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ABSTRACT 
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This thesis e?caniines the context, content and pedagogy of visual art education in the 

Reform Jevwdi supplemental religious school. The study was gmded by three m^or research 

questions: (1) What beliefs about art education are held by Reform Jewish educators? (2) 

"What is the form and content of existing art education practices in the supplemental religious 

school setting? (3) What do these Reform Jewish educators perceive as necessary for the 

cnhsnc©ni'6nt o? the sr^ educ2tio" coniponsnt c? thsir curricuiuni? A. study of 2. 

Jewish supplemental school was conducted by mj^lf as a teacher/researcher. Also, a sample 

of professional Reform Jewish educators was surveyed to determine general art education 

beliefs and practices in the supplemental religious school setting. 

Survey results suggest a discrepancy between survey partidpants beliefs and practices 

in art education and those advocated by art educators. Contextual fectors common to these 

settings are found to hinder possibilities for comprehensive visual arts education in the 

supplemental rdi^ous school. The study asserts that Jewish art education curricula must be 

devdoped from a disdpline-based art education perspective in order to use instructional time 

most effectively. Implications for curriculimi development are also discussed. 
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Chapter I 

INTRODUCTION 

Walking down a hallway in a Supplemental Jewsh religious 

school I found it- that Menorah I made when I was six, or 

was it the one from when I was seven? Eight? It didn't matter, 

they were the same, and there was mine, 20 years later, and 

transported from that school in Queens all the way to Tucson, 

Arizona! What was my Menorah doing here, vidth its feded 

%/vrxiouuvuvil OOWiv^^JUXiU, 2^V1U OtiU VlUdiCU yiUlU 

beans falling off? Well, it was nme and I went to reclaim it, 

but when I got up close, I saw that someone else had put her 

name on my Msnorah! Or had she? Looking around the 

classrooms I saw that lots of kids had made these very same 

projects, the first grade, the second grade... and I wondered, 

did the students make these every year, the same Menorot 

which I lost twenty years ago in Queens? 

Eventually, and sort of by chance, I became the art teacher in this Reform Jewish 

supplemental school. As does any teacher new to a setting, I had to fit myself into the 

environment, to learn the rules and norms of this mini society and how to fiinction within it. 

Among the first of my tasks was to find out what was expected of me as the art teacher, and 

as a Reform Jew. I had never taught in a Jewish setting, nor taken any classes in Judaic 

studies. I had only recently begun studying Judaism and in informal settings such as 

synagogue and community organizations. I felt I knew litde about Judaism and less about 
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art as it relates to Judaism. 

The Visual Arts in Reform Jewish Education 

In reference to the use of the visual arts in the school curriculum, my "teacher packet" 

described what i would later discover were common "arts and crafts" practices in 

supplemental religious schools: 

Each K -3 class will have arts and crafts approximately once 

every five weeks during the year. Upper grades are also 

encouraged to schedule art. Two classes will meet each 

Sund^. There will be a agn up sheet for teachers to schedule 

their classes. (Unpublished teacher notes) 

Exanuning Jewish education literature for more insight into the subject, I found little more 

than crafts "recipe" books wtech suggested how to "do the holidays" in the art room, or 

create replicas of ritual objects from "materials you can find in your kitchen". Functional art 

is mainly stressed in these books (Magnus & Bogot, 1990) as is using art to teach other 

aspects of the curriculum (Tauben & Abrahams, 1970). I learned quickly that the "type of 

art projects the kids do" in this setting tend to reflect tendencies and ideologies of the art 

practices in some public elementary schools, which have been under critical examination 

for decades (Chapman, 1982; Efiand, 1976; Greer, 1984). 
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In the art room at the religious school, I looked for clues as to what art "meant" in 

this setting. I found residual holiday crafts and "ritual replicas" of all shapes and sizes: plastic 

Kiddush cups with splattered paint and glitter, Torah scrolls wrapped around toilet paper 

rolls and popsicle sticks; red, orange and yellow construction paper fixiits for Sukkot among 

the shelves. I encountered "stuff' in every inch of the room, but nothing that resembled 

anything of the rick and beautifiil visual heritage of the Jewish people: What exactly were 

these types of art activities meant to teach students about Judaism? 

The School Art Style 

In 1976, Arthur Efland wrote a paper entitled "The School Art Style: A Functional 

Analysis", in which he described the prevalent"... phenomenon of school art, what it is and 

what it does" (Efland, 1976, p.37). He suggested that art in schools tended to focus on 

creating holiday crafts and expressive art activities, and did not teach students about art as 

it exists in the "real worid"; that unlike science, math and reading, the art classroom did not 

provide skills or knowledge which extended to students experiences outside of the school 

setting (Efland, 1976). This study applies these premises to art education in the Jewish 

supplemental school. 
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Efiand's landmark paper articulated some of the questions which had begun growing 

within the field of art education as to the value of this land of art "instruction" in schools. 

(Barkan, 1966; Chapman, 1982; Efland, 1976; Madeja, 1980). The paper entitled, "The 

School Art Style: A Functional Analysis" asked what exactiy were the objectives of such 

activities as creating string paintings and macaroni mosaics? What were students supposed 

to leam as a result of doing these projects, and what did they actually leam? What were 

students NOT leaimng about art and the people and cultures which produce it when "school 

art" dominated their elementary art experiences? 

Comprehensive Visual Arts Education for Reform Jewish Supplemental Education 

The term "comprehen^e visiial arts education" in this thesis will refer to a particular 

ideology of art education wherein art is viewed "...as a language, art is one of the agents 

through w^ch culture is determined and maintained...art is one of the means whereby cultural 

attitudes, values and modes of behavior are transmitted" (Hicks, 1989, p.65). To teach art 

fi-om this perspective would require that students leam not only to use this language 

themsdves, but that they are able to comprehend its uses by other people past and present. 

Many Jewish cultural beliefe and practices are inextricably intertwined with ritual 

objects and other Jewish fonns of visual representation. Comprehensive visual arts education. 
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where these forms and the contexts in which they were created are studied seems essential 

to Jewish knowledge and Jewish continiuty, and to the enhancement of Jewish life and identity 

(unpublished curriculum packet). In order to provide students in Reform Jewish supplemental 

educational settings with appropriate and adequate art education, a Jewish art education must 

be developed from a disdpline-based art education perspective. Curricula should draw upon 

four main disciplines of art, aesthetics, art history, art production and art criticism (Greer, 

1984), as they relate to Jewish art and objects of cultural production. 

Curriculum Change in Context: the Reform Jewish Supplemental School 

For this study, professional Reform Jewish educators were surveyed to determine 

general beliefs and practices in reference to the use of the visual arts in the supplemental 

reli^ous school setting. Survey results suggest that a number of common issues, particular 

to the context of supplemental education, have implications for art education. The role 

which these actors piay in determining art education practices in the Reform Jewish 

supplemental school setting will be discussed in terms of three major themes; issues of 

context, content and pedagogy in Chapter IV. 

Moving Beyond School Art in Reform Jewish Supplemental Education 

Inherent in the context of supplemental education, students enrolled in the 
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supplemental school setting receive an unsteady diet of art, and the art they do experience is 

most often "school art " as described by Efland (1976). Based on discipline-based art 

education philosophy, an underlying motivation of this thesis is the belief that creating crafts 

projects in the Reform Jewish supplemental or afternoon school is not necessarily the most 

productive use of our limited instructional resources. Keeping in mind the limitations 

presented by time, mon^, teacher training, and so forth, visual arts curricula must be 

developed "wdiich can be used by educators teaching within the Reform Jewish supplemental 

reli^ous school setting. To deepen students understanding and appreciation of the visual 

culture and haitage of Judaism, this curricula must be developed from a discipline based art 

education perspective which views art as a serious subject of study (Greer, 1984). 

Limitations of the Stndy 

This stu(fy was limited by the feet that I acted as a teacher/researcher throughout the 

entire project, wniie i tried to remain as objective as possible, my personal investment in 

creating relevant and successfiil visual arts curriculum fiieled my research, and entered into 

my examination of the data collected. However, this view from within was also a strength 

of this project. As a teacher in a Refoim Jewish supplemental school, nty first hand personal 

experiences provided insight into those settings within which survQ^ participants worked. 

