than accepting 

surface appearances due to his developed awareness of the prin

ciple of "conservation". This gives the child the ability to 

realize that certain attributes of an object are constant even 
123 though its superficially changes in appearance. The child 

can now understand and utilize the concept of "reversibility". 

This means he can reverse his thoughts (though still only in 

relationship to concrete things) and return to the starting 

point of an operation. This enables him to use various 

approaches to the solution of a problem without becoming com

mitted to any one as the only one. The ability to hold several 

pieces of information in mind and reverse thinking allows for 

classifying and serializing which enhances the understanding of 

a whole structure or problem. But, the child in this third 

stage is still limited to ''describer thinking" and dealing with 

real facts in a real world. 124 



According to Piaget, it .is. only in the· fourth ·and final 

stage that a youngster reach.es: a maturational point where he 

can "operate on operations" or be enabled to perform "second 

order operations 11
•
125 This means that for the first time a 
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youth can follow the form of reasoning while ignoring its con

tents (hence the term for operations is known as "formal"). 126 

Between eleven and twelve, Piaget claims the adolescent can 

begin. to leave the real, objective world behind and enter the 

world of ideas. He controls events in his mind through logical 

deductions of possibilities and consequences. Piaget says an 

adolescent begins to have the ability to pursue "hypothetico

deductive thinking 11
•
127 Unlike a younger child, Twelve begins 

to consider thoughts rather than only concrete things. "This 

is to be truly self-conscious, a complex, differentiated being 11 ~28 

The formulation of a hypothesis leading to certain logical 

deductions is possible. Such a hypothesis may exist only in 

form, (e.g., what would happen if no one ever died?) or may have 

conclusions verifiable in concrete reality. Not only can Twelve 

begin to make such inferential deductions, but he can take into 

account all possible combinations of factors or relationships 

and do it in systematic fashion. Not only can he delay response 

while considering and judging information, but he can juggle 

and control such information on a purely abstract conceptual 

level without dependence on real objects or events. It is this 

abstract attitude that distinguishes the stage of formal opera-

. f t. 129 tions rom concrete opera ions. "The adolescent can range 

over the universe in time and space entertaining concepts which 

b . d . . h . f. . t " 130 cannot e tie to concrete experience, sue as in ini y . 

·-
' 
i 
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Twelve's abilities enable him to begin with a premise, neither 

adding to it nor subtracting from it and reasoning with that 

information. His achievement includes the beginning of the 

ability to keep from being distracted from irrelevant thoughts, 

to hold all aspects in mind while considering one aspect and 

then organizing, relating and reflecting on all aspects before 

reaching a conclusion. 131 

Language power expands with growth of vocabulary, 

facility in expression and understanding, elaboration of con-

cepts and adoption of the symbolic organization which the 

culture offers. 132 The growth of thought and language at 

twelve facilitates the already noted developing self-awareness 

of an adolescent which is not possible for the child. Now 

Twelve can stand off and cognitively discover himself as a 

t b h ht b t b . t" 1 133 W'th th t person o e t oug a ou o Jec ive y. i e grea er 

control over intellectual processes. Twelve can move more 

rapidly and easily between purposeful thinking and fantasy. 

"Unlike the preschool child who loses himself in a dramatic 

role, the adolescent can imagine himself into a role and then 

stand off to observe himself in it 11
•
134 This new ability and 

flexibility precipitates a resurgency of creativity in many 

forms. 135 

As noted in Twelve's biological and psychological matura-

tion, cognitive change is also not instantaneous. Not all 

Twelves are at the same intellectual level. The attainment of 

formal operations is not an all or none proposition. It is 

gradual. 136 In fact, some never attain this ability for abstract 



thought. The new level of thinking,. formal thought, is not 

the automatic result of accumulated years any more than the 
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transition from sensory-motor to pre-o.perational intelligence 

is automatic. 137 In fact, Piaget divides the formal operations 

stage into two substages separating the early adolescent from 

his later counterpart in terms of degrees of mastery of formal 

thought. 138 The first substage approximately paralleling the 

chronological years from 11-12 to 14-15 he names simply III A. 

The second, named III B, begins at 14-15 and continues onward 

with no definitive chronological cutoff. 

As in many other aspects of his development, the twelve 

year old is viewed cognitively as being in a transitional state. 

All the characteristics and abilities mentioned as typical of 

formal thought are deemed to be present. But, Piaget concludes 

from his experiments, in substage III A the approach to handling 

certain formal operations is "cumbersome". Initially in this 

substage, Twelve cannot yet reason out the whole range of intra

propositional combinations which means he cannot yet produce 

systematic proof of his response by way of ·the schema "all 

other things being equal". It is observable that only by 14-15 

can adolescents use this method more securely. This discussion 

implies, according to Piaget's theory, that an even higher 

level of reasoning will be reached during later adolescence. 139 

Results based on experiments in concept formation have shown 

that Twelve has but a tenuous ability to manipulate ideas and 

social practices. There are significant differences in this 

area as well as in comprehension of physical properties between 

the intellectual operations of twelve and fourteen year olds 
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but not between fourteen and sixteen year olds. 140 One re-

searcher after observing that not all adolescents achieved the 

abstract concept of conservation, concluded that interest in an 

effort toward developing abstract concepts probably depends on 

how much the adolescent feels he needs thes.e ways of thinking: 

"The role he hopes to play as an adult therefore affects the 

mental structures he builds 11
•
141 

A synopsis of the finding of how adolescents of differing 

chronological ages understand and are able to formulate politi-

cal concepts reveals, that maturational factors dependent on 

age rather than sex or cultural factors, are the most important 

ingredient in influencing the character of political thought 

and the achievement of a capacity for abstraction and ideology~42 

The ability to anticipate remote consequences of a decision was 

clearly more visible in fourteen year olds than twelve year 

olds. Twelves appeared more limited to concrete examples in 

their responses without being able to freely articulate the 

general principle which seemed to govern their response. Based 

on their studies, they disagreed with the common assumption that 

all adolescence is a period marked by political idealism, a 

preoccupation with utopian reconstructions of society and a dis

position toward the formulation of ideologies. First of all, 

in their opinion the mood of most youngsters is "in truth" 

firmly anti-utopian, and idealism, though present, is not uni

versal. In fact, it is less common than skepticism, sobriety 

d . h . ' l" . 1 ff 143 M an caution as a c aracteristic po itica e ect. oreover, 

they claim ideology is dim or absent at the beginning of adoles

cence and that the criteria for achieving ideology is apparent 
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only during the middle adoles..cent years. 144 .Though the time 

perspective expands and past and future assume greater impor

tance, they claim that the early adolescent's time perspective 

is not as strong as. it will be later. Twe.lve does not have a 

distinct sense of past as does middle adolescence. 145 

Not only is abstract thinking not achieved in all areas 

by all adolescents, but even when it is achieved, further 

studies point to the fact that adolescents capable of formal 

thought do not apply it at all times or in all places. 147 

While possessing more flexibility and mobility of thought, 

Twelve still has limitations to his thinking. It is suggested 

that he does not distinguish between his own point of view as 

a person organizing his future and the point of view of the 

social group to which he belongs. Twelve can fuse (or confuse) 

two viewpoints bec·a:use a new level of thinking is being achieved. 

This confusion will disappear gradually, according to Piaget, 

as the youngster assumes adult roles, especially the work role 

. 1 . b 148 in a rea Jo . 
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CHAPTER 11 

MORAL DEVELOPMENT' AND EDUCATION: THE THE'ORlES" AND RESEARCH OF 

LAWRENCE KOHLBERG 

One of the primary goals of Reform Jewish Education is 

moral development. The ·Torah and prophets define the purpose 

of Jewish education to be the development of the moral person. 

Therefore, a thorough. consideration of adolescent development 

is incomplete without also making reference to the theories _and 

studies of Lawrence Kohlbeig, social psychologist and teacher 

at Harvard University. Influenced and molded by the cognitive

developmental stage-theory of development and education, and 

foremost in his field, Kohlberg has concerned himself with the 

emergence of the moral realm and the "child as a moral philoso

pher" .1 

GENERAL ROLE--TAKING OPPORTUNITIES- KEY INGREDIENT TO MORAL 

DEVELOPMENT 

Kohlberg disagrees with those who would have us believe 

that the stimulus from three groups - the family, peer group, 

and society at large - has a unique or overriding effect on 

moral development. Kohlberg finds no evidence that family par-

ticipation or a family setting is unique or even critically 
2 necessary for moral development. As substantiation, he cites 

a comparative study of kibbutz-reared vs. family-reared young-

sters in Israel, in which youngsters show marked moral develop

ment despite markedly reduced familial intervention. 3 More-

over, Kohlberg claims supportive evidence which shows that in 

spite of psychoanalytic belief to the contrary, guilt, 
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hostility and punishnient do not facilitate moral development 

in the same way that children identify with their parent

models and internalize their roles. 4 The .child rearing cor-

relates of projective test measures of guilt have not proven 

to be correlates of actual moral behavior. 5 The family, 

according to Kohlberg, primarily helps in moral development by 

44) 

providing important, general, but not necessarily, unique role-

taking opportunities similar to those supplied by other pl;:'imary 

groups. 6 

Kohlberg also disagrees with the claims made by Piaget 

that the peer group, and not the family setting, acts as the 

primary determinant of moral development and influence because 

it offers a unique source of moral role-taking opportunities. 

A third type of participation sometimes assumed important for 

moral development is involvement in the secondary institutions 

of law, government, religious groups and occupations. "But, 

says Kohlberg, such groups are perceived quite differently by 

youngsters dependent on whether an individual does or does not 

f 1 f .... h ·1d 118 ee a sense o participation in t e socia or er In 

Kohlberg's view, participation in various groups converge in 

stimulating the development of basic moral values. One group 

is not significant in and of itself. The child lives in a 

total social world in which perception of all the above groups 

influence one another. 9 

Kohlberg believes that the main experimental determinants 

of moral development are the amount and variety of an individ-

ual's social experience. As he perceives it, the essential 
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ingredient to moral development lies in the. gene·ral role

taking opportunitiea, i.e. , the encountering of different per

spectives or taking of another's point of view. He claims that 

the more social stimulation there is, the faster is the rate of 

10 moral development. Research findings suggest to Kohlberg 

that all the above opportunities for role-taking are important 

and all operate in a similar direction by stimulating moral 

development through various stages rather than producing a par-
11 ticular value system. While Kohlberg sees affectional factors 

and social interaction as important and necessary conditions, 

they offer only a partial explanation for moral development. 

But his insistence that, they too, count distinguishes his posi

tion from the maturationalists who say that varying levels of 

moral development simply represent an automatic unfolding of 

biological or neurological structures. 12 In maturational 

theories of personality stages, age leads to a new stage regard-

less of experience and reorganizations at previous stages. As 

a result, onset of stage occurs regardless of experience, some-
13 thing which Kohlberg finds totally unacceptable. 

MORALITY NOT SIMPLY "INTERNALIZATION" OF ARBITRARY CULTURAL 

STANDARDS 

Kohlberg further rejects the popularly conceived position 

that morality and moral development simply reflect another as-

pect of "socialization". According to Kohlberg, morality is not 

"internalization" or learning to conform to arbitrary and 

specific parental and/or cultural standards. 14 He rejects the 

concept that perceives moral development as the' mere increase 



in internalization of basic cultural. values. He takes issue 

with various conceptions which postulate a distinct area of 

internalization of "conscience" - of moral control linked to 

guilt feelings that is.distinct from gen.eral processes of 

social learning and social control. 15 He further denies the 

validity of defining moral development in terms of the f orma

tion of internal standards that control behavior. 

Earlier researchers such as Hartshorne and May (Columbia 
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University 1928-30) thought they could identify and measure the 

growth of "moral characteri', a theory which had been conceptual-

ized even in ancient times by the philosopher Aristotle and 

promulgated down through the ages. On the basis of their 

studies, Hartshorne and May concluded that the most influential 

factors determining resistance to temptation to cheat or dis

obey were situational factors of punishment, reward, group pres

sures, and group values rather than a fixed individual moral 

character trait of honesty. 16 The Hartshorne-May results had a 

profound influence on Kohlberg's thinking. He does not_recog-

nize the existence of such a phenomenon as "moral character" 

or intrinsic traits which consist of a wide, divergent and often 

debatable selection of a "bag of virtues" which can be directly 

inculcated to bring about desired values. 17 Further, Kohlberg 

believes that there is no intrinsically motivated conformity or 

resistance to temptation; there are no such things as virtues 

and vices. Kohlberg asserts: "virtues and vices are labels by 

which people award praise and blame to others, but the way 

people use praise and blame toward others are not the ways in 



which they think when making moral decisions themselves 11
•
18 

Kohlberg concluded that these classical studies showed little 

relation between the possession of moral knowledge and moral 

conduct. 19 
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Kohlberg sugges'ts- that the basic social science problem 

of moral development is not accounting for individual differ

ences in moral character as revealed by behavior. 20 He argues, 

that fixed habits, virtue traits, or disposition to feel guilt 

are not the determinants nor stimulants to moral behavior, nor 

do they indicate maturity of moral development. 21 He claims 

that moral behavior that involves conformity to social rule is, 

on the whole, to be explained as the result of the same situa-

tional forces, ego variables, and socialization factors that 

determine behaviors that have no moral relevance. His writings 

reflect his constant battle against a position of moral relativ

ity in which it is contended that moral character is a value 

concept and that moral behavior must be understood in the same 

way as any other behavior. 22 Moral maturity may relate.to be-

havior, but behavior in itself is not a true indicator of moral 

development. Thus, Kohlberg turns away from the study of be-

havioral conduct and concentrates prim:a·rily on studying the 

development of moral values, judgnients, and emotions, and 

especially nioral reasoning. 23 

MORALITY COGNITIVELY DEFINED 

According to Kohlberg, the definition of morality repre

sents a set of rational principles of judgment and decision 

valid for every individual and every culture .., the principles 



of human welfare and justice. 24 Moral principles represent a 

cognitive rational organization and reorganization of the 

adult or youngster's moral experience. 25 The Kohlberg theory 

of morality starts from a different philosophic and psycho-
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logical basis than either the already discussed "common-sense" 

notion, i.e., morality originates w:(.th intrinsic character 

traits, or the personality psychology belief that morality is 

determined by emotional needs such as guilt. Although his cog

nitive-developmental approach flows. from earlier work on moral 

judgment by Jean Piaget and John Dewey, it reflects a consider

able extension and refinement of his mentors. 26 

Even though affective factors such as the ability to 

empathize and the capacity for. guilt enter in, Kohlberg asserts 

that moral s'ituatiohs a·re· ·c·o'ghitive1y· defined by the judging 

individual: 

"Moral principles are not specific rules for 
guiding actions but are modes of making judgments 
and decisions. This means that a rational process 
is involved in moral judgment, rather than a 
mechanical application of internalized rules. 
Moral principles are modes of handling moral 
conflicts, for resolving the competing claims of 
more than one person. Where competing claims 
arise, as they inevitably do, the mature principles 
used for resolving such conflicts are the principles 
of justice ... Right and wrong are defined by these 
principles rather than on the basis of consequences, 
approval or institutional affiliation". 27 

Kohlberg lays claim to an important relationship between the 

development of cognitive abilities and stages as discerned and 

posited by Piaget. He asserts that moral development is depen

dent on cognitive development. He believes that a necessary 

if not sufficient - condition for the highest principled 
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morality i.s th.e ability to reason l~gically (as represented 

by the attainment of th.e Piagetian st~ge of formal operations) ~B 

Kohlberg insists he does not want us to understand that 

moral levels of development are just cognitive stages - solely 

the application of logic to moral problems. While the condi-

tion of cognitive maturity is suggested for necessary attain

ment of moral judgment maturity, it in itself, is not the final 

determinant. As previously mentioned, experiential role

taking opportunities are also necessary. While formal opera-

tions may be necessary for principled morality, one may be a 

theoretical physicist and yet not make moral judgments at the 

highest level. 29 On the other hand, his major thesis about the 

existence of moral stages implies that normal development in 

' the moral realm has a basic, cognitive-structured component a 
la Piaget, and can be predictably plotted and must be explained 

h b . 30 on t at asis. 

REASONING NOT BEHAVIOR BETERMIN:Es· LEVEU:· OF MORAL~ · 

DEVELORMENT 

Following Piaget, Kohlberg insistently proclaims that 

studying behavior does not tell much about moral maturity. The 

behavior may be similar when an adult and a child resist steal

ing an apple, but Kohlberg asserts, only the re·asohs for not 

stealing it will reflect a difference in their moral maturity~1 

Similarly, statements about whether an action is right or wrong 

will not indicate moral maturity. Both may s·ay stealing is 

wrong. What does expose differences, says Kohlberg, are the 
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reasons. giVen why stealing an apple .is wrong. Reasons, not 

behavior, are the key to the levels or stages. of moral maturity. 

On the bas·is of his research, Kohlberg has claimed that when 

one looks at the reason a person. gives for his moral judgments 

or moral actions, significant differences in people's moral 

outlook become apparent. 32 It is important to stress that 

Kohlberg assesses level of moral development by the formal 

character of the judgment or· Tine· of ·r·e·a·s·onihg behind the choice 

rather than· the content 'irivolv~d. 33 Emphasis is placed on the 

mode of reasoning exercised in arriving at a position, as 

opposed to the specific position adopted. 

Initially in 1957, Kohlberg began longitudinal research 

in a group of 72 American boys, ten - sixteen years old. 34 

This became the ha.sis for his identification of six generally 

distinguishable orientations or perspectives which subsequently 

has become the foundation for his six-s~age typology of moral 

development. 35 A seventh stage had once been tentatively pre

sented, a discussion purely hypothetical and based on no data 

but with an aim toward expanding the notion that there is a 

post-conventional religious orientation as there is a post

conventional ethical orientation. 36 According to Kohlberg, 

these stages actually represent cognitive structures and forms 

of moral thought or judgment which he claims can be defined 

independently of the specific content of particular moral deci-

. t' 37 sions or ac ions. A child or adolescent thinks and reasons 

differently than an adult because he has different cognitive 

structures. 38 



KOHLBERG PERCE.IVES MORAL REASONING IN TERMS OF STAGES 

OR LEVELS 

Kohlberg perceives three distinct levels of moral 

thinking in his typology - the preconventional, the conven

tional, and the post-conventional level (also known as 

principled or autonomous level). Within each of these levels 

Kohlberg distinguishes two related stages which he considers 

representations of separate moral philosophies or distinct 

views of the socio-moral world. The orientations character-

istic of these levels reflect spec.ific difference in the 

wideness of the view of the social system and differences in 

one's ability to think beyond one's immediate concrete situa

tion. 39 Movement from level to level results from a different 

perspective of groups and one's relationships to groups. 

While reasoning at the earlier stages involve quite concrete 

reasoning about individual persons and events with little or 
-
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no perception of a society, its groups or institutions, reason-

ing at the later stages involve gradually more abstract think

ing in which perception of society and its groups develops. 40 

Kohlberg has specifically identified the following six 

f 1 . . d t 41 types or stages o mora reasoning or JU gmen : 

I. The Preconvehtional Level (Stages 1 and 2) 

At this level the child is responsive to cultural rules 

and labels of good and bad, right or wrong, but interprets 

these labels in terms of either the physical or the hedonistic 

consequences of action (punishment, reward, exchange of favors) 

or in terms of the physical power of the inculcating authority 



figures. This level is divided into the following two stages: 

Stage 1: The P'uriishirient arid Obedience. Orientation 
The physicar-consequences of doing something determines 
its goodness or badness regardless of the human meaning 
or value of these consequences·. People's thinking at 
this stage involves how to avoid punishment or earn 
rewards. There is unquestioning deference to authority 
figures with power over them. 

Stage 2: The Instrumental Relati"v'ist Orientation 
Right reasOilrng leads to action which instrumentally 
satisfied one's own needs and sometimes meets the 
needs of others. Stage two thought often involves 
elements of fairness, reciprocity, and equal sharing 
but always for physical pragmatic reasons rather than 
from a sense of gratitude, justice or loyalty. 
Reciprocity, a key element in stage 2, is a matter of 
"you scratch my back and I'll scratch yours". 
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Kohlberg roughly places what he defines as pre-adolescent 

youngsters from ten - fourteen on this Preconventional leve1. 42 

II. Conventional Level (Stages 3 and 4) 

At this level people value maintaining the expectations 

of their family, group, or nation for its own sake and regard

less of its immediate and obvious consequences. The attitude 

is not only one of conformity to personal expectations and 

social order, but of loyalty to it, of actively maintaining, 

supporting and justifying the order and of identifying with the 

persons or groups involved in it. At this level are the follow

ing two stages: 

Stage 3: The Interpersonal Sharing or "good boy - nice 
girl" orientation. At this stage good behavior is 
equated with whatever pleases or helps others and with 
what others approve of. There is much conformity to 
stereotypical images or ideas of what is majority or 
"natural" behavior. Behavior is frequently judged by 
intention - "he means well" becomes important for the 
first time. Approval is earned by being "nice". 



Stage 4: Th:e Societal Mainte·nan'ce or "Law and Order 
o·r·:tenta·t"i'oU-- -- --
There is orientation toward authority, fixed rules, and 
the maintenance of the social order. Right behavior 
involves doing one's duty, showing respect for author
ity and maintaining the given social order for its own 
sake. · · 

Kohlberg sees. 14 - 16 year olds fitting primarily into the 

stage 3 and 4 conventional levels of thinking. 43 

III. Po'st Gonventio·n:al, Autonomous or· Principled Level: 

At this level there is a clear effort to define moral 

values and principles· which have validity and application 

apart from the authority of the groups or persons holding 

these principles and apart from the individual's own.identi

fication with these groups. This level again has two stages. 

Stage 5: The s·ocial Contract, Leg·ali'stic, Human: Ri'ghts 
and Welfare Orientation 
People at this stage terid to define right action in 
terms of general individual rights and in terms of 
standards which have been critically examined and 
agreed upon by the whole society. There is a clear 
awareness of the relativism of .personal values and 
opinions and a corresponding emphasis on procedural 
rules for reaching consensus. Aside from what is 
constitutionally and democratically agreed upon, the 
right is a matter of personal "values" and"opinions". 
The result is an emphasis upon the "legal point of 
view" but with an emphasis upon the possibility of 
changing law in terms of rational considerations .of 
social utility (rather than freezing it in terms of 
Stage 4 "law and order") where no laws apply, free 
agreement and contract are the elements of obligation. 
This is the "official" morality of the American 
government and constitution. 

Stage 6: The Universal Ethical Principle Orientation 
People define right by the decision of their con
science guided by self-chosen ethical ¥rinciples such 
as justice, reciprocity and equality o human rights, 
or the dignity of the individual. These principles 
appeal to logical comprehensiveness, universality, 
and consistency. These principles are abstract and 
ethical (the Golden Rule, the categorical imperative); 
they are not concrete moral rules like the Ten 
Connnandments. 
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A person's stage of moral thought in the Kohlberg 

system is determined through a moral interview. His technique 

involves the presentation of various, hypothetical, moral 

dilemma stories of moral situations, each dilemma concluding 
44 

with a serie~· of "should" or "ought" questions. These are 

designed to uncover the different pat:terns of reasons behind 

the subject's specific recommendation of action in such situa

tions. Kohlberg's most famous moral situation or dilennna, the 

"Heinz Dilemma", presents the problem of whether a desperate 
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husband should have ·stoleri a drug to save his dying, cancer

riddled wife. The druggist-inventor of the medicine was charg

ing ten times what it cost him to make the drug. He refused to 

accept the amount of money Heinz had managed to collect, nor 

would he defer payment till a later date. Questions concerning 

whether Heinz should have stolen the drug or let his wife die 

follow this oral presentation. 45 

Each stage is itself defined by values or issues that 

enter into moral decisions. Kohlberg has listed twenty~five 

such aspects. 46 In the "value of human life", for instance, 
47 the six stages can be defined in the following way. At 

Stage 1, life is valued in terms of the power or possessions of 

the person involved; at Stage 2, for its usefulness in satisfy

ing the needs of the individual in question or others; at Stage 

3, in terms of the individual's relations with others and their 

valuation of him; at Stage 4, in terms of social or religious 

law. Only at Stage 6 is each life seen as inherently worth-

while, aside from all other corisiderati.ons. 



55) 

Although in stage theory, age levels relating to sp·ecific 

stages. may vary in individuals, Kohlberg claims. St~ges. 1 and 

2 are generally typical of young children and delinquents. 

They are "pre-conventional" since decisions are made largely 

on the basis. of self-interest and material considerations. 

The group-oriented Stages 3 and 4 are "conventional" ones at 

which most of the adult population operates. The final 

"principled" levels are only characteristic of 20 to 25% of the 

adult population with Kohlberg contending that only 5 - 10% of 
. 48 

this group ever arrive at Stage 6. Kohlberg tentatively 

submits that it may not be possible for adolescents especially 

the younger ones, to attain principled thought since some kind 

of personal experiences of choice involving questioning and 

commitment in some sort of integration with stimulation to 

cognitive moral reflection seems required for movement from 

conventional to principled (Stage 5) thought. 49 As he states 

it, to have questioned conventional morality one must have 

questioned his identity as well.so But, a great deal of ex-

perience of personal moral decision and choice is not necessary 

for movement from one stage to the next in childhood and adoles

cence. Kohlberg claims evidence supports the notion that the 

experience necessary for moral stage development in childhood 

and adolescence is largely cognitive and symbolic and does not 

1 f 1 
. . 52 require arge amounts o persona experience. 

KOHLBERG CLAIMS RESEARCH VALIDATES "UNIVERSALITY. OF MORAL 

STAGES 

Kohlberg claims validation for. the existence of moral 



stages and the. dynamics of moral change res.t on this original 

and current, ongoing longitudinal research. These empirical 

findings have suggested that moral change fits into the 

general theoretical description of c~gnitive stage pattern. 53 

Therefore, he submits, that several basic assumptions and 

. generalizations are applicable to understanding moral develop-

ment. Children do actually think about and solve the same 

54 different ages. Moral stages 
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moral problems differently at 

imply something more than age trends. 55 Like all other aspects 

of human development, moral development is growth and like all 

56 growth, takes place according to a pre-determined sequence. 

Moral stages always emerge and succeed in an invariant develop

mental sequence in an individual - one at a time and always in 

the same forward order (regardless of cultural variables) . 57 

Children and/or adults can move at varying speeds and may be 

situated half in and half out of a particular stage. They may 

stop (become "fixated") at any level of development at any 

given age, but if movement continues, the sequence does not 

change. 58 An individual must move in accordance with these 

steps. Moral reasoning of the "conventional" or Stage 3-4 kind 

never occurs before the "pre-conventional" Stage 1 and 2 thought 

has taken place. No adult in Stage 4 has gone through Stage 6, 

but all Stage 6 adults have. gone at least through Stage 4. 

Kohlberg has declared that everyone shows the same move

ment in moral development. He strongly rejects the notion that 

cultural differences or relativism affects moral reasoning. On 

the basis of additional cross-cultural studies (also of a 



longitudinal nature), Kohlbe~g claims that moral stages ·~ 

. 1 59 uni.versa . All individuals reg·ard1ess of cultural cliff er-

ences or socio-economic sub-classes show similar levels of 

development in moral thought. 60 Regardless of the moral 

dilemma involved, people are universally consistent in their 
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use of a single type of thinking. About 50% of an individual's 

moral statements correspond to a dominant stage he is in, 

while the rest fall generally into the stages he is leaving and 

a stage he is moving toward, but which he has not yet 

"crystalized11
•
61 

If, as Kohlberg claims, we have been treating moral 

education as part of socialization, i.e., learning the rules of 

acceptable behavior and the highly prized virtue of a culture, 

then our attempts at moral education have been miseducative 

since they lack a real basis in educational theory and practice. 

Few programs in moral education have both a goal and methodol

ogy which will help achieve that goal. According to Kohlberg, 

teachers must discard their previous rationalizations and 

haphazard, thoughtless approach to moral education as it has 

been traditionally practiced, (eg. through the "hidden curricu

lum" approach). 62 The labeling of moralization as socializa

tion in the hidden curriculum, Kohlberg asserts, is only a 

means of avoiding the formulation of clear, philosophically 

justified moral principles. 63 A more deliberate intellectual 

approach is necessary. It is essential to consider the 

philosophical basis and teacher approaches in order to define 

the aims of moral e.ducation. 64 

J_ 



While Kohlbe;i:-g finds direct inculcation of. va1ues. is 

repugnant and based on false philosophic and .psychological 

assumptions, he ·als:o clearly and consistently rejects the idea 

of "value neutrality" in moral education. 65 The idea that we 

have different values and that all are co-equal .is not an 

acceptable stance to Kohlberg. He ·beli.eves rather that basic 

values are different largely because individuals are at 

different levels of maturity. 66 The lack of recognition of 

this "fact'' is the main failure of the relativistic stance 

inherent in the Values Clarification Approach (VCA) to moral 

d . 67 e ucation. Although Kohlberg admits that clarification of 

values may be a useful component of moral education, he argues 
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that its use alone in moral education implies that ethical 

relativity is true and leaves unsolved problems. 68 Furthermore, 

the actual teaching of relativism, claims Kohlberg, belies 

value neutrality and is itself an indoctrination or fixed be

lief that is not true scientifically or philosophically. 69 

AIM OF MORAL EDUCATION TO STIMULATE DEVELOPMENT THROUGH.STAGES 

Assuming that moral development does fit within the 

cognitive-developmental mold and passes through the natural 

sequence of stages, Kohlberg claims that the aims of moral 

education must be grounded on stage theory. The aim is not to 

impose or inculcate "correct answers" or fixed conventions; the 

aim is to stimulate deVe1opmeht stepwise through these stages 

to the highest step. 70 Answering his critics, as well as the 

legal challenges to moral education in the school, Kohlberg 

claims that such an approach is philosophically justified, 



socially useful, and also consti,tutional. 71 It is philo.so-

phically justified since the moral stages do not represent an 

American, middle-clas.s: value bias; they are universal. 
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Kohlberg claims it is socially useful. because persons at a 

higher level of moral development not only reason better, but 

act in accordance with their more mature judgments. To support 

his hypoth.esis that possession of principled thought plays a 

crucial role in guiding an individual's behavior, Kohlberg cites 

empirical findings relating to resistence to cheating, resolu

tion of others' rights and involvement both in the civil rights 
72 and in the Vietnam peace protest movements. Finally, 

Kohlberg claims the approach is constitutional since stimula-

tion of universal stages of moral reasoning is not indoctrina

tion. It violates no civil rights and is independent of any 

religious doctrines or assumptions. 

CLASSROOM MORAL-INTERVENTION PROGRAM EFFE'CTIVE' STIMULUS FOR 

MORAL DEVELOPMENT 

Given these stages of moral thought and the fact that 

stimulation of development is a justifiable aim, Kohlberg con

tends that genuine growth in moral development can be effec

tively stimulated in a school environment by utilizing a 

planned, intellectually oriented, moral-intervention program. 

The findings of such a program, originally experimentally im

plemented in a Jewish reform religious school by Moshe Blatt 

and Kohlberg (1971) with twelve year old students, suggest to 

Kohlberg that such programs do indeed stimulate adolescent 
73 students' moral growth toward higher stages. The aim was to 

explore moral judgment changes by applying developmental 



principles to a program of moral education, in which cognitive 

conflict and exposure :to high_er s.tages. of reasoning occurred 

in the context of continuing, intense moral discussions be

tween peers under the s.pecifically active leadership of a 

teacher in an individual classroom setting. Several situa

tions utilizing Biblical content and others· of a non-Biblical 

nature were tried. One, arising out of Genesis ch. 13, 

described the conflict between Abraham and Lot. It was chosen 

to point out a conflict in which a stronger, more powerful 

figure 'did not impose his will on a less powerful one, and did 
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not pursue selfish and hedonistic goals with regard to material 

goods. This situation was used to expose the class to Stage 3 

reasoning (orientation to approval and to pleasing and helping 

others). Another, based on Genesis 14: 1-23 where Abraham 

contributed to saving the life of Lot and others, but does not 

expect to be rewarded for it, was meant to help explore the 

value of human life in general and contrast it with the value 

of property. A non-Biblical condition was used relating to a 

problem within a family. It described a young man's dilenrrna 

caused by the illness and hospitalization of his father. 

Should he postpone going to college in order to work to support 

his family until his father is able to work, thereby surely 

losing a partial scholarship? 74 

The rationale was to expose junior high students to 

cognitive conflict, thereby inducing uncertainty about their 

own stage of moral reasoning, and engendering awareness of 

different moral points of view. 'All the while, the aim was to 



expose the students .to judgments. one stage. higher than the.ir 

own. 75 The techniques: stres.sed were bas.ed on previously 

validated stage-theo'ry assumption that higher stage subjects 

and reas·oning influenced lower stage subjects more than the 

reverse-that presenting arguments one st~ge up would affect 

h . 1 . . d d 1 . 76 c ange in mora reasoning an eve opment. 

Kohlberg and Blatt specifically chose to intervene at 

the twelve year old level as findings had suggested that pre-

adolescence is a favored or "critical" period for intervention 

into moral development. 77 According to Kohlberg, during the 

ten-fourteen age span, youths are typically moving from "Pre-

conventional" (Stage 1 & 2) to "Conventional" (Stage 3 & 4) 

morality. He claims that experimental data of conventional 

measures of moral change such as behavioral or attitudinal 

changes of honesty or conscience had proved to have little 

d . t. l" d' 7 B It th t . . h t pre ic ive va i ity. was seen a increases in ones y 

due to traditional, character education intervention "washed 

out" in a year in comparison with control groups. 79 On. the 
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other hand, Kohlberg and his colleagues found moral judgment 

maturity in junior high school predicts well to adult moral 

maturity with the predictability increasing in "pre-adoles

cence11. 80 Whereas at age ten, moral maturity predicts poorly 

to adulthood, at ages twelve-thirteen, it predicts well because 

of the transitional nature of this age level. In Kohlberg's 

view, the purpose of intervention aids those lagging in such 

movement to take the next step. Furthermore, on the basis of 

additional evidence obtained on adolescent deliquents, Kohlberg 



claims that with.Out such aid, some m~ght be expected to 

stabilize or fixate ·at the "Pre-conventional" level in moral 

. 81 reasoning. 

Although Kohlberg consistently submits that individual 

classroom intervention can only be one aspect of moral educa

tion - that only the total atmosphere of a "just" school or 

"just" connnunity can do the whole job, 82 t'h.e Blatt-Kohlberg 

experiment does indicate 'that specific moral progrannning in a 

classroom situation is able to stimulate or "speed-up" 

natural developmental trends in moral judgment and develop

ment. 83 They found that sixty-three percent of the experi

mental twelve year olds moved up a stage or slightly more. 

They found further that such increases were still evident one 

1 . h . h 1 84 year ater in contrast to c anges in t e contro groups. · 

Indications that the moral change reflected in this situation 

was not just the verbal learning of moral cliches were re-

fleeted in the fact that the actual changes which resulted 

were relative to the youth's own stage and were usually.to the 

next stage up. Also, the reasoning was transferable to dis-

. 'l d' l . . . h f 11 85 simi ar i ennnas or situations in t e o ow up. 
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The Kohlberg-Blatt experiment also confirmed what earlier 

findings by James Rest (University of Minnesota) had suggested-

that simple passive exposure to higher reasoning in an educa

tional situation cannot lead to actual formation of a new moral 

stage. 86 Based on earlier findings by Turiel (Harvard), 

Kohlberg claims that only by the ·arousal of cognitive conflict 

h . h . . . b .. 'l d 87 can ig er st~ge reasoning e assllili ate . Moreover, the 
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results confirmed that cognitive conflict could only be aroused 

in teacher-directed and involved discussion. groups, not in 
88 leaderless. ones.. Thus in Kohlberg studies, i.t has been found 

that to be effective,. discussions must be one level or above 

and that the way to reorganize! 'moral thinking and eventually 

effect moral behavioral change is by the consistent use of con

flict situations. 

