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ABSTRACT

The aim o f  the  p r e s e n t  s t udy  was to  compare two Juda i c  

c u l t u r e s ,  Neo-Orthodoxy and Ultra-Orthodoxy, in order to  ascerta in  

whe ther  strength of a f f i l i a t i o n  to cultural  p r a c t i c e s  and 

p r e s c r i p t i o n  r e s u l t s  in  c o g n i t i v e  d i f feren ces  in  the  chi ldren.

The culture  o f  Judaism was chosen s ince  r e l i g i o u s  study i s  o f  a 

high ly  i n t e l l e c t u a l  and a b s t r a c t  nature,  and could conceivably  

enhance complex c o gn i t i v e  development .

The sample was obtained from a c o - e d u c a t i o n a l  Neo-Orthodox 

school and separate  male and female Ultra-Orthodox sch o o ls .  Each 

school was divided in t o  two l e v e l s :  a jun ior  l e v e l  (Standards 

s i x  and sev en ) ,  and a s en io r  l e v e l  (Standards nine and t e n ) .  

Inc lus ion o f  the children for  t e s t i n g  was dependent on parental 

consent  and the parents meeting cer ta in  control c r i t e r i a .  Parents 

were given a quest ionnaire  to complete in order that  an 

ethnographic p r o f i l e  o f  both groups could be compiled to  sp e c i fy  

the d i f fe re n c e s  and s i m i l a r i t i e s  between the groups' r e l i g i o -  

culfcural  va lues  and p r a c t i c e s .  I t  was demons t ra t ed  that  the  

groups fo llowed s im i la r  p a t tern s ,  but the Ultra-Orthodox group 

displayed a higher le v e l  of  adherence to r e l i g i o u s  p r a c t i c e s  and

v a l u e s .

The r e s u l t s  obtained in the t e s t s  revealed that  the le v e l  o f

performance of  the Ul t r a -Or thodox c h i l d r e n  was s i g n i f i c a n t l y  

h i g h e r  than that  of the Neo-Orthodox chi ldren .  This dif feren ce  

was explained in terms o f  the d i f fe re n c e s  in home environment and 

s choo l i ng  in the two groups. The r e s u l t s  were a lso  explained



in terms o f  current  co g n i t iv e  theory,  e s p e c i a l l y  in terms o f  the 

process o f  the mediated learning experience  developed by Reuven

F e u e r s t e in .
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Train up a c h i l d  the  way he should 

jo, and when he i s  old he w i l l  no t  

depart from i t .

Proverbs,  22.



CHAPTER I

INTRODUCTION

fhe Nature of  the  F i e ld

I n t r in s i c  to  the f i e l d  o f  c o g n i t i v e  development i s  the  

controvers ia l  i s su e  as to  whether development i s  a universal  

phenomenon which fo l lows  the same pattern in every c h i l d ,  or 

whether i t  i s  r e l a t i v e  to the p a r t ic u la r  environment in which a 

c h i ld  i s  reared. There are two major t h e o r i s t s  a l ign ed  with these  

a l t e r n a t e  s tances:  P ia g e t ,  who maintained that a l l  childrens

i n t e l l e c t u a l  growth progresses  through invariant s tages ;  and 

Vygotsky, and h is  ruccessor Luria,  who postu lated  that growth i s  

the product o f  s o c ia l  and material  f o r c es  that  shape internal  

processes  in d iverse  ways.

Many c r o s s -cu l tu ra l  research programmes have been undertaken 

to  examine the proposit ion that  d iverse  cu l tures  produce 

d i f f e r e n c e s  in c o g n i t iv e  development; evidence both onfirming 

(Bruner, 1974; Luria,  1976; Marjoribanks, 1973; S a t t l e r ,  1974) and 

refu t in g  (Inbar and Adler,  1977; Opper, 1977; P iage t ,  1977) t h i s  

p o s i t io n  has been advanced.  In t he  l i g h t  o f  t h e s e  c o n t r a d i c t o r y  

r e s u l t s ,  Cole and S c r i bne r  (1974) have concluded t h a t
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t h e r e  i s  no general  t heory  or  
conceptua l  framework in psychology 
that  would g ene r a t e  s p e c i f i c  
hypotheses  about  how c u l t u r a l l y  
p a t t e r n e d  exper i ences  i n f l u e nc e  the  
development  o f  c o g n i t i v e  p rocesses  in 
t he  i n d i v i d u a l  (p.  6 ) .