This helped me to understand the testimonies of survey participants. 
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Definition of Terms 

Reform Judaism: 

Meyer (1989) described Reform Judaism "also sometimes called Liberal Judaism or 

Progressive Judaism " (Meyer, in Seltzer, 1989, p .307), by contrasting and comparing 

Reform Jewish beliefs, concepts of G-d and of people's purposes and duties, with more 

traditional Orthodox and Conservative Jevdsh points of view. 

While theologies among Reform Jews vary greatly, from the 

traditionai to the humanistic, concepts of G-d strike a balance 

between universal and particular elements, with somewhat 

more stress upon the former than among other religious Jews. 

Like other branches of Judaism, Reform recognizes the close 

connection between religion and ethics. It especially 

empiiasizes the prophetic message of social justice and seeks 

to act upon it both congregationally and as a united 

movement. Judaism is seen to exist for a higher universal 

purpose, which aims messianically at the biblical vision of 

world peace (M^er, in Seltzer, 1989, p.307). 

Obvious differences can also be seen in the choices permitted in regard to Jewish beliefs and 

ritual practices in Reform Judaism (Meyer, in Seltzer, 1989). "The freedom to be selective, 

to draw from Jewish tradition those elements of belief and practice that he or she finds the 
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most personally meaningful is far greater than among either Orthodox or Conservative." 

(Meyer, in Seltzer, 1989, p. 308). 

The Jewish Supplemental School: 

The Jewish supplemental school is a part time educational setting and is the primary 

means by which Jews in the United States receive any formal Jewish schooling (Schoem, in 

Kehnan, 1992). The community and curriculum of the Reform Jewish supplemental school 

are created from a liberal Jewish perspective as described in the prevdous section (Meyer, in 

Seltzer, 1989), though the "liberal-ness" of the curriculum may be more implicit than explicit. 

From this point on "v^iien I refer to "the supplemental setting", I will be speaking of Reform 

Jewish supplemental schools. 

Students in grades 4-7 in supplemental schools are usually meant to attend Hebrew 

language classes two afternoons per week, and all students, pre-K - 7 are meant to attend 

Sunday school classes (unpublished supplemental school curriculum). Sunday school 

programming usually focuses on topics relating to Judaism and Jewish life, such as Jewish 

history, Torah (Bible and related Jewish texts), ethics, G-d and prayer, Siddur (Jewish 

pr^erbook), Israel, Jewish life-cycle. Holocaust and Anti-Semitism to name a few (Schoem, 

1989). 
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Teacher as Researcher 

Using a qualitative approach to examining one's own practice, the teacher as 

researcher sedcs to "understand and improve upon what we do in the classroom day by day, 

from ourselves as researchers, seeldng to contribute to a general body of knowledge in a 

publicly accepted form" (Adler, 1993, p. 160). This is done by reflecting on one's practices 

and systematically recording thoughts and observations about what occurs in the classroom 

setting. 

Curriculum: 

Mitchell-Singer (1990) defined curriculum as a written plan for instruction. She 

outlined five components of curriculum: 

(1) a statement of philosophy 

(2) goals for instmction 

(3) conceptual structure 

(4) program content by grade level, and 

(5) methods to evaluate learning (MtcheU-Singer, 1990, p. 12) 

Discipline-Based Art Education (DBAE): 

An approach to art education which regards art as a subject of study. Content for 
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Study should be developed from four major disciplines of art: ait history, art criticism, 

aesthetics and art production (Greer, 1987). 

Summary 

This thesis was motivated by the belief that creating arts and crafts projects in the 

supplemental school is not the most productive or educational use of limited instnictional 

resources. Three research Questions which guided the studv examine issues of context, • W a' 7 

content and ped^ogy of art education in the Reform Jewish supplemental reli^ous school: 

(1) What are Reform Jewish educators bdiefe about art education?; (2) "What is the form and 

content of existing art education practices in the supplemental religjous school setting?; and 

(3) What are the contextual factors which professional Reform Jewish religious educators 

perceive as obstacles to the enrichment of the art education curriculum? These three 

questions will be addressed in relation to my interests as a teacher/researcher, and the data 

collected from survey responses. Based on personal experience and the concerns of 

professional religious educators, suggestions for curriculum development will be discussed 

using a discipline-based perspective of art education. 
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REVIEW OF RELATED LITERATURE 

Introduction 

Paramount to this study was a review of both art education and Jewish education 

literature. Six main areas of concern have been identified as important ciiaracteristics of this 

discussion; 1) dominant pmiosophicai beliefs in art education, 2) the school art style, 3) 

existing visual arts curricula for Jewish education, 4) educative limitations of the school art 

style, 5) comprehensive visual arts education for the Reform Jewish supplemental school 

setting, and 6) curricular change in context; the Reform Jewish supplemental school. 

Dominant Phiiosophical Beliefs in Art Education 

The ddjate over "what and how to teach", in reference to the content and pedagogy 

of ait instruction has dominated art education literature for over 50 years (Chapman, 1978; 

Dewey, 1934; Eisner, 1972; Feldman, 1970; Greer, 1984; Irvine, 1984; Kaufinan, 1963; 

Lowenfeld, 1947). Earfier literature reflects learner- centered and creative expressive 

ideologies which view "child development as a process of maturation occurring primariiy 

from the inade out" (Eiaier, 1968, p. 18). In schools, these philosophies, which discourage 
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teacher intervention, are reflected in art education practices which focus on making art and 

the individuality of a child's creative expression (Ch^man, 1982; Efland, 1976; Eisner 1968): 

For the child, art is not the same as it is for the adult. Art for 

the child is merely a means of expression. Since the child's 

thinking is different from that of the adult's, his expression 

must also be different. Out of this discrepancy between the 

adult's taste and the way in which a child expresses himself 

arise most of the difficulties and interferences in art teaching. 

WvilXClU, 

Though art educators have been questioning the predominance of learner centered and 

untutored studio production curricula ^ce the 1960's (Barkan, 1966; Eisner, 1968; Gardner, 

1983; Greer, 1984) these beliefe about art and instructional practices dominated elementary 

art instruction until very recently. These educators argued for a more comprehensive study 

of art which views art as a content area and educates students by exposing them to four 

parent disdplines of the study of art; aesthetics, art critidsm, art history and studio art (Greer, 

1984). According to this approach to art education: 

...the educational end in view will be educated adults with a 

sophisticated understanding of the arts. Students acquire 

knov/ledge of the subject matter or content of art, the 

concepts and generalizations that mark the discipline, and the 

procedures or techniques used by competent professionals 
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who devote their lives to art. The acquisition of these ideas 

and generalizations take place by ^dying specific works of 

art, using activities designed to develop specific student 

knowledge and understanding. (Greer, 1984, p.213-214) 

The concepts of Discipline Based Art Education (DBAE) have become accepted as major 

ideoiogies within the field and current academic discussion tends to focus on research and 

application of discipline based art education theory (Anderson, 1986; Erickson, 1983; 

Hamblen, 1984;Heidt, 1986). 

The School Art Style 

In Arthur Efland's 1976 landniaik paper entitled "The School Art Style: A Functional 

Analysis", he described the art education practices which he found to be prevalent at that 

time. He coined the tenn "the school art style" to refer to the "art culture" he found existing 

in many elementary schools which did not reflect the art culture of the real worid. (Efland, 

1976) "...art that is made in the school isn't about art as it exists beyond the school; it may 

be more of a function of the school itself" (Efland, 1976, p. 39). Common to many 

elementary settings, art is often seen as a "place" (Stockrocki, 1986), where students will 

make things, express themselves, release energy and have fim (Chapman, 1982). The 

emphasis is placed on producing holiday symbols for classroom walls and hallway bulletin 

boards (Wankelman & Wigg, 1993), and fostering students self expression and self esteem 
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are among the main goals of these activities. 

Efland's "school ait st^de" can best be understood by examining the familiar products 

of its endeavors: 

...tempera paintings on nev^^sprint applied with large brushes 

to string paintings; string printing; dried-pea mosaics; tissue 

collages; fish-mobiles; and masks of every size shape and 

description... Halloween, Thanksgiving, Christmas and 

Valentine's day are observed with products in the form of 

cultural symbols. (Efland, 1976, p. 38) 

In most cases vA:ere school art is the mainstay of the art curriculum, little attention is paid to 

the quality of the objects produced, or to the educadve fiinctions of such art making activities 

(Chapman, 1982; Efiand, 1976). While one could argue that there is a place for these kinds 

of activities in the elementary school (Chapman, 1982), they do not further art education 

goals of developing an understanding of art itself. 