"TRADITIONAL" MORAL EDUCATION LACKS STRONG TMPACT 

Kohlberg claims various reasons for the lack of impact 
89 conventional moral "training'' has had. First, it has ignored 

the problem of developmental match (knowing at which level a 

youngster functions and offering arguments to conflict -

dilemmas one level above). It has tried to transmit a set of 

adult, moral cliches at too high and abstract a level above 

that of the youth's level. Secondly, it has then taught in 

concrete terms too low for the child to accept. One of the 

most striking findings of the Rest study was that adolescents 

prefer reasoning at the next stage up to reasoning at their own 

stage - they were not "personally committed" to their own 

stage of reasoning. 9° Finally, traditional moral education has 

stressed adult "right" answers, not recognizing that new ways 

of moral thinking develop from within and cannot be imposed 

from without. 

Kohlberg suggests it is more important to be concerned 

with how a youth reasons about a situation. Once we know his 

stage of development, it is possible to help him reach the 



next s.t~ge. To see morality from the younger adolescent's. 

viewpoint and not to expect him to understand it from ours 

might be a step in the direction of creating a new type of 

moral education which can be ·applied in areas and contemporary 

situations where ''right answers" do not exist and solutions to 

unsolved problems are fraught with moral conflict for partici

pants and observers alike.· If we propose to help our young 

adolescents to reason about contemporary Jewish connnunal 

dilemmas and to think about the possible alternative resolu

tions,, then the theory and empirical techniques of Lawrence 

Kohlberg in moral education can be of great use to us. 
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Chapter Ill 

THE' 'CURRENT' STATUS. 'OF MORAL EDUCATION 

Sur·ge· to Ihtr.o'dtice Va1ues· Education in Sec·ular E·ducation 

American educators have beeri struggling with moral educa

tion and values in the public education system for almost a 

century. The doctrine of separation of church and state has 

prevented moral education per se from being specifically includ

ed in the public school curriculum. 1 But, in the past ten years 

there has been an interest in introducing moral education into 

the public schools. Consequently, this has led to a surge in 

research and development of practical, educational strategies 

with conconnnitant interest in the production of teacher and 

student curricular materials. 

Several factors have been cited for educators being 

compelled to reexamine this unemphasized if not entirely 

neglected area of development as it applies to public secular 

education. Some educational authorities and social observers 

propose that Watergate alone was the catalyst in opening the 

d t . 1 d 1 d 1 1 'f' . 2 oor o courses in mora eve opment an va ues c ari ication. 

Writing for the National Education Association, one educator 

claims the surge to introduce values education comes at a time 

when society is faced with questions arising from a breakdown 

of traditional values, cultural and racial conflict, and a deep 

distrust of the social and political institutions. 3 In this 

age of alternatives, a number of powerful forces such as social 

change, media, the sciences and technological revelations, and 

survival and environmental problems ·are contributing to the 



value dilemmas, the. va.lue conflicts and the complicated 

4 decision areas WllCh 'surround today IS .youth., 

Lawrence Kohlberg has suggested that the answers im

plicitly can be categorized according to either conservative 
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or liberal-progress1ve assumptions. He claims some would argue 

that this interest is a reaction to crime) Watergate, the 

decline of traditional sexual mor.ality, increase in drug usage 

and abuse) and explosion of violence. It is a conservative 

return to the social basics of moral order and discipline like 

the return to traditional basics in curriculum. The liberal 

answer to the current focus on moral education rises primarily 

from the rediscovery of the liberals of the moral principles 

behind liberal faith and the realization that these principles 

need to enter into education - to have rational or moral social 

ends and principles of action and to embody those ends in 

d . 5 e ucation. Others have suggested that education in the af fec-

tive domain is again receiving much attention brought about in 

part as a consequence of the accountability movement. In addi

tion to competencies, other goals are deemed worthy of con-

sideration. The educator also suggests that the developmental 

' psychologists (a la Kohlberg 1 et al) have greatly augmented 

interest in moral education through their research in this area~ 

In the current literature, the attitude concerning moral 

education is quite clear. There is general agreement that moral 

education legitimately belongs within the domain of secular 

education and should be the schools' responsibility. Convincing 

people that moral or value education des·erves a higher priority 



on the public school agenda is no longer an uphill battle.
7 

There has been increasing public advocacy for planned secular, 

moral education by both. educational leadership and lay people 

alike. One example can be found in an address delivered at a 

United States Office of Education-(USOE) sponsored 1976 con-

ference specifically concerned with the issues of moral educa-

tion. In a strong appeal, Terrel Bell, a former commissioner 

of the USOE sought to emphasize the intimate relationship in 

secular circles betweeri moral education and citizenship educa-

tion by voicing his opinion that one cannot be divorced from 

the other, nor can moral education be neglected in public 

education: 

"If morality occupies a natural and necessary position 
in the affairs of mankind, as I believe it does, and 
is not the exclusive province of organized religion, 

--------------- ·-en:en.--r-c--is--tn:e cofilfiion:·-res'pon.s io·i-1-i-ty-<Yf al 1 men and 
women to accept the teaching of moral values in a 
system of public education". 8 
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Other signs of increasing vocal public advocacy were pointed to 

at this conference: 

1. Item: The Gitizenshi:i; Ob{ectives of the National 
AS"Sessment of Educationa ProgresS:- T9/4-75 listed 
seven major-goals. Four of those goals are 
directly related to moral education. 

2. Item: In a recent survey of State Departments of 
Education, an overwhelming majority cited moral 
education as a major goal. 

3. Item: The Michigan Department of Education in a 
task force stated: "To show young people the 
value of moral inquiry is most distinctly the 
purview of public education, since in a democratic 
society, one of the purposes of the public school -
if not the purpose - is to educate for the better
ment of the whole 11

• 9 

Because the loose, informal, but intimate confederation 
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of home, church and school :which collectively rei,nforced moral 

education has broken down due ·to the. highly complex and frag

mented social structure of today, Bell submits that the public 

school has become the sole common denominator of children past 

infancy. The scho'ol alone, he claims, has both the opportunity 

and the right to assume responsibility for moral education. 

Like others, he realizes that the 'schools do "teach" moral 

education whether they know it or not, whether deliberate or 

not, and it is therefore necessary to plan effective moral 

education that violates none ·of the ethnic, racial, or religious 

differences which characterize ·our country's children. 10 

There is additional supportive evidence that many educa

tors and lay individuals alike who did not favor teaching values 

themselves now believe that responsibility (as Dewey suggested 

fifty years ago) for moral education rests with the schools: 

To a recent National Education Association Poll, 78.3% 
of the teachers responded that lack of priorities for 
human values is the major problem facing the schools 
and society for the next five years. 11 

As of December 1976, 80% of the elementary and secondary 

schools in New York State have been systematically helping 

students identify and develop their personal values. The New 

York State Department of Education has put out a discussion 

guide on values, and with federal and state support under a 

mandate of the Board of Regents, is conducting research on how 

to foster moral development. 12 

The Eighth Annual Gallop Poll of Public Attitudes Toward 



Educati_on (as reported in the New York Times April 18, 1976) 

indicated that 79% of all respondents and fully 84% of parents 

with school age children endorsed " instruction in the school 

that would deal wi_th morals- and moral behavior". 13 
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That seeming concensus, hOwever, masks potentially 

divisive questions: What kind of "moral instruction" should the 

schools perform? What should be its goals and how should it be 

carried out? Complicating the problem of assessing the current 

attitudes and practices in the realm of moral education is the 

disagreement over basic definitions based on the divergent views 

of differing philosophic and psychological assumptions. "Moral", 

"value" and "civic" education refer to overlapping but not 

identical realms. For some "moral education",- for example, 

deals with personal morality as well as civic responsibilities. 

"Values education" deals with personal values such as life 

goals, as well as with moral issues. 14 Indeed, these differ

ences are at the heart of the practicing teacher's problem as 

the conclusions about ethical conduct logically reached 'in one 

quarter of ten sharply contradicts those equally logically 

reached in another. 

CURRENTLY CONTENDING APPROACHES TO MORAL EDUCATION 

In reality several sharply differentiated approaches or 

typologies and methods of implementing moral or values education 

currently contend for the allegiance of moral educators. For 

example, in a December 1976 ·curriculum Report, (a publication 

of the National Association of Secondary School Principals), 



responses from principals to a survey to identify programs in 

the general area of moral education were a "mixed bag" but in 

this case four curricular approa~hes were discernible: 1) The 

Cognitive Moral Development Approach or Kohlberg model; 2) the 

Affective-Relativist Approach or Values Clarification; 3) the 

Religious Education Approach; 4) the Behavioral Approach. 15 

Superka, et al in Values Education Sourcebook (1976) 

identify, analyze and compare in detail some seven alternative 

but correct approaches to moral education. 16 In clear, concise 

terms the Sourcebook attempts to survey the rationale, purpose, 

teaching methods, instructional models, and teacher and student 

curricular materials including books, films, slides, tapes, 

etc. currently available: The five approaches identified and 

focused on which today are empirically observable and utilized 

in secular moral education and for which materials are abundant 

are: 1) Inculcation 2) Values Analysis or Cognitive Decision 

Making Approach 3) Action Learning 4) Values Clarification and 

5) Kohlberg's Cognitive Moral Development Approach. 17 .(note: 

The Sourcebook does describe two approaches for which no 

c.urriculum materials presently exist: 1) Evocation and 2) Union 

(see pp.191-197 in Sourcebook)). As of January 1977 another 

moral educator, Thomas Lickona, in his review of the current 

approaches to secular moral education has identified six value 

education methodologies, some of which agree with Superka's 

analysis. But, he adds one not found in the Sourcebook, 

identifying it as Deliberate Psychological Education. 18 Between 

Superka and Lickona there appears to be agreement that the 

75) 



76) 

inculcation method so criticized by Kohlber·g, as well as other 

moral educators 1 as being ineffectual, h:jpocritical and with.out 

sound theoretical basis 1 is still one of the most extensively 

used approach.es because it is unconsciously 1 as well as con-

sciously still applied to values education. The extent to 

which certain materials and programs have as their goal the 

conscious inculcation of sp.ecific values has varied greatly but 

many programs and specific courses on moral development es-

tablished by individual school districts in the SO's and early 

60's (e.g., Pasadena City Schools 1957; Los Angeles City 

Schools 1966) were developed to· instill by means of identifica-
. 19 

tion or socialization certain "correct" values. Some of the 

approaches are ·advocated by one field over another. For 

example, the leading social science educators including Hunt, 

Metcalf, Oliver, Shaver and Frankel support the claims and 

strategies of the values analysis approach. 20 

According to Lickona, the most widely practiced approach 

to value education in this country is Values Clarification, most 

commonly identified with the work of Louis Raths, Sidney Simon, 

et al. 21 In this approach, what is emphasized is less the 

particular content of values, than the seven-step valuing pro-

cess for which many different strategies are employed to ensure 

the Values Clarification priority of reducing the gap between 

1 1 d . 22 persona va ues an action. As noted previously, the con-

troversy and criticism directed at Values Clarification concerns 

what is thought to be its attitude that values are relativistic, 

personal and situational, not universal. One developmentalist 



authority submits that the. Values Clarification Approach con

centrates on the ·careful choice ·of values but has no under

lying theoretical structure. 23 More importantly for our 

' purposes·, Cognitive-Moral Development (a la Koh1berg) propo-

nents assert that Values Clarification frequently causes con

fusion as it. deals with hon·-m:or·a1 issues and advises against 

asking students to justify their chosen values (beyond meeting 
(1) (2) (3) 

the seven basic 
(4) 

criteria chOosing, freely, from among alterna-

tives, reflecting carefully on the consequences 
. (5) (6) (7) 

of those 

alternatives and prizing, affirming, and acting upon one's 
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choices) which denies: the ·opportunity (according to develop

mentalists) for individuals· to stimulate the development of 

their moral reasoning ability, thereby preventing growth toward 

1 . 24 mora maturity. 

An advantage of the Kohlberg approach is that the teacher 

has grounds for giving and requiring respect for an individual's 

opinions and values without sanctioning those opinions or values 

as morally adequate. He can recognize the student's right to 

hold and express views without having to maintain that those 

views are right or justifiable and so should be acted upon. 

CURRENT STATUS OF THE MORAL REASONING OR COGNITIVE MORAL 

DEVELOPMENT APPROACH IN.SECULAR EDUCATION 

As described previously (refer to Chapter two), this 

moral reasoning approach to values education is based upon the 

theory and research of the cognitive-moral developmentalists 

such as Lawrence Kohlberg, his colleagues and students. 
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There have been two visible phases of the Kohlbergian 

approach since it was introduced as a practical model into the 

educational system. What Kohlberg advocates label the "Blatt 

effect" was the first denions·tration in educational history of 

a meaningful efferit of deliberate, cognitive, moral reasoning 

education on student moral development. 25 The "effect" was the 

finding that separate, deliberately staged, and teacher-led 

moral intervention discussion groups utilizing hypothetical 

moral dilemmas would move (practically or totally) one-fourth 

h lf h d ' h ' h. h 26 to one- a t e stu ents to t e next ig er stage. The 

Blatt venture27 launched cognitive 'developmental moral educa

tion in a series of projects which consistently replicated the 

Blatt "effect". One major replication of the effect was the 

Stone Foundation projerit, planned by Edwin (Ted) Fenton along 

with Lawrence Kohlberg. 28 Approximately twenty high school 

social studies teachers in the Boston and Pittsburgh areas 

were engaged in a developmental moral discussion of hypothetical 

dilemmas which were then incorporated into Fenton's Carnegie-

Mellon Social Studies Curricula in ninth grade civics. The 

Stone project indicated in practice that the theoretical three 

elements: 1) use of controversial dilemmas to arouse "cognitive 

conflict" 2) a mixture of students at different stages 3) and 

teacher behavior engaged in· open Socratic probing had to be pre

sent to effect change. Criticism of Kohlberg's theory and 

methods have not stopped. 29 Aware of these, Kohlberg now sub

mits, that like the Blatt class.room intervention, this implementa

tion was based on what he terms a "psychologist's fallacy" in 

education - Le. , that fallacy which assumes that what is 



important for psychologists to s.tudy and know, or which is 

psychologically true, is_ also important for teachers or stu

dents to know or should. be the foundation of e.ducational pro

grams. 30 Both the above projects were based on the use of 

hypothetical moral dilemmas as had been used in Kohlberg's 

moral interviews for the purpose of stage level assessment. 

Such dilemmas, without grounding in historical time and space 

were more or less artificially imposed or tacked on as an 
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afterthought to the curriculum. Consequently, Kohlberg has in 

the past few years modified his thought and concluded that 

though such hypothetical dilemmas and stage change might be 

significant to the psychologist (or philosopher), it might not 

be significant to a teacher or student. Thus the Stone pro

ject was both the culmination and the demise of the Blatt 

variety of cognitive developmental education. 31 Many moral 

development educators now see that moral reasoning education 

has moved into an observable second phase which reflects the 

existence of two viable alternative models. Both are still 

tentative with the details only currently being worked out. 

The first of the two current aspects in this practical 

development of the Cognitive Moral Development model is the 

history of the Danforth Project, a continuing grant from the 

Danforth Foundation to Edwin (Ted) Fenton (Pittsburgh, Pa. 

schools); to Ralph Mosher and colleagues (Brookline, Mass. 

public schools); to Kohlberg and colleagues (in Cambridge, 

Mass. public schools); and more recently to Charles Quigley 

(working in the Los Angeles public schools). 32 Central to the 
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Danforth project has .. been a revision of thinking ab.out the 

relation of theory to educational pract1ce 'to answer some of 

the criticisms leveled at Kohlbergian theOry and practice. The 

current trerid is to develop so·cial educational experiences 

significant in the students' and teachers' frame of reference, 

as well as in that of the psychOlogist or philosopher. The 

notion that moral discussion was or should be a discreet unit 

in the curriculum with distinct moral education goals separated 

from other goals has been abandoned. 33 It is now espoused that 

"moral development should not be a "course" but a dimension of 

curriculum in any course, since any course raises issues of 

values, as well as issues of fact, in its studies 11
•
34 Thus in 

the Danforth project, implementation of the Cognitive Moral 

Development Approach is specifically geared toward integrating 

the moral dilemma discussion model or strategy with the more 

"academic" curriculum objectives. For example, in English, 

high school teachers Muriel Ladenburg, Guy Branble and Andrew 

Garrod all have deliberately attempted to use literature as a 

vehicle for the stimulation of moral development,as well as to 

teach the literature itself. Branble and Garrod specifically 

utilize the novel Huckleberry Finn. They have reconstructed 

curriculum focusing on this subject to specifically introduce 

moral education and to illustrate the understanding that in 

English, relevancy, is partially defined by structure of reason

ing. 36 Their aim has been to find· specific is.sues at a level 

more suitable specifically for younger adolescents who accord

ing to Kohlberg usually are moving from pre-conventional to 

conventional thinking. This particular book was selected 



because it is rich in issues involving friends.hip (Huck Finn 

. grows increas.ingly more concerned with Jim's .. welfare at the 

expense of his own). Some of the explicit reasons for this 

concern reflect a rejection of self interest as a moral 
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principle (Stage 2) in favor of trust, respect, loyalty, and 

gratitude - qualities which ·are characteristically embedded in 

37 Stage 3 moral reasoning. 

Thomas Ladenburg, working in the area of Social Studies, 

provides an example of the uses of historical dilenunas as a 

vehicle for integrating content and process. 38 Along with 

others, he argues that hypothetical dilemmas have limited value 

with regard to history or current events since they are devoid 

of time or place. As such, they do not readily serve the dual 

objectives of development and the teaching of history. But in 

accordance with developmentalists, the use of historical content 

dilemmas help students confront alternative realities which aid 

in construction of new ways of thinking which promotes growth. 

Furthermore, the inherent opportunity for engaging students in 

a role taking process through historical dilemmas provides 

additional catalysts for growth. In taking another's perspective, 

b f h ' d f I • 39 one ecomes aware o t e ina equacy o one s own reasoning. 

Ladenburg's curriculum development highlights how a 

teacher may develop curriculum starting with a single historical 

moral dilermna 1 such as the trial of the soldiers in the American 

Revolution's Boston Masscre, and eventually moving to a full 

history course consistently integrating moral questions within 

a historical context. From a single dilemma may come a 
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mini-unit. As an example of a mini-unit ·in secular history, 

Ladenburg uses the 'parallel. between the Boston Massacre and 

the Kent State ·incident. From this students might begin to 

formulate gener.al principles regarding dissent and protest and 

at the same time learn about particular historical events. 

In Ladenburg's opinion, the analysis of decision making 

as a major purpose of historical study or current issue pro-

vides opportunity for integration. By combining a search for 

answers with the historians' questions, and by involving the 

students in moral discussions arising out of such inquiry, the 

student must not·only grasp factual events, but also must re

solve the decision maker's· reasoning process. Developmentally, 

the student is confronted with the need to integrate historical 

facts, particular social role perspectives, and his own and 

others' level of moral reasoning. Student interest is sparked. 

According to Ladenburg, the query, What should do? Was 

justified? or, Who was/is right? asked in any historical 

context has always been the question that elicited the most 

interest, discussion, and debate. Ladenburg submits that the 

explanation for such dilenunas to have the power to elicit such 

a response is explanable in Kohlberg theory: 

"Facts become weapons that we used to reinforce 
their own ideas or eventually to batter down their 
citadels. As the mind is exposed to reasoning 
which it recognizes as more complex or complete, 
it alters or modifies its views, incorporating 
these newer and more adequate concepts. Thus 
dilerrnna discussions are the means by which we 
encourage students to deal with new ideas and to 
modify their own patterns of thought. Moral 
dilemmas have more power to accomplish this change 
than abstract discussion of causality because they 
surrnnon immediate failing of right and wrong which 
are always with us". 40 
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These examples have precipitated the realization and con

se.quentially the suggestion. by the developmentalist proponents 

that teachers themselves need to integrate moral discussion 

with other curriculuni content and goals. 41 

Further revision in the approach of the cognitive and 

moral developmental model has beeri ini.tiated by some develop

mentalist s in view of the failure to also deal with existing 

dilemmas arising out of current affairs as opposed to moral 

dilemmas culled from literature and history and hypothetical 

situations. Thus, one strand of the Danforth project led by 

Mosher & Springhall, et al, has tried to deal with and use as 

content, problems inherent in dealing with 11real" moral de-

cisions which may arise directly out of classroom life. They 

have developed curriculum requiring a counseling orientation 

for teachers and students alike based on the assumption that 
-

it is possible to utilize the process of learning and inter-

action in the classroom as "context11 for furthering the growth 

f 1 . 42 o mora reasoning. Thus the Ladenburgs' idea to integrate 

content with curricul.um and the Mosher-Springhall (& Sullivan 

as well) pursuit of utilization of the classroom "community" 

for moral issues content are outcomes of the Danforth curric-

ulums which represent movement toward a more democratic collab

oration between psychologist-experimenter and teacher or stu-

dent. 

The latest development of the Kohlbergian Cognitive-Moral 

Development Approach reflects the Kohlbeigian recognition that 
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specific class.rooms ·are but microcosms ,of a school as a larger 

community. The belief now is that. classrooms are not isolated 

entities. Kohlberg has proposed and is in the process of 

implementing (since 1974) the" creation of "just communities" 

as the social vehicle for maximizing moral development within 

a school setting. To date there is no knowledge of any large 

school that has attempted to alter its structure in light of 

Kohlbergian theory, but efforts have been made to create 

several alternative 1'schools-within-a-school" that incorporate 

aspects of the theory. The first of these programs began and 

is continuing in Cambridge, Mass. as a "school-within-a-school". 

Other such projects are underway in Brookline, Mass. and 
. . 43 

Pittsburgh, Pa. and Irvine, Ca. The newest project, the 

Scarsdale, N. Y .. · Alternative High School, is, as of 1978-79, 

run on Kohlberg's assumptions under the watchful guidance of 

Kohlberg himself. With the use of small group discussions and 

larger "communal" meetings there is an attempt to totally in

volve staff and students in a cooperative venture of running 

the school and confronting and working out moral issues,., as they 

arise out of everyday life, as well as within the curriculum. The 

aim is to offer students the soundest reasoning of which stu

dents are capable and to encourage them to exercise the best of 

their moral reasoning in arriving at communal decisions. These 

programs emphasize consistency between judgments and actions 

which is less prominent when only hypothetical dilemmas are 

used. The one project that has been observed and recorded in 

the existing published literature is the ·11Just Community" Pro

ject in the Cambridge, Mass. "Cluster School". Dealt with in 
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a study by Els.a Wasserman, the rationale, practical implementa-

tion and positive, as well as negative ~esults are set forth. 

Thus, whi.le Kohl berg's theory has ·beeri under methodological 

attack in recent years: as empirically minded researcher's ques

tion among other thi:ngs: the adequacy and consistency of the 

45 philosophical, as well as logical justification of his theory; 

whether the latter stages in reality represent more adequate 

1 . 46 h h h . 47 h h h mora conceptions; · ow t e c anges occur; w et~er t e 

scoring scale or stage labeling of individuals is valid; 48 

the misuse of the theory by categorization or labeling of in

dividuals; 49 whether the 'longitudinal evidence for the claim 

f . l" . . . 50 h h h" ld 11 o universa ity is convincing; w et er c i ren can actua y 

be stimulated to climb the stage ladder by moral dilemma dis

cussions in the classroom; 51 whether there are in fact actual 

stages of moral thought, 52 Kohlberg himself has been moving in 

a more pragmatic direction to promote individual development 

through group action in the "Just Community". 

CURRENT STATUS OF GOGNITIVE'-MORAL DEVELOPMENT APPROACH IN 

JEWISH EDUCATION 

There is no problem about a "bandwagon" phenomena when 

discussing the Cognitive-Moral Development Approach in Reform 

Jewish Education. As more than one Jewish educator has stated, 

because Jewish education comes with our own distinctive religio-

cultural orientation, Jewish educators should be wary of 

adopting Kohlberg's philosophy and techniques uncritically. 53 

Another Jewish educator has criticized Kohlberg's statements 

(especially tho'se delivered in regard .to the moral level at 

i 
-1 



which the Ten Connnandmerits are to be found in a 1968 Toronto 

address) for seriously undermining that which. g.ives our 

heritage its· unique character as a religion and gives· to Jews 

h . .. t d. . . 1 54 H 1 . f th h t eir unique ra it ion as a peop e. e c aims ur er t at 
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Koh1berg 1 s placing an abs.tract' concept of justice in a stage 

above that of the Teri Gonrrnandments has secularized our heritage 

and replaced it with his "scientific observation 11
•
55 Further

more, this critic maintains·that Kohlberg's openmindedness may 

not always be entirely appli~able to the needs of religious 

educators. whose goals in practicing and protecting our tradition 

must of necessity be, at the least, somewhat contradictory to 

developing religious awareness in our students in the sense of 

transmitting already pre-set values. He contends that the 

major problem with the ·analysts and developmentalists such as 

the Freuds, Piagets, Deweys, and Kohlbergs is that they do not 

begin with a basis in Jewish ·values. To adhere wholly, without 

reservations to Kohlberg's "cubbyholing", he claims, is to 

misdirect or even lose the focus of Jewish education and deny 

h d f 1 ' h d d. . 56 two t ousan years o a peop es strengt an irection. 

On the other hand, even with these reservations in mind, 

valid assertions for the utilization of Kohlberg 1 s theory and 
57 technique in Jewish education can still be made. It is said 

that developmental moral education correlates well with the 

aims of Jewish education because it aims to foster progress 

towards a more mature understanding of the concept of universal 

justice - a vital concern central to Judaism. By accepting the 

experimentally. validated idea that the. curriculum must match 
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the moral d.evelopmental level of the student if effective 

learning is to take place, Jewis.h educators can more readily 

reach desired goals,. since in too many cases the traditional 

curriculum in religious schools assumes higher stage cognitive 

and moral development on the ·part of the students. In the past 

Jewish ethics courses were tacked on to the curriculum. They 

often stressed an indoctrinative approach, teaching right from 

wrong in a Jewish context. However, as noted in Chapter II 

(p.48) this approach has been proven to be ineffectual in 

raising the level of an individual's morality in either secular 

or religious schools. 

Some attention has been directed to implementing moral 

education in Jewish Reform Education. In the 1977 ''Interim 

Outline of the Curriculum For the Jewish School" the Reform 

Movement, in theory, clearly reflects a positive desire to 

foster moral development. The UAHC curriculum guide states 

that age nine is the time to begin moral education: 

"To teach this as a series of maxims or in terrris of 
rules would not be meaningful. It is, rather, by 
coming to decisions, by attaining personal insight, 
by internalizing the understandings and guidance of 
the Jewish tradition, that the pupil may reach that 
deeper knowledge of Jewish ethics which can result 
in Jewish ethical living. In approaching this area, 
therefore, we should recognize that group discussion 
and participation in thinking through these problems 
are keys to a significant learning experience. Role 
playing and values clarification techniques may be 
especially pertinent here". 58 

The UAHC curriculum is based on the as.sumption that each 

year will include a similar kind of moral education but at an 

age-suitable level. In theory there is the attempt, also, to 
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introduce to adolescents personal and .s.ocial e.thics against 

the backdrop of traditional Jewish ·sources s,uch as the Bible.· 

Recognizing the adoles.cent need for personal independence, the 

1977 Reform Curriculum Guide also suggests drawing upon real 

life situations which demand decision making. It emphasizes 

the necessity of involving the ·seventh grader in the ongoing 

activities of the JeWish world through highlighting important 

contemporary iss~es. 59 The guide description given for each 

year following may include some suggestions for structuring 

curricular, but the only speci£ic text materials cited are: 

At Gamp Ke·e Tov by Helen Fine (4th grade); To Do J·ustly: A 

Junior· Ga·sebook ·for Social Action by Albert Vorspan (6th grade); 

Individualized Le·arning· Units by Cynthia & Richard Morin (6th 

grade); The Right Way by Lillian S. Freehof (7th grade); The 

Still Small Vo.ice and The· ·still Small Voic·e· Today by William B. 

Silverman; and Jewish Va1'1ies and Soc·i·a1 Grisis by Albert Vorspan 

(grade 11) . 

At Camp Kee Tov does deal with situational ethics,. but 

on this level is very superficial and only usable for fourth 

graders - not for older children. Its existence in the field 

is valuable but it is not of value for twelve year olds. Al

though the 1957 Freeh.of text,' The Ri.ght Way, does deal with per-

sonal situational ethics on an age-suitable level for seventh 

graders, there is no material dealing with the conflicts facing 

an adolescent in his interactions in a communal situation other 

than in a school or team situati_on. The sometime hypothetical 

stories may be an excellent source ·for further reference but 

the content and the language is dated as far as its use by 



89) 

students in the 1980's. Similarly, the. updated 1977 vers.ion 

To Do Justly by Albert Vorspan is also an excellent source for 

materials pertaining to social action and moral developmental 

education. This newly revised edition attempts to help 

adolescents deal with personal as well as communal social 

issues. Its most vital contribution is an added updated sec

tion on the Once Silent Jews of Russia. 60 However, this 

section though valuable does not deal in enough depth with all 

aspects of the moral conflicts involved in the contemporary 

Soviet Jewry issue as it pertains to our youngsters' under-

standing of the breadth of the problem and their ability now 

and in the future to take decisive moral actions to resolve it. 

In conclusion, espousing the basic premises of the UAHC 

curriculum but finding a lack of suitable material, this 

educator proposes to take what the Union curriculum purports as 

its goal and fill it with practical, implementable, age-suit

able material which will allow students to foster more mature 

moral reasoning and consequently more mature moral action as 

they grapple and deal with the contemporary problems and 

dilemmas facing Soviet Jewry. The twelve year old Jewish young

ster of today will have to face along with the rest of the 

Jewish community continuing uncertainties and a problem with no 

solution or at best only one with only a partial unsatisfying 

one. The purpose of connecting moral education and the Soviet 

Jewish problem is to integrate contemporary content and moral 

issues to help individuals develop moral, social, and religious 

awareness of thei.r responsibility as Jews to tackle this 
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problem so the Soviet Jewish community wi11 not be lost to 

future ·generations as the Jews of the Holocau.st were. Being 

aware of how Jewish problems have been solved historically and 

especially how traditional sources can be helpful can provide 

a basis for resolving contemporary moral issues within a 

Jewish context. 
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Chapter IV - PROPOSAL TO TEACH SOVIET JEWRY USING MOHAL D[LE}~1AS 

WHY TWELVE' YEAR OLDS 'SHOULD STUDY SOVIET JEWRY US'ING 

SITUATIONS INVOLVING MORAL DILE:MMAS 

Moral dilemmas are ideal as the focus and st8:rting 

point for a severith grade course in contemporary Soviet Jewry 

because their utilization is appropriate to the developmental 

level of twelve year old students. It has been demonstrated 

in previous chapters that the physically changing youngster of 

twelve is, at the same time, also undergoing perceptible social, 

psychic, cognitive and moral restructuring which results in a 

rapidly expanding mind. 

Both male and female Twelves are beginning a period of 

shake-up and testing, eventually leading to a consolidation of 

their social roles vis-a-vis themselves, their peers, family, 

and the society at large. Twelve is beginning to strive to 

become, not just be. He/she is seeking to establish his or her 

own identity while being counted upon and becoming an account

able part of a larger whole. Twelve is beginning the stage of 

searching for people and ideas to have faith in, as older 

dependent ties to family change. Group interaction, relation

ships, and obligations are of paramount importance helping 

youngsters in this fluid stage work through their needs and 

responsibilities. 

As a result of cognitive stage changes, the youngster of 

twelve possesses an increased mobility and flexibility in 

thinking. The results permit the individual of twelve to 
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display new abilities, allowing him to .assimilate and 

accomodate to ever increasing complex experiences. It has been 

shown according to Piaget that social interaction and reaction 

to one's environment in terms of "cognitive. conflict" make 

Twelve seek a new accomodation. 

Twelve's ability to conceptualize along with the growth 

in his vocabulary and language power enables him to deal on 

increasingly abstract intellectual levels and pursue purpose

ful thinking. Furthermore, a person of twelve, unlike younger 

children, can imagine himself in a role and stand off to 

observe himself in it and analyze it .. 

According to Kohlberg's theory of moral development, an 

individual of twelve may not be at the highest state of moral 

maturity. He may not have passed through to the higher stages 

of moral reasoning because his cognitive restructuring has not 

yet allowed for such moral maturity. But·,,' according to Kohl berg 

theory, cognitive moral stimulation will facilitate a twelve 

year old's moral growth. It has been suggested by Kohlberg, 

that since twelve is in this transitional level of development 

he can readily benefit from the suggested structured classroom 

intervention in the form of moral dilemma situations. Cognitive 

developmental stage theory and findings concerning arrested 

moral development fully justify moral discussions in the class

room at this age. It is hoped that these discussions based on 

the theoretical basis already outlined in Chapter 2 will place 

the students in that cognitive conflict (disequilibrium) which 

will facilitate their movement toward more mature moral 
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philosophies .. The following materials .s~ggest that moral 

dilenunas can be utilized to intro"dU:ce and "i:nte'gr·ate the con

temporary and value perspectives inherent in the Soviet Jewry 

context. 

Basically a moral dilemma is a conflict situation in 

which what ·is· r·i·ght o"r· 'Wrong is not clear. Presenting the 

complexities of several contemporary Soviet Jewish issues 

offers many opportunities to examine situations where basic 

moral issues identified previously as affiliation, loyalty, 

authority, allegiance, law, liberty, morality, conscience, 

contract, and the value of life may come into conflict. 

According to the theoretical considerations of Kohlberg et al, 

the specifically designed teaching process can strengthen the 

focus on ethical considerations stressed by good teachers. 

EXISTING :t1ATERIALS FOR TEACHING SOVIET JEWRY WEAK IN 

INTEGRATION OF MORAL ISSUES 

From a methodological point of view the, teaching_ of 

Soviet Jewry has been handled on many levels through many 

courses utilizing a variety of techniques. Some of these have 

included teaching Russian history and contemporary Soviet Jewry 

(or both) through literature, learning center~, films, drama, 

and values clarification. However, for a number of reasons 

these fail to stress moral education as moral dilemmas do. 

The Union of American Hebrew Congregation's K-3 "Soviet 

Jewry: A Film Discussion Course In Seven Units For Junior And 

Senior High School Students111 attempts to examine and discuss 



99) 

moral issues,. but ·the films themselves are the focus, not the 

discuss;ions. In addition, s.ever'al of the suggested films are 

not appropriate, for s.eventh graders. Finally, the length of 

the proposed films makes the course unsuitable for the struc-

ture of a once-a week fifty-minute class session. 

Although another Soviet Jewry course, "Lesson Plans and 

Programming on Soviet Jewry11
1

2 is specifically developed for 

seventh graders, it pays little attention to moral education. 

The goals which are stressed are content-oriented ones. In 

addition,the scope of the course is too broad. It tries to 

cover too many areas and historical time periods. Some of the 

materials are dated for use as resource materials detailing 

the existing contemporary situation concerning refusenik life, 

emigration, and the American communal response to the plight 

of Soviet Jewry. 

A third program, also developmentally matched to the 

seventh grader, is a two-part unit entitled, "Feeling Our Past: 

A Unit on Shetetl Life - Part I and Part II". 3 It fails to 

deal with any contemporary aspects of Jewish life in Russia. 

While it specifically emphasizes values issues, it does so 

only through a historical viewpoint and only utilizes value 

clarification exercises. It thereby fails to tackle and 

isolate issues which are truly and solely moral. 