One o f  the reasons for  t h i s  s t a t e  of  a f f a i r s  seems to  be that  

'cu l ture '  has been used as a generic  term, without a c l e a r ly  

defined s e t  o f  r e f e r e n t s .  Merton (1967) noted th a t  'the term 

cu ltu re  i s  frequent ly  applied to groups both smaller and larger  

than a s in g le  socie ty"  (p.  267) .  According to him, the concept o f  

cu ltu re  can be applied a t  four d i s t i n c t  l e v e l s :  i t  may r e fer  to

1) ways o f  l i f e  or  'des igns  for  l i v i n g '
common a t  any t ime to  a l l  mankind,

2) ways o f  l i v i n g  pecu l iar  to  a group 
o f  s o c i e t i e s  between which there i s  
a g r e a t e r  o r  l e s s e r  degree of  
in ter a c t io n ;

3) the  p a t t e r n s  o f  behav iour  p e c u l i a r  
to  a given s o c i e t y ;

4)  sp ec ia l  ways o f  behaving,
c h a r a c t e r i s t i c  o f  the  segments of  
a l a r g e  and complexly organ ized  
s o c i e t y  (1967, p. 267).

Merton maintained th a t  the f i r s t  l e v e l  i s  a l l  i n c l u s i v e ,  and 

r e fer s  to  the essence  o f  'humanness' (Merton, 1967, p. 267 ) ,  or 

the common fa c to r s  in a l l  human s o c i e t i e s ;  for  example, language 

usage, marriage,  the ex i s t en ce  o f  taboos,  and so fo r th .  The 

second leve l  r e f e r s  to  somewhat more circumscribed e n t i t i e s ;  for  

example,  Western t e ch no l o g i ca l  s o c i e t y , which comprises  many 

d i f f e r e n t  c o u n t r ie s ,  as opposed to  p r e - l i t e r a t e  technolog ica l  

s o c i e t y .  The c u l t u r a l  elements subsumed under t h i s  concept ion 

inc lude ,  formal educa t ion  in s ch o o l s ,  mechan i s a t i on ,
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e l e c t r i f i c a t i o n ,  and so fo r th .  Merton's th ird  leve l  i s  even more 

r e s t r i c t e d  in t h a t  i t  refers  to  a p a r t i c u l a r  soc i a l  s t r u c t u r e ; f o r  

example, American s o c i e t y .  However, s o c i e t i e s  may be broken down 

even further  into  groups which c o n s t i t u t e  the  f o u r t h  l eve l  of  

Merton's h i e r a r c hy .  This  l eve l  r e f e r s  to  what i s  t y p i c a l l y  c a l l e d  

" s u b - c u l t u r e " .  A sub-culture  i s  o f t e n  d i ' f i c u l t  to d e f in e ,  

because i t  may have much in common with the majority c u l tu re .

Beals and Hoiser (1965) de f in e  a sub-cu lture  as

a pattern th a t  i s  in s i g n i f i c a n t  aspects
d i s t i n c t i v e , bu t  has impor tan t  
c o n t i n u i t i e s  wi th  a host or  dominant 
c u l t u r e  . . .  a sub-culture  has a general  
in f luence  on a person and tends to  g ive  
him a d iscernable  i d e n t i t y ,  t y p i c a l l y  
based on r e s i d u a l  e thn ic  or  soc ia l  
c l a s s  c r i t e r i a  (p. 71) .

Levi -Strauss  ( c i t e d  in Cole and Bruner, 1971) further  descr ibes  a 

sub-culture  as

a fragment o f  cu l tu re  which presents  
s i g n i f i c a n t  d i s c o n t i n u i t i e s  in r e la t io n  
to  t he  r e s t  o f  t h a t  c u l tu re  with respect  
to  access  o f  i t s  major amplifying t o o l s  
. . .  by an amplifying tool  i s  meant a 
technological  feature  be i t  s o f t  or hard 
t h a t  permi t s  con t ro l  by the  individual  
of  resources ,  p re s t ig e  and deference  
within the c u l tu re s  (p. 872).