Existing Visual Arts Curricula for Jewish Education 

Only one book, a compilation of Jewish teachers personal experiences with creative 

expressive crafts projects, was found which discussed the visual arts in Jewish education 

(Gezari, 1963). A review of existing Jevnsh arts and crafts books was conducted to 



discover v^rhat kinds of teaching materials are made avmlable to the art teacher in the Reform 

Jewish supplemental school setting. While I am aware that teachers have library resources 

available to them to expand on existing curricula, personal experience and professional 

testimony suggest that teachers often do not have the time or the skills to develop their own 

curricula. Therefore text selection was limited to those books intended for use in the Jewish 

classroom. 

Two baac types of educational materials for incorporating art to the Jewish classroom 

seem to recur: books containing "CUp Art" (Aqua & Aqua, 1990; Davis, 1984), which 

consist of graphic arts drawings of Jewish life-cycle and holiday symbols and books with 

"redpe style" lesson plans (Becker, 1977; Magnus & Bogot, 1990) for creating useable ritual 

objects or providing an alternative pedagogical method for teaching curriculum concepts. 

"The students now have something to handle, something they can bring home and show; they 

c a n  n o w  s e e  a n d  f e e l  i n  a d d i t i o n  t o  t h i n k "  ( T a u b e n  &  A b r a h a m s ,  1 9 7 9 ,  p  . x v i i ) .  T h e  

"school art stjde" is reflected in the project themes, project materials, and even in book titles 

such as "An Artist You Don't Have to Be" (Magnus & Bogot, 1990), and "Fast, Clean, 

Cheap" (Kops, 1989). Projects in these books tend to incorporate Jewish themes or concepts 

with crafts activities as in "Twelve Hebrew Tribes 'Stained Glass' Pictures/Windows" and 

"Noah's Ark with Cookie Puppets" (Magnus & Bogot, 1990, p. 3-4), but do not include the 

necessary content information beyond the step by step "how to's". In many cases, no images 

accompany the lessons (Magnus & Bogot, 1990), however in some cases the reader is 

provided with an address for an organization from which they can "solicit" data as to what 
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the object of discussion looked like (Magnus & Bogot, 1990, p. 78). Other crafts projects 

include creating replicas of Jewish ritual objects from everyday materials such as Shabbat 

candlesticks of foil (Tauben & Abrahams, 1979, p. 53) or Torah and Torah mantles for which 

materials include; felt, construction paper, dowels, glitter and glue (Tauben & Abrahams, 

1979, p. 192). 

While some projects are meant to introduce students to the styles of various Jewish 

artists, such as "Marriage Dream Picture in the Style of Marc Chagall", and "Shabbat in the 

Style of Shalom of Safed" (Magnus and Bogot, 1990, p. 39 and 71), no images of the work 

of these artists are include4 nor does the book suggest to teachers that they might try to 

obtain images of these artists work to use with the lesson. Two sentences comprise the art 

content for each of these lessons: 

Marc Chagall was a pronainent Jewish artist from Russia who 

lived in France. Many of his paintings are dreamlike in 

expresgng themes found in the daily life of the Jewish ghetto. 

(Magnus & Bogot, 1990, p. 3) 

Shalom of Safed was a prominent "primitive" Israeli artist. 

His works are ea^y identifiable by thdr layered images, bright 

colors, simplicity of drawing and colorfiil borders. (Magnus 

& Bogot, 1990, p. 71) 

Students are then meant to "create a marriage scene using the dreamlike quality of Marc 
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Chagall" (Magnus & Bogot, 1990, p. 39) and to "create a "layered" picture in the style of 

Shalom of Safed" (Magnus & Bogot, 1990, p. 71) without the teacher or the student ever 

viewing an example of dther artist's work. While these projects have potential to provide 

students with meaningfiil visual arts learning experiences when accompanied by images 

presented in a meaningfiil way, these existing texts clearly do not provide the information 

needed to do so. 

Though outdated in some ways, two books were found which provide information 

about both content and visual form of Jewish customs, crafts, symbols, and foods which 

could be used as a resource by contemporary teachers. "The Bulletin Board in the Jewish 

Reii^ous School" (Bragman, 1953) seeks to provide "immediate practical help to principals 

and teachers" (Grand, in Bragman, 1953, p. xii). This book discusses practical issues such 

as where to get ideas, what kinds of materials can be used, formal aesthetic issues such as 

placement, variety and color as well as instructional uses of bulletin boards (Bragman, 1953). 

"The Jewish Party Book" by Mae Shafier Rockland while intended for a more general 

audience combines text, recipes, photographs and drawings which "blend historical materials 

and projects - culinary or crafl" (Rockland, 1978). Rockland's book, and in particular the 

photogr^hs within it, could be used to develop a visual arts curriculum for the supplemental 

school to teach both style and forms of Jewish art and ritual objects within their appropriate 

contexts. 
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The school presumably exists to transmit cultural heritage 

including the knowledge, beliefs, values, and patterns of 

behavior prized by the society that established the school. 

Part of this heritage is the art of the culture. Why then does 

the school develop a new and different art style which is only 

marginally related to the heritage? (Efland, 1976, p. 39) 

As an ideology, the school art style, or "Instant Art" (Chapman, 1982) played a large 

role in relegating art instruction to the status of play, extracurricular, therapy, and 

non-academic. As art is viewed fay many as something to do, rather than something to learn, 

maity stud«3ts are deprived of cultural aesthetic literacy education, and in Jewish education, 

of Jewish cultural literacy. Demanding little time or concentration, and few cognitive or 

affective objecdves, the school art style has students creating objects in a vacuum which have 

litde rdevancy outade of the school setting. For example, mosaics were not origjnally made 

of paper, nor <Kd they depict themes such as "Playing in the School" (Lansing, 1972, p. 446) 

and Menorot (pi. of Menorah) were never created using beans anywhere but in religious 

schools. Though well meaning in its intentions, school art may appear an insufncient 

application of the visual arts in education to those who understand the value of 

comprehensive visual art education (Broudy, 1985; Eisner, 1972; Greer, 1984) which 

attanpts to educate students about the subject of art: how does art exist in the "real world"; 
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what does art do; who makes ait and why and how; what does art mean; and how is art used 

to create meaning? 

Comprehensive Visual Arts Education for the Supplemental Religious School 

Educators arguments for more comprehensive art teaching centered around 

developing in students a form of "snligjjtened cherishing" (Broudy, 1987a) and incorporating 

aspects of art other than art production to art education in the primary and secondary 

classroom (Barrett, 1991; Broudy, 1987b; Greer, 1984; Hamblen, 1988; Parks, 1993; Rush, 

1987). Greer (1987) defines four content ar^ of art: art history, aesthetics, art cri.ticism, and 

art production fi-om which art curriculum ought to be developed. In "Discipline-Based Art 

Education; Approaching Art as a Subject of Study," Greer (1984) suggested that art 

instruction developed from these four parent disciplines would provide students with the 

ability to "appreciate and mscuss works of art in theu" appropriate mstorical and cultural 

contexts" (p.215) Based on a discipline based perspective of visual arts education, art 

curricula specific to Jewish education ought to systematically introduce students to the visual 

worid of Judaism by introducing students to woiics of art with Jewish themes, the work of 

Jewi^ artists, ritual ol^ects of Jewish traditions, and similar arts of other traditions/ cultures. 
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The Context of Curricular Change 

Art educators have been aware and critical of the kinds of educational practices which 

were the subject of Efland's (1976) premises before the time of "The School Art Style: A 

Functional Analysis" (Barkan, 1962; Eisner, 1972; Feldman, 1970). However, change in 

actual school practices depends on more than just writing academic papers to sell people on 

the idea of art as a subject of study (Broudy, 1987a; Greer, 1984; Rush, 1987). Research, 

inssvics prnoryiin aro nscssssiy tc zHslcs sducstionsl thscty "vvork in fictusl 

schools. The kinds of beliefs and values school art practitioners hold (Bullock & Gaibraith, 

1992) must be studied from a contextual perspective. Environmental and circumstantial 

fectors must be examined, such as time, financial and material resources, art classrooms, or 

lack of classroom settings, art specialist, no art specialist, and so forth, which directly 

influence art education practices. The needs of teachers to unprove the quality of their art 

teaching must be determined; do teachers need inservice education, curriculum guides or 

packets, slides and reproductions, or printmaking equipment? How, logistically can these 

resources be made available for teachers? (Gaibraith, 1995b). it is the main intention of this 

thesis to begin to define these issues for art education in the Reform Jewish supplemental 

school setting. 
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While school art practices in the supplemental school setting often predominate, they 

provide students with insufiScient knowledge about art, Jewish art and ritual objects, or 