Additional materials on Soviet Jewry are also weak in 

the area of focusing in on moral issues. The "Soviet Jewry 

School Kit: A Course In Five Lessons 11
,
4 has as its objectives 



the learning of history and geography. Furthermore, this 

particular course does not allow enough time to c.over issues 

in any but a superficial manner. Finally, it i.s not a good 

developmental match because it is aimed more directly at 

grades four through six. 
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The.re is much informati.on and documentary resource 

material in "J'ews '.in· Russia: The· Last Four Centuries, 5 but the 

course as it is does not meet the needs of seventh graders. 

Although many of the documents and thought questions might be 

adaptable for use for twelve year olds, the materials are 

geared for high school youngsters. It shares a weakness with 

some of the above materials in that its contemporary perspec

tives are outdated,, On the other hand, the Russi"an Jewry 

Reader by Chesler still provides excellent developmentally 

matched textual background material and should be so utilized 

even though it lacks a contemporary perspective. 6 

MORAL EDUCATION GAP FILLED BY PROPOSED COURSE 

Thus, the proposed moral dilemmas arising out of the con

text and content of contemporary situations facing Soviet Jewry 

and the resolution of the question of our own American-Jewish 

obligations and responsibilities to them provide a needed 

vehicle to provoke discussions about moral issues, choices and 

action. 

Effective dilemmas are usually ones which are develop

mentally matched and take into account findings about compre

hension of and preference for a one-le.vel higher stage of 



reasoning. Therefore, materials designed for seventh. grade 

should emphasize Stage 2 and Stage 3 (issues: of concern for 

others versus an individual's self-interest) with attempts at 

eliciting Stage 4 ty.pe reasoning (which might include a con

flict between the law and group allegiance). Twelve-year old 

individuals will respond differently to a moral dilennna with 

reasoning used ranging from a very self-centered perspective 
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to a more complex perspective involving communal or societal 

welfare depending on their varying degrees of maturity on a 

social, psychological, cognitive and moral level of development. 

The important point to be noted from Kohlberg's research is 

that a particular response is not indicative of one's moral 

worth. It simply indicates how an individual is thinking 

about a critical moral issue at that time. 

More important than just providing extra chances for 

discussion sessions,--moral dilemmas within the context of 

specific contemporary Soviet Jewish issues can fulfill the 

objectives of stimulating the students to struggle with· 

religious, social, and moral problems from differing perspec

tives, as well as draw the students deeper into the subject 

matter. It encourages the continued study of facts and 

clarification of issues on the students' part as they attempt 

tentative solutions. 

The proposed seventh~grade course is to be taught within 

the structure of a once-a-week afternoon Reform religious school 

program. Each of the 15 fifty-minute sessions are 'built 



around .five moral dilennnas whose si.tuations and iss.ues arise 

out of today's real life conditions ho.th ·in the Soviet Union 

and in the American Jewish connnunity. Each dilennna will in-

traduce another. unit or aspect of concern for the Soviet Jews, 

as well as for ourselves. The first of each three-session 

unit will introduce and confront a moral dilemma. In the two 

102) 

sessions following cognitive and value oriented source materials 

will be introduced and examined by a variety of techniques. 

Additional suggestions for activities and programming the stu

dents can do and lead others in doing will be included. 

It is hoped that stimilating maturity of moral reasoning 

will lead eventually to thoughtful, active participation in 

individual and/or connnunal resolutions to these thorny pro

blems. The aim is to raise the student's consciousness about 

the concerns and problems of our contemporary Jewish connnunity 

and strengthen a sense of communal responsibility to Klal 

Yisrael. 

TEACHER PLANNING: MORAL DILEMMAS CONTAIN FIVE ESSENTIAL 

INGREDIENTS 

Before the first moral dilennna is presented, it is impor

tant to note the five essential ingredients included in a 

moral dilennna story. 7 

1) FOCUS - A focus on the lives of students, course content or 

contemporary society. The dilennna should be con

sidered. genuine. 

2) CENTRAL ·cH:ARACTER - The dilennna should involve a central 



character or a_ group of characters around which the 

dilemma is focused. The s.tuderits make moral judg

ments about what the central characters should do. 

3) CHOICE - The story or situation must involve a choice for 

the central character(s). The central figure(s) 

should have two action alternatives which reflect 

definite conflict. Neither action choice should 

represent a culturally approved 11righ.t" answer. 

4) MORAL ISSUES - Moral dilemmas revolve around the moral 

issues, some of which have already been noted. In 

a discussion participants may choose to focus on 

any one issue in a dilemma and a teacher/facilitator 

should be prepared to ask appropriate questions re

lated to each moral issue in a story. 

5) A "SHOULD QUESTION" - Each moral dilemma ends with a 
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specific question about the appropriate action a 

character should take in a situation. Asking "should" 

questions keeps the discussion centered oti ~o~~l 

judgments, whereas asking "would" questions only 

asks students to predict actions. Only after dis

cussion of what should be done might it be useful to 

discuss the disparity between what one should do and 

what one would do to provide students with an oppor

tunity to examine possible inconsistencies between 

their own moral judgments and moral action. 



SUGGESTED THREE-PART TEACHING PLAN 

Ah . h . d 8 
t ree-part teac .ing plan has been suggeste : 

1) The first p'art includes introducing a dilemma and 

clarifying the facts. and terminology wtthin the story. The 

dilemma may be introduced in a variety of ways: handouts for 

class reading, a movie, a play, newsclippings, role playing, 

or audio tape. Using a variety of media helps. students 

realize that moral dilemmas do not always originate solely 

from printed material within their curriculum. There must be 

initial disagreement of opinion concerning the appropriateness 

of the action so students will be inclined to discuss the 

reasons for their different reconrrnendations. 

2) Secondly, if the initial dilemma provides little or 

no split in opinion, an alternative or series of alternatives 

to the original dilemma should be introduced in order to in-

crease the conflict or focus more specifically on one of the 

moral issues in the story. 

3) As a third ·p·a·rt of the teaching plan, the teacher has 

two tasks: 1) to promote student interaction and 2) to keep 

the discussion focused on the moral issue of the story. To 
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accomplish this, the interaction or perception checking ques

tions help to promote interaction among class members. Probing 

questions, a more specific type of question to focus on the 

moral issues of the dilemma, help accomplish this objective. 

Issue-related probes, role switch probes, and universal con-

sequence probes all aid in stimulating discussion of the moral 

aspects of a story. A teacher may wish to use an issue-probe 
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question when the students have mentioned an issue but don't 

recognize it as an important consideration in the story. Or, 

an issue-related probe question may move the. general class dis

cussion to an examination of a specific moral is.sue. Students 

usually discuss what the central character(s) should do. Role-

switch probe questions encourage students to confront their 

reasoning from the point of view of another character, thereby 

to expand a student's perspective on complex situations and to 

help students respond to the dilemma from their highest stage 

of reasoning. Universal consequence probes, usually introduced 

near the end of a discussion stimulate students to think about 

the implication of their reasoning for the society as a whole. 

These questions can suggest to students that their thinking 

about such important problems affects all of society. The list 

of probe questions in each teaching plan should be interpreted 

as a guide only. It may not be necessary to use all the probes. 

The most general kinds of probes involve the use of the ques

tions: "Why is that important to you?"; "Could you tell us a 

little more about your reason? 11
; 

11Why is your reason a better 

one?"; What is the most important reason the main character(s) 

must consider in making his/her decision?"; "Do you agree with 

so and so about ..... ?". 

PRACTICAL APPLTCATTON OF CLASSROOM MORAL DILE11MA SITUATIONS 

The diagram presented outlines the four steps and sub

steps a teacher should follow in utilizing a moral dilemma. 9 

The four squares down the center of the. diagram symbolize the 

major ·steps. ·in: the pr6cess and the activities· which the teacher 



should initiate.· The circles forming the extensions of each 

square represent ·suhs'.teps. or· sp·e·cific 'a'ctbiities which are 

usually student centered. 

THE TEACHING PROCESS 

Reflect On An 
lndlvldu•I Poslllon 

Est•bfloh lndlvldu1I 
Posillan1 

E1t1bll1h RMIOftl 
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Summ1rl1• Aea1onino 

Confront • Moral 
Dllemm• 

Sl•I• A T ant•llva 
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EumlneDIH_,t 
.----.........,_·Ruoono In Torme 01: 

t11un 
Ana'°90U1 Dli•mmn 
ConHq...,,.n 
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The teaching plan includes the instructions for a 

particular dilemma story including the alternative dilemmas 

and probe questions. The teaching process outlines the four 

steps or phases in the actual class discussion of a moral 
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dilemma story. The following material more fully develops both 

the plan and the process as an example of how this projected 

course integrates cognitive moral education into an examina

tion of the contemporary Soviet Jewish condition. 



COURSE OVERVIEW 

Approximately 52:, 000 Jews left Russi.a in 1979. Over 

225,000 Jews have heen enabled to leave the Soviet Union since 

the late 1960's. Although these figures are a vindication of 

over two decades of concern and effort to free Soviet Jewry. 

they don't tell the whole story. These numbers represent only 

a decreasing fraction of the many thousands of Jews who have 

been forced to apply to emigrate by an insistent, vitriolic 
' 

campaign of subtle, as well as 1 overt official discrimination 

and anti-semitism sweeping the Soviet Union. 

The more conscious and proud the Soviet Jew has become 
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of his heritage, the more vindictive the Russian. government has 

become. Despite Russian acceptance by signed consent to inter

national conventions and treaties designed to nurture individual. 

national, ethnic and religious freedom and basic human rights, 

their public policy and actions repeatedly reflect the fact 

that their own laws and international convenants are flouted 

and ignored. 

Emigration procedures have become more restrictive than 

ever. The thousands who wait for permission to leave for 

Israel and the United States live in a world of uncertainty, 

suffering, economic harrassment and deprivation, social isola-

tion, psychological humiliations and sometimes physical punish-

ment and suffering. These refuseniks and prisoners of conscience 

encounter painful choices and have forced on them many moral 

conflicts not of their own making. 



In the early years of the mass ne.ed to emigrate, 

activist response by world and American Jewry was strong and 

united. Goals appeared clear. Purposeful action was pursued 

with great unified effort. But increasing emigration has in

creased the problems, choices and create.cl moral conflicts both 

for those who need and want to emigrate, as well as for those 

committed to aid such emigration. Moral dilemmas have arisen 

for which there are no "right" answers, and their existence 

affects not only the future of Soviet Jewry, but also that of 

each member of the American Jewish community. 

A new decade has begun. It erupted in conflict and 

crisis that may affect the stability of many lives and nations 

including our own. It is too early to assess the impact and 

influence that the Iranian hostage crisis or the Soviet in-

vasion of Afghanistan may have on United States foreign policy 

. ' . vis-a-vis the Soviets in many areas. Furthermore, it is an 
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enigma to what extent new Soviet policy and actions may presage 

for an ultimate resolution to the present plight of Soviet 

Jewry. 

OUTLINE OF AREAS TO BE EXAMINED 

UNIT I SESSIONS I-III 

Discrimination and Anti-S'e!Ilitism ih the Soviet Union 

SESSION I .:.. Present Moral Dilemma: "The KGB Command Or 

The Soviet School Teacher" 

SESSIONS TI-III - Documents and source material will be 

introduced to dispute the S.oviet claim that 



there 'is no Jewish probTerri in the USSR. 

Contemporary manifestations of anti-semiti.sm 

will be explored by studying the Soviet 

g.overnment's attitudes 1 policies 1 and actions 

towards the Jewish religion and culture. 
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UNIT II - SESSIONS IV-VI 

THE REFUSENIKS' AND PRISONERS OF GONSGIENCE':· THE 

DIFFTCULTIES' OF LIVING TN THE' SOVIET UNION 

SESSTON TV- Present Moral Dilemma: "Karla's Decision" 

SESSION V-VI - Social humiliation and isolation 1 economic 

UNIT III 

deprivation, physical punishment and imprison

ment or internal "exilelf are tools system

atically used by the Soviet government to 

intimidate and deter Jewish identification, 

as well as emigration. Moral issues involving 

conscience, sacrifice,allegiance, authority, 

freedom, and value of human life come under 

study through biographical sketches, first 

hand observations, dramatic readings, and a 

short film "The Wall". 

SESSIONS VII-IX 

Soviet Jew As Captive; Is There· A Link B'etween· What 

America Does and Freedom For Soviet Jews? 

SESSION VII - Present Moral Dilemma: "Igor Guberman: 

The Classic Victim" 

SESSION VITI - Present Moral Dilemma: "The. Voter's Dilemma" 

SESSTON IX - Is the Russian situation for Jews one that 



UNIT IV 

can be understood in the context of the 

concept of P'idyon Shev'u)r'im? Are all 

110) 

Russ·ian Jews in captivity? Have the Russians. 

e.ver. demanded "ransom" in return for increased 

em.igration of Jews? Can American influence 

and foreign 1 as well as trade policy make a 

s.ignificant impact on the Russians and be a 

key to "redemption" of Russian Jewry? 

SESSIONS X-XII 

The Reality of Emigrati.on: The Ups and Downs of Absorption 

SESSION X - Present Moral Dilemma: "Difficult 

Choices" 

SESSION XI-XII - The reality of the last two 

decades of emigration is that it has succeeded 

beyond the dreams of the original activists. 

But the success of those who have managed to 

come to Israel or to the U.S. has generated 

new situations and new conflicts and dilemmas, 

as people accustomed to a circumscribed society 

attempt to cope with new religious, social and 

economic conditions. Reality has also made 

the American Jewish community aware that it 

faces many tough choices in its coping 

mechanisms and in Jewish institutional response 

to this increased burden of emigration. The 

neshirah or "drop-out11 is.sue has not found a 

final resolution and continues as an irksome 



UNIT V 

thorn on many American philanthropic 

agendas. These issues necessitate resolu

tion in order not to further divide the 

Jewish Community. 

SESSIONS' XIII-XV 
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Am. T My Br'other' 1·s Keeper?;· American Obligation And 

Commitment To Plight of S'oVie't J'e'viry 

SESSION XTII - Present Moral Dilemma: "The 

Deciding Vote; Am I My Brother's Keeper?" 

SESSION XIV-XV - What priority is action related 

to saving Soviet Jews given by American Jews? 

The issue of the nature of our obligations and 

responsibility to act singly and/or communally 

has become a heated one. In light of widening 

demands and ever-increasing needs from other 

sectors of Jewish life, the scope of re

sources from which to draw for aid to Soviet 

Jewry, as well as enthusiasm for. giving has 

diminished. In the coming years what can 

Soviet Jewry expect of us? What should they 

expect of us? Financial Support? Spiritual 

Support? Political Support? Can they be 

mutually exclusive? What are the many dilemmas 

involved if continued support is to remain 

firm? Key Communal resource people will be 

asked to help the students examine the many 

issues. 
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UNIT 1 

SESSIONS I-lIL-ANTl-SEMITISM AND DISCRIMINATTON IN RUSSIA 

I. STEP I - .CONFRONT MORAL' DILEMMA SESS'ION I 

A. Pr·es·ent: "The KGB Command, or the So'viet School Teacher" 

Dimitri Tallin is a Soviet Russian School teacher, teaching 

and living in the city of Kiev with his wife who is a scientist 

and a son who is an engineer. He has been a fine teacher for 

many years and is now seeking to become a principal. 

Despite all that he has been taught and the current, per

sistent anti-semitic, media-propoganda campaigns against 

· Zion·i·sm, he and his family have a great deal of sympathy for 

Soviet Jews. The horror of discovery - that one of his Jewish 

friends and whole family simply disappeared one day during W.W. 

II never to return - still creeps up on him in his dreams. 

Only later - when he was slightly older and could understand 

what happened - did he fully realize the enormity of the 

catastrophe of Babi Yar where many thousands of Jews were 

massacred by the Nazis while "good" Russians looked away. 

Mr. Tallin has a good class. In it are two girls he es

pecially likes who happen to be Jewish. They are excellent 

students. He takes great pride in their accomplishments es

pecially in Russian language and literature. Coincidentally, 

when Mr. Tallin had been a student at the university he had been 

good friends with one of the girl's uncles. Both girls, Anna 

Kagan and Karla Levinoff, have been so h~ghly regarded that they 

have also been accepted into the KOMSOMOL, the young student 



branch of th_e. Communist party. 

Mr. Tallin loves his teaching duties, but is unhappy 

about the yearly publ.ic "stand-up" ceremony. On the first day 

of the school year a youngster must announce before the class 

his/her name and ethnic identity. "Anna Kagan" or "Karla 
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Levinoff" - or any other identifiable Jewish name - followed by 

"Yev - rei - Ka" was an announcement that usually brought forth 

peals of laughter from the non-Jewish students (and was supposed 

to draw forth a snide comment from the teacher as well!) Some 

of the students in Mr. Tallin's class had come from Tashkent 

where anti-Jewish hlood-Tihel stories were still part of local 

folk beliefs. Also, he intensely dislikes conducting "political 

information" lessons during which his duty is to lead hostile 

discussions by attacking "Jewish economic speculators", "Zionist 

aggressors", or even "Israeli Nazis". 

One day a KGB agent comes to his school and directs the 

principal to tell Mr. Tallin to organize and participate in a 

series of publicly televised activities designed to isolate and 

humiliate his two favorite pupils solely because their fathers 

have asked for permission to emigrate to Israel. 

Should Mr. Tallin carry out his principal's "request11 ? 

Why or why not? 

("~ Material for 11 The Soviet School Teacher and the KGB Command" 
excerpted from "A Decompression Chamber for Soviet Youth". by 
Chasaya Pincus, Hadass·ah Magazine, Vol. 58, No. 5, January 
1977). 



B. CLARIFY DILEMMA - Ask students the cir·c·umsta:nces of 

the story. ·clarify the roles the character·s play and their 

relationships to one ·another. The class must uriderstand what 

is happening before it can make moral judgments. 

C. DEFINE'. UNFAMILIAR TERMINOLOGY - Define words such as 

Kiev; anti-semitic; propaganda; Zionists; B'ahi-Yar; Komsomol; 

Yev-rei-ka; blood-libel; and KGB. Identify difficult terms 

for the students, but whenever possible elicit student defini

tions. This step should be integrated into the clarification 

process. 

D. STATEMENT OF PROBLEM - Elicit clear statement of the 

problem facing Mr. Tallin. For Example: 
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"Mr. Tallin must decide whether to allow his two favorite 

students who are Jewish to undergo humiliation and isolation" 

or "Mr. Tallin has to decide between his obligation to his 

principal and the KGB agent and his students", or "Mr. Tallin 

has to decide between his family obligations and those of his 

job". 

In order to help the students accomplish this, ask them to 

list some peripheral characters on the board to make them 

aware of the consequences of the central character's actions 

toward others. 

STEP II - STATING A TENTATIVE POSITION 

A. Ask students to individually reflect and consider all 

the circumstances and implications on the action question,"Should 



Mr. Tallin do what the KGB wants?" 

B. Students,' :take ah individual ·position on action and 

indicate a reason for that position. Use Available 3 x 5 

cards (or the back of the dilemma handout) to' write· 'doW!l two 

responses: 1) an initia~ "Yes" or "No", and 2) a personal 

reason for answering yes or no. (Writing out the response 

privately avoids peer pressure conflict which may make some 

students respond in a particular manner). 

Teacher, stress the tentative nature of this initial 

response. Anyone can change his position and reasoning later 

and adopt additional elements of the discussion into his own 
-- ---- - ·- --

thinking. 

C. Determine the amount of disagreement over the action 

question. Only if enough disagreement exists can discussion 

take place. * If there is not ample disagreement, institute 

part II of the teaching plan here. 

Part II - Teaching Plan · 

CONFRONTING ALTERNATIVE DILEMMAS TO "THE. KGB COMMAND OR THE 

SOVIET SCHOOL TEACHER " 

If the class agrees that Mr. Tallin should follow his 

principal's orders, one of the following alternative dilennnas 

can be used to provoke disagreement. 

A. While studying to be a teacher at the university, 

Mr. Tallin was saved from failure in one of his 

courses by a good friend and fellow student who 

happened to be Anna Kagan's uncle. Should this 
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make a difference in his decision? Why? Why not? 

B. The local state-run Ki.ev televisi.on station will 

be at the public school ceremony that Mr. Tallin 

is to direct to follow up on its ongoing coverage 

about uncovering anti-Soviet "Zionists" in Russian 

education. Should this make a difference in Mr. 

Tallin's decision? Why? Why not? 

If the class agrees that Mr. Tallin should not organize and 

participate in this public ceremony despite his principal's 

directive, one of the following alternative dilemmas can be 

used to provoke disagreement. 

A. A KGB agent personally pays visits to Mr. Tallin's 

wife at the scientific institute where she does 

medical research and discusses the necessity of 

preventing "Zionism" from interfering with Russian 

education and scientific research. Should this make 

a difference in the decision Mr. Tallin makes? 

Why? Why not? 
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B. For some time Mr. Tallin has known that his superiors 

have been considering him for the position of prin

cipal in another newly built school in Kiev. He is 

fast reaching the age where he would be ineligible 

for such a status. Should this influence his de

cision? Why? Why not? 

CONFRONTING ALTERNATIVE DILEMMAS. Several methods can be 

used to indicate public position of students. Choose one. 



117) 

1) Ask students. to indi.cate position hi show 'of hands. 

Three positions are possible - Yes·, .No, and Undecided. 

2) Ask students to "thumbs up" or "thumbs down" with 

"arms folded" for undecided position. 

D. Establish reasons for indiViuda1 positions. Ask 

volunteers to list on the chalkboard or overhead projector a 

variety of reasons for the action position or have them read 

off the reasons written on the 3 x 5 cards during the initial 

individual reaction period. This prepares students for the 

smaller group discussions and further indicates that people 

have many different reasons for recommending a particular action 

position. 

(TIME LAPSE within the· fifty minute framework - Step I -

CONFRONT A MORAL DILEMMA and Step II - STATE A TENTATIVE POSI

TION should take 15 minutes. The following Step III - EXAMINE 

REASONS IN SMALL GROUPS should take approximately 15-20 

minutes). 

STEP III - EXAMINE REASONS 

A. First break down class into smaller units. Small group 

activity provides: 

1) opportunity for each individual to share his/her own 

thinking with other class members. 

2) opportunity for individuals to test one another's 

ability to defend a position. (According to Kohlberg's 

theory, students may operate at adjacent stages of moral 

development). Smaller group units maximizes chances 



for students. to hear other points: of. view and be 

willing to ac.cept a variety of ideas. 

Choose from among the several suggested group strategies, 

basing deployment choice on the ability of the s.tudents and/or 

the nature of the dilennna. 10 

STRATEGY A - . (HOMOGENEDUff GROUPING) 

1) Divide class into groups of approximately 5-8 stu

dents. Each group should consist of those students 

who agree about the appropriate action on a dilemma. 
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2) Assign students in each group task of making list of 

written reasons for holding the position it does. Ask 

each group to select the two best reasons which they 

think represents the best defense of their position on 

the dilemma. 

3) Teacher, move from group to group helping each to 

develop reasons, if necessary. After some 15 minutes, 

ask group recorder for each group to report on final 

list of reasons and then go on to sub-step B. below. 

STRATEGY B - (HETEROGENOUS GROUPING) 

1) Deploy class into smaller groups whose members do not 

agree about the appropriate action on the dilennna. 

For example, 2-3 students who think Mr. Tallin should 

obey the KGB order might be included with 2-3 individ

uals who think he should not do so. Perhaps 1-2 un

decided students can be included in each. group. 

2) Ask students in mixed groups to dis.cuss and produce a 
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list .of the two best reasons ·(according to the group) 

why Mr. Tallin should follow his or.d:ers and two why he 

should not. Here the objective of .the group is to 

focus on reasoning rather than on the initial position. 

Step B should follow. 

STRATEGY C - (USE' HOMOGENEOUS GROUPS) 

1) In groups students share reasons for holding par

ticular position. In 5-10 minutes ask each group 

member to write down all the reasons mentioned in the 

group. 

2) Teacher, reorganize groups so that half a group 

holding one ·position changes places with half a group 

which stated an opposing position on action. 

3) Now have the newly organized heterogeneous groups: 

1) report to the other half the reasons they developed 

in previous discussion 

2) each half should challenge the other reasons and 

ask questions about why they think their reasons 

are good. 

3) Then each half of the new group meets for 3-5 

minutes and decides which reason the other half 

offered which seems most appropriate. They must 

decide about the best reason offered them (not the 

reason they necessarily believe in). For example, 

the students who believe Mr. Tallin should obey 

the order will try to agree on the b.est (to them) 

reason which they have heard from the group who 



believed that Mr. Tallin shouldn't obey the order. 

4) The groups report to the entire class with a specific 

emphasis on why each sub-group selected a particular 

reason which others offered. 

STRATEGY D - GROUP ROLE PLAYING 

1) Divide class into sub-groups of 5-8 students. 

2) Ask each group member to assume a particular role 

in the dilemma and to consider from the character's 

perspective what the central character in the dilemma 

ought to do and why. 

3) After group meetings, members of each group may 
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represent tlieir cnarac-eer--in.-cr-g;-enera1--dtatogu~-cun~-----

cerning the dilemma. This strategy in particular 

helps students think about the dilemma story from 

different perspectives and different roles - some-

thing Twelve is developmentally able to do. 

STRATEGY FOR UNDECIDED STUDENTS 

The above strategies call for arranging students according 

to individual positions on the action question. Undecided 

students may participate in a variety of ways: 

1) An individual student may join any group and be 

specifically responsible for asking questions about 

reasons for particular positions. 

2) Undecided students could form a separate group to 

develop a list of questions they would like 

answered by other groups to aid them in making a 

decision. 



3) Undecided students could record the various reasons 

given during a class discussion and select what they 

think best reflects the most appropriate reason given 

for each action position. 

B. Move from small group discussion to whole class examina

tion of reasons in terms of: 

1) ISSUES - For example, if the students have not 

discussed the issue of responsibility and obligation 

to his own family, as well as to job, and friends, 

etc. intrude this concept utilizing an appropriate 

probe question. 

PROBE QUESTTONS 

School Teacher" 

"The KGB Corrrrnand or the Soviet 

1) What is Mr. Tallin's obligation to his principal? 

Does he have an obligation to obey a request from his 

superior? Why? Why not? 

2) How is Mr. Tallin responsible for his pupils? Does 

he have any obligation to them? Why? Why not?. 

3) Are Mr. Tallin's obligations to his school and job 

more important than his ties of friendship with his 

students and their relatives? Why? Why not? 

4) Are Mr. Tallin's obligations to follow the rules 

governing his relationship with his superiors more 

important than breaking the rules for a friend? 

Why? Why not? 

5) How important is State law when it comes to following 

the rules in this situation? 
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6) What is the role of the KGB agent and his interest 

in the workings of this school? 

7) Does Mr. Tallin have an obligation to himself and 

his family to advance his career? Should the de

cision to become principal influence his actions? 

Why? Why not? 

8) From the point of view of Mr. Tallin 1 s wife, what 

should he do? 

9) Should his son 1 s position influence Mr. Tallin in 

any way? Why? Why not? 

10) From the point of view of the principal, what should 

Mr. Tallin do? 

11) What kind of obligation does Mr. Tallin have to his 

country as a citizen and a member of the Communist 

Party? How does one decide between conflicting ob

ligations? 

12) How do we decide what is 'right 1 for Mr. Tallin? 

Can Mr. Tallin be morally right and legally wrong? 

2) ANALOGOUS DILEMMAS - For example, students may think 

of analogous situations or the teacher may present 

such a situation relating it more relevantly to the 

students own lives or experiences. 
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3) Choose to begin general class discussion by examining 

the consequences related to either course of action 

presented in the dilemma story. Testing some of the 

consequences and their impact on some of the characters 

may provide an intermediate step prior to asking stu-



dents to take an action stand and indicate reasoning. 

4) Point out inconsistent reasoning in a non-judgmental 

way, attempting resolutions of such inconsistencies 

over the span of the course. The struggle to re

solve them may reflect the "disequilibrium" that in 

theory reflects growth in moral maturity. 

STEP IV - REFLECT ON AN INDIVIDUAL POSITION 

A. Set aside some 10 minutes in this last phase to 

summarize reasons offered during the small group and general 

class discussion. Give more opportunities to' restate an in

dividual position. Choose from among the following methods: 

1) Ask students to think about the reasons given by 

those holding the opposite action position. For 

example, "If you believe Mr. Tallin should follow the 

principal's request, what is the best reason you have 

heard suggesting that he should not?" 

2) Ask students to recall the many reasons given in the 

discussions. Record these on the board. Ask stu

dents to agree on a rank order for the list of 

reasons. (Which is the most acceptable, second best, 

etc.?) Two lists should probably go up reflecting 

both action positions. 

B. State a reason - Since the initial discussion and group 

work was still utilizing the original tentative positions, 

students should have a final opportunity to reflect and re

state reasons for a particular stance in order to change, 

add, or alter the reasoning upon which they operated. For 
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final summary ask students to: 

1) Write out final positions and reasons. Encourage 

addition of new ideas or key phrases which they 

feel are important. 

2) Ask students to record changes in their thinking, 

if any occurred. Emphasize how common it may be for 

no change to occur. 

The above moral dilemma speaks to the problems encountered 

because of discrimination and anti-semitism against Jewish 

religion and culture in the Soviet Union. When the dis

cussion is completed, assign the following readings over a 

two-session span to prepare students for a more in-depth 

examination of Russian anti-semitism, its causes and manifes

tations. 
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SUGGESTED STUDENT READING FOR SESSION II: 

1) "The Kremlins War Against The Jews: An Interview With 
Dr. William Korey." In Keepin~ Posted, Vol. 24, No. 3. 
New York: Union of American He rew Congregations, 
December 1978, pp.3-6. 

2) "Soviet Claims and Facts.'.' In Keeping Posted, Vol. 24, 
No. 3. New York: Union of American Hebrew Congre
gations, December 1978, pp.7-8 + p.17. 

SUGGESTED STUDENT READING FOR SESSION III: 

1) "Soviet Jewry and W.W. II", "Stalin and the Jews", 
and "Soviet Jewry under Krushchev" In the Russian 
Jewry Reader, Evan Chesler. New York: Behrman House, 
Inc., 1974, pp.81-113. 

2) Let My People Go, ed. Richard Cohen. pp.181-199. (For 
more advanced students). New York: Popular Library 
Eagle Books Edition, 1971. 

SUGGESTED READING FOR TEACHER BACKGROUND AND PREPARATION 

SESSIONS I-III: 

1) Soviet Anti-Semitic Propo~anda: Evidence From Books, 
Press, and Radio. Lon on: Institute. of Jewish 
Affairs, 1978. Distributed by The National Con
ference on Soviet Jewry, 97 pp, (Includes cartoons and 
clippings) 

2) "Soviet Anti-Semitism 
1

" Boris Segal. In Judaism, Vol. 
28, No. 4, Fall 1979, p.7. 

3) "Anti-Semitism: The New Soviet Religion"." Reuben 
Ainsztein. Reprinted from The Jerusalem Post 
Magazine Friday, December 29, 1978. Distributed by 
The National Conference on Soviet Jewry. 

4) Between Ha!Iliner and Sickle. Arie L. Eliav, New York: 
The New American Library, Inc., 1969, Chapters 3 and 
4. 

5) Let My People Go. ed. Richard Cohen, New York: Popular 
Library, 1971, pp.52-57; pp.245-271. 

6) "The Silent Screaming of Babi Yar:" In Hadassah Magazine, 
Vol. 58, No. 5, January 1977. 

7) Soviet Jewry Since the Death of Stalin: A 25-Year 
Perspective. Leon Shapiro. Reprinted from American 
Jewish Yearbook, Vol. 79, New York: The American 
Jewish CoIIlinittee, Institute of Human Relations, 1979, 
p.27. 



8) "What Future For Jewish Culture In The Soviet Union?" 
Zvi Gitelman. In Policy Studies '79. New York: The 
National Jewish Conference Center, April 1979, p.8. 

9) "The Soviet Antiparisite Law" compiled b~ National 
Lawyers Cormnittee For Soviet Jewry an Distributed 
by The National Conference on Soviet Jewry, 1978, 
p. 7. 

/ . 10) "Soviet Students--A Shock Report:." Dr. William Korey, 
Distributed by The Greater New York Conference on 
Soviet Jewry> _2 pp. 
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SESSIONS II-III ANTISEMITISM AND DISCRIMINATION AGAINST THE 

JEWISH RELIGION AND CULTURE IN THE USSR 

Presentation 

A. Present students with copy of section of U.S. Con

stitution and Article 124 of Soviet Constitution (See p.119 

The Russian Jewry Reader) Read both. (*See Exhibit I-Appendix 

B) 

B. Background - The Soviet government has always claimed 

that there is no Jewish problem. They insist that discrimina

tion against all the different 110 nationalities which make 

up the 15 separate republics of the Soviet Union was outlawed 

by this document. Jews are treated no better or worse than 

other national groups they say. Ask the following questions: 

1) In view of the situation in last session's 

dilemma, is this the entire truth? Why? Why not? 

2) Did you know that at least 100,000 Jews have 

left Russia in the past ten years and many more 

want to leave? 

C. Look at the following cartoons (*See Exhibit 2-6 

Appendix B) and other printed statements from recent Soviet 

publications. Do they support the Soviet claim? (First 

ascertain if Soviet newspapers and other communications media 

are free to print whatever they want): 

1) Ask students to decipher the meanings of the car

toons and written statements. 

2) Identify and clarify some of the following anti

semitic terminology, themes and attitudes: 

a. use of anti-semitic stereotypes and Jewish 



names 

b. assaults on the Jewish religion 

c. identification of Jews as inrrnoral and in

volved with criminal activities 

d. Jews exploit others to get rich 

e. Jews want and use financial power in a con

spiracy to dominate the world 

f. Anti-Israeli/Zionism concepts interchanged 

with Judaism as religion and then attacked 

as racist. 

g. Jews accused of collaboration with Nazis 

h. Israel/Zionism equated with racism. 

D. Teacher information for student background understanding: 

Since its inception after the Conrrnunist revolution, the 

Soviet Government has vowed to impose atheism on its citi

zenry of all faiths. The government has fought and managed 

to weaken most of the major religious organizations includ

ing the one time all-powerful Russian Orthodox Church, the 

Muslims, and the Protestant sects of the USSR, as well as 

the Jewish religion. But, the Jews have suffered the most 

for various reasons. Specifically, for every religion ex

cept Judaism a separate distinction is made between religion 

and nationality. The Russians claim that Judaism is identi

fiable both as a religion and a nationality. However, all 

the other nationalities are defined in terms of a national 

identity based on attachment to a piece of land. One can be 

a Russian National and at the same time be Russian Orthodox 
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or a Muslim, but if one's religion is Jewish one is also 

Jewish by nationality even though there is no land (The 

establishment of Biro-Bidzhan is a farce'.) to support this 

definition of nationality. Thus, when the Jewish religion 

or its institutions are attacked, each individual Jew is put 

in a negative light. (See pp.83-85 Between Hammer & Sickle) 

Beyond this, there is evidence that the Soviets do persecute 

the Jewish religion and Jews to a far greater extent than 

they do other religions. One possible explanation is that 

traditional concepts in Judaism encourage allegiance and even 

emigration to Israel and thus encourage. a belief in another 

"motherland". This is viewed by the Soviet government as 

anti-Soviet propaganda.or "unpatriotic". (See pp.44-50 

Between Hammer & Sickle) 

The Soviets persecute the Jewish religion in 4 specific ways: 

(See Between Hannner and Sickle ch. 3) 
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Motivation questions: Why are there so few Jews attend

ing synagogue in the USSR? Why are they mostly elderly 

Jews? How do the Communists treat Jewish organizations? 