Taking the above into  account,  the concept  of  c u l t u r e ,  t he n ,  

paradoxical ly  r e fer s  both to the commonality and d i v e r s i t y  between 

g r o u p s . The importance o f  Merton's hierarchy l i e s  in i t s  a b i l i t y  

to range groups along a s im i la r i t y  - d i s s i m i l a r i t y  cont inuum.  In
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other words, two groups s p e c i f i e d  a t  l e v e l  1 may be maximally 

d i f f e r e n t  from one another,  whereas two groups s p e c i f i e d  a t  leve l  

4 w i l l  be maximally s im i lar  in terms o f  cu ltura l  d e f i n i t i o n .  In 

r e la t io n  to c o g n i t iv e  development, i t  fo l l o w s  th at  "when we 

consider  i n t e l l e c t u a l  growth or s t y l e  in d i f f e r e n t  cu l tu res  . . .  

we need to f in d  the fea tu res  o f  mil ieu  th at  may account for  the 

s i m i l a r i t i e s  and d i f fe re n c e s  in s k i l l s "  (Goodnow, 1969, p. 4a9).  

However, when examining two cu l tu res  th a t  are s im i la r  in terms of  

the c r i t e r i a  given for  leve l  2 ,  i t  may be more d i f f i c u l t  to  f in d  

fea tu res  th a t  account for  d i v e r s i t i e s  in cognit ion  than i f  the  

cu l tu res  are s p e c i f i e d  a t  l e v e l  4.  In sum, the greater  the  

di f feren ce  between c u l t u r e s ,  the more d i f f i c u l t  i t  becomes to  

sp e c i f y  the a e t io lo g y  o f  c o g n i t iv e  d i f f e r e n c e .  Some propert ies  o f  

cu l tu re  may have a d i r e c t  in f luence  cn c o g n i t iv e  a c q u i s i t i o n s ,  

whereas others  may be e x t r i n s i c  to the process  o f  development.

Thus the greater  the d i f f e r e n c e  between groups, the more chance 

there w i l l  be th at  e x t r i n s i c  fa c to r s  w i l l  confound the search for  

the d i r e c t  inf luences  on c o g n i t io n .

F eu ers te in 's  (1979, 1980) model o f  d i s t a l  and proximal 

determinants o f  c o g n i t iv e  development throws some l i g h t  on t h i s  

problem. He defined d i s t a l  in f luences  as those which a f f e c t  

cognit ion  i n d ir e c t ly  v ia  the s o - c a l l e d  proximal nces or

mediated l e a r n i n g  experience (MLE;. Two cultures  s p e c i f i e d  at  

l eve l  2 o f  Merton's hierarchy a re  d i f f e r e n t i a t e d  in terms of  a 

vast number o f  d i s ta l  f a c t o r s ;  some o f  these  may in f luence  the  

mediated learning experiences  rece ived by the c h i l d ,  but others  

may be wholly i r re le v a n t  to the i ssue  o f  c o g n i t iv e  development.
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For in s tan ce ,  a t  leve l  2,  in a comparison o f  a Western 

technolog ica l  c u l tu re  and a p r e l i t e r a t e  technolog ica l  c u l t u r e ,  the 

d i s t a l  fac tor  in Western technology that i s  known to a f f e c t  

cognit ion  i s  formal sch oo l ing .  Laurendeau-Bendavid (1977) has 

maintained that the educational environment a c h i ld  i s  subjected  

to may help to speed up or slow down mental development.  The more 

formal education a c h i ld  r e c e i v e s ,  the more he or she i s  able to  

develop abs trac t  and symbolic forms o f  thought (G reenf ie ld ,  Reich 

and Olver,  1966; Luria,  1976; Olver,  1966; Oppe -, 1977; Pr ice -  

Wili iams, 1969). In an example o f  t h i s  typ e ,  Macccby Modiano 

(1966) found that rural Mexican children move w ,  'ds greater  

perceptual s u b t l e t y ,  and North American ch i ld r*  towards more 

ab s tra c t io n .  When the Mexican chi ldren  have formal sch oo l ing ,  the 

two groups show greater  s i m i l a r i t y  in c o g n i t io n .  Although 

schooling  i s  known to  a f f e c t  the mediation a c h i ld  r e c e iv e s ,  there  

may be other  d i s t a l  f a c to r s  which d i f f e r e n t i a t e  the two c u l tu r e s ,  

but which may not have a d i r e c t  e f f e c t  on co g n i t io n .  For example, 

mechanisation and e l e c t r i f i c a t i o n  may leave  more time for  children  