Jewish culture. Comprehensive art curriculum can be developed S"om a discipline based art 

education perspective (Greer, 1987). As is often the case in public schools, issues of context, 

content and pedagogy such as limited time, instructional resources and teacher's educational 

preparation hinder possibilities for "true" discipline based art education in its theoretical 

conception. Before curricular change can occur at any level, the contextual issues which 

influence art education content and pedagogy practices in the supplemental religious school 

setting must be denned. Comprehensive visual arts curricula for Jewish education which 

structure art lessons on Judaic art content must be developed with these contextual factors 

in mind. In this way, teachers will be able to provide students with more comprehensive 

learning in the visual arts. 
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Chapter HI 

METHODOLOGY 

Introduction 

In conaderation of how to build a meaningfiil (elementary) art 

which it was intended. (House, 1992, p. 69) 

This study grew out my experiences as a "teacher as researcher" (Adler, 1993; Elliot, 

1990) in a Reform Jewish supplemental school. The study represents an attempt to discover 

the role of the visual arts in similar settings from the perspective of school community 

members. Rabbis, religious school principals and other professional Reform Jewish educators 

were surveyed to discover 1) thdr beliefs about art education; 2) current art education 

practices within their various school settings; and 3) what they perceive as needed to 

improve the art education component of their religious school programs. 

Research Methodologies 

Due to the uniqueness of particular educational settings, statistical research provides 

only some of the answers to the bridge between theory and practice debate in educational 
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research (Alexander, 1982; Bogdan & Bidden, 1992). In recent years, research paradigms 

in art education are beginning to shift from empirical and positivistic structures to more 

qualitative forms of investigation such as participant observation and ethnography 

(Alexander, 1982), and "teacher as researcher" or action research (May,. 1993). Participant 

observation is defined by Alexander (1982) as "...a group of methods that stresses observation 

in the setting, informant interviewing, document analysis, and informal counting of events" 

(Alexander, 1982, p.63). Knapp (1979) quoted in Alexander (1982) defines ethnography by 

describing components of ethnosraohic research. 

(a) an initially exploratory and open-ended approach to the 

research problem; (b) intensive research involvement of the 

researcher in the sodai setting bdng stuc^ed, as observer and 

in varying degrees as participant; (c) the use of multiple 

intensive research techniques, with emphasis on participant 

observation and informant interviewing; (d) an explicit 

attempt to understanding events in terms of meanings held by 

those in the sodai setting; (e) an interpretive framework which 

emphasizes the important role of context in determining 

behavior and events within a fiinctional system; (f) a research 

product in written form - an "ethnography" - which interprets 

events along the lines suggested above and describes the 

setting in suffidentiy vivid detail so that the reader "knows 

what it feels like to be there." (Kn^p, in Alexander, 1982, 

p. 23-24) 
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Action research, or "teachers as researchers" (May, 1993) is "...the study and enhancement 

of one's own practice...±e view that teachers can and should be "researchers" or critical 

inquirers of their own practice" (May, 1993, p.l 14). 

Qualitative data gathering and research methods are a necessary form of educational 

research due to the dynamic and unique nature of real school settings. Schoem, (1989), 

discusses the need or qualitative analysis of actual school settings: 

To carry on a serious dialogue ^bout, 1st alone seek to change, 

American schooling, or simply the local elementary school 

without a rather substaitial body of the information implied 

seems somewhat bizarre. And yet, to do so is a relatively 

national pastime. In our pseudo-wisdom, we know what 

schools need without knowing what th^ already have, and we 

know what to put into them without knowing what needs to 

be replaced. (Goodlad, in Schoem, 1989, p. 13) 

While each educational setting studied will differ from the next in fimdamental ways, 

generalizations may be drawn from recurring themes / trends found through analysis and 

interpretation of qualitative data. Also, discussion of similarities and (Ufferences among 

various settings can provide valuable information for future research endeavors. Research can 

inform practice which can in turn fuel and inform teacher as researcher, (Galbraith, 1988; 

May, 1993), participant observation and ethnographic studies (Alexander, 1982). 
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Teacher as Researcher 

In September of 1994, 1 became the art teacher in a Reform Jewish supplemental 

school. While there was no existing curriculum for an art program in this school, the art 

teacher's role, as well as the role of art in the religious school program seemed to be defined 

by precedent. The educational cHrector provided me with books on incorporating aits and 

crafts into the Jewish classroom, as well as books on Jewish holidays used by the an teacher 

who preceded me. Clssses wsrs sot scheduled by the director, rather teachers "sign up for 

art sessions" to do arts and crafts projects that "have a direct relationship to (your) 

cuixicuium" (unpublished teacher notes). Teachers are permitted to sign up for an hour long 

session and are encouraged to "limit (yourselves) to one sign-up per month" (unpublished 

teacher notes). 

To help clarify nty duties the educational (fc^ector described projects which the last art 

teacher, had done with the kids, such as creating replicas of ritual objects for holiday 

celdjraJions. He suggested that I call this woman to ask her for ideas for art projects, as well 

as materials and supplies. I was provided with a budget of250 dollars for the year which I 

could spend however I saw fit. When I contacted the art teacher she suggested that I shop 

around Wal-Mart and Target as I needed things, because "apart fi-om the staples of glue, 

glitter, construction paper, markers, crayons, and so forth, you won't know what you need 

until the teachers come to you with their project ideas" (telephone conversation, August 

1994). 
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While the director assured me I'd have no problems coming up with things to do, I 

was veiy concerned about content. With my background in art and art education, I tried to 

develop educational objectives and then to create lessons with these objectives in mind. 

However, as I began to do this, I found that the arts and crafts books provided little 

assistance, and the lo^stics of the setting prevented me from providing students with any kind 

of meaningful learning experiences in either art or Judaism. As I struggled to work in the 

setting, I met v.ith teach^ers, collected images and articles from books, studied the classroom 

'fW?' OTaHa T KA axnfK wooV 

notes on all of my experiences related to the reli^ous school setting. 

V/hile the students were successful wth the projects th^ worked on in my class, 

there were many obstacles which kept us from doing anything with educative consequences. 

While ail of the particulars are complexly interrelated, these deterrents will be discussed in 

Chapter IV terms of 3 basic categories developed by Lynn Galbraith, issues of context, 

content and pedagogy (Personal communication, February, 1995a). 

Survey Development 

Working in this educational setting, I became progressively more familiar with the 

field of Jewish education. When an opportunity to attend a national conference on Jewish 

education presented itself I was compelled attend. I wanted to know more about the field 

of Jewish education; to find out vrfiat was going on in other schools and in other areas of the 
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country. About two months before the conference, I began to develop a survey to give some 

of the educators whom I would meet there. The survey grew as a response to my 

observations and experiences of the prevalence of "the school art style" (Efland, 1976) in the 

supplemental school where I was woiidng. The survey was formulated to examine the role 

of art education in other supplemental schools in the US and to find out specifics about other 

program contexts. Of central concern was educators perspectives on those factors they 

believe v/ould enhance the quality,' of art education in their particular school settings. 

Survey Participants 

In December, 1994,1 attended annual conference of the National Association of 

Temple Educators (NATE). NATE is a Reform Jewish organization of rabbis, religious 

school prindpals and other profesaonal religious educators fi"om both the United States and 

Canada. I chose to distribute my survey to this group for two basic reasons. First was a 

matter of convenience, I could personally distribute and collect the survey at the national 

conference. Second, most NATE members are in positions of authority in religious schools, 

and many have worked in the same setting for extended periods of time. These are the people 

who make decisions about curricular issues in Jewish supplemental schools, making their 

beliefe and concerns of central importance to this study. Ninety surveys were distributed to 

all present at one of ±e meals which occurred during the conference week. While forty two 

responses were returned, only thirty eight of these are examined in the analysis section. As 
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the focus of the study pertains to the supplemental reli^ous school, four responses from 

educators working in full time Jewish day schools were not included in data analysis. 