Fact: Leningrad has a Jewish population of over a quarter 

of a million people. It has one synagogue. Only 

in Moscow and a few towns in Central Asia is there 

more than one synagogue. (*See Exhibit 7-Appendix 

B) According to the latest list of known, extant 

synagogues in the Soviet Union, the majority exist 

in the non-European part of the country where only 

a small percentage of Jews live. Utilize Map. 

(*See Exhibit 8A & BB-Appendix B) 



130) 

1) The first way the government persecutes the Jewish religion 

is to deny its organizations, councils, any type of central 

organization. (Utilize handout *See Exhibit 9-Appendix B) 

The Christian and Muslim sects are permitted more latitude in 

this area. There can be no ·recognized link between Rabbis and 

leaders of various Jewish communities. There is no authorized 

organization which is permitted to communicate with and parti

cipate in international Jewish religious bodies. Every activ

ity within each synagogue is supervised by the authorities. 

Even the Rabbi must be approved by the authorities. Since a 

record of Jews who attend synagogue is kept and this informa

tion is made available to the authorities, many Jews who choose 

to go to a synagogue for worship prefer instead to gather in 

small groups at someone's home. These m:inyanim are considered 

illegal, since they are unauthorized. These groups further 

isolate and fracture what could be their collective spiritual 

strength and support. 

2) The second weapon the authorities wield against Juda~sm is 

the prevention of Rabbinic seminaries to train Rabbis. 

Rabbinic students are denied living permits and so are pre

vented from returning to their studies. 

3) The authorities have persecuted the Jewish religion by the 

simple act of closing hundreds of synagogues. They do so in 

several stages: 

Cl.· First government-controlled newspapers write a series 

of articles defaming Jewish rituals using sarcastic and 

contemptuous terms to describe religious ceremonies. 
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One such article (See especially pp. 55-57 in 

Between Hammer and Sickle) accuses synagogue rituals 

with covering up illegal economic activities such as 

black marketing. It claims rituals encourage drunken

ness. It makes implications about Jews that hint of 

spying. 

b. This first stage softening-up process is followed by 

a second stage involving the mobilization of the 

public opinion "process" such as letters to the 

editor by some Jews who admit to the alleged goings 

on and ask that the synagogue be closed. (Remember 

who controls the press!) 

c. Occasionally, show trials follow in which persons 

attending the synagogue (Lvov-March 1962) are accused 

of using the synagogue for illicit trade. 

4) The fourth way the Soviets publicly discriminate 

against the Jewish religion is to discourage and even 

prevent participation in rituals related to the Jewish 

life cycle and use of objects that are identified with 

such rituals. 

a. Besides closing synagogues the authorities prevent 

the use of prayer books and Bibles. No Hebrew 

Bible has been printed since 1917. Of the last 

Siddurim printed - some 10,000 in 1968 - only 

several hundred were known to be distributed. 

Manufacture of talitot (prayer shawls), phylac

teries, and other ritual objects are forbidden. 
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Hebrew or Yiddish books are forbidden to be im

ported. At the last Moscow book fair,, in September 

1979, not on;e Hebrew or Yiddish book was ordered by 

those authorized to order books. 

b. One such campaign took place in the 1960's 

against Brit Milah - Case 1: (Between Hammer and 

Sickle, pp. 60-62). 

1) First Soviet authorities directed attacks in 

the news media to "inform" readers about cir

cumcision - that it is "rooted in the rites of 

savage and primitive tribes". (Is circumcision 

an accepted medical practice in the U.S.?) 

'2) Then the campaign is directed also against the 

Mohel who performs the ritual act. If not a 

physician, his surgery is considered illegal and 

connectable to a serious crime. 

3) Public examples of "confession" of such a crime 

are arranged for both the Mohel and the parents. 

4) On one occasion the Soviets advertised a "Jewish 

program" for which the whole Jewish population 

turned out only to be presented with another kind 

of "show". It opened with a Mohel admitting how 

vile his profession was when he committed such 

barbarous rites. The parents also apologized for 

being led by "primitive religious beliefs". 

,~. The authorities have directed attacks against MATZOT: 

Case 2 (Between Hammer and Sickle, pp.66-71). 

(Elicit relationship about this ritual food as a 
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symbol of freedom). 

1) Although baking of matzah now permitted, it 

is discouraged. 

2) In 1960's delay of needed baking permit some-

times meant no matzah and a matzah tax was 

imposed, preventing many from affording it. 

3) Current distribution from large to smaller 

cities is unsatisfactory. Matzah parcels in 

shipment of ten disappear or are delayed un

til it is too late. 

d. Authorities use fear to discourage BAR MITZVAH 

Case 3 (p.63 Between Hamm:er and S'ickle). 

1) Since Gabbi is a paid government "official" 

(informant) who will report this to the 

authorities, many parents are afraid to have 

their sons take part in this ceremony. The 

erosion of this ritual has lessened another 

way to publicly express Jewish identity and 

pride in Jewish heritage. 
I 

2) Appearance and participation in this "reac-

tionary religious ritual" may result in its 

being entered into a youngster's school 

record and place further obstacles to his 

progress and studies because of his "Jewish-

ness". 

e.Jewish marriage rituals are discouraged since 

only civil marriage ceremonies are legally recog-

nized in the Soviet Union. 



Besides persecuting the J'ewish religion, Soviet Anti-Semitism 

Attacks and destroys Jewish Cultural Heritage. 

Introduction - Soviet anti-semitism has also officially 

attempted to destroy the Jewish cultural life which gave each 

Jew an opportunity to express pride and identification and 

connect to his "rich" past. According to the Soviet constitu

tion and also current.International law (see article 3 of 

Helsinki Final Act - 1975). (See Soviet Jewry and the 

Implementation of the Helsinki Final Act: Report, prepared by 

World Conference on Soviet Jewry (London, England: Narod 
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Press, Ltd., 1977 , pp.27-41). Soviet Jews are guaranteed the 

rights to express their religious and cultural heritage, to 

teach, to pray, and to learn. But by 1948,Stalin had destroyed 

the wide network of sometimes state-supported cultural and 

educational institutions and activities for Jews in Yiddish 

(always recognized as the official language of the Jews). 

Jewish theaters, newspapers, and schools were shut down. 

Jewish intellectuals, actors, and writers were imprisone·d and 

killed. (Between Hammer and Sickle, pp. 31-37) 

Fact 1: "The night of the murdered poets" - August 12, 

1952. 

Fact 2: The Doctors Plot-concocted by Stalin in 1953. 

Fact 3: Babi Yar-Soviet Jews suffer doubly. They are 

deprived of the truth of their history and 

contributions to Russian history as Soviet texts 

ignore the Jewish aspects of the Holocaust and 

Jewish contributions to Russian culture science, 

literature and world events. 



Student Activity - Utilize poem, "Babi Yar", by Yevgeni 

(~'t'See Exhibit 10-Appendix B) (See pp. 37-43 Between Harrrrner 

and Sickle). Provide copies for each student. Read and 

Discuss: Background - On the eve of Yorn Kippur, September 30, 

1941, at Babi Yar, a ravine near Kiev almost 100, 000 Jews were 

massacred by the Nazis. At issue and probably the reason for 

the composition of the poem was the refusal by the Soviet 

authorities to memorialize the event by an appropriately 

marked monument. This is symbolic of Soviet attempts to 

obliterate Jewish history and identity, as similar policies 

exist in regard.to other grave sites of martyred Jews. The 

stone monument finally erected marks the death of "Soviet 

citizens", ignoring all mention of their being Jews. Then the 

poet was forced to omit all references to anti-semitism in 

another officially published version of the poem. Currently, 

the poem no longer appears in collections of his works. The 

following probe questions are to be utilized to grapple with 

some basic moral issues, as well as to gain an understanding 

of the poem's meaning. 

PROBE QUESTIONS 

1) Is the author a Jew or non-Jew? 

2) What do you think motivated him to write such a poem? 

3) Who is Dreyfus? Anne Frank? Where did they come from? 

4) How does the author describe the earlier anti-semitic 

campaigns against Jews that were designated as pogroms? 

5) Why does the author consider himself a true Russian? 

6) Did the author have an obligation to write this poem? 
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Why? Why not? 

7) Which is more important, the author's obligation to him

self or to his country? Why? Why not? 

8) Did he break any rules when he wrote this poem? Is it 

ever all right to break rules? How do we decide? 

9) Why did the publication of "Babi Yar" in September of 

1961 create such a sensation and why was the poem so 

popular? 
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The poem was a signal to the outside world that although Stalin 

had died, and his successor, Krushchev, had denounced the 

excessess of the former leader at the 20th Communist Party 

Congress in February 1956, the government's policy toward the 

Jews had not really changed. In that famous speech Krushchev 

had not formally "rehabilitated" the Jews. 

Fact 4: The Soviets currently deny the Jews legal rights 

to perpetuate their culture and heritage by the 

establishment of educational facilities and 

publication of Hebrew materials. (*See Exhibit 

11 - Appendix B) 

a. Brutal repression of a planned seminar on 

Jewish culture scheduled for December 21-23, 

1976. 

b. Teachers of Hebrew language have been im

prisoned for "parasitism", the Soviet crime 

of being unemployed, since Hebrew is not a 

legally recognized language. Example: Dr. 

Iosif Begun's employment as Hebrew teacher 



was not accepted as testimony in his 1977 

trial. (*See Exhibit 12 - Appendix B) 

(See National Lawyers Committee for Soviet 

Jewry - NCSJ) This guilty verdict contra

venes essence of Soviet "parasite" law and 

conflicts with international law and stand

ards granting the right to choose one's 

employment as contained in the International 

Convention of the Elimination of all Forms 
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of Racial Discrimination ratified by the USSR 

in 1969. 

c. Soviets pursue increasingly severe quota 

system for Jews who aim for enrollment in 

Soviet institutions of higher education. 

Soviet Jewish enrollment in higher education 

dropped 40% over course of 7 year span 1969-

1976. This prevents Jews from aspiring to 

better jobs through education. Applicants 

for emigration are immediately expelled from 

facilities for higher education and thus, 

immediately are subjected to the draft. 

(*See Exhibit 13 - Appendix B) 

SUGGESTED GROUP HOME ASSIGNMENTS TO BE COMPLETED FOR FOLLOW

ING SESSIONS II and TII 

A. Divide class into three groups. Ask eash group to 

prepare a LETTER TO THE EDITOR of a daily newspaper 

pointing out that contrary to Soviet claims, Jews 



~ singled out for discrimination in the Soviet 

Union. Each_ group will have a chance to submit its 

letter in the following weeks. 

B. Prepare a bulletin board (again ask for volunteers 

in small units) of cartoons and their meanings 

depicting religious discrimination and anti-semitism 

in the Soviet Union to be hung in the halls of the 

religious school. 
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C. Arrange for the class to attend Shabat services as a 

unit and have class members alone or in groups lead 

the"Babi Yar KaddisH'@) 1977 by Sondra Gordon Langford. 

(Distributed by the Student Struggle For Soviet Jewry). 

(*See Exhibit 14 - Appendix B) 
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APPENDIX A 

THE FOLLOWING MATERIAL INCLUDES 

SAMPLE MORAL DILEMMAS TO BE UTILIZED 

IN UNITS II - V 

Probe questions and alternative 
dilenunas are also included. 
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UNIT II 

The Refuseniks and Pr'i's·one·r·s· of Gons·c·ience:· The Diffi'cu1ties 

of Living In the S'oviet Union 

MORAL DILE:MMA: "Karla's Decision" * SESSION IV 

Two Jewish girls, Anna and Karla, are good friends 

growing up in the Soviet Union. Both girls love school and 

are rated at the top of their class, excelling especially in 

Russian language and literature. They are clearly proud to 

be a part of Russian Culture. Both are aware of their Jewish 

identity, but only because as a separate nationality, as well 

as religion, it was stamped in their family identity card. 

They are also made aware of who they are, since at the begin

ning of the school year everyone must publicly identify him

self of herself before classmates. 
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Both belong and are conrrnitted to the same youth group, 

the Komsomol (the Conrrnunist Party Youth Organization), which 

profess ideals of brotherhood and national unity. All its 

rules and standards are to be obeyed, but the one principle 

that is never to be disobeyed .. is the admonition to ignore all 

religious involvement and attachments. If one failed to con

form to the group's expectations, one would be publicly 

reprimanded, shamed, or expelled. The girls eagerly conform, 

attending all the meetings and actively participating in many 

phases of the program. Anna is so committed and well thought 

of that she is appointed secretary of her school's section. 

One day Anna's parents completely surprise. her. 



"Remember your father's uncle? You know, the one who left 

Russia before the Nazi's came - the one who went to Israel. 

He has written us a letter of invitation and after much 

thought for your future, we have been to the office of OVIR 

to request permission to go to Israel. Although it may take 

many months, even longer, we want to leave Russia". 

Immediately the authorities inform Anna's school about 

this decision which in their opinion demonstrates an anti-

Soviet, even treasonous attitude, toward their homeland. Be-

cause of such a step, the principal informs Anna's teacher 

that he must organize a Komsomol assembly and before the 

entire school see to it that Anna will be stripped of her 

officer's rank and honor badge, as well as be expelled from 
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both the Komsorn:ol section and that school. The teacher picks 

Karla, Anna's best friend and also of Jewish parentage, to rip 

off Anna's insignias and be the first to sign the expulsion 

order. 

Should Karla obey the teacher's Command? 

Why? Why not? 

*(Material for "Karla's Decision" excerpted from "A Decom
pression Chamber for Soviet Youth" by Chasaya Pincus Hadassah 
Magazine, Vol. 58, No. 5 1 January 1977). 



UNIT II - "Karla's Decision" 

ALTERNATIVE' DILEM:MAS 

If the class agrees that Karla should humiliate Anna, one of 

the following dilemmas can be used to provoke disagreement. 
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A. Knowing that sometimes even unaffiliated or non

activist Jews are considered "troublesome" and 

"untrustworthy" and are singled out for humiliation, 

should Karla still go along with the teacher's re

quest? 

B. What if Karla knows that Anna and her family will 

suffer terribly because of her action? Should she 

still take part in the ceremony? 

If the class agrees that Karla should not humiliate Anna, one 

of the following dilemmas can be used to provoke disagreement. 

A. When Karla entered this school as a transfer from 

another city the Komsomol was the first group to 

befriend her. Now they are counting on her to up

hold the rules and go along with their request for 

unified action. Should She? 

B. The principal and the head of the Komsomol contact 

Karla's father who holds a position in the Conrrnunist 

party and discuss how his position in the party and 

even his job security can change. Should this 

affect Karla's decision? 



UNIT II - "Karla's Decision'' 

PROBE. QUESTIONS 

1. Does Karla have an obligation to go along with the 

decision of the Komsomol? 

2. Is it ever right to break a rule? When? How do 

you decide? 
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3. Should Karla consider the fact that protecting her 

friend may mark her as an outcast in school? In the Komsomol? 

4. Which is more important, an obligation to a friend, 

or to the rules? Why? 

5. Does Karla have an obligation to her own family? 

Is it more important than to her friend? Why? Why not? 

6. Would it make a difference if Karla knew that Anna 

and her family were going to be leaving immediately? Why? 

7. From the point of view of Karla's family, what 

should she do? 

8. Should Karla violate Soviet teachings to make her 

choice about Anna? Why or why not? 

9. How might Karla explain that she will not take part 

in the public ceremony? 

10. How might Karla explain to Anna's parents that she 

is obligated to perform the ceremony? 

11. From the point of view of the principal, why should 

Karla carry out the teacher's decision? 

12. From the point of view of other parents of young

sters in Komsomol, should Karla do what she has been told? 

Why or why not? 



13. Which do you think is more important, helping a 

friend whose "crime" is really no crime or obeying the 

directions of the authorities? Why? Why not? 

14. Should Karla be more concerned about the welfare of 

the Komsomol or of the welfare of Jews who wish to leave 

Russia? Why? Why not? 

15. Should someone never/always help a friend who asks 

you to do something which violates a rule? Why? Why not? 

16. Are there rules that are acceptable or not accept

able under any conditions? Why? Why not? 
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17. Should you always protest inequities which you find 

in a society, even if it means breaking the law? Why? Why not? 
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UNIT II - Dilemma Issue SESSION V 

ACT OUT DRAMA: "The Trial of Anatoly Scharansky" * 

In spite of Soviet statements to the contrary, many 

believe that the arrest, indictment, trial, and conviction of 

the Jewish activist, Anatoly Scharansky, on charges of treason 

violated and perverted its whole criminal justice system. 

Is Scharansky' s imprisonment and punislunent fair? 

1. Were there sufficient grounds to try Scharansky for 

treason? To convict him? Why, or why not? 

2. Conviction for treason carries sentences as severe 

as the death penalty or long imprisonment. Should Scharansky's 

actions have warranted such a severe sentence? Why, or why 

not? 

3. Should Scharansky's nationality have influenced the 

Judge 1 s participation in the trial? Why, or why not? 

4. In light of several international law and other 

international human rights conventions that the Soviets .have 

signed, is their government justified in prolonging his cap

tivity? Why, or why not? 

5. Did Scharansky's actions reflect on his loyalty to 

Russia? Why, or why not? On what grounds did he justify his 

actions? 

6. Should the Judge take into consideration the em

barrassment that imprisoning Scharansky has caused his country? 

7. Should the President of the United States have 

spoken out in favor of Scharansky as he did? Was it any of his 
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"business"? Why, or why not? 

8. Are there times when it is "right" for one nation 

or people to interfere in the affairs of another? Why, or why 

not? How is that decision to be made? 

9. What would happen if the Judge heading the trial had 

questioned his government's attitude toward anti-semitism and 

discrimination? Should the Judge have refused to impose such 

a harsh sentence? Why, or why not? 

DILE11MA ISSUES TO BE EXCERPTED FROM DRAMA: 

* "THE TRIAL OF ANATOLY SCHARANSKY" 

(Based on evidence and documents from the USSR; excerpts from 
the original dramatization) 

© North American Jewish Students Network 
Canadian Bureau, Toronto, Canada, 1978. 
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Igor Guberman: 
The Classic 

Victim 

Detailed informatio1 
abnut the arrest of the most 
reC'en t Pri snner of Con
sr:icncc. 1 :~ '1·.·1.1:. : __ ls 
now l.Jc•cil ol.JtaineJ by the 
StudPnt Strn~gle for So\'iet 
Jewry and Long Island Com
mittee for Soviet Jewry. Ac
cording to tlte groups. "it is a 
classic case of complete vie 
timization. ·· 

The 43 year-oh.I Moscovite. 
an engineer turned writer . 
and poet. authored several 
books popularizing science 
for young people, some or 

which were translated and 
sold abroad. Several years 
ago, as he became involved 
with the Jewish and dissi 
dent mo\·ements. his works 
were no longer acct'pted by 
government publishing 
houses. He then assumed an 
editorship or the unofficial 
journal Jews in the USSR. 
Twenty issues of the samiz
dat journal have appeared 
since 1973. dealing with 
Jewish life and lore. Those 
involved with it have come 
under increasingly severe of
ficial attack. 

According to a frieno now 
in Israel. "for many years. 
Guberman had helped people 
who wanted to emigrate to 

lsrael. He gave away almost 
all his royalties to aid 
Prisoners of Conscience, as 
well as those who didn't have 
money to pay for exit visas.'· 

Since 1975, Guberman had 
been repeatedly summoned 
to the KGB for interroga
tions. This pressure. as well 
as the arrests. exiles and 
emigration or his. friends, 
made his life in the USSR 
agonizing and aimless. ln 
December 1978, Guberman. 
his wife Tatyana, his 12 year
old daughter Tanya and 5 
year-old son Emil. applied 
for emigration to Israel. 

1n May 1979, Guberman 
was summoned three times 
to the KGB and urged to turn 
informer to get his exit visa. 
"We have ways to deal with 
you if you won't cooperate:· 
he was told. He refused. A 

Should Tatyana •cooperate" with the KGB? 
Why . or Why no:t? · 

month later, the same offer 
was made. Again he turned 
them down. 

On August 13th. Guberman 
was summoned to the town 
of Dimitrov and arrested on 
the false grounds of having 
purchased stolen icons. 
The prosecution wit
nesses were two men who 
had been arrested for the 
theft of icons from a church. 
That same day, the next, and 
on August 16th. Gubcrman's 
home and a c0tmtry house of 
relatives were searched. 
Later, the witnesse~ recanted 
their testimony. Guberman 
was then charged with hav
ing "sent forbidden books to 
Israel." There is no 
published list in Russia 
either of books forbidden to 
have or to send abroad. The 
hooks Guberman sent to his 
friends were shipped openly 
from a post office. 

[gor's wife and mother-in
law are now frequently sum-· 
moned to the KGB arid told 
that he was arrested for his 
Jewish activities. They are 
told to cooperate with secret 
police or thernselves face 
harassment or imprison
ment. Guberman's apart
ment was searched two 
more times by the KGB. He 
was brought to l\!s home. to 

" ... 

be preseot at the searches, 
but not permitted to ex
change a single word with 
his wife. Meanwhile. 
Tatyana was visited by a 
man who revealed that he 
had been offered money to 
give false testimonv against 
her husbam' 

In late /rngust, Senator 
Carl Levin of Michigan met 
with several noted Moscow 
refuseniks. He has written to 
a friend of Igor, Yoli 
Kitacvich. now in Cincin
nati: ''They felt. that he 
would soon be one of the 
most important prisoners, 
discouragingly, 'in a class 
like Sharansky.' " 

The SSSJ and LICSJ said 
that Senator Levin carried 
back with him an appeal to 
"U.S. Senators, Western 
writers, intellectuals and 
Jewish organizations" from 
eight leading Moscow Jewish 
activists. including Jews in 
the USSR chief editor Victor 
Brailovsky. Prof. Alexander 
Lerner and Anatoly 
Sharansky's brother Leonid. 
"We call on all friends, on 
everybody who realizes the 
importance and value or in
dependent thought, on all 
concerned with human , 
rights, to raise their voices 
in defense of Igor Guber-

·.: .. Jo ~ •• 

man." they dcclarul. 
Kilaevich has formed a 

Guberman Rescue Commit
tee. In New York l 'ity, un 
Sunday, November 4th at 2 
p.m., at the Soviet U.N. Mis
sion, 67th Street & Third 
Avenue, Manhatt;•n. the 
Committee. will stage a 
demonstration on his bc-!ialf. 
Ironically, Moscow will be 
preparing at the same tirne 
for the 62nd anniversary of 
the Revolution. 

His friends beHeve with 
Guberman that the idea 1ri 
freedom can break through 
the mightiest Kremlin walls 
That test is about to begin. 

., 

C/j 
(1) 
Cll 
(/.) ..... 
0 
i=l 

< 
H 
H 

c::::: c_, ::i> tJ:j 0 ~ 
(J) :J (J) PJ H 
~ p, c+ t-3 
m ~ c+ · 
·-:>qi C'D f-i· H 

Ii C'D <: H 
(]) ::J (J) f-11 
(lJ -·· I p, ~' . 
o ::r' H s PJ cq 

c+ .
qi t-3 
0 ::i> ::r' 
1-j s (J) 

. (lJ Ii 
CJ) Ii (j) 
0 I-'· 
<: () ::i> 
I-'· PJ 
(!) Ci 
c+ t:J f-1• 

'o ::J 
(j) P'1' 
(J) 

....... 
+:-
()'.) ..._,, 



UNIT III 

SOVIET JEW AS CAPTIVE: TS THERE A LINK BETWEEN WHAT AMERICA 

DOES AND FREEDOM FOR SOVIET JEWRY? 

"Igor Guberman: The Classic Victim" 

ALTERNATIVE' DILKMMAS 

If the class agrees that Igor's wife and mother-in-law 

should cooperate with the secret police, one of the following 

dilemmas can be used to provoke disagreement. 

A. A possibility always exists that the Soviet promise 

to issue an exit visa in exchange for cooperation 

will not be kept. Should this make a difference in 

Tatyana' s decision? Why? Why not?. 
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B. The morale and strength of the Jewish activist move

ment depends on the support and even the sacrifice 

of some of its group. The Russians will use 

Tatyana's so-called cooperation against her husband 

as yet another weapon to publicly embarrass and even 

denounce Jews further as "turncoats", "unreliable", 

"schemers", and "informers" who should be punished. 

Should this make a difference in how Tatyana acts? 

Why? Why not? 

If the class agrees that Igor's wife and mother-in-law 

should not cooperate with the KGB, one of the following 

dilemmas can be used to provoke disagreement. 

A. Perhaps the marriage relationship between Igor and 

Tatyana Guberman has not been healthy for some years. 



What if they have remained together for the sake of 

the children? Should this make a difference in the 

action Tatyana takes? Why? Why not? 

B. There might be a possibility that this harsh treat

ment has been affecting Tatyana's mother 1 s health. 

The authorities often send a "disturbed 11 person 

who may not really be really ill to a mental asylum. 

Should her mother's health influence any decisions 

Tatyana makes? Why? Why not? 
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UNIT III 

"Igor Guberman: The Classic Victim" 

PROBE QUESTIONS 

1. Does Tatyana have an obligation to herself? To her 

children? To her husband? To her mother? Why, or why not? 

2. Would it make a difference if there was no possibil

ity that the exit visa for which this family has applied will 

ever be issued? Why, or why not? 

3. Should Tatyana consider the possibility that Igor 

may be punished if she refuses cooperation? 

4. From the point of view of Igor, her husband, what 

should she do? 

5. Should her husband take into account the fact that 

his wife may suffer if she does not do what she is told? 

Why, or why not? 

6. From the point of view of Igor·-'s mother-in-law, 

what should her daughter do? What should she do? 

7. What obligations does Igor have to his family?. 

What obligations does Igor have to the Jewish activist move

ment in Russia? Is one more important than the other? How 

does one decide? 

8. Is having your family think well of you more impor

tant than protecting yourself? Than protecting the activist 

group? 

9. Is having your "community" think well of you more 

important than protecting yourself or even your family? Why, 

or why not? 

10. Can real freedom be purchased with words? 



Utilize As Warm . ...:up material for 
,. 

11 The Vot-er' s. DileWlja 11 

"I 

:;. °' ~ .... 
"" °' ; ... 
n. ,..:-

. . 

Soviet· may- get, 
trade~ deal· for . . visa .assurance 

- N 
; ;.. - ·, WASHINGTON--. The Carter adminis-
~ ~ tration is pr~sing the Soviet l~adership for 
,.; 0 . a detailed oral ·commitment to liberalize 
; ~ their emigration policy, according ·to in-
:; ~ formed sources. · · . . · -

. ;: 3:: · The effort- to get the· Soviets tp agree to _ 
; ·such -ii commitment is reportedly being-
;_ ffi conducted by ~eqetary. of State_ Cyrwi 
:_ Z . Vance and Secreiary of the-J'reasur:y W. - 5 

. f_ ~ Michael . Blumenthal.· The administration ·;; "- a. would. like to obtain agreement from the . ·\ 
z Soviets on the emigration issue during the· · \ 
j forthcoming su~mit meeting; scheduled 

; a! for June 15-18, in Vienna between Presi-
: ~ dent Carter and Soviet Communist Party_ 
:. 1 chief Leonid Brezhnev.. . . . - ..:- · . 

. ~ ~ Pressure on the Soviets is based on .the' ;~. 
~ 1974 Trade _Act, wtlich requires that the 
:i:. Soviet Union-and other Communist coun- . i- tries seeking tra.de. credits. submit annu~ · · 
~ assurances of a freer emigration policy. 
~ "The assumption has· alway's been that 
1- . these assurances should be in writing," .: I 

explained Glen Richter of the Student ( 
Stniggle-for Soviet Jewry. "But you really c 
don't need· written assurances - the sub- t 
stance of the assurances ·is what counts."· 

"The SoViets h~ve not yet met the test ·c,f t 

the law," a spokesman for Senator Henry .] 
Jack.son (D.-Wa. )~ one of the trade act's co- . ·1 
sponsors, said. "And the law says that the . 1 
Presid~t should not ·proceed with . the 
waiver (barring trade credits) until he has _·j 

r~ceived assurances from them (the 
Soviets) that their emigration policies will 
substantially promote a freer emigration 
process." - · ·1 

The spokesman added that the emigra
tion issue, in Jack.son's view, is not-"merdy' 
one of numbers, but also the question_ of 
the refusnik.s, the prisoners of conscience . 
and the ending of harassment of those ap
plying to emigrate." _ 

The issue of harassment is somewhat 
confusing. While· administration spokes
men have indicated a decrease in official 
harassment of Jews and others seeking exit 
visas, a number of human rights activists in 
the United States and Europe have re
.ported an intensification. 

"There's a very low success rate," says 
Richter. "Of those applying to emigrate we 
estimate that maybe a sixth actually receive· / 
permission to do so.,. 
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UNIT III 

"The Voter's Dilemma". ~~ Session VIII 

Here are the arguments that candidates running for a 

Congressional seat might use in campaign speeches. They are 

debating a very thorny question of the most vital concern to 

all Americans -- and maybe of extreme importance to the future 

of Soviet Jewish emigration. Read them and decide which 

candidate is more persuasive. Then decide which candidate you 

should vote for and write one or two paragraphs to explain 

your reasons. 

CANDIDATE I; 

American economic stability has been shaken in the 1970's 

and even more so into the new decade of the 1980's. Evidence 

of this is displayed in the deteriorating value of our 

American dollar, the skyrocketing price of an ounce of gold, 

and rampant,unrestrainable inflation that hurts our pocket

books even more. We need to increase the amount of manufactured 

products and agricultural staples such as grain that we ·export 

to balance our increasing dependency on the importation of 

foreign goods, especially oil supplies. One way to do this is 

to extend and increase our trade with nations that need what 

we have to sell - a nation like Russia. We must not use trade 

treaties and especially trade in food staples as a political 

weapon. Russia has long sought from us the trade status of a 

"most-favored nation". We have held back from making this kind 

of commitment to Russia for various reasons. We have tried to 

use the hope of this kind of treaty as bargaining power to 
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extract promises from the Russians to stop them from dis

criminating against national and ethnic minorities within 

their own domain. Specifically, the 1974 Jackson-Vanik 

Amendment to the Trade Reform Act of 1974 was enacted to 

coerce the Russians to allow more Soviet Jews to leave. The 

facts show that in spite of what we do or say Soviet Jewish 

emigration rises or falls for reasons known only to the 

Soviets. Despite the continuance of Russian internal dis

crimination, and even the reality of the "Afghanistan invasion 

crisis 11 of the early 1980's our country's economy cannot 

afford to lose such a trading partner. If this means re

evaluation of the Jackson-Vanik Amendment and eventually its 

nullification, then I will see to it that such a policy is 

pursued. 

CANDIDATE II: 

A good member of Congress - a patriotic American must 

not favor any one group or particular interest. No matter how 

disruptive to our economy, no particular neighborhood, city, 

or region should be favored above others. A Representative 

trying to pit one group against another or trying to gain more 

for one group in one area than for others at the expense of 

breaking vital commitments to human beings anywhere, even out

side the borders of our own nation, will not assure that the 

rights of all citizens are protected. The Jackson-Vanik Amend

ment to the Trade Reform Act of 1974 provides some kind of 

framework and leverage for encouraging compliance with in

ternational basic human rights conventions signed by many 



nations including Russia. There is evidence that this amend-

ment definitely caused an upsurge in the numbers of Jews 

allowed to emigrate from the Soviet Union. I would not allow 

any modification in this amendment. 

CANDIDATE III: 

This Congressional district needs a person who under-

stands its people and its ways. I know you because I am one 

of you. I understand ·o·ur people and our religion. I know 

how other people think. If you vote for me, you'll have a 

friend who cares about us. 