to attend sch oo l ,  s ince they would not have to  do as many chores ,  

however, these  fa c to rs  do not n e c e s s a r i ly  d i r e c t l y  in f luence  the 

mediation a ch i ld  r e c e iv e s .  I t  fo l lows  that  when c o g n i t iv e  

d i f feren ces  are observed between cu l tu res  s p e c i f i e d  at  a high 

level  o f  the hierarchy ( fo r  example, l e v e l s  1 or 2) the cultural  

antecedents for  these d i f f e r e n c e s  ire embedded within a s e t  of  

d i s t a l  f a c t o r s ,  many o f  which are extraneous to cogn it ion;  as 

one moves down the hierarchy, extraneous fa c to r s  are progress ive ly  

excluded and t he  i d e n t i f i c a t i o n  o f  the  cause of  the observed 

H i f f p r en r es  becomes more f e a s i b l e .  F u r t h e r , s p e c i f i c a t i o n  of
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cu l tu res  a t  a high leve l  o f  the hierarchy a l lows for  the in trus ion  

o f  var iab les  which may inf luence  c o g n i t iv e  development, but which 

are not s p e c i f i c a l l y  cultural e lements: socio-economic s ta tus

f a l l s  i n t o  t h i s  category.  As one moves down the hierarchy  

var iab le s  o f  t h i s  type are co n tro l led  f o r .  A s im i lar  point has 

been made by Cole and Scribner (1974) a l b e i t  through the use o f  a 

d i f f e r e n t ,  and somewhat ambiguous , terminology:

I n t e rg r oup  comparisons seem to f un c t i on  
more as hypothesis  generators . . .  they 
should be made to  help i l lu m inate  the  
fa c to r s  that  lead t o  the development 
o f  d i f f e r e n t  organizat ions  o f  co g n i t iv e  
fu n c t io n s .  The kind o f  intergroup  
comparisons that are l i k e l y  to be most 
helpful are comparisons o f  groups within  
the same cu l tu re  (p, 198).

On the b a s i s  o f  th i s  p r e s c r ip t io n ,  the aim of  the present  

research was to  study two groups from the same cu lture  (Merton's 

fourtn l e v e l ) ,  wherein i t  would be p o s s i b l e  to cont ro l  foi d i s t a l  

fa c to r s  known to in f luence  co g n i t iv e  development. The culture  

chosen was Judaism. The commonality d e f in ing  Judaism i s  d i f f i c u l t

to sp ec i fy :

In South Africa . . .  being Jewish var ies  
within wide l i m i t s ;  i t  m a y  be l i t t l e
more than an a c c i d e n t  o f  b i r t h  minimally 
a f f e c t i n g  a p e r s o n ' s  b e h a v i o u r , i t  may 
be expressed p r i m a r i l y  in support of  
Jewish i n s t i t u t i o n s  and p h i l a n t h r o p i e s ,  
or  i t  may have much the  same c onno t a t ions  
as i t  had in Eastern Europe . . .  where 
t hey  l i ve d  in autonomous and i s o la te d  
communit ies (Dubb, 1973, p. 1) .
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Nevertheless  there can be l i t t l e  doubt th at  'Jewishness'  i s  a

d e f i n i t e  e n t i t y :

Jews the world over today d i f f e r  in 
soc ia l  out look ,  p o l i t i c a l  c i t i z e n s h i p ,  
economic s ta tus  and r e l i g io u s  a t t i t u d e .  
Yet t he  overwhelming ma jo r i t y  are 
conscious  o f  the  f a c t  th a t  they a re  
members o f  one peop le ,  sharing a common 
h i s t o r y  and a sense of k i ns h i p  from the 
p ast ,  a common t r a d i t io n  and a way of  
l i f e  in the p resent ,  and a common 
dest iny  and hope for  themselves and for  
t he  world in the  future ( Gord i n , 19 6 c . 
p. 82 ) .

Beinq a Jew does not in i t s e l f  mean 
be longing to a p a r t ic u la r  culture  or a 
p a r t icu la r  matrix or even to a par t icu lar  
r e l i g i o u s  denomination. Many and d iverse  
' r a c i a l '  s t r a in s  are to be found among 
Jews. Jews have the most varied natural  
o r i g i n s ,  a l l e g ia n c e s  and cu l tu re .  Even 
those Jews who renounce the Jewish  ̂
r e l i g i o n  in g e n e ra l ,  somehow remain uews. 
Yet,  though one must recognize  th a t  
Jewishness i s  n e i th er  r a c i a l ,  nor a 
n a t io n a l ,  nor a c u l t u r a l ,  nor a r e l i g i o u s  
f a c t ,  we cannot deny th at  somehow each 
of  these  fa c to r s  i s  in some way re levant  
to  i t  (Herberg, 1951, p. 267) .