Data Analysis Methodology 

Chapter IV begins with a presentation of data collected as teacher/ researcher and 

anafyses of wnttan sun^^ responses con^)rise the second half of Chapter FV. Survey analysis 

was informed by personal cbser»'aticns and notes taken by the researcher as a 

teacher/researcher in a Reform Jewish supplemental school. Survey results are discussed in 

terms of contextual influences on content and pedagogy developed from the teacher as 

researcher data. 

Some of the survey responses are coded by the grades/ages of students served by the 

respondents programs. This coding system is used in the analysis of particular questions 

where it was necessary to identify question responses without using participant or school 

names (Rg. 1, Chapter IV). To fecilitate discussion, these "school grade codes" are used to 

identify survey question responses. Survey questions 1, 5 and 6, which supplied multiple 

choice responses, are coded using the school grade codes to show the number of responses 

in each category. Questions 2-4, which asked for longer responses were analyzed for 

recurring themes, and are discussed in terms of the nimiber of responses in each category. 

Questions 2-4 are discussed in terms of educators perceptions of the influences of context, 

content and pedagogy on art education practices. I have noted the cases where I believe that 



more than one of these themes apply. Actual survey questions and responses are presented 

in tables and charts in Chapter IV. 

Summaiy 

Data which I collected as a teacher/researcher in a Reform Jewish supplemental school 

suggested that some of the mgor obstacles which hindered excellence in art education were 

iiiberent in the indi\'idu2l school context. Three basic themes are used to examine the 

interrelationships among these obstacles: issues of context, content and pedagogy. This data 

guided the production of a surv^ to examine the beliefs, practices and needs of professional 

Jewish educators in regard to art education within their school settings. In Chapter IV, the 

themes of school context, content and pedagogy are illustrated using data collected as a 

participant observer. Survey results are also discussed in terms of these themes. 
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Chapter IV 

DATA ANALYSIS 

Introduction 

In this chapter two types of data will be discussed; 1) data collected in the form of 

personal notes of the teacher as researcher in one particular supplemental religious school and 

2) surv^ responses obtained at the arwinal conference of the National Association of Temple 

Educators. The data collected as teacher/researcher will provide an image of a particular 

school using the themes of school context, content and pedagogy. The survey seeks to 

develop a basic understanding of the context, content and pedagogy of art education in the 

schools represented by survey participants. Survey responses are discussed by grouping 

similar responses, and in some instances, coding them using the"school grade codes," to 

indicate the nuniber of responses from each grade category. 

Teacher as Researcher 

Working as the art teacher in a supplemental religjous school, I kept personal notes 

and reflections about my teaching experiences. Over time, I found that many obstacles to 

developing meaningflil art learning experiences were inherent in the context of the 
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supplemental school setting. The part-time nature of the Jewish supplemental school limits 

the educational experience that teachers are able to provide and students are able, or care to 

recdve. Three contextual issues in particular which hindered my ability to provide quality art 

education for the students in this school were: (1) teacher /administrator expectations, (2) 

time limitations, and (3) limited financial and material resources. These issues will be 

discussed in terms of the interrelationslBps between and among issues of context, content and 

pedagogy. 

Teacher/Administrator E^qjectations: Effects on Art Education Content and Pedagogy 

One of the most challenging issues I faced as the art teacher in this setting was the 

method of scheduling art sessions by teacher sign up. The art teacher keeps a sign-up sheet 

m the teachers ofBce (where teachers "sign -in" when they arrive for work). Teachers are 

meant to sgn up for art sessions by time and date, and to leave information about what kind 

of project they would like to do, and any specific materials they might require. I had a 

telephone list so I could caD teachers if I had any questions about what they wanted to do. 

It is difiScult to determine whether this "plan as you go" ideology developed because 

of a lack of developed curricula for Jewish art education, or if the former rendered the latter 

unnecessaiy. In other case, the lack of established curriculum content goals limited the kinds 

of activities that could be done in the classroom to that which could be done with minimal 

planning. Usually, the teachers had vague objectives about what they wanted to "do" art. 
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such as "I'm teaching Shabbat." Often, they wanted to know if I could come up with 

anything to "do" for their particular lesson focus. I perceived of my role as a sort of 

independent contractor, the teachers would hire me to perform the service of providing them 

with materials and creative ideas to help them to teach their subject matter. Simultaneously, 

I was a crafts supply store vidiere teachers would stop in on their way to class to pick up any 

materials they might need for their lessons. It didn't seem to matter what students made or 

why or how, as long as we made sure that students got some of that indefinable thing called 

art, and that it somehow related to the religious school curriculum. 

The Effects of Time Lunitations on Ait Education Content and Pedagogy 

A second contejctual factor which I found to limit the possibilities for art curriculum 

(content) is that of the limited time students have in the art room. Usually, teachers sign up 

for one or two hour long sessions during the entire semester, and are urged in the teacher's 

notes not to sign up too often. There are some students who I have seen in the art room 3,4 

and 5 times while there are just as many students whom I have never met. The amount of 

time each class spends in the art room is directly contingent upon the classroom teacher's 

inclination to "sign up", which leaves some students with little or no art education. 

This limitation prohibited me from working with students on projects which require 

more than one hour to complete. While it was not impossible to get permission to spend 

more than one class sesaon with a particular group of students, art does not play an integral 
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role in the school as do other aspects of the religious school curriculum. Naturally, if 

students are partidpating in a pardcular religious event, preparations for this event must take 

precedence over completing art projects. Often, a project could take weeks to complete, 

diminishing students retention of art lessons, and lowering the level of content instruction. 

The Role of Financial and Material Resources in Determining Art Education Content 

and Pedagogy 

The budget, which prescribes available equipment and supplies, directly influenced 

both art content and pedagogy. The art room is connected to a long closet which is equipped 

with many cabinets and counters, and a cold water sink. There are no kitos or other large, 

expensive art making equipment such as printing presses, drying racks or easels. The room 

has three long, child height rectangular tables surrounded by approximately 30 child size 

chaiis. Other odd sh^jed tables placed around the perimeter of the room are used for setting 

out supplies, drying finished projects, and for accommodating students who have been sent 

to the art room to woric on posters' decorations for temple events during regularly scheduled 

art classes. One bulletin board and two chalkboards cover three of the four red brick walls. 

Including the supply closet, there are three entrances into the art room which had a tendency 

to create classroom management difficulties as well as fostering a reputation of the art room 

as a "supply closet". 



41 

Operating Within Contextual Restraints and Maximizing Available Resources 

As the art teacher in this setting, I was experiencing conflict as a result of the 

discrepancy between what I thought I should be teaching, and what I found myself doing in 

response to contextual restraints. In an effort to minimize this Assonance, I sought ways to 

incorporate more educational content into the product oriented art sessions I was expected 

to provide. An initial atten^ grew out of an effort to provide an art session for Kindergarten 

students relating to a lesson the teacher v/as working on about concepts of G-d. 

Planning began with a telephone discussion between the Kindergarten teacher and 

ntyself She explained that she was working on a unit which explored concepts of G-d, and 

how individuals relate to G-d. The next component of the lesson included the reading of a 

somewhat difScult text selection to students in class. The text explored abstract concepts of 

how we can come to know the existence of G-d by exploring those things "which only G-d 

could have made; nature, our inside voice, and the Torah." 

I attended tMs class session, and to took notes on the discussion the teacher pursued 

with the students about knowing G-d exists by u^g our five senses. She also introduced the 

concept of "feeling G-d's presence, and feeling close to G-d" by seemg things, people and 

relationships in our lives as reflections of G-d. The teacher led the discussion by asking 

students to think about and describe places th^ can go where they feel G-d's presence; to 

think of places -w^ch make them fed close to G-d. Students responded with examples about 

thar homes, fiiends homes, schools, the religious school and the temple sanctuary. My role 
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was to provide a follow up component by directing students attention to the art and 

architecture of the sanctuary in the context of a continuing discussion about feeling the 

presence of G-d. 

We brought the students into the darkened sanctuary and kept the lights off to create 

a feeling quietness and awe as light entered through the stained glass windows. We asked 

students to look around and to think about objects in the room which made them "think about 

G-d, feel close to G-d, and/or knov/ that G-d exists." Among the responses were: the high 

ceiling, the glass windows and rocks, the Menoiah, the Ner Tamid (sternal light), the Aron 

Hakodesh (Holy Ark of the Covenant), and the st^ed glass windows which incorporate 

Jewish symbols and Hebrew letters. A majority of students brought up the "glass windows 

and rocks" so we decided to focus the discussion on these objects. 