I chose the argument of Candidate ( ) because 
~~~~~~~~ 

* format excerpted from: Values in a Democracy 
Local Issues: What's Right 
Copyright© 1976 by Guidance 

Associates 
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UNIT III 

"The Voter's Dilenuna" Session VIII 

PROBE QUESTIONS 

1. Candidate I speaks about specific things and makes 

specific promises. Should voters think mainly about what 

specific things a candidate will do for them? Why, or why 

not? 

2. Candidate II mentions representing the interests of 

a whole area. Does a voter have an obligation to consider 

whether a candidate will act in the special interests of the 

area or of the society in general? Why, or why not? 
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3. Candidate III argues that voters should be represented 

by someone with whom their own group shares a common background, 

common experiences, and concerns. Is this a better argument 

than the argument of Candidate II? Why, or why not? 

4. What would our .American government be like if every

one believed that only candidates who shared their own back

grounds should be elected to public office? 

5. Should candidates make promises just to get votes? 

Why, or why not? 

6. Do voters have a right to expect personal favors in 

return for their votes? Ever? Never? Why, or why not? 

7. What is the purpose of this particular amendment 

passed by our Congress? Should Jewish voters be concerned 

with this particular question when they choose to support 

candidates for Congress? 



157) 

8. From the point of view of a Jewish voter who has a 

relative trying to obtain an exit visa from the Soviet govern

ment, which argument is the best argument? Why, or why not? 

9. From the point of view of a corn farmer in Iowa, 

which argument is the best one? Why, or why not? 

10. Does an elected representative have to consider the 

same types of obligations as a voter? Why, or why not? 

11. What is the purpose of government? Should voters 

be concerned with this question when they choose to support a 

candidate for office? Why, or why not? 



UNIT IV 

THE REALITY OF EMIGRATION: THE UPS AND DOWNS OF ABSORPTION 

MORAL DILEMMA: "Difficult Choices 11 Session X 

At the dinner table Mr. Rosen was wearily describing to 

his family the situation as it had unfolded at last night's 

meeting of the Budget Allocation Committee. "You know how 

hard it is to slice the pie evenly, 11 he began. "Every Jewish 

communal organization in town and each valid Jewish need 

demands a fair share of the money that our Jewish Federation 

Council has to allot. 11 "But at one point," he continued, 
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11 the meeting room was bedlam. The chairman finally had to 

bang his gavel while standing on a chair and scream for atten

tion before order could be re-established," 

11But, what was the fighting all about?" asked David, 

the Rosens' teenage son. 

"I knew," Mrs. Rosen said, "that there would be painful 

choices to be made. After all, you've been telling us again 

and again as director of the Hebrew "Y'1, how necessary it will 

be for your own organization to drastically reduce its spend

ing this year because funds are so tight. But, what kind of a 

problem could have kept you until 2:00 A.M.?" 

11Somehow all the problems and conflicts related to the 

increased Russian Jewish emigration - to the increasing numbers 

of families who "drop-out" and choose America over Israel -

finally came to a head, 11 explained Mr. Rosen. 
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"Our "Y" camp connnittee has received some very angry 

letters concerning summer-camp scholarships." "It seems " he 
' 

went on, "that this past year the Jewish Family Service 

Agency has been referring double the number of youngsters of 

recently arrived "drop-out" or noshrim Soviet Jewish families. 

We had been sending them to our camp free through the funded 

aid program,." 

"The numbers of kids have risen in 1979,"said Mr. Rosen, 

"because so many more Jewish emigrants have changed their minds 

and have chosen to come to America instead of their original 

destination - Israel. The social workers feel that our camp 

program helps the kids adjust better and provides a totally 

Jewish experience, perhaps for the first time,." "The problem 

is," he continued, "that many more of our own paid-up members' 

children were turned down for aid last summer in order to 

provide funds for the increased Number of Jewish youngsters 

from the USSRf" 

"Dad, didn't you tell us that many "Y" members have been 

paying extra dues to allow many of these new families free 

membership to the "Y" as well?", asked David. "Those angry 

letters sure are justified," he exclaimed! "It's not fair for 

long-time members to help pay for free memberships here at 

the "Y" and then not have their kids obtain scholarship aid 

on top of it! We've helped these emigrants enough" David . . ' 
blurted out. "Besides, aren't they also receiving extended 

resettlement aid, free Temple memberships and free job 

counseling services for themselves and their kids?" No wonder 
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the Federation funds are being stretched to the limit,"con

cluded David. "Dad, I hope your committee decided to cut out 

all scholarship aid to these so-called n·oshrim, 11 he cried~ 

"Well Dave," sighed his Dad, "that's the problem. We 

couldn't come to any agreement on this camp scholarship issue. 

Finally, at 2:00 A.M., we decided to table the issue. To

night we'll have to resolve the issue (or find some kind of 

compromise) because the budget deadline is tomorrow morning,." 

Should the Federation Budget Committee deny camp scholarships 
to these Noshrim families? 

Why? Why not? 



UNIT IV 

"DIFFICULT CHOICES II 

ALTERNATIVE DILEMMAS 

If the class agrees that the committee should continue 

to supply camp scholarship aid to the noshrim familes and 

cut elsewhere, th~; following dilemmas can be used to provoke 

disagreement. 
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A. Mr. Rosen has been informed by the Board of Trustees 

at the 11Y11 that his contract will not be renewed unless he can 

persuade the committee to strike the noshrim scholarship aid 

from the budget. Should this kind of pressure make an impact 

on the decision of the total committee? '.fuy? Why not? 

B. These Soviet Jews are misusing their Israeli visas 

in order just to get to the U.S. Their change of mind midway 

in the emigration process could jeopardize the whole emigra

tion movement. The Soviets allow Jews to leave for Israel to 

"reunite with families". These "breakaways" expose the whole 

basis for obtaining an exit visa to attack. 

C. If the Jewish communal organizations continue to 

freely subsidize these "breakaways" beyond a couple of months 

in this country, many more Israeli-bound Jews will change 

their destination thinking how much easier it is to come to 

the U.S. than go to Israel. This will further strain our 

ability to take responsibility for them. If the class agrees 

that the Federation Budget Committee should not continue to 



supply camp-aid to the noshrim families, the following 

dilemmas can be used to provoke disagreement. 

A. By denying aid to these families we, too, in the 

Jewish community are violating our support for freedom of 

movement between countries advocated and accepted as a prin

ciple in the Helsinki Agreements of 1975. By denying aid to 

those who want to come to the U.S. we would be cutting off 

"freedom of choice" for Jews who have suffered too long. 

B. How can we use aid-cut-off as a weapon to force 

Aliyah to Israel? As American Jews do we force Aliyah to 

Israel for all Jews who live here? How can any Jewish 

charitable organization or fund of resources not be used to 

help Jews no matter where, what and why? 

C. The noshrim will continue to choose America. If 

aid does not come from Jewish organizations, they will turn 

to other organizations, some non-Jewish and even anti-

semitic for help. Since our U.S. government does help our 

Jewish organizations with money for resettlement, this govern

ment money could flow into the treasuries of other organiza

tions when HIAS and Federation really needs it for their total 

programming. 

D. Cutting off aid to Soviet Jews who want to come to 

the U.S. would anger and alienate the Soviet Jewry move-

ment' s non- Jewish allies including elected officials who have 

worked for the release of Jews from Russia. Their fundamental 
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support is based on freedom of emigration anywhere. 

E. A cut off decision would violate the Jewish 

principle that redeeming "captives" '(P'idyon SheVU:yim) and 

saving a life '(Pikuach Nefesh) should be carried out 

irregardless of the cost. 
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UNIT IV 

"DIFFICULT CHOICES •i 

PROBE QUESTIONS 

1) Does Mr. Rosen, as director of the "Y", have an 

obligation to the paying members of the "Y" who have pro

tested at the amount of aid being given to the Russian 

families? Why? Why not? 

2) What kind of an obligation does he have to the 

"new" members of the "Y" even if they are not fully self

supporting members? 

3) From the point of view of the "Y11 as a whole, does 

he have an obligation to try to receive as much money as he 

can from the Budget Allocation Committee? Why? Why not? 

4) Knowing that his job may be on the line if he con

tinues to support the camp-aid program, should he continue to 

push for its continuance if he thinks it's: a valid "Jewish 

need" that may take precedence over something else? 

5) Does Mr. Rosen have an obligation to his family? 

Is it more important that he protects his job or voice con

cern for the welfare of others if he feels strongly enough? 

Why? Why not? 

6) How would Mr. Rosen explain to his son David that 

he supported the continuance of the aid program at the ex

pense of the Teen Weekend Away? Of the discontinuance of the 

program? 

7) Would it make a difference in the committee's final 

decision if these noshrim families had come to the U.S. 
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according to the regular inunigration process others enter 

under instead of using their Israeli passports to get to 

Vienna and then choose the U.S.? Why? Why not? Would it 

make a difference if they were totally self-supporting from 

the minute they left Russia and didn't receive so much free 

financial aid along the way? Why? Why not? 

8) From the point of view of these noshrim families, 

what should the local Federation connnittee decide? Why? 

Why not? 
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9) From the point of view of a local Jewish family with 

limited resources, but a desire to see that their kids ex

perience a summer Jewish living program, what should the 

committee decide? Why? Why not? 

10) Is there a "difference" between the families that 

choose to go to Israel and the "drop-outs" who come to the 

U.S.? Is it "wrong" to want to come to the U.S.? Why? Why 

not? Is it "wrong" not to want to make Aliyah? Why? Why 

not? 

11) Should the fact that many "drop-out" families are 

"non-Jewish" Jews have an impact on the decision of the Budget 

Allocation Connnittee? Why? Why not? 

12) From the point of view of the Jewish Family Services 

Agency, how should the committee decide? Why? Why not? 

13) From the point of view of the American organization 

RIAS (Hebrew Immigrant Aid Society) one of the major resettle

ment agencies involved with helping these families change 

their destination and gain entry into America, what should the 

committee decide? Why? Why not? 
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14) From the point of view of the Jewish Agency which 

is the major organization that facilitates emigration directly 

to Israel, how should the committee decide? Why? Why not? 

15) Is it ever 'right' to act despite the fact that an 

entire group within a larger group disapproves and opposes the 

action? Why? Why not? How does one decide which is the most 

appropriate reason for such action? 



Aging··of poputaHon· 
confronts Jews with 
massive -ca·re burden 

By BORIS SMOLAR · 
Unuish Tel.egraphic Agency, Inc.) 

Calls for new planning 
~ith the American Jewish community 

havtng reached a plateau in its birthrate, it 
A. ~ew '?Ok at_ the problem of Jewish is anticipated that in the 1980s one of every 
d th d 

six.Jews will. by the end of the decade, be 
. ag~ m 1s country an Canada is- now I 
~mg taken by ~he Council ofJerish Feder- _ over 65. The jump will be about 40 percent 
auons. The continuing increase in the: over today's proportion o£Jews over 65. 

·Jewish aging population _ particularly 
0

£! Already five years ago, in 1974, the me-
·those over 75 years old _ is crea_ting newi dian,age of Jewish residents in homes for 
challenges for the organized· Jewish com-; the aged in the U.S. was 83, with 66 per 
munities. They will be discussed 'flt the CjF cent being over 80 years-of age. In housng 

. General Assembly this month (Nov·. 14•18)! projects for elderly Jews, the median age 
which will be held in Montreat ·: was 7g_,_The proportion of aged over 75 is 

. Longevity has developed two categories; much higher today. The burden on the or
of aged Jews. There are now the "Young· ganized Jewish communities is, or course, 

.'Old" and the_ "Old Old." In the "Young: ~lso n_iuch heavier becaus(;!ofihe mounting 
Old" category are those between 65 and 75· mflauon. ·.. · · ·· 
years of age; the "Old Old" are those over'. The most difficult problem is the placing 
75. W~ile among the "Young Old" there L5i of aged in nursing homes. This is because 
a certain percentage _ not a very large one; the actual decision of accepting an applic- . 

. 7" that does not need or want communal\ ant into a nursing home - including 
aid, _this is not the case· with those· in the!. -Jewish communal homes - lies practically 
category of "Old Old," whose number is in the hands of Medicaid, and not with the 

· growing and who constiM:Jte mosdy an ele-.\ communal agencies supervising the institu-

ment of very poor, frail and lonely people 1 g.~. ~U.~nde~ ~ssets - · 
iri need-0f support and care. · · \ · · · · · · · · 

The great majority of the "Old Old" seek \ 'Medicaid ·regulatidri& ··provide 'tliat an· el-
a~~iMion into h~mes for th~ aged ad- . __ der_ly persori s~~i~~ ~~1_11.issio~!~'tfl·a_ ri~fs- . 
mmtst"red by Jewish communal agencies. ing institution financed· by Mediaud must 
However, only a very small percentage are turn over all income, savings, pension and 
._'\ccepte~. The number of Jewish commun. other property to tHe Medicaid, and also 
it'.~ nursing ?oqie~ throughout the country , that the spouse must ·carry this responsibil
is· t:omparauvely very small - it is about . ity. The justification for this policy is that 
.100~- and th~i~ bed complement· is very Medicaid covers the full cost oP'mainte-
limiu~d. ~ candidate applying for admis- nance of the applicant wh~n admitted, so 
sion rt~ust qualify under Medicaid regula- that the aged resident is no longer in need 
tion arlr:f .must wait many months until a bed of funds of his own for the rest of his life. 
become:-'! available T usuallv after the death . Bene fitting from this ?>4edicaid· system 
of a r~ent. · . ' · are the poorest of the po0r whose income 
-'.'ffie rapidly aging Jewish population in . comes mostly from Social Security and who 

the U.S. is older than any other religious, : may have insignificant savings. Such el
racial or ethnic group in the country. More I derly Jews are willingly exchanging their 
than: 13 per cent of the Jewish population is small assets for permanent care in a nursing 
over 65 yea'h old, compared wth the gen- : home. No~ so the elderly who may have 
era) community norm of IO per· cent. ··. t larger savmgs accum~lated from better 

In New York, the average age of elderly I years. Any elderly person who does not 
Jews assisted by JASA, an affiliate of the want to yield his financial possessions to. 
Federation of Jewish Philanthropies, is 79. 'Medicaid, includingjoint accounts and part 
Two-thirds are women and single. JASA of the possessions of the spouse, can only 
offers individual social services health ser- be accepted as an individual paying his own . 
vices, senior centers and housing develop- maintenance, which now exceeds $20,000 a 
ments for elderly to more than 40,000 aged year. 
Jews annually; more than 7,000 are served The Medicaid arrangement - which is a 
hot kosher lunches. It maintains various joint program of the federal government 
service programs to help home-bound and and the individual states - therefore ena-
frail elderly, including a kosher "meal-on- bles only the very poor, or the very rich 
~heels" service- and a mobile geriatric ser- who can afford to pay for themselves, to 
vice for emergency care to mentally' fr.ail enter an institution for elderly people. 
elderly.· What about the aged of the middle-class 

who are in need of institutional care? 
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Dependent on Medicaid· 
((o,,-r~4'~) 

The impact of Medicaid on institutions 
for the aged was reflected in reports from 
65 Jewish ~om.es for the aged in a number 
of communities. The reports said that in 
1974 these homes received $83.7 million 
from Medicaid and $1.9 million from Med
icare. This was five years ago. With the 
growing inflation duriµg the· five years. the 

• 

. homes became even more dependent on.,.. 
Medicaid fundS.: 
· The Medicaid system has resulted in 
brutal situations in many middle-class 
Jewi5h families. Anxious co avoid the hand-- . 
ing over of their estates to Medicaid, sotn~ 
elderly Jewish couples are undergoing di
vorces after many years of happy married 
life. This inhuman· procedure complies 
with· the Medicaid regulations which pro
vide that after two years of divorced' live;. an 

. aged person can be accepted into a nursing 
horn without the spouse sharing responsi
bility to Medicaid. . 
' The American Jewish Commiccee has 
now completed a study of people over 65 
years of age who face critical needs in 
health care, housing and income. Robert. 
Wolf, director of the AJCommittee's legal 
advocacy program for the aged, who con
ducted the study,. tells us· that new direc.. 
tives. have been issued now by the New 
York State Department of Social Services 
indiCating iliac after a period of six months 

· of pbysical - meaning not legal - separa
tion by the souses, the Medicaid eligibility 
o'f the person seeking entrance.into a nurs
ing home · will be considered indepen
dently, without regard to the spouse's in
come or savings. Medicaid eligibility for an 
individual is currently set at $275 a month 

· income and allows· savings of less than 
$2,150: .. ' 

After the individual is given the· 
Medicaid benefits, the state will, under the. · 
new directives, determine "spousal respon
sibility" and will ask for contributions from-. 
the spouse's savings. The state maf' refer 
the case· to a Family Court for ~ reassess
ment of"spousal responsibility." The court 
will then examine the spouse's finances and 
ne.e.ds." / .. ~JE!...,i.s~ We~ 
II Ii 7r. / . _··,-·- -- -

• 
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Housing crisis 
stirs appeal for 
Russit}s)·"- N.Y. 

.. ~ ·7-1 7</ 
, . \ By AN Y EDELSTEIN 

· Several local .Jewish com
munities have been asked by the 
New York Association for New 
Americans (NYANA) to provide 
additional temporary housing for 
the increased number of Russian 
Jewish immigrants who have ar
rived here this year. 

Nearly 3,000 Russian Jews have 
arrived here sinc~January- with 
1312 alone'arriving in May- ac
cording to Rheta Chemin, Direc
tor of Reception and Intake for 
NY ANA, '¥hich provides housing, 
jobs, and other necessities for the ' 
immigrants. Upon their arrival 
here, the Russian Jews are usualJy 
placed. in hotels which are used as 
temporary quarters until perma
nent lodgings are found in one of 
the several communities 'in which 
they have settled. That temporary 
housing has been swelled to the 
bursting point because of the in
creased immigration, due in large 
measure to relaxation of the 
Soviet. Union's anti-immigration 
policies and special dispensations 
accorded Jews .. by the United · 
States government. 

Consequently, at.her com
munities were asked by NY ANA 
t.o provide temporary dwellings, 
Mrs. Chemin said, including Far · 
Rockaway, where ·Russians are 
using an apartment building on 
Beach Channel Drive, i!i coopera
tion with the Hartmann YM-

. YWHA and the Far Rockaway 
Jewish Community Council, and 
in. the Crown Heights section of 
Brooklyn. 

In Crown Heights, an .apart
ment house on Empire Blvd, was 
renovated· to serve as a boarding 
house-absorption center.for newly 
arrived Russian· Jews. 125 Rus
sians are now staying in the 40 un
its, which were renovated by 
Chevra• Machzikei Hashcunah, a 
controversial, non-profit com
munity organization involved in-
housing rehabilitation. · 

"Many of the Russians now di
rectly c~me from Kennedy Air
port to Crown Heights and many 
of them choose to stay here after 
their initial time," said Rabbi Yis
roel Rosenfeld of the Crown 
Heights Jewish Community 
Council. The Council helps Yis
roel Rosenfeld of the Crown. 
Heights Jewish Community 
Council. The Council helps sub
sidize the Russian families who 
remain in Crown Heights, Rabbi 
Rosenfeld said, but he added that 
his organization receives no out-· 
side funding. _ 



~;s·E~Nr rN.E l 
End ncishrim-ald. proposals expect~d .. 

. . . . . - . 

t.o heat up. Jewish" ·federations·· meet .. ,:: 
. NEW YORK,-.. The is~ue of euttin.g off "will have the· right to resettle anyv;,h,--e;e ._. 

aid to the noshrimic· : ·soviet· ·· Jewish ~e~e in the· world, doing· so by utilizing · 
emigres who do· not settle in Israel - family or personal resources. We declare. 
may· become the hottest issue of the Coun- · that . the· United Jewish Community of 
ciL of Jewish. Feder!ltions in .. Montreal.~_ Bergen County_ shall. not allocate . any" 
Nov~·1~18. : . .. _.·:·-~·;- -. <-~ .' .. _. · - ~.. . . ·:'future !Unds or human resources, nor ac..; . 
. ·· ·T\Y~ ~esolution~:.~ on~.by ,th~· United : cept -·any ad~itional Russian Jews for
Jewish .;·community< of :_Bergen County - r_esettlement ID Ber~en Count~:.•-, ::_'.'.' ::;; .·~ 
(New Jersey}, and the other by the Jewish - · The Oklahoma City resol~t1on,. wh~c.h 
·community. C.ouncil of Oklahoma City. af- . was ad~p~ed by ~he Commun~ty Co.~n~il s · 
:firm that Soviet Jew's who arrive in Vien- executive committee, stated th~t mmd
mf~th ,Israeli .visas must' go to Istael a~d .· . ful of the .~eed for in~re~~ed immigration·. 
that 'Federations in the: United' States . to Israel, the council requests that the , 
.sh~uld iio longer be~.financlally responsP: U~A .(Un~ted Jewis? Appeal), JDC. (Jo~nt 
~bl~ for aiding in tneir:·r~setileinent in this . ,. D1s~r1b_ut1on Co~n:1ttee), H~S~ aJ1d its .. 
;co,~EJ't':\~~~~,4";1;i: -- · · ;;4~J&[:~.~~:.+i.'; :.· i:r,~ '.;~·.me?1b~r c~mm~n1t1es t~ke. po~~~l!e· ste~~·~~ 
il'-~*''-~:o,·'·· ~"-""""'~:::-.~··~·~.: _ 1::-~-·~.,_..~,,..·~'7;·--,~~~~';;";'·" to· msul'.e,. that. all .Russian J' ews . who. ar~$: 
trr~~~~~.:'r~~~I'.~o~~ ...... ~o;:.~~~rt~a,t.;_tho_s~ ;~2rive ;in _vienni with_ Israeli:: V'.iS~~:· be·~sent~ 
~Sovi~t ·,Jews ,for+whom~'tfie_~;.federations }.''f withoht.:d~laf to. Israel .t~:i'~'!'\~~*j!!(i:~~,~\~ 
~~f~r},..1~~~Ci:Y~aas;t#~~r~si>o~i~$,t'i will ~-:;i~::. A:·~~:spokesmaii' :. foi ~:Fi:I.As·i~~~~fciJ;£th~tf: 
;recei'V~4he;~;re.t}ui.si~.~~·8id~.~-ni~:;Qkl_. aJioma'./-.n'' e1'tli:er:::hIS. -·~:or' g. an1"zat.·_1·o·n;·,_;.;:·n.--o-r\.'th-e· :;'.J' D~ 
:. ...... ,, 1•-: ... - .•. ..... . • ... • • ·' - "".',\.,;'" ...... ' ~ .•. . ~ p"f' . • . • --· • '-1.;:.~; 

'.,re~?!~~~?.~ ~d~.s ~h~!·t ~ !l~s.~Wi'.g ~~:.~h-~.;~: both·:,·~~f:f.'~~ieh- ··ar~,~~,~ene.fi.ci~ies};~f)the:~ 
;.arry!~~~1l'.1 ·~-.1,oca~. ·eo.~~uF~!,~~ro~~h ~~JS;,;;u~.4:~~~V,e~.~':initiate,Yc~ntact,~::r.~~h.·:~o~~t:~~ 
, J_ll-:.~~~~:~~~~°-·ulcl, ~.8;l~ep ... p.i.:re.~.et~g~Z':7,~i'i':'i'.''Jew$ ,1n2:Yienna . to· d1scJiss · resettlement·:. 
~~~!h~:':~ige~~'c0ii~t~frJ~~t1~;i~~~iiie~:~~:~itJi.~~~~~~~~~~7~::~;t.':t~~:s;;t.f:~::{;;t#~~B'?~~~~~~t 
~~as.passed-34-14;reaffirriU:·!'total·suppol't.\i~~:; The,:two··serviee· orgamzations~·discuss'.;:.1 
;'fo'r{tiie::l>resent~: policy~5'0.~7ft&iilg., :.w~rld't3~;s~ti1e';lle~i· only after~the ·J ewiSb·A.·gen~~ 
lJeWiSh )~ehariiabie:~'!Un'd.S%7;and·i.::-'human~:1ecy~fu'~vit3nna~. which handles~transmigrani;;; 
\·esourc.e"S" t0 help.' .. ~!f Je~s-"'~xe~C!se :their: '.'~·s~vlef;J~ws~'recommends tothe-j:oc a:~ci ·~t 
nghf: to. emigl:ate from the Sovie~:-Union~.·;:: HJAS .. those· who insist: that. thef .do' not.~·; 
:arut:·f;hat ·Soviet 1Jew9.~~·,V:i.U~ receive.- our:'-;. want to.emigrate to IsraeL'Even tJ:ien; the":~ 
;totai ''support for the'·::use':of ''ivorld J eWish <. HIAs: .. spokesman .. said,'. his--~organI:i:ation} 
fch&ritable funds and. human·resources to~:··seeks: by every means.'possible~:tOdirst:': 
::aidillJews.tOimmigrate to'Israei and be" .ascertain that the Soviet Jew iii"question~: 
: 'resettledi in IsraeL ·~;:;··~·:;,!:.: ~-ti'Y '"-~"~'~.,-. ,~.: _... · -is convinced th.at he or she does not want .. , 

1i~~~~-~-:-~~~~~~.~,.~~~~~~~~j~~~)~\«~~~s·- ·~: ~,<:~:~:.~;~~:1•· ·~~~-~~.·-.:~t:'f ~&~r~~:~;~~~~.i:= 
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Workmen's Circle opposes 
strings on· Soviet emigres 

The Workmen's Circle has called upon 
American Jewish community leaders to re._- . 
ject proposals limiting the freedom of Sovi
et Jews-to choose immigration to the Unit- . 
ed States. Aimed at frustrating the drof>"' 
out of Soviet Jews with exit visas for Israel 
who choose not to settle there after leaving 
Russia, these proposals, negotiated last 
week by Premier Menachcm Begin of Isra
el and sev~ral leaden of American Jewish 

ish fraternal, cultur.il. immrance society, 
took. issue with the projected proposals on 
the grounds that "Soviet Jews should have . 
the freedom to choose where they want to 
re-settle. An exit visa from Russian should 
not be contingent on the guarantee that Is
rael will be the ultimate destination and 
should not be held hostage for people al
ready held hostage by the Soviet govern
ment. The price for an exit visa now exact- . 
ed by the Soviets inc~udes forfeiture of. 
jobs, homes, pensions, and more. The 
emigi"e's difficulties should·not be further 

. organizations, would cut off funds to Sovi
et Jews who refuse to continue ~n to Isra
el-funds raised mainly in the ·United .. 
States;- · · · compqunded by these new demands that 

Several Jewish Community Councils 
have prepared resolutions to be presented 

. to J.he 48th General ~mbly of the Coun-· 
cil of Jewish Federations meeting-in Mon
treal November 14-18th, which wouki re
strict funds-to be expended where Israel is 
not the ultimate destination. · · , '" 

· Jew.ish communities in the United States. 
reduce their expenditures of aid to Soviet 
immigrants and make it available primarily 
for those who have close relatives in their 
cities.". 

· · The National Executive Board of The· 
Workmen's Circ;Ie, America's largeSt Jew-

.1''1JV lli.J i9)'l '·,1JJt:il'i'.ti.11~'J,. U,1,,f~IS_ 
. . . 

. \. 
' . 
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.. Jacobson poinfs i number of refugees assiii_ted by 

; to ris. in_ g needs -the worldwide Jewish migration 
agency during any single year in 

Of Russi·a·n Jews the· pas~ quaner of a century." 
_ . . During the first eight months of 

·· Gaynor I. Jacob8on, executive 1979, HIAS assisted 17,486 Soviet 
vice president-of HIAS, which is a Jewish refugees to migrate to the · 
beneficiary of the UJA-Federation United States: This figure com
Joint Campaign, says that the pares ·to 7 ,564 in the correspond
num~r of Soviet JeM entering ing period last year. 
the United States in 1979 is likely 
to exceed by 150 per cent the 

' number that arrived in 1978.. · 
"The accelerated movement of 

Jews out of the Soviet Union," he 
explains, "leads us to project that 
more than 30,000 Soviet Jews will 
arrive on these shores this year as 

.'compared to the 12,265 Soviet 
Jewish·refugees assisted by HIAS 
who arrived in 1978. This year's 
infiyx _will r.epresent the _la~est 
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Cornpromise desperate!r. spught 
in clash Over Soviet dropouts if~/3" 

·•-.. ·· By JONATHAN BRAUN Israelis have asked American Jewish or- the claim, the Jews must produce signed 
There is growing sentimerit within the . ganizations to deny aid to aoy dropout who - affidavits from Israeli' kin; the affidavits 

organized American Jewish community for does not have a close - or .. first-degree" - are provided through Israeli channels. 
a compromiSe-fype solution oo.the problem relative already living iri the U.S. - Until recently,· the Soviets rarely ques-
of Soviet Jewish dropouts, or noshrim, ~s · · •·· · tioned an applicant's affidavit on the basis 

.. they are called- in _Hebrew. . Pia.a f~vored by Begin , of the degr~ of r~lation·expressea in it. In 
·.This is the conclusion one draws from a . Because -of thiS provision, the Israeli the past year, however, they have repor· 

random sampling of organized ·American · · proposal, 'which carries the Prime Minis- tedly begun turning away applicants· who 
Jewish opinion - in the form of telephone . ter's endorsement, is ·known as the "Begin fail to present affidavits from close relatives 
conversations with more than a dozen well Compromise Pla~t · . ., known to the Soviets to be living in the U.S. 
pbced lay and professional leaders around But many American Jews contend that "It work3 like this," a Jewish Agency staff 
the nation. · · ~ ~, the plan does nor-contain a sufficient de· · inember explained;-"A Jew, let's say in 

The individuals queried in this· manner gree of compromiSe to warrant their sup-~- · Odessa, will show up at th~ emigration of-
. were aln,iost u~animous in their firm op- port; • · . · · · , · fice with an affidavit from his cousin in Is-. 
; position to any pla_ri calling for a cut-off of "It still comes down t.0 an attempt to. rael. :But this.Soviet Jew has a brother who 

o-called resettlement aid to the noshrim,· af' force people to' go to- lsrael/' said a seni~r .emigrate~.,last year. So the Soviets will.ask 
'le same time, however, they ·expressed ·staff member at one of the more intlueritial him to produce a letter from his brotl1er 
eelings of frustration and disappointmen! national Jewish organizations .. "And'' that · ' instead of his cousin, which he can't do~ 
ver the high drop-out rate. . . . ~ind of~avy~handcd P~?~salJust_d<>eSn't cause his brother is living in the U.S." 

.· lost said they would be willing t_o con- · fi1t well with-our people. · . ... ·· · · -
· sider proposals aimed at encouraging more · The same cxectitjvc stressed that he per· 

Soviet JcWish einigres ·to settle in Israel, ceived "a real need tO dramatically reduce Russiaus ·monitor mails 
-- provided the proposals qid. not int~rfcre. the dropout rate," down fi:om 70 per ~rit a Aided . by an extensive . intelligence 

with "freedom of choice... · year ago: . · . . . gathering system - ·involving monitoring 
Like several other organizaponal leaders, of the mails, informatian . provided by 

Wide rift in positions . , he sought ·to reconcile_ hi~ seemingly con- foreign agents and the use of computerized 
·BU:t the mere .use of this .emotionally·· tradictory views by. citing reports_· that . files - the Soviet authorities, according to 

charged term indicates how far the Amer- thousandS ·of Sovie~ Jews . arc c:Urrently _this emigration .e~rt. arc in an excellent 
icaQs seem to be from adopting the pbsition· being denied exit visas because the applic- _ position t0 know on which Jews to. pick. 
advanced by many Israeli leaders;. includ- ants' r~nµy enii8':ated close relatives have · .. We have said for years that the noshrim 
ing Prime Minister Menahem Begin . .The settled m the U.S~ - ·: ~ :. 

1 
would eventually cridanger emigration in 

· Israelis havc<alled for a virtual elimination "We can't say fo~ure if the Soviets are g~eral, and 'now it's happening," said the 
of aid to Jews who, upon.leaving the Soviet . just using this as an excuse; in other words, Israeli government official in~crviewed for 
Union, deciae to continue on to countries if they intend to crack down on emigration: this article. 
other than lsrad. · anyhow," explaine4· the Israeli official in Why now? . 

• ;,The· issue pas nothing to ~o with free- New York who asked not to be quoted by· In the view of this source, the Soviets are 
dom of choice," a New York-based Israeli name. "But the fact is that it is happening, coming ~tider increased pressure to extend 
government official asserted. "We-have no- and i~ is happening to thousands, not bun- the right of family re-unification t0 other 
thing against those Russian Jews who come drCds." - ' · ·· nationalities. As long as most Jews. leaving 
to the United States on their own, or. ·Russia were going to Israel, the Soviets -
through assistance from relatives, although A tortuous process could:justify the re-unification of Jewish 
we would naturally prefer ~t they go to , To appreciate how the dropout families because it .involvea the additional · 
Israel. _ · · phenomenon could even begin to play into and more wc;ighty principle of repatriation. 

"What we are against is using Jewish Soviet government hands, one· mvst first Other experts disagree with this explana-
. charitable funds for this purpose." . understand a bit about· the tortuous emig- tion. They theorize that the Soviets are 

Approximately 65 per . cent- of the ration process. preparing· a massive, post-Olympics 
4,000-or-so Soviet Jews who arrive by rail Sovi~t emigration authorities require . crackdown against all would-be emigrants;-
each month in Vienna, Austria, seek reset- Jews applying for exit permits to do so on thus the crackdown against relatives of nos
tlem~nt outside Israel. Making no secret of the .grounds that they want to be re-united hrim, according to these experts, is nothing 

•their,oritical .. need·for new immigrants,-thc 1 • >With family members_ in Israel, To·support·-'' more tharra prelimina"}' exercise: · 

~---------~--=-~~'--'~'-'-· ,_. --- . . .. -. ~ --·· ---·-··--· 
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UNIT V 

AM T MY BROTHER'S KEEPER?.; AMERICAN JEWISH OBLIGATTON AND 

COMMITMENT TO PLIGHT OF S'OVIET JEWRY SESSION XIII 

MORAL DILEMMA: "THE DECIDING VOTE; AM I MY BROTHER'S KEEPER?" 

Chairman David Rosen approached the meeting room with 

172) 

an excitement that was more anxious than joyful. Since the 

voting of the school's Social Action Cormnittee was just 

minutes away, he had to quickly sort out his jumbled thoughts 

and feelings. Ringing in his ears was yesterday's deafening 

debate over which one single cause should receive what they 

hoped to earn in their fund raising efforts for the current 

school year. He had checked the original by-laws; it was per

fectly clear. Only one cause at a time, no matter how many 

worthy causes there were~ 

The total membership made up of students from several 

national, ethnic, and religious backgrounds had all turned out. 

Each and every member was sure that his/her "crisis" demanded 

immediate and concentrated attention. David's best friend had 

campaigned hotly for the cause of the 'boat people' and had 

told David to use his influence as head of the group to change 

some opinions. 

David had taken a silent poll the day before. In his 

opinion the group appeared to be split down the middle. If 

there was to be a tie today, David's vote as chairman would be 

the decisive one. The narrowed down choice between which two 

opposing causes to support was not an easy one for Jewish 



students in the. group. 

especially difficult. 

But, for David Rosen the choice was 

He wanted to support his friend, but 

his father who was president of their Temple had just been 

asked to serve as the head of the local, Save Soviet Jewry 

Council. 

The fact that Jews who were slated for extermination by 

the Nazis were generally made unwelcome in most of the free 

countries of the world, would not justify Jewish indifference 

to the plight of the 'boat people' and other refugees from 

South East Asia. On the contrary, the callousness of the 

world during the Hitler era has made Jews even more sharply 

aware of their obligation to save all human lives wherever 

possible. 
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But, Hitler taught the Jews another lesson which has been 

confirmed by several Arab-Israeli wars. If Jews don't watch 

out for themselves, no one will. Thus, the fact that the boat 

people are in need shouldn't distract Jews in particular from 

concentrating on their own kind and continuing to come to the 

rescue of the harrassed and repressed Jews of the Soviet Union. 

This discrimination and some say spiritual, cultural, if not 

physical "genocide" may presently be less dramatic than the 

plight of the "boat people" only because it has been carried 

on more subtlely for a longer period of time. 

"Allright! Come on, lets come to order!" yelled David, 

"It's time for us to make our final decision and choose which 

one cause will benefit from our sole concern this year." 



David gave the group several minutes to mark their ballots 

and had them counted. He had been right~ The vote was a 

tie. 

Should David Rosen cast the deciding vote for Soviet Jewry? 
Why? Why not? 
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AM I MY BROTHER'S KEEPER?; AMERICAN JEWISH OBLIGATION AND 

COMMITMENT TO 'PLIGHT OF S'OVIET JEWRY 

ALTERNATIVE DILEMMAS 

175) 

If the group agrees that David should support Soviet 

Jewry, the following dilemmas can be used to provoke disagree

ment. 

A. A local citizen's community action group has sprung 

up to generate support for the plight of the 'boat 

people'. One member, a rich and influential 

citizen, has made the school's action committee a 

proposition. He has told David he personally will 

match the group's earned total dollar for dollar, if 

it supports the cause of the 'boat people' . Should 

this influence David's decision? Why? Why not? 

B. David overheard a family discussion at home. His 

parents were angry because the newly emigrated 

Soviet Jewish family that had been befriended and 

given free membership at Temple had dropped out of 

the Temple and did not take part in other Jewish 

communal affairs. Should this influence David's 

vote? Why? Why not? 

If the group agrees that David should not support the 

Soviet Jewry project, the following dilemmas can be used to 

provoke disagreement. 

A. David's family has been corresponding with a 
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refusenik family through a campaign sponsored by 

his Temple youth group. The letters they have 

received have made David increasingly aware of the 

suffering endured by so many J~ws who want to leave 

Russia. A friendship had developed between one 

youngster and himself. In the ali too infrequent 

letters that managed to get through to him, David 

had discovered that his 'friend''Mikhail's older 

brother had been kicked out of the university and 

been conscripted into the army so he could not leave 

Russia. Should this influence David's vote? Why? 

Why not? 

B. The local Soviet Jewry council - the one which just 

appointed David's father to be its chairman - has 

invited David to speak to its group about the wonder

ful job his Youth group has done in their letter-

writing campaign. 

what David decides? 

Should this make a difference in 

Why? Why not? 



UNIT V 

"THE DEGIDING VOTE;. AM T MY . BROTHER'S KKR'PER?" 
. - -. ' --

PROBE QUESTIONS 

1) Does David have an obligation to support his friend 

if he has been asked? Why? Why not? 

2) Does David have an obligation to follow the rules 

and cast the deciding vote? Why? Why not? 

3) Is there ever a time when it is right .to break the 

rules? Why? Why not? 

4) How would David explain to his family that he had 

voted for the "boat people?" 

5) As a member of his Temple youth group, how might 

David explain a vote for the Asian refugees? 

6) From the point of view of the members of the citi

zen's action council, how should David vote? Why? Why not? 

7) How might David explain that he voted for the cause 

of Soviet Jewry to the man who offered to match the group's 

funds? 

177) 

8) As a Jew, should David concern himself with the pro

blems and welfare of others who do not share the same heritage? 

Why? Why not? 

9) Is always supporting your own group the most impor

tant factor in deciding how to act? Why? Why not? 
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Time, January 21, 1980 

Should the Torch Be Passed? 

T he President first brought up the matter in his television address deorying the 
Soviet invasion of Afghanistan, and the threat was unmistakable. 

"Although the United States would prefer not to withdraw from the Olympic 
Games scheduled in Moscow this summer,'' said Tim.my Carter, "the Soviet 
Union must realize that its continued aggressive actions will endanger both the 
participation of athletes and the travel to Moscow by spectators who would nor
mally wish to attend the Olympic Games." 