Because o f  the s u b t le ty  o f  the concept o f  'Jewishness '  i t  i s  not 

surpris ing  th a t  there are d i f f e r e n t  degrees o f  a f f i l i a t i o n  to 

Jewish t r a d i t io n ,  cu l tu re  and r e l i g i o s i t y ,  making i t  p o s s ib le  to  

a s s e s s  the in f luence  o f  s p e c i f i c  cultural d i f fe re n c e s  on c o g n i t iv e  

development,  without moving beyond the l im i t s  o f  Judaism i t s e l f .

In other words, Jewish cu l tu re  provides a paradigm in which a 

f a i r l y  l im ited  number o f  cu ltura l  elements can be varied aga ins t  a 

broad background o f  s o c i o - c u l t u r a l  cons t ancy .
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The p a r t i c u l a r  r e l e van ce  of  Jewisn c u l t u r e  s t u d i e s  in the  

f i e l d  o f  c o g n i t i v e  development  l i e s  in the  f a c t  t h a t  Jews as a 

group place a high value on education. Study i s  an inherent  and 

v i t a l  part o f  the r e l i g i o n .  Herberg and McClelland e laborate  on

t h i s  p o i n t :

Since Torah i s  'teaching' and i t s
a c q u i s i t i o n  ' l e a r n i n g ' , t h e  s tudy of  
Torah has, from e a r l y  t ime ,  been the 
great  and absorbing concern o f  the 
b e l i e v i n g  Jew . . .  I t  i s  a s p i r i t u a l  
and i n t e l l e c t u a l  e x er c i s e  (Herberg 
1951, p. 291).

The emphasis on education i s  a shared
Jewish va lu e ;  Jews have t r a d i t i o n a l l y  
p laced  a very high value upon educa t ion  
and i n t e l l e c t u a l  attainment (McClelland,
1958, p. 149).

The majority  o f  Jews in South Africa or ig ina ted  from Eastern 

European Jewr> as l i t t l e  as two to  three generat ions  ago (Dubb, 

1973).  In E a s t a ' n  European s o c i e t y  t he  Jewish p a r en t  was expected  

to provide /.s mucn education as the sons showed themselves capable  

of absorbing. Learning gave the indiv idual p r e s t ig e ,  respect  and 

au th or i ty .  This value s t i l l  e x i s t s  in the present generat ion of  

Jews. However, in many Jewish groups the emphasis has s h i f t e d  

from r e l i g i o u s  to s e c u l a r  s tudy.

The Present Study

In the p r e s e n t  s tudy two Jewish groups were chosen in 

accordance with the c r i t e r i a  for  Morton's fourth l e v e l .  The
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f i r s t  group wi l l  be r e f e r r e d  to  as t he  Neo-Orthodox group.  Neo- 

Orthodoxy in t h i s  sense r e fer s  to " 'Torah* together  with the 

conduct o f  l i f e '  meaning in t h i s  context secu lar  culture"  

(Encyclopedia Judaica,  1971, Vol. 12, p. 556).  In t h i s  group 

t h e re  i s  a cer ta in  adherence t o  Juda i c  learning and t r a d i t i o n ,  buu 

t he  way of  l i f e  i s  predominantly that of  t he  majority c u l t u r e ,  

th at  i s ,  secu lar .

The second group w i l l  be designated the Ultra-Orthodox group.  

This group endeavours to encapsulate  i t s e l f  as far  as i s  

p ract icab le  from the majority  c u l t u r e ,  and fo l lows  the Ju d a ica l ly

p r e s c r i b ed  way of  l i f e .

In terms of  Mer ton ' s  four c r i t e r i a  both g r o u p s .

1) automatically  meet the  c r i t e r i o n  of  human c u l t u r e ,

2) belong to a developed technolog ica l  s o c i e t y ;

3) are part of  South African s o c i e t y ,  and may a c t i v e l y  

p a r t ic ip a te  in the s o c i a l ,  p o l i t i c a l ,  economic and 

educational systems of  the country; and,

4) s trongly  id e n t i f y  with t h e i r  Jewish h e r i ta g e ,  t h e ir  

c h i 1dren a t t e n d i n g  Jewish paroch ia l  s choo l s .