The discussion consisted of an aesthetic scanning exercise where students' attention 

was directed to various dements of the object of discussion. In this case, we were exanndiung 

two stained glass windows which contain no representational imagery. They are basically 

rectangular in shape and stand about 10- 12 feet high and 3-4 feet wide. At the foot of ±ese 

windows are "indoor window boxes" filled with large smooth, round stones. Most of the 

sh^ies found in the glass window are variations on the triangle and the rectangle. Students 

pointed these out and found shapes which resembled one another. They also began talking 

about "things these sh^)es reminded them of, as well as the blue, pink and green colors. To 

extend classroom lesson concepts, we moved the discussion into the theological realm by 

discussing the combination of human creation and effort and G-d's creations in this work of 
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art. 

The next component of the lesson consisted of a studio exercise. Students were 

renmded the objects they had identified earlier as making them "think about G-d, feel close 

to G-d, and/or know that G-d exists." With veiy little time left, students chose "the one 

which most makes you feel closest to G-d, or which helps you to know that G-d exists." For 

about 10 minutes, students worked on sketching that object" using the real one as a model 

or an example." 

The classroom teacher followed the drawing exercise with a summaiy discussion of 

the lesson \\iien the students returned to class. Students incorporated the drawings into their 

journals and v;rote a few sentences about the object they had chosen. Though limited by the 

ever present fectors of time and resources, by suspending our expectations and working 

within existing limitations we were able to tiy 'doing' something else in art. 

Asalysis Sumsiary: Teacher as Researcher 

I became a teacher/researcher in response to difficulties I was experiencing as I tried 

to adapt nty bdiefe about art education and how it might be practiced to a particular Jewish 

supplemental school setting. Certain characteristics of this school context, specifically 

teacher/ administrator expectations and limited time and material resources continually 

presented obstacles and challaiges to this process of compromise. As an art specialist, I was 

able to take an active role in striving to accommodate the expectations held by members of 
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the community while moving toward personal goals of providing students with 

comprehensive •wsual arts education. I wondered though, realistically, how many 

supplemental reli^ous schools have art spedalists at all; and how n^ny of them have the time, 

knowledge, motivation or support to create curriculum for comprehensive visual art 

education? The following surv^ seeks to develop a basic understanding of the context, 

content and pedagogy of art education in the schools represented by survey participants. 

Analysis of Survey SsspGssss 

The survey consisted of 6 questions which were guided by three major concerns; (i) 

What beliefs about art education are held by participating Reform Jewish educators ? (2) 

What is the form and content of existing art education practices in the supplemental religious 

schools represented by respondents? and (3) What do survey participants perceive as 

necessary for the enhancement of the art education component of thdr curricula? An example 

of the survey instrument can be foimd in Appendix A. The responses to some of the 

questions are coded by the grades of students served by the respondents programs. This 

coding ^stem is used where there was a need to identify question responses without using 

participant or school names (Table 1). Quotes are taken from actual survey responses. 
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Code Grades # of Survey Responses 

A. K-5 I 

B. preK-8 1 

C. 1-9 1 

D. preK-lO 20 

E. K-li 1 

F. preK-12 14 

Table 1. School Grade Codes 

Question one; In what grades and programs do you offer art instruction? 

Letters A- F (Table 2) represent the grades which are served by each of the survey 

participants schools. While 15 of the 38 respondents show that all students in their schools 

receive some type of art instruction, 23 responses show that only a portion of the school 

population is provided with any art instruction. Art in these schools may be reserved for the 

lower grades as the existing art curricula may not seem necessary or relevant for students in 

upper grades. Tlie majority of survey participants alluded to the "sign up for" art method of 

scheduling art classes as an aspect of their school programming. The emphasis of art for 

younger students may also be a reflection of the teachers who teach these grade levels. 
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School 

Grades 

II •f responses School 

Grades No Program pre/K-5 pre/K -6/7 pre/K-8/9 All Grades 
K-5 0 0 0 0 1 

T3reK-8 0 0 1 0 0 
1-9 0 0 0 0 1 

preK-10 4 2 4 
•»> 
J 7 

K-11 0 0 1 0 0 
1 yi sojX" X ^ o 

— 
A 

1 ^ A 0 
- 6 1 

Table 2. Responses to Question # 1 

Question two: Please describe two ways in which art has been incorporated into your 

school program. 

The responses to this question were examined for similar themes. While some 

participants provided detailed specifics about particular projects, and others supplied only 

one word answers, a number of themes did emerge. Quotes fi'om selected responses are 

used to illustrate the way in which the respondent described the role of art in his/her school. 

A strong emphasis can be seen in the number of respondents who described the use of art to 

"reinforce lessons" and to "create holiday crafts/ritual objects." However, the significance of 
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this data is limited by the fact that respondents were asked to " ...describe two ways in which 

art has been incorporated into your program." While their answers do reveal significant 

similarities, there may in fact be others ways in which art is incorporated into their schools. 

Decorate School (2 responses) 

Two respondents talked about using art to "enliven the classroom vwth the students 

art work" and to make "classroom decorations for Purim." 

Learn about/ Create Jewish Art'' Cuhure (2 responses) 

Two participants described using art in conjunction with Jewish texts and mentioned 

"The Handmade Midrash" (Milgrom, 1994). The Handmade Midrash is an art and 

psychology text which is meant to be used to create spiritual Jewish art workshops. The 

author provides text sources and art examples for use with the workshop. It is difficult to 

determine fi^om the participant's answers how "The Handmade Midrash" is incorporated into 

his curriculum. 

Reinforce Lessons/ Art Incorporated Into the Curriculum (27 responses) 

27 of 38 of the respondents described art as "another way of learning"; suggesting that 

art is viewed by many educators as "a pedagogical tool" used to " reinforce taught concepts 

and to allow students to express their own feelings/understanding of the subject." Essentially, 

these participants used language which describes art as a verb, rather than a noun; a way of 
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learning rather than a subject to be learned. "Art is used as one of the many available 

methodologies...making the learning experience a more tangible one." The prevalence of 

these kinds of responses suggests that a significant number of participants maintain that this 

is one of the main roles of art in their programs. 

Create Holiday Crafts/Ritual Objects (11 responses) 

11 responses discussed the creation of holiday crafis such as "...challah cover, kiddush 

cup and candlesdcks." "While these responses occurred among only a fracrlon of the 

responses to question #2, an abundance of responses in question #3 and question #6 describe 

the creation of ritual objects as a main component of the curriculum. 

Question three: What objectives of your curriculum does the art program seek to 

fulfill? 

Among the varied responses to question #3,1 found 8 themes which could be used 

to group participants responses. These responses are coded using the school grade codes 

to identify the number of refponses in each category. The data is synthesized in Table 3. 

1. Creation of ritual objects : 7 responses 

Responses in this cat^ory discussed the creation of "ritual objects and keepsakes" as 

one of the curricular objectives of the art program. 4 of the 7 responses in this category 
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stressed that ritual objects created in the art class are made for "observing ritual practice at 

home." It may be that educators believe that the creation of these objects in religious school 

will encourage home ritual observance. 

Response Categories K-5 preK-
8 1-9 preK-

10 K-11 preK-
12 Totals 

1. Creation of ritual objects 1 0 0 4 0 2 7 
2. self-estesm 0 0 0 1 I 0 0 1 
3. Art/Jev>ish art and techniques 0 0 0 3 0 3 6 
4. Fulfill initzvot(di\-ine conunandments) 0 0 0 1 0 0 1 
5. Art as a "way of learning" 0 1 0 12 0 7 20 
6. Self expression/expression of Judaism 1 0 1 4 0 3 9 
7. A place v.'here students can succeed 0 0 0 0 0 3 3 
8. Fun/ diversion 0 0 0 1 1 1 -» J) 

Table 3. Responses to Question 3. 

2. Art to build self esteem: 1 response 

One respondent answered that one of the aspects of the curriculum which art is meant 

to fiiifiii is that of "...building self esteem - finding out positive things about one's own 

abilities." 
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3. Art to teach about art/ techniques, Jewish art, Jewish forms of visual expression : 6 

responses 

One of these participants stated that the "younger grades study some art objectives, 

like color, form, etc." Among the other responses was the assertion that an objective of the 

art curriculum is to "...show students that art is a part of their culture", as well as the idea of 

establishing in students a "...familiarity with Jewish symbols." 