That warning of a U.S. boycott of the Moscow Games was followed last week 
by a potentially even,more humiliating suggestion from Vice President Walter 
Mondale. Said he: "It is my pers0nal belief that the Olympics ought to be held 
somewhere else." Rosalynn Carter, campaigning in Iowa, also said the Olympic 
site should be changed, and at week's end the State Department said America.n 
participation in the Olympics was "an open question." 

Thus was the Carter Administration wrestling publicly with the thorny ques
tion of whether its reprisalS against the Soviets should, for the first ti.me, include 
the Olympic Games as a target. Many supporters of the Games argue that a boy
cott for any pcilitical reason is totally wrong and inappropriate. "If the Olympic 
Games are to survive," says Don Miller, executive director of the U.S. Olympic 
Committee (U.s.o.c.), "they must be apolitical and remain in the private· sector." 

That sentiment about the Olympics has not always held true. In Berlin in 
1936, Hitler turned the Ga.mes into a goose-stepping showcase of Nazi propagan
~-----------"e ... "'•-•-•0--.-•"'"•0'"".,._._,L_Lu.-s1.;;;.••==.m da. World Wars I and II 

snuffed out the 1916, 1940 
and 1944 Olympiads. The 
1972 Munich Games were 
shattered by an Arab· ter
roriSt attack on the Israeli 
team that left eleven Israeli 
athletes dead. Past Ga.mes 
have also been boycotted: in 
1956, foi; example, Spain, 
Switzerland and The Neth- r 
erlands withdrew from the 
Melbourne Olympics as a 
protest of the Soviet inva

'-----------------~--' sion of Hungary. And in 
Moscow's Lenln.Stadkln. where.the.1980 Ganes oPell 1976, 28 African nations 

abandoned the Montreal 
Ga.mes as a protest against the participation of New Zealand, a country with 
strong sports ties with the apaqheid government of South Africa. 

Any major boycott or reloeation of the Games would c;leeply emban'ass and · · 
disappoint the Kt.:emlin,.which has tried ever since the early '60s to-be named as 
host. Soviet leaders, notoriously insecure about their country's position in the 
world, view the Moscow Games as a way to greatly increase. their nation's pres
tige, even as a way to legitimize their system. In the past three years, the Soviets 
have spent an estimated $375 million in constructing facilities. They are looking 
forward to tourist crowds ofup to-300,000, plus, more important, world television 
audiences in the hundreds of millions. To deprive them of this might have more 
impact than any move the U.S. has yet made, including the grain embargo. 

Even if Carter decides to order, a U.S. boycott, he lacks the authority to en
force it. According to Olympic rules, only a country's Olympic committee may 
withdraw its athletes, and the u.s.o.c. is strongly opposed to any boycott. Wheth
er it would refuse a formal presidential request ~ hard lo SllY ··c... . .-

Rather than pushing for a boycott, many in the Administration prefer Mon
dale's suggestion about· relocating the Games. The only two likely alternatives: 
Munich and Montreal, sites of the 1972 and 1976 Olympics. Such a move could be 

· -authoriz.ed only by the International Olympie Committee, which is reported dead 
set against moving the Games at such a late date. But the matter may well come 
up when it meets at Lake Placid, N. Y ., during the Winter Olympics. The U.S. has 
made no move to keep Soviet athletes from competing at Lake Placid. 

The Administration is in no hurry to decide about the Moscow Ga.mes. The 
White House is taking soundings on the idea, and is holding "tentative" discus
sions with the u.s.o.c. Meanwhile. other countries are assessing the same option. 
Saudi Arabia has announced it will boycott the Games, The Netherlands has said 
it.is withdrawing financial support for its team and Prime Minister Joe Clark of 
Canada has "questioned the appropriateness" ofa Moscow Olympics. 

!'·. 21 
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UNIT V 

"Dilemma 1980; The Moscow Olympics" 

1) Should American Jewish athletes boycott the Olympics 

even if the whole team goes? Why? Why not? 

2) Should the Jewish athletes let politics and religious 

causes enter into what is supposed to be simple competition 

on a personal and team level? Why? Why not? 

3) From the point of view of the Russian Jews, should the 

Olympics still be held in Moscow despite the Russian invasion 

of Afghanistan? Why? Why not? 

4) Should the fact that many American companies, including 

a TV network, may lose millions of dollars be a deciding 

factor in whether the Olympics should be held in Moscow in 

1980? Why? Why not? 

5) Should the threat that the Russians may come down even 

harder on the Jews if the games are boycotted enter into a 

Jew's decision to compete, if the American team does go? 

Why? Why not? 
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-' 

The focus of this new activism on the part of Soviet Jewry 
is their right to religious freedom. It might seem strange, after 
reading the Constitutions of the United States and of the 
Soviet Union, that religious ·freedom should be a point of 
difference between the two nations. 

The Constitution of the 
United States: First Amend· 
ment 

Congress shall make no law 
respecting an establishment 
of religion, or prohibiting 
the free exercise thereof; or 

· abridging the freedom of 
speech, or of the press; or 
the right of the people 
peaceably to assemble, and 
to petition ilie Government 
for a redress of grievances. 

The Constitution of the 
Soviet Union: Article 124 

In order to ensure to citi· 
zens freedom of conscience, 
the church in the U.S.S.R. is 
separated from the state, 
and the school from the 
church. Freedom of reli· 
gious worship and freedom 
of anti·religious propaganda 
is recognized for all citizens. 

Despite these fine phrases, the social fabric of the Russian 
people made it difficult for the Jews to enjoy ihe guarantees 
of the Constitution of the Soviet Union. A comparison with . 
the United States makes this clear. 

The United States has had no history of affiliation of 
specific national or religious groups with particular sections of 
the country. There is no "Italian state," or an "Irish state" 
within the United States. Russia, however, developed as an 
empire made up of specific nationalities, each living within its 
tr.aditional ''homeland." The Jews were the exception to this 
general rule. They had always been limited to certain areas 
where they could live; they had always been unwelcome 
residents in the territocy of some other national group. 
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THE NEW YORK TIMES. WEDNESDAY, JUNE 2i, 19i9 j 
-- ------· 

Many in Soviet Concerned Over a Surge ofAnti-Semitism 

By CRAIG R. WHITNEY 
. Specia: to The !'ew York Tim6 

MOSCOW, June 26- Soviet anti-Semi
tism, in both official and unofficial 

lvarieties, has taken on new and WlSet
' tling forms at a time when the authorities 
:are allowing more Jews than ever before 
! to leave for Israel and the United States. 
; The official campaign against Zionism 
tin the press, in books ar.d in propaganda 
ihas been particular17 intense this year. 
1perhaps as a way o discouraging even 
I more people from emigrating. About 
150,000 Soviet Jews are expected to be 
! given exit visas for Israel this year. 
\ The unofficial echo is a swell of deep 

1
xenophobia that combines h!.storial Rus
.sian anti-Semitism and paranoia. Soviet 
!sources, both dissidents and intellectuals 
:in good standing with the Government, 
: say they are disturbed by parallels with 
;the Stalinist "anticosmopolitan" secret 
!police repressions that began in the late 
l!WJ's and continued until the dictator's 

'death in 1953. 
Some of the worst examples of anti

semitism are clearly being tolerated by 
elements within the bureaucracy. Last 
winter, an exhibition of paintings by the 
official Soviet painter Mikhail A. Savit
sky in Minsk included one canvas that led 
scores of people to protest to the authori· 
ties. 

Painting Is Not Withdrawn 
It was part of a collection depicting the 

brutalities of the Nazi occupation of 
Byelorussia. The painting, titled .. Sum
mer Theater,·· showed a pile of naked 
Russian corpses in a concentration camp. 
Standing over them, a helmeted Nazi 
officer and a prison camp trusty, a Jew 
wearing a Star of David, grin sadistically 
at each other, as if in satisfaction over a 
job well done. 

Despite protests in Minsk and in 
Moscow that the painting was both anti- . 

'.Semitic and a gross distottian of history, • 
·the painting was not withdrawn. It was 1· 

even printed in the journal Ltteratura i 
Mastatstva, the organ of the Byelorus-
sian Ministry of Culture. j 

Some of what is happening raises more : 
complex questions about the leadership's 
abmty to control the situation. 

'~'" .. ~~-·· 

'·h . 
,;::f:~~l~k\ 

;:');'!.~#· 

IB't1 )i@;~.7~ ... - ···~· .. ·:-:.~:-:_~~ .. ··:...·;.· 'tit&es.'t .• r+ ..... ....1=--:.-· 

"Summer Theater" by Mlkball A. Savitsky, a Soviet painter, shows a ptte or naked Russian bodies In a concentration 
camp~ tn ftpns,.oaea German omcer and the other a Jewish prison trusty~ grinned at ooe another. 

,. ___ _:_ 

I In February. for instance, mim~ 
; graphed pamphlets signed "Russian 
i Liberation Movement" appeared in 
: apartment houses in Leningrad and 
; Moscow. They charged that "Zionists" 
-had seized control of the Politburo, the 
:highest decision-making body of the 
. Soviet Communist Party. The chief 
~Zionist, the pamphlets said, was none 
, other than Leonid Ilyich Brezhnev, the 
; Soviet leader. 

--------·-··--·-.. ------
Anti-Zionist Letter Circulated 

In any other country, such pamphlets 
might be discussed as the work of 

: lunatics. Here, they raise the question of 
. who allowed them to be duplicated -
·duplicating machines are strictly con-
trolled - :lnd handed cut. The pamphlets . 
identified the onlv "real Russians" on the 
Politburo as Prime Minister Aleksei N. 
Kosygin. the chief ideologist Mikhail A. 
Suslov and the Leningrad party chief, 
GrigoryV. Romanov. 
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* Exhibit 3 

·1f3pa.Hnbc1rne 0111•yna11TW np0Ao.1lt<a10T <i.:ywecn.11~Tb 
&HHtK:HOHHCTtlCHC llll&HW Kii U.XB<l'ICllKW.X a11a!JcKK.X 
teppMTOPHRX. • ' 

(HJ raJet). 

.P11c. E. X&.'11111.:11apo':1&. 

,, 
.,; 

ln ordcrto veil Lhe Zionist movement's main strategic goal of 
establishing Jomi11ion over tile world, certain authora reduce 
Zionism's aim to the aspiration to resettle all Jews in their own 
slate and abolish Lhc diaspora. Ii is necessary to object decisively 
to such an inlcrprcLaLion of Zionism. The abolition of the 
diaspora· has never been part of the Zioni:.;ts' plans, and ihc 
creation of a Jewish state was not Lhe main task but was 
subordinate to a more important aim - establishing the control 
of Lhe Jewish bour~coisic over tho ma~ or the Jewish 
population in order to extent/ and cm~·olidute CU/Jitalist cxploita. 
tioti Clnd to turn this bourgeoisie into tile ruling caste. 

v. VA. BEGUN, V1ordie11ie bez uru
;Jiiya, up. cit., p. 44. 

[There arc] known cases when tile Zionists themselves pre· 
pared and provoked pogroms only in order to instill in the 
Jews a hatred of non-Jews (goyim). 

Sov~1~·kaya Byclorus:i;iyu, 22.6.1977. 

In order to compel the Jews to sctUe in Palestine, the Zion.i£t£ 
deliberately foment antisemitism, especially in the USA. 

T. "lCJl"O and D. "°RllT~Y. 
''Trap for the Youth"1 Dnipro, 
No. 7, 1975. 
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The Jewish Week 7/14/79 

·'Blue Star," and edited by E. D. Soviet hate tract 
says ·chief~ are 
·secret Zionistf5 

Even George Orwell. would 
have been shocked. 

Modrzhinskaya, one of those re· 
sponsible for the so-called "White 

· - Book," which lumps together CIA 
spies, Soviet dissidents and Jewish 
activists as forces working in dose 
consultation to undermine the 
Soviet system . 

. A new anti-Semitic hate tract 

r
. · published in .the Sovi~t Union by 

the'Institute of Philosophy of the 
. Academy.· of Sciences and tlte 
· Ministry of I ~ternal Affairs repor·. 

l 
tedl. y accuses prominent .. Russjans 

· of . secretly supporting Zionism 
· and complains tha~ Soviet media 

occ,asionally portray Jews in heroic . 
pr semi-heroic lights. .' · .. · 

· .. ; Spokesmen in New York for 
· Studenr,rStriiggle for Soviet Jewry 

and. the Union: of Councils for .. 
. Soviet Jews re.port-that the book, 
· titled. "Zionism. in the ·Chain of 

, . Imperialism," was written by . 
I . Evgeny Evseyev, author of a simi-

·( I lar ,wor.k:· .. "~o~iam _ Und~~ ... the 

The new book describes 
Zionism as" a "form of faScism 
more dangerous than· German~ 
Italian or Spanish' fascism." 

. Although the book's circulation 
appears to have been limited to 
high·level CommuniSt party offi
cials, the charge that · philo
·Zionism thri~s in.influential cir
cles seems to have upset enough 
powerful figures to have resulted 
in a reprimand for the.~uthor and · · 
editor . 

The state oC Israel Wal) created 30 years :lgo by the United 
Nations Organisation. At that time. the Zionists, speculating 
on the torture of the several million Jews who had perished 
during the war, pretended to play I.he role of 0 saviours of 
Jewry''. Jn those years Lhc world still did not know that 
tlze Jewish millionair~· - including those who had reared the · 
monster of Hitlerism - [and] the Zio11is1 leaders were accom• 
pllces of lhe Nazis and accessarie:,- lo their crimes. But there 

· arc no secrets that can be hidden. 

1- KORNl.i.\'liV, "Terror-the Weapon 
of Zionism", Nedelya, 17·23. 7.1978. 

If it [the Torah] is considered from the standp>int of modem 
civilisation and communist morality, it proves to be an. un· 
:.urpassed text-book of bloodthirstiness, hypocrisy, treac~e':Y, 
perfidy uml moral dege1u:rac~ - "fl the buse~t huma11 qu,"!111es. 
Jewish and Christian hypocrites alike keep silent over this. 

v. YA. BOOUN, Vtorzhcnic bez oru~ 
zhiya (Invasion Without Arms}, 
Moscow, 1977, p. 40. 
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Another, no les.'i important, i~logical basis of Zionism is the 
private property that was idolized in the Talmud, the cu/I of 
money elevated to the rank of an unshakable bas1~· of :,·ocicty, 
lhe divR;ion inlO lhc poor and lhc rich. According to the 
Talmud, money. capital, are not only criteria of material v~ucs 
but also of spiritual values, and UIC the basis of human relaJ1ons, 
morals and /ii:,·tory. 

"'· llRODSKY and vv. SHULMl!.YS'fUR, 
Slonl:.m-orudie rcak.tsii (Zionism 
-Tool of J~ca..:lion), Lvov, 1976. 

Israeli intelligence undertook to capture Eichmann and remove • 
him lo Israel primarily in order to ensure secrecy over a num- . 
ber of Zionists' deals and the collaboraJion of their secret 
services with the Hitlerites during the Second World War.* 

L. ~oaNE.YE.V, "Tile Sea-et Services 
of International Zionism r.nd the 
State of Is.rael", Narody Az.il I 
.4/rikl, No. 1, 1976. 

One of the most. basic reasons for the expam;ionist desires of 
lhe big Jewish bourgeoisie is its swif Uy growing financial might, 
its monopolisation of Jewish capital on an international scale 
and itE; .search for additional sources of profit. Pursuing an 
expansionist line in the capitalist system, Zionism strives to lay 
its hands on the 1m'litary-industrial complex as tire mo.$1 profii
uble sphere of business for monopolists. -'Whenever blood flows 
so does money/", one of the America11 le"'l11r~· o/ the »;'oriel 
7..io11ist Or1:u11i~·alicm, the HQ of the world Jcwi£h bourgcohiic. · 
said shamelessly. 

. . 

1.- .K.OaNEYEV, "The Mo:.t Zioni~l 
Business" (part one), Ogm1yuk, 
No. 28, 1978 . 

Zionism in a short period of time has enmeshed in its nets 
almost all lhc capilalhit states and taken part i11 the ctJl011iul 
looting of the peoples of Asia, Africa and Latin America. 

YE. YEVSBYE.V, Sovetskaya Litva, 
2.8.1977. (A review of .. Interna· 
tional Zionism: History and 
Policy", Mo~ow, 1977). 

If the racists of the RSA [Republic of South Africa] talk 
profusely about white supremacy over black people, Israel's 
Zionists go even further. They openly declare the Jews' 
superiority not only over the black "coloured" people, but cuso 
over all other races. · · 

TASS in English, 5.7.1977 (broad
cast). 
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The portrayal of Jews as a "poisonous mushroom" is an old anti
semitic device. For CXll.mple, ono notorioui; Nazi book for children, 
published by Der Sturmer, was entitled Der Gi/lpilz.. Ein SJurmerbuch 
fur Jung u. Alt (The Poisonous Mushroom. A Sturmer-Book for Young 
and Old), by Ernst Hiemer, illustrated by Fip&, NUmberg, 1938. 
Hicmcr's book, which dcscl'ibcs the Jews as the "poisonous mush· 
rooms of humanity", carried the cover below. 

This agent · of ZioniSm and the U.$ militaiy-industriil complex 
[General Dynamics Corporation director· David Packard] Wa£ 

a personal' ·friend of [Melvin] Laird, Defence Minister in the 
Njxon administration~ Laird supported Goldwater's candidacy 
for the presidency and played a 'principal role in formulating 
the U;) Republican Party's 'prqgrammc. Goldwater, US Senator 
for Arizona, is Jinked with I.he Jewish-Sicilian Mafia and known 
as an arch-reactionary and an advocate of' the arms race •. 

Such ·is the system of Zion.ism -. just get hold of one end 
and all of a ·sudden there unwinds a tangle of mutually-pene• 
trating links '!"d'Zionist r-epot~sm. 

1.. KOam:vEv. '"I'he Most Zionist 
. Buainess" (part one). Ogonyok, 
No. 28, 1978. 
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Soviet Jewry Research Bureau 

SYNAGOGUES IN THE U.S.S.R. 

Soviet spokesmen clafm 92 synagogues In the country. This number has not existed 
since the early 1960's. Below Js a list of all those that can be traced as sur-
viv Ing. •. 

Qlil REPUBLIC STREET ADDRESS 

I. At<HALTS I KH Georgian SSR <unknown>* 
2. ANDIZHAN Uzbek SSR 7 Sovetskaya Ulftsa 
3. ALMA-ATA Kazakh SSR 48 Tashkentskaya Uf ltsa 
4. ASTRAKHAN RSFSR 30 Babushklna Uf ltsa 
5. BERDICHEV Ukrainian SSR 8 Sverdlov Ulttsa 
6. VERSHAD Ukrainian SSR Narodnaya Utltsa 
7. BAKU Azerbaidzhan SSR 171 Pervomaiskaya Ulitsa 
8. BAKU Azerbatdzhan SSR 39 Dimltrova, Tuptk 5 
9. BAR Ukrainian SSR 17 Marta U t t tsa 

Vlnnltskaya Oblast 
10. BARANOVICHI Belorussf an SSR 39 Svobodnaya Ulitsa 

Brestskaya Oblast 
11. BATUMI Georgian SSR 6 Ninth March Ulitsa 
12. BENDERY Moldavian SSR .69 Kotovskogo U 11 tsa 
13. BEREGOVO Ukra1ntan SSR 17 Sverdtova Ulltsa 
14. BIROBIOZHAN RSFSR 9 Chapayev ·u1 ltsa 
15. BRYANSK RSFSR 29 Urttsky Utltsa 
16. BUKHARA Uzbek SSR 20 Tsentralnaya Ulitsa 
17. CHERNOVTSY Ukrainian SSR 53 Kobyi itsy UI Itsa 
18. CHIMKENT Kazakh SSR 7 Svoboda Ulifsa 
19. DAUGAVPILS Latvian SSR <unknown>* 
20. DNEPROPETROVSK Ukrainian SSR Katsiub I nsky U 1 ltsa 
21. DERBENT RSFSR 94 Tagi Zade Ulftsa 
22. DUSHANBE Tadzhik SSR 26 Dekkhanskaya UI itsa · 
23. DNEPROPETROVSK Ukratn1an SSR 9 Kotsubtnskogo Ulftsa 
24. GORI Georg fan SSR (unknown>* 
25. IRKUTSK RSFSR 17 Llbknecht UI ftsa 
26. KOKAND Uzbek SSR 45 Marshala Govorov Ul1tsa 
27. KIEV Ukratntan SSR 29 Shchekovftskaya Ulttsa 
28. KULASHt Georgian SSR <unknown>* 
29. KUTAISI Georgian SSR 47 Shaumian Ulitsa 
30. KAUNAS (formerly 

' Kovno) Lithuanian SSR Krasnoarmetskaya UI ttsa 
31. Kl SHI NEV Moldavian SSR 8 Yaklmovsky Pereulok 
32. KAZAN RSFSR Pravokabannaya Ul11'"sa 
33. KLINTSY RSFSR _ 84 Lennontov U11tsa 
34. KOBI Azerbaf dzhan SSR (unknown>* 
35. KUIBYSHEV RSFSR 84 Chapayev Utftsa 
36. LENINGRAD RSFSR 2 Lermontov Utttsa 

NATIONAL CONFER E ON SOVIET JEWRY 
11 West 42nd Street, New York, N. Y. 10036 {212) 354-1510 
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material on this map was taken from THE RP ... ' -· 
JEWRY READER by permission of Behrman Hous 
(c) 1974 by Evan ~- Chesler. 
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-l} Exhibit 9 
The Greater New York Conference on Soviet Jewry 

11 West 42nd St. New York, N.Y. 10036 
(212) 354-1316 

DIFFERENCES BETWEEN JUDAISM AND OTHER RELIGIONS IN THE USSR 

JUDAISM 

No central organization, no fed
eration of congregations. 

No kinds of communication per
mitted among the various Jewish 
communities in the USSR. 

Not a single religious publica
tion is authorized. 

No Hebrew Bible authorized 
since 1917. 

No edition of Siddur between 
1917 and 1956. In 1956, a 
single printing of 3000 copies 
was published. 

No government aid. 

Manufacture of prayer shawls, 
phylacteries, matzo is practi
cally forbidden. 

One synagogue and one rabbi 
for each 25,000 worshippers. 
(Based on estimate made in 
1960; since then, the number 
of synagogues and rabbis has 
declined). 

A single so-called yeshiva in 
Moscow with four students. 

No foreign contacts permitted. 

OTHER RELIGIONS 

The Russian Orthodox Church, the Greek 
Orthodox Church, Islam, Buddhism, each 
has central coordinating bodies. 

Legally authorized to convoke congresses 
and conferences of clergy and lay rep
resentatives. 

The Russian Orthodox Church publishes an 
official Review of the Patriarchate of 
Moscow, which emanates from the highest 
body of its hierarchy. It also publishes 
religious texts. The same is true for 
Islam. 

The Bible in Russian, of which a first 
edition was published in 1926 for the 
Russian Orthodox Church, was reprinted 
in 1957. Another Bible in Russian was 
published for Baptists. The Koran was 
published for Muslims in 1958. 

Relatively large quantities are avail
able for the various religions. 

The government makes publishing houses 
and paper available. 

Permitted to produce the entire gamut 
of ritual objects--candles, crucifixes, 
rosaries, etc. 

One church for each 1800 practicing 
Orthodox,one priest for each 1100 
practicing Orthodox, one church and one 
minister for each 500 Baptists. 

The Orthodox Church has two Academies 
and eight seminaries. Islam has four 
training centers. 

Moslem students study in El-Azhar in 
Cairo; Baptists in Great Britain. The 
Russian Orthodox Church is affiliated 
with the Ecumenical Council of Churches 
and has sent observers to the Council. 



BABI YAR 

*Exhibit 10 
There are no memoriaZs over Babi Ya:Zo -
The steep sZope is the onZy gravestone. 
I am afraid. 

by Yeveny Yevtushenko 

Today I am as oZd in years as the Jewish people. 
It seems to me now that I am a Jew 
And now, ~Lai fied on the cross, I die 
And to this very day I bear the marks of the naiZs. 
It seems to me that I am Dreyfus. 
The woztthy ai tizenry denounces me and judges me. 
I am behind prison bars. 
I am trapped, hunted, spat upon, revi Zed! 
And good Zadies in dresses flounced ZiJith B!'USseZs Zace 
Shrieking, poke umbreZZas in my face. 
It seems to me that I am a boy in ByeZostok, 
BZood fZOl.Us and spreads across the fZoor. 
Reeking of onion and vodka, 
The Zeading Zights of the saloon bar 
A!'e an the rampage. 
Kicked aside by a boot, I am heZpZess: 
I p 'Lead ZiJi th the pogrom thugs in va:in. 
To l:'()(UtS of "Beat the Yids, and·sat)e Russia" 
A shopkeeper is beating up my mother. 
O my Ru·ssian people! 
I kn.01.U that you tZl!e reaZZy intemationaZ 
But those with unclean hands 
Have often ZoudZy taken in vain 
Your most puzte name. 
I knoo how good is my native Zand 
And hoi.v vi"le it is that, without a quiver in theizo veins, 
The anti-Semites sty Zed themse Zves 1.JJi th pomp 
"The union of the Russian peop Ze ! " 
It seems to me that I am Anne Frank, 
As fra:i i as a twig in Ap!'i z. 
And I am fu7,Z of iove 
And I have no need of empty phrases. 
I want us to Zook a:t each other, 
How Zitt"le we can see or smezi, 

- Neither the Zeaves on the trees nor the sky. 
But we can do a iot. 
We can tende!'Zy embrace in a da:pk room. 
Someone is ·coming? Don't be afraid .. It is the noise of 

sp!'ing itself. 
Come to me, give me your Zips. 
Someone is f or>aing the door? 

-No, it is the breaking up of the ice • •• 
WiZd grasses rustle over Babi Ya:r. 
The trees Zook down sternly, 7,ike judges. 
Evezrything here shrieks siZent'Ly 
And, taking off my cap, 
I feeZ how gr~aZ'Ly I am tu.ming grey. 
And I myself am nothing but a silent shriek 
OtJer the thousands of thousands buried in this pZace. 
I am every oZd man who was shot here. 
I am every boy who was shot here. 
No part of me wiZZ ever forget any of this~ 
Let the "Internationale" ring out · 
When the Zast anti-Semite on earth is bu!'ied. 
There is no Jewish bZood in mine, 
But I am hated by every anti-Semite as Jew, 
And for this reason, 
I am a true Russian.! 
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* Exhibit 11 

~unger of Jews in Russia 
.for identity is touching to 
Moscow -Book Fair exhibitors, 

-· 
By ELENORE LESTER 

Two young Russian girls turned up .at 
· the Jewish book booth at the recent inter
. national book fair in Moscow and spent the 

afternoon copying the notes and lyrics of 
Hatikvah. One man came. every day and 
read Gershom Scholom's book on Kaballah. 
A_n elderly g~ntleman painstakingly com
piled a list of Jewis.h Nobel p,rize winners. 

The hunger of Russian Jews for contact 
. wit? Jewish life_and culture was responded 
to 10 some small degree at the fair, accord
ing to exhi}?itors. In fact the :widest dis
tribution of Jewish cultural iruiteriaf in the 
Soviet Union since World War II was made 
there, reported Bernard Scharfstein; pres
ident of, Ktav Publishing House and a 
member of the executive Committee of tli.e 
Association of Jewish Book Publishers. 

"We gave away 9,000 Russian-language 
catalogues · that contained descriptions of 
J_ewish holidays and a five-year calendar, 
and we also gave QUt 4,000 recordings of 

. Yiddish. Hebn:w and liturgical ·music.'' He 
added that he regretted that the exhibitors. 
did not. bring 50,000 recordin~. 

10,000 visited booth' 
. The giveaways t\lrned out to be the ~nly 
material disttj.buted. TJ:ie Soviet govern
ment did not order a single book from 
more than 750 on exhibit for distribution 
within the country. Nevertheless people 
came everyday, despite chilling rains, from 
Moscow and outlying districts. simply to 
look and browse. Some I 0,000 visited the 
booth. 
· "People literally pleaded for any small 
symbol of Jewish identity - a Star of 
David, a Jewish calendar, a Hebrew al
phabet chart," said Scharfstein. He added 
that people begged for books, but had to be 
turned away because giving or selling 
books· from the exhibit was forbidden. 
Nevertheless .a few books were stolen and 

, , the exhibitors were informed that copies of 
the records had been mad~. 

Four books slated for display were con
fiscated by Soviet custom authorities. They 
were: The Holocaust Years, edited by Roselle 
Chartook and Jack Spencer; To Dance, Val
ery Panov; My Country, Abba Eban; Modern 
]twish History, Chazen and Chechen. 

The booth, sponsored jointly by the As
sociation of Jewish Book Publishers, the 
Jewish Book Council and the American 
Jewish Committee, was visited by Jews who 
didn't know the meaning of the terms 
Holocaust and Bar Mitzvah, according to 
Robert Goldman, a member of the Jewish 
Communal Affairs Committee, and Ruth 

Septee, vice.chairman o( the American 
Jewish Committee's Philadelphia Chapter; 
who noted · that, coupled with intense 
curiosity, the Russians had a number of re
vealing misconceptions. 

"We heard Israel described as a theoc
racy, and America as a country with too 
much democracy. When we asked what 'too 
much democracy' meant, we were told 'For 
instance, in America the people can even ;:
overthrow the President.' " - $;). 

·w 

Young people study Hebrew , 
. - . I 

In addition people waf!ted to knpw such -4 

things as: What is the state of Jewish art? 1-~ 
How ~any Jews are there in Chicago? Do ;::;:; 
AmencanJews study Hebrew? Does Bellow ' ~ 
really know enough Yiddish to translate · ~ 
Singer? . _ \ ~ 

The -accounts of exhibitors were given at , . m 
a press conference at the American Jewish ' ~ 
Committee. It was brought out that the 15; ' ~ 
'raeli book booth had 'its shelves wiped out. ~ 

Mrs. Septee reported that"the drive for ~ 
Jewish· identitY., the desire for Jewish cul- z 

. ture and the renaissance of spoken Hebrew : ~ 
in the Soviet Union left a strong impression i ~ 
on all of us." She said that the .younger ' z 
people do not know Yiddish, but speak and , ~ 
study Hebrew and have acquired consider~ 
able mastery of it "without the aid of texts ~ 
or schools.'' m 

A series· of six articles is starting this week :111: 

in Yiddish in The Forward by Joseph ~ 
· · Mlotek, edu_cation director of the Work- . ~ 

men's Circle, who alsO attended the fair. :!I 
K~otek wept as he described his.encounter ~ 
with the Russian Jews. ~ 

~ 

Don't tnist synagogue:-goers 
"The young people are so t>eautiful," he; :0 

said. "Their desire just to be close to other ~ 
Jews is unbelievable. I was afraid when I: 
'saw what they do - how they gather every 
Saturday by the hundreds in front of the 
synagogues in Moscow and Leningrad. 
Most of them are between 18 through the 
30's, but there are also older people. As a 
Yiddishist, I have to admit that most 
seemed to be ·speaking Hebrew. They are 
in this enclosed space outside the syna
gogue and they are watched. They came 
one day in a pouring rain. Some of them 
wear yarmulkas, but they don't go inside 
the synagogue because they don't trust the 
people there." · ~-

Exhibitors estimated that about " 
cent of the visitors were not Jewish an · ~ 
seemed to be there out of curiosity. The 
presence of KGB men was also evident. 
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. -~·, -··- _,. --·-·- _, ··-··, ,...·--·--··· -; 
The Jewish Week- 6 17/79 
Soviet Jews studying Hebrew get 
secret tests from U.S. visitors 

l_n a·rec;endy c:o~pleted trlp to the USSR, 
three noted American educators, taking 
c:alculated risks, clan.destinely tested Soviet 
Jewish activists on their fluency in the He
brew language, it was revealed at a press 
conferenc;e convened at the· John Jay Col-
lege of Criminal Justice-. . 

The educators included Dr. Gerald 
Lynch, presid_ent of John Jay <::allege; Dr. 
Bernard Gifford, Resident Scholar, Russell 
Sage Foundation· and member of the 
Board of Trustees of New York University, 
and Dr. Seymour Lachman, Professor of 
Education,. City University of New York 
and former president of the N.Y.C. Board 
of Education. 
· The educators tested a dozen Soviet Jews 

in both basic and advanced language skills. 
They reported that no official claiises are 
available in Hebrew in Moscow or Lenin- · 
grad because Hebrew is not a recognized 
language in the Soviet Union. . 

The examinatiori was designed tcftest the 
proficiency of those Soviet Jews now study
ing Hebrew on their own. In the past few 
yea~, several Hebrew language teachers 
have been imprisoned on charges of 
parisitism, the Soviet crime of being un
employed sinc;e the teach~ng of Hebrew is 
not a recognized occupation. One of them, 
Iosif Begun, is now servirig his second sen
tence in Siberian exile. 

Dr. Gifford,_ who. administered the 
examination on behalf of New York Uni
versity, compared the testing·procedures to 
his own experience in the Amerii:an civil 
rights m6vement'. "In 1·963, I spent a sum
mer in. Missippi attempting to teach poor 
Black people how to interpret the Missis
sippi State Constitution so they could pa~s 
the Registration Examination. Few of m.y 

students passed, but none of them failed to 
struggle against 'overwhelming odds. 
Watching Soviet Jews train themselves in 
Hebrew, in cramped apartments, knowing 
all the time that they could be jailed-for the 
radiCai act . of seeking knowledge about 
Judaism, brought back memories of Missis
sippi in the l 960's. 

·"Black Mississippians, of course-, had the 
support of federal officials, including the 
President of the United States, and the 

· 1965 Voting Rights Act was passed, giving 
Blacks the right to vote. Soviet Jews, on the 
other hand, are the victims of State 
sanc:tioned anti-Semitism. USSR officials · 
ref~se to acknowledge the right of Jews to · 
learn Hebrew," Dr. Gifford said. 

Get advanced certificates 

The educators rc:por.ted that four of the 
twelve who took the .examination received 
advanced level certificates .. The certificates 
were issued by the New York University for· 
Continuing Education. The test was dr.awn 
up· by Professor Ruth Raphaeli of Colum
bia Univeristy. ~ 

Dr. Lync:h expressed the educators' hope 
"that Soviet Jews will no longer be subject 
to parasitism charges as a result of their 

- Hebrew language studies. We believe that 
this test symbolizes the support of Amer
ican higher education for Soviet Jews seek
ing to discovet:. their cultural heritage." 

The group me! with leading Soviet 
foreign policy officials, educators and 
lawyers. They expressed their concern 
about quotas.imposed on Jewish applicants 
to Soviet universities and the capricious use 
of "state secrets" as a reason to bar the 
emigration of Soviet Jewish professionals 
for indefinite lengths of time. 

"We found that the climate of pervasive 
and indemic anti-Semitism was openly ex
presseii'-in university quotas, job discrimi
nation and restrictions on cultural and re
ligious rights, all of which, have combined 
to make Soviet Jews feel unwelcome in the 
USSR," Dr. Lachrrian said. 
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~ .. Harass'ment cuts 
Jewish quotas- in 
"'viet education 

· ~e Jewish Week 
The current percentage of Jews. in S?vi~t 

universities and advanced techmcal msu
tutes has declined and efforts are being 
made to discourage those now enrolled 
from continuing, the Al Tidom Association 
charged. · 
- The group bases its asser~ons o?'. inter- . 
views with recent Soviet Jewish emigres as 
well as from incidents of harassment and 
outright brutality committ~d against. cur
rent 'members of the Sovtet professional 
community.· , . . 

The latest example of such acuons is re
ported by the Al Tidom Association as hav~ 
ing occurred on June 4 .at 9:00 P.M. ~le
xander Samuilov, a student at the Medical 
Institute of Moscow was leaving- the I~sti
tute when he was accosted by a group of 
thugs who beat and kicked him mercilessly. 
Samuilov, barely conscious, remembers the 
leader of the group as having shouted as he 
left, "Jew, go to Israel an<! stop taking ~p 
our places at the Institute." Moscow pobce 
refused to accept a formal. crim~ co~plaint 
requiring a subsequent mvestigauon be
·ciusc there were no witp~s-~s ... 

1
, , ... ~., ·" .: .;,,, . . , .· ··~ ,·•·,6/17 /79 ;.••·• ,. ·.·.···. '. " -.. 

* Exhibit 13 

A KGB AGENT (blonde man at lower right) mingles with the.crowd at the Jewish book booth at 
the recent Moscow Book Fair. More than 10,000 Soviet Jews, hungry for information about 
their religion, American Jewry, and Israel, visited the fair in the course of five afternoons, 
knowing they were being watched by Soviet secret police. The exhibit was a joint project of 
three American groups - the Associati~ .Qf~~ Bnok 1'ublishers, the Jewish Book Council, 
and the American Jewish Committee. -

The .Jevrish '.'I eek 9/".l_ .. o/ 7q · + • 1 _ accompanies arulC_e 
"~{un:::er o.f Je1:rs in '=tur:s ia for Ic1er1+:i ty is 
touchinz to ~-osco,:: 000:.-: Fair .:=:-:rhibi tors" 
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by Sondra Gordon Langford 

Baakground: On September 29-30, 194Z., the Nazis murdered JJ,000 
Jews a~ Babi Yar as desaribed here. Thereafter, using the same site 
as a "routine e~termination point for Jews", over 100,000 more Jews 
perished. For many years, the Soviets refused to a'L2ow a memot'iaZ. to 
be buiZ.t and dispersed or imprisoned Jews hoZ.ding serviaes there. 
NnaZ.Z.y, the Soviets buiZ.t a amaZ.Z atone, then a Zarge statue a~ Babi 
Yar, but in neither did the pZ.aque refer to Jews. The Soviet poet 
Yevtushenko was forced to omit references to anti-Semitism from his 
poem "Babi Yar", and the poem itseZ.f no Z.onger appears in 
aoZ.Z.ections of his works. · 

Leader: 

Response: 

Leader: 

Response: 

Leader: 

Response: 

Cantor: 

Leader: 

Response: 

Leader: 

Response: 

Cantor: 

Leader: 

Response: 

Leader: 

Response: 

Cantor: 

Leader: 

Response: 

Leader: 

Response: 

Leader: 

Response: 

In the Second World War we were slaughtered 

Slaughtered by millions, by millions. 

But, dead or alive, we were buried 

Buried in Kiev, in Russia 

In Kiev, in Russia, in Russia 

In the Kiev ravine: Babi Yar. 

Yis-ga-daZ. v'yis-ka-dash she-may ra-ba (chanted) 

Tonight was the night that it happened 

Tonight is the night to remember 

How thirty-three thousand were murdered 

In the Russian ravine: Babi Yar. 

]is-ga-daZ. v'yis-ka-dash she-may ra-ba 

Together the families walked there 

Together they stared at their gravesite 

Do~n they stared into their gravesite 

Down. • • down. . • down. • . 

Yia-ga-daZ. v'yis-ka-dash she-may ra-ba 

The Nazis took aim with their rifles 

Down. down. • • down. • • 

Aimed at men, women and children 

Down. • • down. . . down. . • 

Thirty-three thousand went tumbling 

Down. • • down. • • down. • • 
(over) 
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SELECTED ANNOTATED BIBLIOGRAPHY ON SOVIET JEWRY 

The following bibliographic selection of materials 

lists and annotates essential reference works, books, pam-

phlets, articles, documents, other educational materials of 

a multi-media nature, and agencies and organizations where 

additional information and programming can be obtained. By 

no means comprehensive, these materials have been selected 

from an even wider variety of sources and topics related to 

Russia and Jews in order to aid teachers and students inte-

grate the study of contemporary Soviet Jewry issues with 

moral development. Titles are classified in broad categories 

according to form and subject matter. Within each category 

the listings are alphabetized by author. Each listing has 

been numbered consecutively. Effort has been made to update 

materials produced since earlier bibliographies were printed. 

The periodical material dates--from 1974. For earlier periodi

cal materials refer to listings No. l; 2; and 4. 

1. 

BIBLIOGRAPHIES 

Board of Jewish Education. Master Listin~ of Soviet Jewry 
For Teachers and Principals. New Yor : Board of Jewish 
Education, 426 W. 58th St. Distributed at a Board of 
Education Pedagogic Conference, March 9, 1975, 17 p. 

Includes four-part listings which encompass back
ground bibliography and resources for classroom and 
informal action projects, and programming. The list
ings of books, pamphlets, and brochures is annotated. 
Some of the source material is directly from Soviet 
Jews. Lesson plans are also included, as well as 
listings of media material other than written. Since 
the listings date through 1973, this material's useful
ness is somewhat limited for teacher use on the 
contemporary situation. 



2. Fluk, Louise R. Jews In The Soviet Union: An Annotated 
Bibliograph¥. New York: The Publications Service 
of the American Jewish Corrnnittee, 1975, 44pp. 

A selection of the most significant and access
ible writings, both scholarly and popular on a 
broad range of subjects concerning Soviet Jewry 
published in English between January 1, 1967 and 
September 1974. The Bibliography is arranged 
alphabetically with some materials cross referenced 
in an index. Two other bibliographies are listed 
within. 

3. Greater New York Conference on Soviet Jewry. Multi
Media Bibliography. New York: Greater New York 
Conference on Soviet Jewry, 8 W. 40th St. 1977. 

Listing includes short films, feature films, 
filmstrip sets and slides, some of which may be 
suitable for seventh graders. One or two items 
are no longer available or may be outdated in 
light of contemporary situations. This bibliography 
updated by Jewish Media Service, Waltham, Ma. 
Multi-Media Bibliography. See No. 151. 

4. Soviet Jewry Research Bureau. Selected Bibliography 
January 1976. New York: National Conference on 
Soviet Jewry, 10 E. 40th St., January 1976, 12 pp. 

Listing includes books, periodicals, and pam
phlets on varying topics and time periods -
expected updating Spring 1980. 

PERIODICALS 

For a listing of periodicals which concern themselves 
specifically with Russia and Soviet Jewry, refer to page 1 
in Fluk's Jews in the Soviet Union: An Annotated Biblio ra 
~· cit., No. were some i teen journa s are iste . 
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Also, consult the American Jewish Yearbook published annually 
by the American Jewish Corrnnittee and the Jewish Publication 
Society of America for developments affecting Soviet Jews 
during a given year. 

BOOKS AND PAMPHLETS * 

HISTORICAL MATERIALS 

5. Baron, Salo. The Russian Jew Under Tsars and Soviets. 
New York: Macmillan & Co. 2nd ed. revised and en
larged, 1976, 468 pp. bibliography and index. 



For teacher understanding and historical back
ground. A one-volume basic history covering entire 
period of Tsarist and Soviet Jewish life, but 
lacking in the coverage of the later Soviet and 
contemporary periods. 

* Starred material useful to students as well as teachers. 

6. Cang, Joel. The Silent Millions: A History of the Jews 
in the Soviet Union. New York: Taplinger Publishing 
Co., 1969. 

Primarily a teacher source for basic historical 
information. The book concentrates on the Stalin 
and Kruschev years with brief flashbacks to the days 
of Czarist rule. Also discussed is the situation of 
the Jews in the context of the treatment of other 
national minorities, as well as a survey of USSR
Israeli relations. 

7. ~""Chesler, Evan R. The Russian Jewry. Reader. New York: 
Behrman House, 1974, 147 ppa paperback. 

Although this survey of the historical aspects 
of Russian Jewry covers events only through 1971, 
it is a valuable supplemental text specifically 
designed for seventh graders to fill in their gaps 
of knowledge about the history of Jews in Russia. 
For teacher use a discussion guide related to each 
chapter is available with this text. 

8. Davidowicz, Lucy. ed. The Golden Tradition. New Yprk: 
Holt, Rinehart & Winston, 1967. 
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A collection of original sources with intro
ductions that span the 18th through the 20th centuries 
in Russia. The materials can easily be adapted to 
the classroom if allusions to history are made. 

9. Dubnow, Simon. History of the Jews in Russia and Poland 
from the Earliest Times Until the Present Da . trans. 

y I. Frie an er; wit a i iograp ic essay, new 
introduction and outline of the history of Russian 
and Soviet Jewry 1912-1974 by Leon Schapiro. New 
York: KTAV Publishing House, 1975. 

A reprint of the scholarly, classic three-volume 
history published by the Jewish Publication Society 
of America. 

10. Gilboa, Joshua. The Black Years of Soviet Jewry: The 
Stalin Years, 1933-1953. Boston: Little, Brown, 
1971. 



For teacher background and general understand
ing of contemporary Soviet Jewry, this source pro
vides excellent, documentary coverage of the Post 
World War II Stalinist period 1948-1953. 

11. Kochan, Lionel. ed. Jews in Soviet Russia Since 1917. 
London: Published for the Institute of Jewish 
Affairs by Oxford University Press, 1970, 357 pp. 

Much general background information is provided 
for teacher background in this collection of 
articles on Jewish life, Soviet Jewish literature, 
population, and history. The publication date 
makes some of the facts and statistics within out
moded for use in determining the contemporary 
situation. 

12. Lawrence, Gunther. Three Million More. New York: 
Doubleday & Co., Inc., 1970. 

Excellent source for specific teacher background 
information on the economic trials of the 1960's 
which reflected the continuing systematic anti
semitic campaign of Stalin's time. 

13. *Porath, Jonathan. Jews In Russia: The Last Four 
Centuries: A Documentary History. New York: 
United Synagogue Commission on Jewish Education, 
1973, 197 pp. 
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Although a high school text, many of the primary 
sources can be readily adaptable for the seventh 
grade for historical flashbacks. On the contemporary 
scene, the book is limited to sources that date back 
only to 1972. However: teachers will find very use
ful the provacative questions which follow each 
source in an attempt to always tie in Soviet Jewry 
issues with the .American experience. An appendix 
offers suggestions for both classroom and community 
oriented projects. 

14. *Saivitz, Carol, and Woods, Sheila Levin. ed. and 
compiler. "The Night of the Murdered Poets: August 
12, 1952." revised ed. with foreword by Meyer Levin. 
New York: National Conference on Soviet Jewry, 
1972/73, 34 pp. 

Contains excerpts from the murdered intellectuals' 
works as well as a short essay that details Stalin's 
deliberate campaign to destroy Jewish cultural life 
culminating in the mass arrests and deaths of hundreds 
of the leading Soviet Jewish intellectuals of that 
time. The essay is informational and readily under
standable by seventh graders. 
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CONTEMPORARY SOVIET JEWRY 

15. Brafman, Morris and Schimel, David. 
Detente, Trade and Soviet Jews. 
Publishers, 1975, 96 pp. 

Trade For Freedom: 
New York: Shengold 

The focus on the inter-relationship that exists 
between U.S. - Soviet trade and detente and the 
emigration movement highlights some of the con
troversial, moral, and political issues and dilemmas 
that face American Jewry. 

16. *Cohen, Richard. ed. and compiler. Let My People Go: 
Today's Documentary Story of Soviet Jewry's 
Struggle to be Free. New York: Popular Library, 
l971,286pp. paperback. 

Focuses on galvanization of American and world 
support of Soviet Jewry in response to the Leningrad 
Trials of 1970 and 1971 and especially the attitudes, 
emotions and actions of the first international con
ference on Soviet Jewry, the Brussels conference of 
1971. 

17. '"'Eliav, Arie L. Between Hammer and Sickle. New York: 
New American Library, 1969, 237pp. paperback. 

Excellent source for teacher and student alike. 
The book's "stories" provide understanding of 
Russian Jewish life in 1960's and can readily be 
adapted as moral dilemma material for use in the 
classroom. Book also excellent for coverage of 
less often heard of Jewish population and communities 
in the Asian areas of Russia as well as the reasons 
for differences in attitudes between these Jews and 
those living in Russian republics closer to Europe. 

18. 'i'"Gilbert, Martin. The Jews of Russia: Their History in 
Maps and Photographs. Foxton, Cambridge, England: 
Burlington Press, 1976, (Available through National 
Conference on Soviet Jewry), 78pp. 

Of excellent educational as well as informational 
value for teacher and student alike, the maps and 
illustrations include information and statistics about 
historical events, population distribution and divided 
families with data current through 1975. 

19. Korey, William. The Soviet Ca e - Anti-Semitism in Russia. 
New York: Viking Press, 19 3, 369-pp-. index. 

For teacher informational background - a general 
overview of Soviet anti-semitism with specific focus 
on the Soviet use of trials as a method to crush 
Jewish activists. 



20. Kuznetsov, Edward. Prison Diaries. trans. by Spier, 
Howard. with intro. by Leonard Schapiro. New York: 
Stein & Day, 1975. 

Although Kuznetsov is now free, as of April 
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1979, the information within about the Leningrad 
Trials of 1970-71 and his own personal accounts could 
easily be adapted for classroom discussion on trials 
as an anti-semitic weapon in the USSR. 

21. Orbach, Dr. William. The American Movement For Soviet 
Jews. Amherst: University of ~1ass. Press, 1979, 
~pp. 

A full accounting is given of controversies and 
collaborations among various American Jewish organiza
tions as well as the relationship among these groups, 
Jewish organizations abroad and Israeli agencies 
within the context of American politics and of Soviet 
and international events. Useful for dealing with 
dilemmas created by our commitments to saving Soviet 
Jewry. 

22. Rass, Rebecca. (with collaboration of Morris Brafman). 
From Moscow to Jerusalem: The Dramatic Story of the 
Jewish Liberation Movement and It s Im~act on Israel. 
New York: Shengold Publishers, 1976,25 %pp. 

Through personal interviews the author focuses 
on the personal history of the early Soviet Jewish 
activists attempts to go to Israel. She traces the 
founding of a Jewish Samizdat, chronicles the 
Leningrad attempted plane hijacking, and also the 
curious silence of the Israeli government on the 
subject of Soviet Jewry at that time. No index or 
bibliography are presented to aid a teacher. 

23. *Roth, Stephen. ed. Soviet Anti-semitic Propaganda: 
Evidence from Books, Press, and Radio. London: 
Institute for Jewish Afrairs, printed by Narod Press, 
Ltd., 1978, ~05pp.(Available through the American 
Jewish Committee). 

Excellent for classroom use as is, or easily 
excerpted as examples which are anti-semitic in 
content, intention or effect - written,as well as 
illustrated material culled from the Soviet Media. 

24. *Rusinek, Alla. Like A Song, Like A Dream; New York: 
Charles Scribner's Sons, 1973, 267 pp. 

Poignant autobiographical account of a young 
Jewess whose Jewish identity is sparked and 
strengthened by the Six-Day War of 1967. The story 
she tells could be the story of thousands of Russian 



Refuseniks. Passages could be introduced from the 
book to document the beginning of the activist move
ment in Russia in the early 1970's and the personal 
suffering she undergoes because of her determination 
to emigrate to Israel. Could be assigned as supple
mentary reading to advanced seventh grade readers. 

25. Schapiro, Leon. Sovi'et Jewry Since the Death of Stalin: 
A Twenty-Five Year Perspective. pamphlet reprinted 
from American Jewish Yearbook, Vol. 79, 1979 by the 
American Jewish Committee - Institute of Human.Rela
tions, December, 1978, 27pp. 

For teacher background. Of informational value, 
three stages of anti-Jewish bias are delineated: 
under Stalin, Krushchev, and now under Brezhnev. 
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The irony of Soviet anti-Jewish policy is that it makes 
assimilation of the Jews, which continues to be the 
stated policy of the regime, impossible. 

26. Schroeter, Leonard. The Last Exodus. New York: 1979. 

An account of the Russian Jewish activist move
ment of the 1970's with its historical background. 
It focuses on subjects such as the 'prisoners of 
conscience'. This newest edition is important to the 
teacher for its up·-to-date discussion of the moral 
dilemmas and issues facing the movement to save Soviet 
Jewry as it heads into the 1980's. 

27. *Shcharansky, Avital with Ilana Ben-Joseph. Next Year 
In Jerusalem. trans. from Russian by Stefani Hoffman. 
New York: William Morrow & Co., Inc., 1979, 189 pp. 
illustrated. 

Most up-to-date autobiographical account of 
experiences of Avital and Anatoly Shcharansky set 
within the context of the activist movement. An 
excellent supplemental source for teacher and stu
dent, also, for information about the refusenik and 
prison experiences. The pictures and letters can be 
educationally useful in the classroom. 

28. Soviet Jewry and the Implementation of the Helsinki Final 
Act Report. London: Institute for Jewish Affairs, 
Narod Press, Ltd., 1977. 

This "blue book" is an excellent source for the 
provisions of the Helsinki Agreement (also known as 
the Final Act). It also records through several 
methods of monitoring, the USSR's failure to adhere 
to a document it signed. 

29. ~~iesel, Elie, The Jews of Silence. trans. with an 
Afterword by Neal Kozodoy. New York: Holt, Rinehart 
& Winston, 1966,174pp.~aperback. 



Wiesel's encounters and personal assessment of 
the Jewish position and plight of Russian Jews in 
the mid-1960's is necessary reading for the teacher 
who can excerpt material for student reading. The 
vivid descriptions of the nature of existing 
communal life (or rather lack of it) for Jews in 
Russia was one of the catalysts that awakened the 
Jewish community to the plight of Russian Jews. 

FICTION AS SUPPLE:MENT TO INFORMATIONAL SOURCES ""(SOME SOURCES 
MAY BE SUITABLE FOR ADVANCED READERS) 
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30. Babel, Isaac. Collected Stories. London: Penguin Books, 
1971. 

31. 

Authentic view of the 1920's and 1930's through 
the eyes of a Soviet Jewish author. 

Kuznetsov, Anatoly. Babi Yar: A Documentary Novel. 
trans. by Jacob Guralsky. New York: Dia Press, 
1967,399pp. 

Soviet Russia and the Jewish experience during 
the Nazi period including the Babi Yar massacres. 

32. LaZebnik, Edith. Such A Life. New York: Morrow, 1978, 
287 pp. 

A popularized version of Shtetl life and 
emigration to the U.S. in the early 1900's written 
in form of personal memoir. An easy reading novel 
which could be used by student to contrast current 
absorption of Russian Jews in the U.S. 

33. Malamud, Bernard. The Fixer. New York: Farrar & Straus, 
1966, 335 pp. 

A fictionalized account of anti-semitism in 
Czarist days in form of a 'blood-libel' accusation 
that was in reality leveled against Mendel Beilis. 

34 . . "Man In The Drawer. 11 in Rembrandt' s Hat. 
New York: Farrar, Straus & Giroux, 1973, pp.34-95. 

Excellent short story for advanced reader to give 
insight into plight of Soviet Jewish author deprived 
of religious, as well as artistic freedom, and the 
dilemma faced by himself and an American he has asked 
to smuggle his stories out of Russia. Easily be 
adapted as moral dilemma material. 

PERIODICAL ARTICLES, NEWSCLIPPINGS, AND DOCUMENTARY MATERIAL 



ANTI-SEMITISM 

35. Ainsztein, Reuben. "Anti-Semitism: the New Soviet 
Religion. 11 The Jerusalem Post Magazine, Friday, 
December 29, 1978,4 up. Reprint distributed by 
the National Conference on Soviet Jewry. 

204) 

Excellent for teacher background information, 
the history of anti-semitism in Russia and its 
official "demise" is recounted along with the ob
servation and argument that anti-semitism is again 
on its way to becoming, once again, official policy. 

36. "Castro, Fidel. "Address by Fidel Castro Before 34th 
Session of the General Assembly of the United 
Nations." New York Times, Sunday, October 14, 1979. 

Passages from this speech are excerptable for 
classroom use as examples of the use of the Soviet 
"line" on anti-semitism couched in terms which 
equate Zionism with Nazism. 

37. "Gardener, Sue. "Bess Myerson Sees Signs of Anti
semitism in u. s. II The Jewish Week-American Examiner, 
week of May 13, 1979,7 pp. 

Useful clipping for classroom use in compar
isons of incidental acts of anti-semitism in this 
country vs. the endemic, vitriolic, planned type 
in Russia. 

38. Jacobs, Samuel J. "The Blood Libel Case at Massena - A 
Reminiscence and a Review." Judaism Magazine', Vol. 
28 (Fall 1979), pp.465-474. 

Teacher informational reading to stimulate 
discussion and relate Russian anti-semitism to 
incidents in U.S. Focus here on ritual murder charge 
made against Jew in America in Massena, N.Y. on 
September 22 and 23, 1928 and way it was handled. 

39. 7'Jewish Encyclopedia, Vol. 4, "Blood Libel" by Slutsky, 
Yehuda, Jerusalem: Keter Publishing Co., 1971, 
pp. 1120-1132. 

Useful teacher-student source for understand
ing definition of blood-libel and its historical 
and modern implications. 

40. -/'Jewish Week-American Examiner. "Serious Anti-Semi tic 
Incidents Reported in 30 of 90 Campuses." Week of 
June 24, 1979, p.2. 

Can it happen here? Is it? Useful documentary 
source for classroom discussion. 



41. Korey, William. "Updating the 'Protocols of Zion': 
A Soviet Media Campaign. 11 The New Leader, (January 
29, 1979),pp.10-13. 

Anti-semitism masked in stepped up anti
Zionist propoganda in media by equating Zionism 
with every conceivable evil- even Hitlerisrn. 
Of informational value for teacher. 

42. "The Silent Screams of Babi Yar." 
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Hadassah Magazine, Vol. 58 (January 1977), pp.12-13+ 

Ironic and insidious new form of anti-semitism 
reflected in the monument finally erected to recall 
the massacre at Babi Yar. Non-recognition of 
singular Jewish martydom effaces unique contributions 
and sufferings of Jews in W.W. II Russian life. 
Article also describes Yetveshenko's poem, as well 
as the authorities' fight to make him change it by 
refocussing on 11 Russian 11 loss rather than Jewish 
loss. 

43. . "Making Anti-semitism Respectable." Moment, 
(December, 1978),pp.27-30. 

Documentary evidence given in support of 
argument that the Soviet Academy of Science is 
being used by the Russian government to provide 
legitimacy to Kremlin anti-semitic campaign. The 
question is raised concerning U.S. collaboration 
with Soviet science programs. Could easily be 
adaptable for moral dilermna--material. 

44. Rosensaft, Menachem Z. "The Legal Status of Soviet 
Jewry: DeJure Equality and De Facto Discrimination." 
Columbia Human Rights Law Review, Vol. 10 (1978/79), 
p.29. 

Examination for teacher background information 
of the dichotomy between the constitutional officially 
guaranteed religious freedom in the USSR and the 
de facto government sponsored existence of anti
semitism contrary to promulgated laws. 

45. Segal, Boris M. "Soviet Anti-Semitism." Judaism, Vol. 
28 (Fall 1979), pp.475-482. 

For teacher background causes of continued 
anti-semitic growth are reviewed with stated con
clusion that Jews have no future in USSR. It is 
choice of exiting or facing spiritual and perhaps 
physical ruin. 



46. "'-Whitney, Craig R. "Many In Soviet Concerned Over A 
Surge of Anti-Semitism." New York Times) June 2 7, 
1979. Reprinted and distributed by National 
Conference on Soviet Jewry. 

Excellent visual) documentary and written 
evidence for classroom educational example of 
official anti-semitism in Russia today. Very anti
semitic painting not removed even after protests 
from officially-sponsored art. exhibit. 

47. *Yetveshenko, Yevgeni. "Babi Yar." in Russian Jewry 
Reader, by Chesler, Evan. New York: Behrman House, 
1974, pp.85-88. 

Necessary reading for all. Poem can evoke 
horror of W.W. II as well as continued and more 
subtle anti-semitism practiced currently in USSR. 

STATUS OF JEWISH CULTURE IN USSR 

48. Gitelman, Zvi. "What Future for Jewish Culture in the 
Soviet Union?" Soviet Jewish Affairs, Vol. 9 (1979) 
pp.20-29. (Reprint obtainable through National 
Jewish Resource Center. Policies Study 1 79, April 
1979). 

Excellent up-to-date background material for 
teacher concerning current demographic and social
political trends in the USSR. Opinion based on 

206) 

this information base makes for a bleak, but not 
totally hopeless outlook and that a concerted effort 
to develop an educational program which would serve 
Soviet Jews, Olim and emigrants to the West is a 
legitimate and worthwhile goal. 

49. "'"Greater New York Conference on Soviet Jewry. "Differ
ences Between Judaism and Other Religions in the 
USSR" New York: Greater New York Conference on 
Soviet Jewry, 1 p. 

50. "ii: 

Excellent informational document already in 
usable educational form reflecting systematic govern
ment shutdown of Jewish religious, cultural, and 
social organizations. 

11 Jewish Culture and Religion in the USSR." 
----~----~-New York: Greater New York Conference on Soviet 

Jewry, p.2. 

Already usable educational material for stu
dent use reflecting dichotomy between guaranteed 
constitutional rights and the reality of a denied 
heritage. 



Sl. '"'Greenberg, Blu. "A New Jewish Renaissance." Hadassah 
Magazine, Vol. S8, (June/July 1977), p.2+ 

S2. 

S3. 

Extent to which Soviets will go to prevent 
current 11 spontaneous 11 Tarbut (cultural studies) 
movement reflected in blockage of a planned 1976 
symposium on "Jewish Affairs". 

"/(Jewish Telegrahh Agency. "Report Russians Name 
Synagogue C ief," November 2, 1979. 

Russians appoint new chairman of Moscow 
Synagogue who at age 34 is youngest person to serve 
in that post. 

*Jewish Week- American Examiner. 
To Train As Rabbis In U.S." 

"Russians Allow Two 
Week of June lS, 1979. 

Nearly a century of history reversed as two 
Russians sent to U.S. for Rabbinic studies. Ex
cellent for discussions on implications of detente 
policies and religious freedom for Jews. 

S4. '"'Jewish Week- American Examiner. "Soviet Jews Studying 
Hebrew Get Secret Tests From U.S. Visitors," Week 
of June 17, 1979. 

Excellent student source for understanding 
of Jewish activist response in view of cultural 
deprivation by government. In spite of preventa
tive measures, Soviet Jews are learning and 
teaching Hebrew with few texts and educational 
materials, but are succeeding. 

SS. *KamooKandel, Felix. "What 1 s Going On Here Citizens? 11 

Jewish Digest, Vol. 22 (March 1977) pp.177-78. 

Useful as classroom educational motivation. 
A short, understandable piece of satire to trigger 
questions on the current state of Jewish culture 
in Russia. 

S6. ";'<Korey, William. 11 Soviet Students - - A Shock Report." 
Distributed by the Greater New York Conference 
on Soviet Jewry. 

Of informational value on a seventh grade 
level. A short outline of official anti-semitic 
educational policy which is working to reduce the 
numbers of Jewish students admitted to institutions 
of higher learning, thereby denying them access to 
higher levels of economic status. 
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S7. ";'-'Lester, Eleanor. "Hunger of Jews in Russia for 
Identity Is Touching to Moscow Book Fair Exhibitors. 11 

Jewish Week- American Examiner, Week of September 
JO, 1979. 



Short clipping for classroom use to document 
underground surge to consciously identify as a Jew. 
Although widest distribution of Jewish cultural 
material was able to be diseminated at the fair
since W.W. II - by giveaways, the Soviets did not 
officially order for distribution one book of a 
Jewish nature among 750 exhibited. 

58. Litvinoff, Emanuel. "The Future of Judaism in the 
Soviet Union: Its Obituary May Be Premature." 
Jewish Digest, Vol. 21 (March 1976), pp.6-12. 

Jewish experiences outside the usual frame
work of synagogue affiliation are being pursued 
by many, despite official directives and super
vision which tries to prevent such pursuits. For 
teacher background information. 

59. Rothenberg, Joshua. "Judaism In the Soviet Union: A 
Second Class Religion?" Obtainable through the 
B'nai B'rith Organization in New York. 
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For teacher background a study of the religious 
aspects of the Soviet Jewish problem. 

60. *Soviet Jewry Research Bureau. "Synagogues in the USSR." 
New York: Soviet Jewry Research Bureau; distributed 
by the National Conference on Soviet Jewry, as of 
11/'77. 

Excellent student documentary source material 
to counter claim that a specified number of 
synagogues exist in Russia. As of this date, only 
69 listed that could be traced and deemed surviving. 

61. *Yaffee, Richard. "Russian Emigrant Criticizes Rescue 
Movement for Failing to Implant Jewish Culture." 
Jewish Week- .Alnerican Examiner, Week of October 14, 
1979. 

Opinion expressed that exodus not only 
obligation. Responsibility to engender Jewish 
culture important so that desire to exit is based 
on desire to live as Jew rather than for political 
or material reasons. Useful to students for 
showing varying opinions on how to resolve Soviet 
Jewish problems. 

REFUSENIKS 

62. 7'"Akselrod, Ernest. "The Daily Life of a Refusenik." 
New York: Mimeographed copy of letter from Soviet 
refusenik in Moscow obtainable through the Students 
Struggle For Soviet Jewry (SSSJ), July 1978. 



Good first hand documentary evidence for 
classroom and student use that reflects conditions 
under which many refuseniks live. 

63. *Beilina, Dina. "Soviet Roulette.If Keeping Posted, 
Vol. 24 (December 1978), pp.18-20. 

Excellent seventh grade student reading. Ex
refusenik outlines newest preventative steps taken 
by Kremlin to reduce emigration for some. 

64. ''(Davis, Margy-Ruth. "Death Penalty for Four Jews In 
Ukraine Economic Trials Recalls Slaughter of 
1960's." Jewish Week- American Examiner, Week of 
January 29, 1979. 

Excellent informational evidence that can be 
adapted as an educational "trigger" to tie present 
to past. More repressive measures against re
fuseniks reflects stepped-up official campaign 
against Jews in Russia. 

65. '"'Greenberg, Blu. "Encounters in Russia." Moment, Vol. 
2 (February/March 1977), pp.27-36. 

Although the names may have changed for the 
1980's, the personal narrative detailing an out
sider's look into the caged nature of refusenik 
life makes excellent supplemental student reading. 

66. ~"'Ivanovsky, M. "On the Line." Excerpted from Samizdat 
literature (underground Russian Journals) and 
distributed by the Student Struggle For Soviet 
Jewry. 
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A short satirical piece for student use pin
pointing the nature of the fear and frustration, but 
also stubborn determination on the part of Russian 
Jews in an OVIR office and the arbitrary nature of 
the application procedures. Excellent for role 
playing in the classroom. 

67. ''"Jewish Community Council of Greater Washington, D.C. 
"Soviet Jewry Backgrounder." Washington, D.C.: 
Jewish Community Council of Greater Washington, 
1330 Mass. Ave., N.W., May 1976. 

Excellent documentary material for student 
use. Contains excerpts from Universal Declaration 
of Human Rights, Dec. 10, 1948; International 
Covenant on Human, Civil, and Political Rights, 
Dec. 16, 1966; International Convention on the 
Elimination of all Forms of Racial Discrimination, 
Dec. 1965; The Helsinki Agreement, Finland, 1975. 



68. .,~Jewish Week- American Examiner. "Soviet Psychiatrist 
Derides Treatment of Dissidents." Week of August 
19, 1979. 

Excellent student source - usable as example 
of one set of consequences for engaging in activist 
life. 
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69. ·kJewish Week- American Examiner. "Slepaks In Israel 
With A Message From Jailed Father." Week of May 20, 
1979, p.20. 

Clipping of value to point up vagaries of 
Soviet bureaucracy which enabled son of long
time refusenik Vladimir Slepak to obtain a visa 
to Israel for himself, wife and infant, despite 
fact that he had criminally evaded draft. 

70. *Jewish Week- American Examiner. "New Soviet Citizen
ship Law May Worsen Lot of Jews Seeking To Leave." 
Week of July 1979, p.2. 

Of educational value as documentary evidence
New clause on law concerning citizenship of children 
may affect entire families' desire to leave Russia 
especially in divorced or separated families. 

71. 7<""The Refuseniks." Keeping Posted, Vol. 24 (December 
1978), 22 pp. 

Teacher's edition, as well as student edition 
--entirely devoted to updated accounting of treatment 

to which refuseniks subjected. Teacher's edition 
valuable for its lesson outlines, questions, and 
additional source materials. 

72. 'i'<""Soviet Claims and Facts." Keeping Posted, Vol. 24 
(December 1978) An updated version of the "Soviet 
Jewry Fact Sheet" distributed by the National 
Conference on Soviet Jewry. 

Suitable seventh grade level reading, but some 
of the information will have to be more fully ex
plained for seventh grade understanding. The ques
tion and answer format has excellent educational 
value. 

73. "Women's Plea For Soviet Jews- The Moscow Women's Group: 
A White Paper of Hope and Despair." New York: 
National Conference on Soviet Jewry. 

Biographical material and appeals by several 
women refuseniks. This material could be easily 
adaptable for classroom use. 



74. 7~ 11Applying to Emigrate: 
Leaving the USSR." 
Program Department, 
Jewry, July 1978. 

A Step By Step Outline For 
New York: Soviet Jewry 

National Conference on Soviet 

Excellent source material to enable student 
to understand the nature of the difficulties of 
the emigration process that refuseniks undergo. 
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75. -;~Reuben, Steven M. "A Jewish Guitar in the USSR." 
Keeping Posted, Vol. 24 (December 1978), pp.18-20 .. 

Young American Rabbi and Educator gives 
first hand observations concerning his encounters 
with refuseniks who continue to press their demands 
for religious freedom and/or to leave. Excellent 
seventh grade reading. 

7 6. 7~Students Struggle For Soviet Jewry. "Kidnapped! 
Marina Tiemkin: The Struggle of a Soviet Jewish 
Teenager. 11 New York: SSSJ. 

Relevant source material for seventh graders 
depicting extent to which Soviet officials have gone 
and will go as well as the problems created for Jews 
and children of Jews who are intermarried. 

77. -;~ . 11Anti-parisite Law- Article 209-1 of the 
__ C,....r_,i,...m_i,...· n-a-1 Co de of the US SR. " 

It is a crime to "avoid socially useful work" 
(for example teaching Hebrew~) and to lead an anti
social parasitic way of life. Breaking this law 
brings punishment up to one year or correctional 
tasks for same time. Law used as squeeze play. 
Jews who apply to leave are fired from jobs and 
then prosecuted under this law. 

78. *USSR Constitution- Article 34 

For student use in comparing what is officially 
stated policy against the reality of actions taken 
which flout these safeguards which guarantee all 
citizens equally in all fields of economic, political, 
social, and cultural life. 

79. *Synderx, -Janet. "Our Meetings with the Refuseniks: 
To Feel What It's Like to Live In a Cage~" 
Jewish Digest, Vol. 21 (May 1976), pp.10-13. 

Although the names of the families may not 
be current, the material is valuable for student 
reading since these visitors to Russia took children 
with them and these children participated in the 
personal exchanges of Jewish objects secretly trans
ferred as well as in other moving experiences. 



PRISONERS OF CONSCIENCE: 

80. "l'~Davis, Douglas. "A vital' s Ordeal." The Jerusalem 
Post Magazine, Friday March 2, 1979. Reprinted 
and distributed by the National Conference on 
Soviet Jewry. 

Good moral dilemma material here. Reading 
valuable for teacher and student alike. Easily 
readable personal narrative of Avital Shcharansky's 
introduction to the activist movement and to the 
man she would marry one day and leave the next 
for Israel or never leave at all said the Soviets. 

81. ·kGlezer, Dr. Ilya. "After the Trials." New York: 
National Conference on Soviet Jewry, September 
1978. 