4. Art to fulfill mitzvot (divine commandments) : 1 response 

With no other explanation, one participant simply wrote, "fiilfilling mitzvot". 

"Mitzvot", which include 613 divine comniandments, is a term which is often used loosely 

in Reform Judaism to refer to doing acts of lovingkindness, but also refers quite specifically 

to the commandments of Jewish ritual observance as well as behavioral codes. It is possible 

that this participant was referring to the creation of ritual objects for home usage as those 

participants described in the Srst category of this section. However, I chose to deal with this 

independently because certain commandments actually deal with beautifying one's home, the 

sanctuary and ritual practices and so it is difficult to determine the respondent's intentions. 

5. Art to teach the curriculum/ art as another way of learning: 20 responses 

It is interesting to note here that the most common response to this question closely 

resembled the most frequently occurring response to question #2. Though the question 

asked what objectives the art curriculum is meant to fulfill, 20 respondents discussed the use 
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of art to "...complement, supplement, and in some cases to actually teach the curriculum." 

Responses in this category made reference to the art program as "enrichment", 

"enhancement", and "tangible". 

6. Art as "self expression" / "expression of one's Judaism": 9 responses 

>fine responses describe the objectives of the art curriculum to provide students with 

an opportunity to "be Jev/ishly creative" and to allov/ students a means for "expressing 

feelings and concepts that are not easily verbalized." Some of these responses also related 

to teaching other aspects of the curriculum as respondents described art as providing "an 

alternate means of expression", and " a chance to express a personal relationship to subject 

matter." 

7. Art as a place where students can "succeed" who do not succeed in other areas of the 

curriculum: 3 responses 

In this category, participant responses described art objectives as "...to allow those 

students who might have a more difficult time expressing themselves through other media/ 

modalities to express themselves through art." 

8. Art for fun /diversion: 3 responses 

Three respondents spoke of art as "adding an element of fim to many curriculum", to 

"provide diversion", and to "give students the opportunity to work together." 
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Question four: What three things could be done to improve your art program? 

Responses to question #4 suggest 8 areas which educators cite as needs to improve 

their art programs. The number of responses in each category can be found in Table 4 using 

the school grade codes. These categories are coded and analyzed using the themes of 

context, content and pedagogy in terms of the kinds of issues they present for art education. 

The total number of responses v.'ill outv/eigh the number of survey' participants as each 

participant may have written as many as three responses to this question. 

CONTEXT/ CONTENT 

1. curriculum/ curriculum materials: 22 responses 

The category with the largest amount of responses suggested that changing some 

aspect of the art curriculum would improve participant's art programs. 22 respondents 

indicate a lack of art content materials, such as curriculvim guides, in their school programs. 

11 participants cited the need to "develop an art curriculum or find one," while 5 responses 

in this category called for "better communication between art teacher and classroom teacher 

to coordinate curriculum goals." 6 responses mention the desire for specific kinds of art 

projects such as "a project for Shavuot," or "non-crafts projects" to enhance the learning of 

other curriculum objectives. 
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CONTEXT/ CONTENT and PEDAGOGY 

2. more resources/ S: 15 responses 

15 survey participants mentioned financial or material resources (art supplies) as 

necessary for the improvement of their art programs. 

3. art room: 7 responses 

1 participants refer to the lack "an art room...all work is now done in individual 

classrooms...there's a great need 'jt an art room including storage space." 

4. lime allocation: 15 responses 

Time was frequently cited as a response to question 4. Among these responses, 

participants indicate a need for more planning time for teachers, more time to work on 

projects in art class, as well as a need for teachers to "sign up for art more often." 

5. art specialist: 15 responses 

15 responses specify a need for "an art teacher", "art consultant", or "a professional 

art person". 

6. congregational/ administrative : 1 response 

While only one survey participant mentioned the need to "convince the Board and the 

Education Committee that we need an art teacher", it is possible that this issue is inherent in 
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all financial allocations in a supplemental school. However, it is also interesting to note that 

only one educator referred to allocators of fimds as "the problem", rather than the funds 

themselves. 

CONTEXT/PEDAGOGY 

7. teacher training-. 8 responses 

Responses in this category tended to target the need for arts training for classroom 

teachers. It is possible that these responses are based on the lack of an art specialist in many 

programs, and/or the "sign up for art" method of scheduling art classes. Answers in this 

category tended to portray a need for "better training for teachers to help them understand 

and incorporate more art and less mere crafts." One participant stated that "arts sensitivity 

training (is needed) for teachers and parents." The idea that the nature of the curriculum is 

largely defined by the context of the community seems inherent in this reply to question 4. 

8. better use of resources: 2 responses 

These responses specified ways in which certain aspects of the synagogue context 

might influence art education pedagogy. One educator noted that "better use of our 

synagogue's fairly extensive collection of art, particularly paintings" would improve the art 

program in his/her school. Another suggested that his/her school could use "a way to 

celd^rate or display our art work." These insights both have implications for art education 



55 

in many of the schools represented in this survey as it is highly probable that most 

supplemental schools housed in synagogues will have a large selection of art and architecture 

available for study. Many synagogues also have libraries and gift shops where examples to 

be used for art instruction might be found. 

1 
1 

K-5 
pre-
k-8 

x^y  pre-
k-10 

K-il 
ore-
k-12 

Totals 

Curriculum/ curriculum materials J 1 J 9 2 4 22 
P'tnanciaL^matenal resources 0 0 0 9 0 7 16 

Art room 0 0 0 2 0 5 7 
Time allocation 0 0 0 7 0 8 15 

Art specialist 0 1 0 8 0 6 15 
Congregational / administrative 0 0 0 1 0 0 1 

Teacher training 0 1 0 5 0 2 8 

Better use of resources 0 0 0 1 0 I 2 

Table 4. Responses to Question 4. 

QuestioB five: Which of the following best describes the way in which art is taught in 

your school? 

This question supplied respondents with 3 multiple choice answers to choose from. 

While the question asked educators to choose the best response some participants checked 
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more than one response. In school grade code A, one participant responded both x and y; 

in D, one wrote in the word " none" and 2 respondents replied both x and y; and in F, 1 

participant checked both x and y. In these cases, the participants respondents are coded in 

both categories which they checked. While the majority of respondents describe their art 

program as integrated into the classroom period, an equal nimiber responded that art exists 

as either a scheduled specialty period or both in the classroom and as a specialty (Table 5). 

resnnnss rateonrips* 

X. A Scheduled Specialty Period: 14 Responses 

Y. Integrated into the Classroom Period: 20 Responses 

Z. An Equal Balance of Both: 7 Responses 

School 
Grade 

Res} )0!!se Categories School 
Grade X Y Z 

K-5 1 1 0 
pre-K-8 0 1 0 

1-9 1 0 0 
pre-K-10 5 10 6 

K-11 0 1 0 
pre-K-12 ^ 7 7 1 
Totals 14 20 7 

Table 5. Responses to Question 5. 
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Question six: Which of the following best describes the focus of your art program? 

This question provided 3 multiple choice answers from which survey participants were 

asked to choose the best answer. In school grade code D, 4 respondents checked both x and 

z, while 1 checked x and y and 1 checked all three choices. Of the code F respondents, 1 

checked x and y while 2 checked all three choices. As with question 5, both responses were 

recorded where educators checked more than one response. The prevalence of the creation 

Response Categories: 

X. Creating Holiday Crafts and Ritual Objects: 36 Responses 

Y. Studying Units on Jewish Art and Artists: 4 Responses 

Z. Using Art as Spiritual Expression: 9 Responses 

School 1^0spons0 O^tc^OFics 
Grade X Y z 

K-5 1 0 0 
pre-K-8 1 0 0 

1-9 1 0 0 
pre-K-10 19 1 6 

K-11 1 0 0 
pre-K-12 13 3 -> J 
Totals 36 4 9 

Table 6. Responses to Question 6. 
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Data collected from this survey revealed that a number of contextual issues which 

directly influence art education practices are common to many supplemental religious school 

settings. Educators descriptions of their views of art education, and their beliefs about its 

curricular functions suggest that an arts and crafts focus dominates the school curriculum of 

the majority of survey participants (Table 6). A discussion of these findings, as well as their 

implications for further research and curriculum development can be found in Chapter V. 
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Chapter V 

DISCUSSION 

Introduction 

The data collected from a survey of NATE members revealed similar contextual 

influences on art education practices as those described by myself as a teacher/researcher. In 

the school I v^^orked in, the administrators, teachers and students expected to make kitschified 

veraons of sacred objects or portrayals of holy events in art class. I was unable to find any 

books or journal articles which even talked about a comprehensive visual art education for 

Jewish supplemental education, let alone how such changes might look. Essentially, the art 

program was the way it was because of a lack of a plan (curriculum) for anything else. 