Speaking after emigration former prisoner 
describes life of "internal exile", as well as 
what conditions are like in Vladimir Prison where 
Anatoly Shcharansky is being held. 

82. ~·(Gluzman, Semyon. "The Case of Semyon Gluzman." New 
York: Greater New York Conference on Soviet Jewry. 

This smuggled letter makes excellent reading 
for students as it illustrates the moral dilemmas 
facing even the very minor choices a prisoner may 
be allowed or forced to make in the everyday 
routine in prison life. 
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83. *Jewish Week- American Examiner. "Law Professor Says 
Shcharansky Trial Violated Soviet Legal Procedures." 
Week of August 12, 1979, p.19. 

Where rights are concerned Russian Jews lose 
out. Useful material to utilize as educational 
"trigger" with Shcharansky trial material. 

84. ,~North American Jewish Students Network. "The Trial of 
Anatoly Shcharansky - Based on Evidence and Doc
uments from the USSR - Excerpts from the Original 
Dramatization·" New York: North American Jewish 
Students Network (Canadian Bureau), 1979. 

Excellent educational material to be utilized 
as is. Role playing Drama provides information 
about actual trial of Shcharansky, and at the same 
time focuses on concept of this trial as the USSR's 
weapon to destroy the entire emigration movement. 
The material can be utilized to integrate discussions 
of many moral issues. 



85. *Sisten, Samuel. "The Prisoner of Conscience." New 
York: National Conference on Soviet Jewry. 

Of informational value to student. The 
paper defines term "prisoner of conscience", 
discusses arrests and trial procedures used as 
one method of harrassment toward Jews wishing to 
emigrate, and outlines the existing brutal prison 
conditions which include forced labor with reduced 
caloric intake. 

86. *Zalmanson, Israel. 11 To Silva From A Prison Camp," 
Moment, Vol. 2 (February/March 1977), pp.37-40. 

Although Zalmanson free, this letter reflects 
vivid sense of the physical and spiritual brutality 
of Russian prison life for Jews. 

REDEMPTION OF THE CAPTIVES - PIDYON SHEVUYIM 

87. Agus, Irving. Rabbi Meir of Rothe_p._.Perg. 2 V. in 1 
New York: KTAV, 1976. 2nd ed. 749- p-p. See 
especially pp.130-146. 

Agus disagrees with others that medieval 
Rabbi Meir refused to be ransomed and discusses 
Jewish medieval attitude toward idea of "ransom". 

88. Glustrom, Simon. The Language of Judaism. New York: 
Jonathan David, 1966. 

See specifically pp.30-31 for definition of 
Pidyon Shevuyim. 

89. ''<'Jewish Encyclopedia. "Ransoming of Captives." 
Vol. 5, pp.154-156; Vol. 10, pp.316-17. 

Excellent student, as well as teacher source 
material on Pidyon Shevuyim. Talmudic sources 
listed as basis for this Mitzvot are found within. 

90. ""°Maimonides, Moses. Maimonides: The Commandments. 
Chavel, Charles B., trans. Vol. 1 Positive 
Commandments, Soncino, 1967. 
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See specifically p. 209. Maimonides classifies 
ransom of captives under positive commandment no.195-
Charity (Tzedakah), giving it higher priority than 
supporting and clothing the poor. Excellent idea 
for students to discuss Soviet Jewish redemption 
against background of Jewish experiences and sources. 
Arguments for and against payment of ransom provide 
much in the way of moral dilemma material. 



91. ~·,Keeping Posted. "The Anguish of Soviet Jews." New 
York: Union of .American Hebrew Congregations 
(UAHC), December 1972, Vol. 18. 

Student material - age suitable concerning 
the since voided Russian imposed exit taxes 
(Soviet Law 572, August 3, 1972). Was this con
sidered "ransom?" Teachers edition provides 
sources, key questions and a basis for utilizing 
this material for discussion of moral issues. 

92. *Tanach 

Note the following sources from which the 
concept of Pidyon Shevulim can be deduced: 
Gen. 14: 8-24; Exodus 2 : 30; Psalms 49: 8-9; 
Job 33: 23-24; Job 36: 18-19; Deut. 15: 7; Lev. 
25: 25-28; Lev. 19: 16; Prov. 24: 11. 

AMERICAN INTERNATIONAL, AND CONFERENCE RESPONSE TO PLIGHT 
OF SOVIET JEWRY 

93. Bensley, Norman. "The Jewish Cultural Re-Awakening 
and the Soviet Response: A Helsinki Test Case." 
Paper intended for use by the Commission of 
Security and Cooperation in Europe created by 
public law 94-304 on June 3, 1976. Distributed 
by the Greater New York Conference on Soviet Jewry. 

For teacher informational background, the 
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paper discusses the international legal framework 
which Helsinki reaffirmed and expanded for protection 
of cultural self-expression and provides specific 
documented examples of Soviet non-compliance since 
1975. 

94. Deeter, Moshe. "Crisis in the Soviet Jewry Movement." 
Moment, Vol. 1 (April 1976) pp.33-49. 

For teacher background - progress of the rescue 
movement discussed with suggestions to redirect the 
nature of the movement and emphasize Jewish educa
tion inside Russia and move toward linkage with the 
total Soviet dissident movement within Russia. 

95. Friedberg, Marice. "Trying to Save Soviet Jewry: Some 
Successes and Some Failures." Present Tense, Vol. 6 
(Autumn 1978). 

For teacher information an excellent general 
overview of the Soviet Jewry protest movement that 
concludes that Western world protests and steps 



already taken toward linking Jewish problem with 
American policy provide the only shield that may 
protect Soviet Jewish dissidents from worse 
reprisals than already taken. 

96. National Conference on Soviet Jewry. "Policy State
ment on Soviet Jewry." New York: National 
Conference on Soviet Jewry, July 18, 1979. 

Up to date statement about direction and 
purpose of the conference. 

97. -,\·National Jewish Monthly. "Brussels II - Our Renewed 
Commitment". Vol. 90 (April 1976), p. 30. 

Of informational value to student on second 
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of two world conference precipitated by and gal
vanizing concerted action on behalf of Soviet Jewry. 

98. '"Near East Report. "Who Else Cares- Does Our Govern
ment?" In "Heard in Washington: Call For Emigration 11 

Vol. 21 (November 30, 1977). 

For student information, this is record of 
vote for freedom of emigration for Jews and other 
minorities and reflects action other than strictly 
Jewish action on behalf of Soviet Jewry. 

99. Riseman, Mervin, chairman. "1979 in Review: Over
whelming Achievement, Ominous Portents." Report to 
the Leadership Assembly of the Greater New York 
Conference on Soviet Jewry, S pp. 

Record emigration statistics off set by rise 
in hard-core refuseniks and more subtle, but harsher 
forms of Soviet harrassment. 

EMIGRATION: ABSORPTION IN U.S. AND ISRAEL 

100. Friedberg, Maurice. "From Moscow to Jerusalem and 
Points West." Commentary Magazine, Vol. 65 
(May 1978), pp.63-67. 

Useful for teacher assembling background on 
attitudes concerning absorption of Russian Jews. 
Opinion voiced that it is easier for Soviet 
intellectuals to assimilate in Israel and that 
their presence in America is only welcomed by a 
segment not the total community. 

101. -,\-Gidwitz, Betsy. "American Roulette - The Ups and Downs 
of Russian Immigrants: But Still Unsettling. 11 



Moment, Vol. 3 (November 1977), pp.15-18. 

Excellent informational source dealing with 
negative aspects and serious problems experienced 
by Soviet emigres in adjusting to U.S. 

102. Hawkes, Irene Kaminsky. "The New Immigrant: A Study 
of the Vocational Adjustment of Soviet Jews." 
Journal of Jewish Communal Services, Vol. 44 
(December 1977), pp.161-165. 

For teacher background on immigrant problems. 
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Vocation, the major means of Soviet Jews to self
expression in Russia. Gap between economic expecta
tion and unfulfilled realities in U.S. leads to loss 
of vocational identity, frustration, and anxiety. 

103. Hebrew Immigrant Aid Society (RIAS). RIAS Annual Report 
1977. New York: RIAS, 1977. 

Includes description of workings of one major 
organization which takes over the guidance and 
support of Soviet emigrants who choose to migrate 
to western nations rather than continue on to Israel. 
Also found is an explanation of the 'letter of in
vitation' by which Soviet Jews can apply for exit 
visas directly to U.S. 

104. ''(Jewish Week- American Examiner. "Problems in Israel: 
Mountain Jews Protest." Week of August 8, 1975. 

Clipping of classroom value as example of 
absorption problems which arise because of mis
understandings - usually cultural ones. 

105. *Jewish Week- American Examiner. "First of Series 
of Books to Aid Russians Issued." Week of May 20, 
1979, p. 38. 

Problem of reintroduction of Judaism back into 
Russian emigrant's life - one solution is to provide 
specially written Jewish literature. 

106. '"'New York Association For New Americans (NYANA). 
"Background Memo: NYANA's Assistance to Jewish 
Immigrants." New York: New York Association for 
New Americans, 4 pp. 

Source of information for teacher and student 
detailing workings and purpose of major agency 
assisting Russian emigrants once they arrive in 
New York. 

107. il'New York Times. "The Soviet Jews In Israel: Coping 
with Free Choices." Sunday, April 27, 1975. 
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Transferring from one society to another is 
not easy. News clipping chronicles social problems, 
job problems, and housing difficulties that affect 
newly arriving Russian emigrants. 

108. ·kNovak, William. "P..rnerican Roulette - The Ups and Downs 
of Russian Immigrants: Settling in." Moment, Vol. 3 
(November 1977), pp. 9-14+. 

Easily adaptable for role playing in the 
classroom these conversations with a sampling of 
Soviet emigrants to Boston reflect positive re
adjustment cases and few problems. 

109. .,._.Pincus, Chasya. "Youth Aliyah Provides a Decompression 
Chamber for Soviet Youth." Hadassah Magazine, Vol. 
58 (January 1977), pp.18-19; 34+. 

110. 

Focus on the problems faced when well
disciplined Soviet youngsters emigrate and are 
confronted with social conditions which allow freer 
choices. Material about youngsters' lives in Russia 
provide basic materials for moral dilemma stories. 

Myerson, Charles, and Speckler, Martin. 
Olim Good for the Israeli Economy?" 
Vol. 44 (April 1977), pp.23-25. 

"Are Russian 
Jewish Frontier, 

For teacher information - the positive and 
negative affects of Soviet emigrants on the Israeli 
economy are examined and arguments that the Russians 
gain unnecessary advantages are countered. Conclusion 
reached that emigrants will, in fact, raise the total 
standard of Israeli economy. 

111. 7c-Sovietskaya Rossia. "An Indictment Against the Zionists." 
trans. from the Russian. No. 01571 Document obtainable 
through the Greater New York Conference on Soviet 
Jewry. February 19, 1977. 

Useful example to show student how Soviet 
propaganda machine distorts out of all proportion 
those Soviet emigrants unable to adjust in Israel. 

112. Taft, Ethel. "The Absorption of Soviet - Jewish 
Immigrants - Their Impact on Jewish Communal Institu
tions." Journal of Jewish Communal Services, Vol. 
44 (Winter 1977), pp.126-171. 

Transference of Soviet Jew to totally 
different culture and value system has precipitated 
new comprehensive community approach to resettlement 
needs. These are not the same immigrants of our 
grandparents' era, nor are the problems the same. 



113. ''~Weiner, Jon. "Soviet Resettlement: An Update." 
Moment, Vol. 4 (July/August 1979), pp.15-19+. 

Informational source for classroom use 
which concludes that increasing immigration to 
the U.S. is both a jolt and a boom. It includes 
a detailing of services, budgetary needs, and 
logistical difficulties encountered by organiza
tions such as RIAS, JDC, and local agencies in 
processing Soviet emigrants. Could be useful in 
considering moral dilemma issues concerning -
priority of needs, for example, what should be 
the extent of the communal responsibility of 
American Jews? 

114. West, Carole T. "Soviet Immigration: The Adolescent 
Experience." Journal of Jewish Communal Services. 
Summer 1979, pp. 382-385 

Teacher informational source touching on 
teenage adjustment difficulties due to transference 
from authorization - style schools and society to 
less structured individual - oriented U.S. high 
schools. Also, children and parents unable to 
trust helping agencies in spite of fact that they 
are Jewish because of their ingrained mistrust of 
Soviet authorities. 

EMIGRATION AND LINKAGE: MORAL AND POLITICAL IMPLICATIONS 
FOR U.S. AND SOVIETS 

115. Alexander, Z. "Immigration to Israel From the USSR." 
Reprinted from Israel Yearbook oh Human Rights, 
Vol. 7 (1977) by Faculty of Law - Tel-Aviv 
University. 

Along with excellent survey of emigration 
since 1968, a summary (chronological) of Israeli 
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and world Jewry activist responses, there is dis
cussion for teacher background on facts dealing with 
the Jackson-Vanik amendment and the trade agreement 
between the U.S. and the USSR. 

116. ''~American Jewish Cammi ttee. "Jewish Emigration from the 
USSR, the Soviet desire for Trade and the Jackson
Vanik amendment." A Foreign Affairs Department 
background memorandum. New York: American Jewish 
Committee, 2 pp. 

Should Jackson-Vanik amendment be waived in 
light of more liberalized Soviet Jewish emigration 
policies. Is increased emigration a Soviet ploy or 
true shift in policy? Useful source material for 



discussion on question of linkage of Russian 
Jewish problem with American foreign or economic 
policy. 

117. Baum, Phil. "Breaking the Impasse on Soviet Jewry 
Policy." Congress Monthly. February 1978. 

Informational value to teacher as it relates 
all arguments along the spectrum concerning the 
tieing of trade policy to the human condition of 
Jews in Russia. Author pleads for more aggressive 
linkage policy. 

118. Braun, Jonathan. "Olympics Boycott Appeal Is Special 
Problem to Jews." Jewish Week- American Examiner. 
Week of January 20, 1980, p.l. 

Since Russian invasion of Afghanistan and 
subsequent freezing of all hallmarks of detente 
between U.S. and Russia, the Olympics may be only 
point that remains vulnerable to Western pressure 
and killing the olympics may destroy the last 
incentive the Russians have for letting Jews out. 
Excellent dilemma material concerning image of 
American interests and Jewish problems. 

119. Cohen, Steven M. "The Shcharansky Affair . " Moment, 
Vol. 2 (October 1977), p.48+. 

Treason charge against Shcharansky is attempt 
to link Jewish activists with general dissident 
movement to discredit both. Should American Jews 
be concerned for others being denied freedom or are 
obligations to those "closest" to them? Of value 
to teacher who can extrapolate such moral dilemmas 
from the material. 

120. Goldman, Marshal. "The Case for Moderation." Moment, 
Vol. 2 (October 1977), pp.49-50. 

Argument voiced that loosening up on trade 
credits, etc. is decisive way to effect saving of 
Jews. 

121. Gwertzman, Bernard. "Emigration of Soviet Jews in 
March Sets Record; Gesture to Be Seen." New York 
Times. Wednesday, April 4, 1979. (Reprint dis
tributed by National Conference on Soviet Jewry) . 
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Opinion voiced that newest rise in emigration 
figures may be attributable to Russian wish to im
prove the atmosphere for Senate ratification of the 
SALT II Treaty, since it has been stated that treat
ment of ethnic minorities, particularly Jews, is a 
matter of concern on Capitol Hill. 
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122. ;'(Jewish Week- American Examiner. "Russian Official 
Threatens Jews After Olympics." Week of April 15, 
1979. 

123. 

Useful source material to trigger moral 
discussions concerning obligations and responsi
bilities involving American Jewish athletes vis-a
vis participation in 1980 Olympics scheduled for 
Moscow. 

Korey, William. "Soviet Jewry Plight and Prospect." 
Midstream, Vol. 23 (April 1977), pp.18-27. 

Puts Soviet Jewry struggle in larger 
perspective of Real-Politik, big power struggle of 
last decade attempt of USSR to seek detente and 
trade with U.S. For teacher backgrounding in 
considering the moral issue of whether our country's 
need for balance of payments and foreign policy 
needs interfere with or supercede moral obligations. 

124. ;'<"Reporter Dispatch. "Dissidents, Spies Swapped." 
White Plains, New York: Reporter Dispatch, Saturday, 
April 28, 1979. 

Is Soviet position on Soviet Jewry softening? 
What made the Russians finally free the prisoners 
held from the Leningrad hijacking incident? 

125. 7"Smolar, Boris. "Aging Population Confronts Jews with 
Massive Care Burden." Jewish Week- American 
Examiner, Week of November 4, 1979. 

Priorities facing U.S. Jewish communities 
provide material which could be basis for moral 
dilemma situations. 

EMIGRATION: THE NOSHRIM (DROP-OUT) OR "BREAK AWAY" ISSUE 

126. 7'<"Azbel, Mark. "The Policy Must Be Changed." Moment, 
Vol. 5 (January/February 1980), pp.42-43. 

Ex-refusenik argues that offering aid to 
Russians opting to go to U.S. is form of "seduction". 
He wants all emigrants to go to Israel and only then 
could they begin process of moving (not as immigrants) 
from one country to another. 

127. Cohen, Steven M. with Heschel, Susannah. "Alternative 
Approaches to Soviet Jewish Emigration: Moral and . 
Practical Dilemmas." Policy Studies '79. New York: 
National Jewish Resource Center, 250 W. 57th St., 
November 1979, 20 pp. 
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Current, balanced analysis of the Noshrim 
issue and its impact on world Jewry and especially 
the American Jewish community. Explores the 
practical and moral dilemmas inherent in the idea 
of any kind of aid cut-off proposals concerning 
"breakaways" (newly coined phrase utilized to 
diffuse the emotional, value-laden implication of 
use of "drop-out"). Also outlines background 
reasons for current shift in motivation behind 
Soviet Jewish emigration, reasons for the poor 
Israeli image, and the incremental proposals to 
stem Soviet emigration to the U.S. and encourage, 
but not coerce Aliyah. Vital, incisive reading 
for teacher. 

''c'Dulzin, Leon. and Schroeter, Leonard. 
Soviet Jews: The Debate Goes on,," 
(September 1979), pp.7-14. 

"Whither 
Moment, Vol. 4 

Two points of view laid out for students 
comparison. Arguments presented clearly on both 
sides. Dulzin, head of Jewish Agency (Israeli 
organization) argues Israeli view that wants to 
see aid cut off - arguing that American aid to 
"drop-outs" is in fact an invitation to drop-out 
and come to U.S. instead of Israel. Schroeter 
counters with major American argument- the 
humanitarian argument - that we are obliged to 
help any Jew that needs help and asks for it. 

129. -/~Edelstein, Andy. "Cut Off Aid to Noshrim Boris 
Penson Urges to National UJA Delegates . " Jewish 
Week- American Examiner. Week of December 16, 
1979, p.2. 

Ex-prisoner of conscience now living in 
Israel argues for less aid for those who choose 
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not to go to Israel from Russia. Argues that easier 
absorption process in Israel would lessen drop-out 
rate. Voices opinion that drop-outs only go to U.S. 
in order to assimilate. 

130. ''~Fein, Leonard. "Let My People Go- Where?" Moment, 
Vol. 2 (January 1977), pp.7-12. 

Of informational value to teacher and student 
alike, article states that idea of cutting off aid 
funds to Soviet Jews who don't go to Israel implies 
abandonment and coercion, a morally unacceptable 
position. Dismisses argument that drop-outs imply 
Jewish conspiracy which will anger Soviets and in
crease risk of total shut-down of emigration. 

131. '~ . "No Need to Apologize." Moment, Vol. 5 
~-(~J~a-n_u_a-ry/February), pp.22-23; 42-47. 



Ongoing, plus new arguments voiced on noshrim 
issue. These, triggered by Israeli compromise pro
posals concerning aid cut-off to drop-outs. 

132. Gitelman, Zvi. "Characteristics of Soviet Jews." The 
Jewish Spectator. Vol. 42 (Winter 1977). 
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Argument that increased rate of noshrim 
results from materialistic lure is denied as being 
too simplistic. Geography, distribution and culture 
of Jewish population are suggested as having bearing 
on situation. 

133. ~~Go ell, Yossi. "Why Soviet Jews Belong in Israel." 
in Open Forum, Women's American ORT Reporter, p.9. 

Argument from point of view that Israel is 
center of Judaism while diaspora is secondary not 
equally valid center. If one posits Jewish survival 
as guiding principal for organized Jewish action, 
then all Soviet emigrants should be taken directly 
from Vienna to Israel, thereby permitting initial 
processing and absorption in Israel to act as brake 
against drop-outs. 

134. Greenberg, Irving. "Crossroads At Vienna: Olim and 
Noshrim " Response, Vol. 10 (Winter 1976/1977), 
pp.11-25. 

Although Aliyah bias clearly indicated, a 
clear statement of the problem of decision making 
and choices available in the resolution of the drop
out problem is made. 

135. ~'"Jacobs, Paul. "Let My People Go- But Where? The Dilemma 
of Soviet Jews." Present Tense, Vol. 4 (Winter 1977), 
pp.15-20. 

Good article for teacher and student alike to 
understand how the noshrim problem began and why it 
has become such a decisive topic within the Jewish 
community. Focus on the 1976 attempt of the "Committee 
of Eight" (later of "Ten") to deny aid to drop-outs 
and the mounting resistance from lower eschelons 
within organizations to such action. 

136. ·kJewish Week- American Examiner. "Kuznetsov Says Drop
outs Seek Merely Escape," Week of October 14, 1979, 
p. 39. 

Ex-prisoner of conscience voices opinion on 
drop-out issue. Useful for student in comparing and 
compiling arguments on the issue. 



137. *Litvinoff, E. "Russian Refugees in Transit." Jewish 
Digest, Vol. 22 (July/August 1977), pp.30-36. 

Excellent source for student understanding 
of what happens in emigration process after leaving 
Russia. Division and separation occurs in Vienna. 
Olim go to Israel, but others who choose west go on 
to Ostia, Italy. Discussion of problems that in
volve emigrants waiting for resettlement. 

138. "f(_--=",,.....,,.----:--· "The Russian Drop-outs. 11 Jewish Digest, 
Vol. 3 (November 1976), pp.31-34. 

Review of exit statistics 1968- 1976 reveal 
different trends and different problems. Article 
helpful for background on the origin of problem. 
Also stated is view that noshrim are seen as 
dangerous to "genuine activists and refuseniks" who 
may be compromised by "fradulent" usage of Israeli 
visas to leave Russia, but then go elsewhere. 

139. ·kNew York Times. "Many Russian Jews 'Drop-out' in 
Vienna". Sunday, August 12> 1979. 
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Clipping good trigger for discussion in class-
room. 

140. -;'(Pfeffer, Barbara. "Brighton Beach: New Lives and Old; 
A Photographic Essay." Moment, Vol. 5 (January/ 
February 1980), pp.24-41. 

Russian "drop-outs" while having their share 
of problems infuse new life into older Jewish 
community beginning to decay. Illustrations will 
be of interest to spark discussions in classroom. 

141. *Postal, Bernard. "Help Curtailed for Russians Leaving 
Israel·" Jewish Week- American Examiner, Week of 
September 25, 1979. 

New York Association For New Americans (NYANA) 
cuts direct aid grant to two weeks. Clipping useful 
in chronicling aid cut-off problem. 

142. Rabinowitz, Malka. "Drop-outs: Israel Versus Diaspora." 
The National Jewish Monthly, Vol. 91 (January 1977), 
pp.26-30. 

Article helps put noshrim issue into higher 
philosophic discussion relating to understanding of 
Jewish history. Differing points of view concerning 
the drop-out issue have increasingly become code 
words for fundamentally divergent views of Jewish 
history where in one view Israel is central to Jewish 
survival$while according to the other, the Diaspora 
also has a future. 



143. Rabinowitz, Stanley S. "The Soviet Jewry Exodus." 
Conservative Judaism, Vol. 32 (Summer 1979), 
pp.23-29. 

Of informational value to teacher, the 
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author pleads for closing the gap between treatment 
of Soviet Jews in Israel and their treatment in the 
U.S. in order to deal with the issue of "non-Jewish" 
Soviet Jews. 

144. Schenker, Abraham. "The Drop-outs: A Zionist and 
Jewish Dilemma." Israel Horizon, Vol. 26 (December 
1978), pp.9-12. 

A plea to improve the absorption process in 
Israel as means of resolving the drop-out problem. 

145. Schnur, Steven. "Reform Moves. to Correct Lag in 
Absorbing Russian Emigres." Reform Judaism, Vol. 8 
(November 1979), p.l+. 

Good for, view into attitudes of reform 
movement vis-a-vis Soviet emigrants to U.S. They 
voice concern about lack of outreach programs to 
persuade Russian Jews to affiliate religiously and 
then stay actively affiliated. 

146. *Schroeter, Leonard. "In Defense of 1 Noshrim'." 
Reform Judaism, Vol. 8 (November 1979). 

For students author offers brief survey of 
origin of noshrim polemics and vows renewed su12port 
to reject any means to deny funds to Russian Jews 
who do not go to Israel. 

147. i<Sentinel (Voice of Chicago Jewry Since 1911). "End 
Noshrim-Aid Proposals Expected to Heat Up Jewish 
Federations Meet." Vol. 148 (November 8, 1979), p.2. 

Useful article in conjunction with moral 
dilemma situations facing U.S. Jewish priorities. 
Local Federations propose aid cut-off. Will they 
win? Should their proposals win? 

148. ''<Students Struggle For Soviet Jewry. "Problems of 
Soviet Jewish Aliyah and Absorption." 1976. 

Letter directly from Russian Jewish activists 
deplore drop-outs, but see cessation of aid as 
dangerous to emigration. 

149. ~'<Tekoah, Yosef. and Eban, Abba. "The Soviet Drop-out 
Issue." Congress Monthly, Vol. 43 (November 1976), 
pp.5-6. 



Excellent for student use to see two 
prominent Israelis argue from opposite view
points as the drop-out issue begins to be notice
able back in 1976. 

150. ·kVorspan, Albert. "Let My People Go- Only To Israel?" 
Newsday, Garden City, New York. April 19, 1977. 

Good for student reading for a short, clear 
statement of moral issues and dilemmas caused by 
Soviet Jews opting for America rather than Israel. 

MULTI-MEDIA :MATERIALS 

ANNOTATED BIBLIOGRAPHY 

151. Kronish, Amy. compiler. Soviet Jewry: A Catalogue of 
Media Materials. Wellesley, Ma.: Jewish Media 
Service, 65 William St., 02181 - Tel. 617-237-3451. 
2nd ed. 17 pp. 

Listing of short and long films, filmstrip 
sets, slide sets, interviews on cassettes, games, 
records, and videotapes with content indicated and 
recommendations for age suitability specified. 
Excellent source for materials other than written 
material to supplement and complement classroom 
discussions. 

FILMS (SUITABLE FOR SEVENTH GRADERS) 

152. "The Longest Wave. 11 25 min., color, 1975, $5. 
Alden/UJA Films, 7820 - 20th Ave., Brooklyn, N.Y. 
11214. 

Complexities of absorption of Russian 
emigrants in Israel. Although somewhat outdated, 
students could get a feel for what happened some 
years back. 

153. "The Morning of the Second Day." 27 min., color, $7. 
Brooklyn, New York: Alden Films, 1971. 

Although it is dated, the issues remain and 
continue to stir controversy. Film focuses on the 
problems of a Russian immigrant couple in contrast 
with a young Israeli couple. 

154. "Out of Bondage." 23 min. , color, $10. Wellesley, Ma. : 
Jewish Media Service, 65 William St., 1974. 
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Narrated by Theodore Bikel and produ~ed by 
UJA, the film depicts the present day exodus 
against the background of Russian-Jewish history. 

155. "Valery and Galina Panov. 11 15 min., color, $5. 
Brooklyn, N.Y.: Alden Films, 1974. 

Documents the struggles and sacrifices of 
two Russian ballet stars in their fight to go to 
Israel. 

156. "Yevgeny Yevtushenko: A Poet's Journey." 28 min., 
B.& W., $25. Princeton, New Jersey: Films for the 
Humanities, Harold Mantell, Inc., P.O. Box 378. 

Brief account of non-Jewish, but humanistic, 
caring poet who sympathizes with the Jews. 

THE FOLLOWING FILMS ARE MORE GENERAL, BUT COULD BE UTILIZED 
SPECIFICALLY FOR TRIGGERING MORAL DISCUSSIONS ON SOVIET JEWRY 
ISSUES 

157. "Cages." 9 min., $12.50. Hightstown, New Jersey: 
Contemporary - McGraw Hill, Princeton Rd., 08520. 

Themes of freedom, authority, imprisonment, 
and the human condition - all of us are imprisoned. 

158. "The Hangman." color, $15., animation, Wellesley, Ma.: 
Jewish Media Service, 65 William St., 1964. 

A parable of social responsibility; the in
different townsman who refused to become involved 
become the victims. 

159. "The Wall." 4 min., color, $12.50. Hightstown, New 
Jersey: Contemporary - McGraw Hill, Princeton Rd., 
08520. 

A cynical cartoon illustrates two people 
desirous of freedom. Does one stand by and let the 
other fight for the freedom both need and then reap 
the fruits of the first's labors and take advantage 
of the chances he took? 
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FILMSTRIP SETS 

160. "Jews In Russia."- Part I - Under the Czar.s: 36 frames; 
Part II - Under the Soviets: 44 frames New York: 
Board of Jewish Education Press, 426 W. 58th St., 
10019, 1973. Purchase $28. 

Two-part color filmstrip with accompanying 
sound tape cassettes which provide historical back
ground. Animated figures. 

SONGS AND RECORDS (Refer to Multi-Media Annotated Bibliography 
op. cit.) 

VISUAL AID MATERIALS 

161. 

162. 

-- 163. 

Poster Sets in color and black and white obtainable 
through Students Struggle for Soviet Jewry, The 
Greater New York Conference on Soviet Jewry, and 
the National Conference on Soviet Jewry. 

Newspater files: Jewish Week- American Examiner (A UJA 
pu lication); New York Times, The Jerusalem Post; 
pertinent clippings usually found at both the 
National Conference and the Greater New York 
Conference on Soviet Jewry, as well as at the 
Students Struggle for Soviet Jewry. 

Education Department, American Zionist Youth Foundation. 
"Mock Trial" from M'Sakim: Games: A Programming 
Manual. New York: American Zionist Youth Foundation, 
515 Park Ave., 10029. 

Trial material could be useful educational 
tool for roleplaying moral situations. Current 
information could be adapted to format here. 

164. Greater New York Conference on Soviet Jewry. "Soviet 
Jewry Crossword Puzzle" from 1976/77 Soviet Jewry 
Teaching Kit. New York: Greater New York Conference 
On Soviet Jewry. 

Useful educational tool for review of facts 
having to do with religion and culture and definition 
of terms concerning Russian Jews. 

165. Ram, Shoshnah. "Route To Freedom." A Game. New York: 
Board of Jewish Education. 

Board game developed by teenage Soviet emigrant. 
For ages 8- adult. Good for understanding exodus 
process. 



ADDITIONAL EDUCATIONAL MATERIALS, GUIDES, AND LESSON PLANS 

166. Chesler, Evan. 
New York: 

"Study Guide to Russian Jewry Reader 
Behrman House, 1974. 

Chapter by chapter questions are posed for 
sparking student discussion. 

167. Greater New York Conference on Soviet Jewry. 11 Soviet 
Jewry School Kit 1976-1977· 1' 

Includes some bibliography, visual aid 
materials, crossword puzzle, fact sheet, but no 
specific guided lesson plan to help utilize these 
materials. A resource that has to be adapted for 
FURTHER educational use. 

168. Keeping Posted Magazines. New York: Union of American 
Hebrew Congregations, 1972; 1976; 1978. 

Three separate issues have been devoted to 
the plight of Soviet Jewry. Although information 
may not always be current, the teacher's editions 
provide lesson outlines, discussions of concepts 
and issues, and bibliographic sources for seeking 
additional information. Almost always the readings 
in thi~ magazine are suitable for seventh grade. 

169. Kronish, Amy W. with introduction by Nancy Karkowski. 
Soviet Jewry: A Film Discussion Course in Seven 
Units for Junior and Senior High School Students. 
An E Experimental, Educational Edition. New York: 
Union Of American Hebrew Congregations, June 1978, 
37 pp. 
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II 

Films used as both a focus and/or trigger for 
discussions intended to clarify problems of con
temporary Soviet Jewry and develop sensitivity to 
their plight. An excellent source for film descrip
tions, their availability, and series of questions 
accompanying some of the units. 

170. Meister, David. Lesson Plans and Programming on Soviet 
Jewry. Baltimore, Md.: Board of Jewish Education, 
5800 Park Heights Ave., 21215., 1976. 

Twelve lessons that range over a variety of 
topics, time, and material. Each lesson has been 
aimed at seventh grade level and includes specific 
readings and activities. 

171. Montreal Committee for Soviet Jewry. Soviet Jewry School 
Kit: A Course in Five Lessons. Montreal, Quebec, 
Canada: Montreal Committee for Soviet Jewry, 1590 
McGregor Ave., 1979. 



Geared to sixth grade, but material adaptable 
to older or younger grades. Each lesson dealing 
solely with contemporary Soviet Jewry is scheduled 
for 45-60 minute class sessions. Includes useful 
map that can be' copied. 

172. National Conference on Soviet Jewry. "Study and Dis
cussion Guide for Like A Song, Like A Dream by 
Alla Rusinek." 

Useful guide for teacher that wishes to 
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utilize the personal memoir for educational purposes. 

173. Pollack, Miriam., Maloff, Irwin., and Marcus, Fred. 
"Feeling Our Past: A Unit on Shtetl Life: Part I 
and Part II." In Compass: Directions in Jewish 
Education. March and May 1977. 

Specifically developed for seventh grade, 
focus is on Jewish life in the late 19th century. 
Shtetl life is presented by using role playing 
techniques, and values clarification exercises de
signed to involve students emotionally, intellectually, 
and spiritually. Bibliographic sources included. 



FOR CURRENT INFORl1A.TION CONCERNING SOVIET JEWRY PROBLEMS, 
PROJECTS, PROGRAMMING, AND EDUCATIONAL AND MEDIA MATERIALS, 
THE TEACHER AND STUDENTS MAY WISH TO CONTACT THE FOLLOWING 
AGENCIES AND CONFERENCES: 

The American Jewish Committee 
165 E. 56th St., New York City 10022 

Anti-Defamation League 
315 Lexington Ave., New York City 10016 

The Greater New York Conference on Soviet 
Jewry 
8 W. 40th St., New York City 10018 

RIAS (Hebrew Immigrant Aid Society) 
200 Park Ave. South, New York City 10003 

The Jewish Agency 
515 Park Ave., New York City 

The Jewish Minorities Research and 
Conference on the Status of Soviet Jews 
16 E. 85th St., New York City 10028 

Joint Distribution Committee 
60 E. 42nd St., New York City 10017 

The National Conference on Soviet Jewry 
10. E. 40th St., New York City 10016 

The National Jewish Community Relations 
Advisory Council 
55 W. 42nd St., New York City 10036 

The National Jewish Resource Center 
250 W. 57th St., New York City 10019 

NYANA (New York Association for New 
Americans, Inc.) 
225 Park Ave.South, New York City 10003 

Students Struggle for Soviet Jewry 
200 W. 72nd St., New York City 10023 

Union of Councils for Soviet Jewry 
2920 Arlington Blvd., 
Arlington, Va. 22204 

Union of American Hebrew Congregations 
Education Department 
838 Fifth Ave., New York City 10021 

212-751-4000 

212-689-7400 

212-354-1316 

212-674-6800 

212-752-0600 

212-687-6200 

212-679-6122 

212-564-3450 

212-582-6116 

212-674-7400 

212-799-8900 

212-249-9100 
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