With a background in DBAE, I was able to envision a more comprehensive study of 

the visual arts for this educational setting. I began to try to implement changes by 

incorporating the study of Jewish art and forms of visual expression into the art education 

classroom. While I did encounter some resistance to the idea of changing this focus, most 

teachers responded favorably to projects and art ideas I suggested. However, contextual 

fectors of teachers and administrators expectations for art education as well as limited time 

and financial resources presented obstacles to providing meaningfiil art education experiences. 



60 

The responses to a survey about art education practices suggested that other 

educators experience similar logistical issues with some frequency. As in the supplemental 

school in which I worked, it seems that the main focus or purpose of art class is to create 

holiday crafts and ritual objects as can be seen by participant responses to question 6 in 

Chapter IV (Table 6). As a teacher/researcher, I found that this art education emphasis was 

mainly the result of a lack of a curriculum with clear and attainable goals. The overwhelming 

number of respondents who cited a need for art curriculum materials showed that surv^ey 

participants also see lack of cuniculum mateiials as a hindrance to their art progranis (Table 

4 and Table 5). Also, the belief of the community that art is a way of learning other subjects 

rather than a subject in itself to be learned defined the studio focus of the art curriculum, 

limiting its educative fiinctions. The large number of responses of "art as another way of 

learning" to describe the objectives of participants art programs in question 3, Chapter IV, 

attests to the pos^ility that in general, and without curricula guides, educators do not view 

art as a subject area with content material and epistemological concerns (Table 3). 

The effects of time allocation and the limits created by financial and material resources 

were of concern to surv^ participants as they were to myself as teacher/researcher. In 

question 4, which asked participants to name three things which could improve their art 

programs, contextual fectors such as financiaJ/material resources, time allocation, art room, 

and art specialist were among the most fi^equently cited (Table 5). While the logistics of these 

fectors must be dealt with on an individual levd, somewhat standardized curriculum goals for 

art education in Jewish reli^ous education could serve as the guidelines for making curricular 
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decifflons about such matters as time and resource allocation as well as art education content 

and pedagogy. 

Beyond Macaroni Menorot: Discipline Based Art Education for the Jewish 

Supplemental School 

Discipline-Based Ait Education is a theoretical conception of art education which 

views art 3S a content area derived fironi four parent disciplines of art - aesthetics, studio art, 

art Hstoiy and art critidsm (Greer, 1984). The study of aesthetics examines questions about 

the nature and value of art and aesthetic experience and "deals v/ith questions of the 

perception, understanding, and appreciation of objects which move or please us in ways that 

cannot be accounted for by studying their literal meaning" (Greer, 1984, p. 214). Studio art 

instruction teaches students about, and how to use various media which artists use to create 

works of art. The study of art history provides students with the ability to "appreciate and 

discuss works of art in their appropriate historical and cultural contexts" (Greer, 1984, 

p.215). Art critidsm study ̂ es students the ability to develop reasoned critical judgements 

about the value of particular works of art. A discipline - based art curriculimi is "made up of 

activities derived from the cfcdplines.-These activities present information concepts and skills 

within the procedures and modes of inquiry recognized as the proper practice of the discipline 

of art by educated adults" (Greer, 19S4, p.215). In its most simplified form, discipline based 

art education for Jewish supplemental education would use the art of Jewish artists and 
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Jewish objects of cultural production as the exemplars upon which to structure these art 

education activities. 

Creating Discipline Based Art Lessons for the Jewish Supplemental School 

In her article, "Interlocking Images: The Conceptual Core of a Discipline-Based Art 

Lesson", Rush (1987) provides a fiamework which can be used to create discipline-based art 

lessons. While her article appears to hold studio ait production as a focus, her three part 

lesson structure is actually quite appropriate for integrating other aspects of art study to a 

community where ait class is essentially "a place where things are made" (survey participant 

response). According to Rush, "each discipline -based elementary art lesson has three 

s^ments: visual analy^, art production, and critical and historical analysis" (Rush, 1987, p. 

208). 

Visual analy^ conasts of exananing examples of adult art objects "for their aesthetic 

properties (visual concepts)" (Rudi, 1987, p. 208). Students learn to use art vocabulary such 

as line, sh^e, color, balance, riiythm and visual weight, to describe their visual and aesthetic 

e>q)eriences. Many authors have created activities and questioning strategies which can be 

used to structure this part of the lesson (Hamblen, 1988; Heidt, 1986). This establishes basic 

concepts which students will use to create their own objects during the studio production 

component of the lessoa For the critical analysis component of the lesson, students identify 

these visual concepts and analyze thdr effectiveness in their own and in the work of others. 
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(For questioning strategy see; Hamblen, 1984.) Historical Analysis teaches students about 

art by placing these same objects into cultural and historical context. (For suggestions on 

doing art historical inquiry with students see: Erickson, 1983.) 

A discipline-based art lesson in the context of the Jewish religious school might be 

structured for example around studying the physical object of ±e Torah, the Jewish book of 

Law. Visual analysis would begin with a discussion of the physical object, the sizes, shapes, 

colors and textures which make up its form. Also inherent in this discussion would be 

examination of the placement of the Torah within the sjiiagogue architecture, as well as the 

Ark wthin which ±e Torah is kept when it is not in use. Students might study the origins of 

the Torah scroll and the textual references from it where the criteria for the building of the 

ark were prescribed in antiquity. For the art production component of the lesson, students 

could study how a Torah is actually made and the various artists who work on creating 

different aspects of the Torah, from the person who makes the special paper on which the 

Torah is hand written by the Sefer, or scribe, and the silversmith who creates the crown and 

bells (rimonim), to the person who creates the physical Ark (Aron Hakodesh) within which 

the Torah is kept when not in use. For their own art production, students might be asked to 

design a breastplate (one type of adornment which is traditionally a part of dressing the 

Torah), to create Hebrew calligraphy, or any other number of projects based on the aduh 

examples which they studied as a part of visual analysis. Art concepts, such as symmetry, 

repetition, organic and geometric shapes which were established during visual analysis can 

be incorporated into these drawings. 
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For Further Study: Comprehensive Visual Art Instruction Within the Jewish 

Supplemental School 

This study concluded that certain contextual factors inherent in the JeAvish 

supplemental school setting hinder possibilities for excellence in art education. The 

complexities of educational settings make change very difficult and dependent on many 

variables and spedfics. However, keeping in mind those aspects of the supplemental setting 

•which 3re for ths nionient realities, such as the infreguency of students art education 

experiences, •we can still develop curricula •which pro^vdde students •with art learning in a 

Je^wish context. This might mean shortening one or all of the analysis components of the 

discipline-based art lesson, or creating art lessons to fit the curricular orientations of the 

classroom teachers. 

The results of this study suggest that further research must be undertaken to develop 

actual curriculum units to be piloted in supplemental religious schools. Curriculum packets 

which can be used by classroom teachers must be developed and distributed. Inservice 

education must be provided for religious school teachers so that they may provide art 

instruction where no art specialist is employed, and art specialists must be trained in DBAE. 

Most immediately, the task must be to create visual arts curricula for use in the Jewish 

supplemental school setting. Without the clarity and definition that curricular objectives and 

goals provide, educators cannot have a •vision of the educational possibilities of incorporating 

discipline based art study to the religious school curriculum. Comprehensive •visual art 
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education is essential to our reli^ous school programs in order to provide students with a 

well rounded and complete Jewish education. 



APPENDIX A 

66 

Survey Instrument 

Grades of students in school: 

# of students; 

1 In wliBt grs-dss snd progrsnis do you oSbr srt instruction? 

2. Please describe two ways in which art has been incorporated into your school program. 

3. What objectives of your curriculum does the art program seek to fulfill? 

4. What three things could be done to improve your art program? 
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5. Which of the following best describes the way in which art is taught in your school? 

X. a scheduled specialty period 

y. integrated into the classroom period 

z. an equal balance of both 

6. Which of the following best describes the focus of your art program? 

X. Creating holiday crafts and ritual objects 

y. Studying units on Jewish art and artists 

z. Using art as spiritual expression 
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