The major d i f f e r e n c e  between mt: two groups to be s t u d i e d  i s  

in terms of  th e ir  r e l a t i v e  degrees  o f  r e l i o - c u l t u r a l  a f f i l i a t i o n .

*Underlined words w i l l  be explained in a g lossary  at  the end.
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The Neo-Orthodox group have a strong sense o f  Jewish i d e n t i t y ,  but 

th e ir  manner o f  l i f e - s t y l e  i s  predominantly secu lar .  They attend  

plays and f i l m s ,  watch t e l e v i s i o n  and read secular  books.

The l i f e - s t y l e  o f  the Ultra-Orthodox group i s  e s s e n t i a l l y  

Judaic in p rescr ip t io n ;  a great deal o f  t ime i s  spent in r e l i g io u s  

study. At t h i s  point the r e l i g i o u s  t e x t s  studied w i l l  be described  

b r i e f l y  in order to reveal the degree o f  i n t e l l e c t  i nvolved  in 

r e l i g i o u s  study of t h i s  nature.  The books th a t  are s tudied  are  

the Sources ( the  Old Testament and the Apocrypha), and the Mishnan, 

which i s  an explanation o f  the Sources contain ing  the r e l i g i o u s  

laws and moral teach ings .  When the Mishnah was v 'n t t e n  down from 

oral t r a d i t i o n ,  there were many controvers ia l  i s su es  regarding  

the laws and e t h i c s .  As many divergences  in opinion as p o s s ib le  

were included in the Mishnah, in order to  make i t  r ep resen ta t iv e  

and ensure i t s  universal acceptance (Encyclopedia Judaica,  Vol.  12).  

The Gemara (comment on the Mishnah), and further  s c h o l a s t i c  

commentaries, general ly  c a l l e d  the Talmud, were w rit ten  to d iscuss  

the anomalies and divergences  in the Mishnah. The word 'Talmud 

i s  sometimes used to r e fer  to both the Mishnah and the Gemara.

Thus, the Talmud contains  the ru le s  and regu lat ions  for  the e n t ir e  

l i f e  o f  the Jew and Jewish people .  The fo l lowing  quotation i s  an 

ex p l ica t io n  o f  the  n a t u r e  of  Talmudic s t u d y :

The Talmud i s  character ised  by 
i n t e l l e c t u a l  sharpness and ingenuity .
In analys ing the t e x t , e v e r y  word or
phrase i s  c a r e f u l l y  weighed and t he re  
i s  no th ing  supe r f l uous  in the  Mishnah.
I f  something appears superf luous,  there  
must be a reason f o r  i t  and t h a t  reason
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must be f o u n d . No e p l i c i t  s t a t emen t s  
were given in the  M i shnah i f  t he se  could
be de r ived  l o g i c a l l y  from what  was
con ta i ned  i m p l i c i t l y  in a no t he r  
s t a t ement  (Encyclopedia  J u d a i c a , vol .  l b . 
p. 750).

Laws and moral teachings  may be traced to the Sources,  and then 

the various  exp lanat ions ,  in fer e n c es ,  and divergences  in opin ion,  

may be fo llowed through the Mishnah, Gemara, and la t e r  

commentaries. Re lig ious  study o f  t h i s  type requires  independent 

and c r i t i c a l  thought in try ing  to so lve  ag e -o ld  controvers ies  and 

problems; many o f  the i s su e s  are abstrac t  and e x i s t e n t i a l  in 

nature.  Few o f  the Neo-Orthodox fa m i l i e s  study in t h i s  manner,

whereas the majority o f  Ultra-Orthodox f a m i l i e s  do. I t  i s

p r e c i s e ly  t h i s  d i f feren ce  between the groups th a t  may create  a 

d i f feren ce  in mediated learning exper ience ,  and, th er e fo re ,  a 

d i f fe re n c e  in c o g n i t iv e  development.



CHAPTER

THE DEm.OPMENTAL THEORIES OF PIAGET AND 

VYGOTSKY

vn-mmvrt,'.: c f  t h i s  study i s  «.n examination o f  the

- r u r a l  pressures  on c o g n i t iv e  development.

iMiUy, an ovaluat ion o f  the cultural  u n i v e r s a l i t y -  

, i tv  controversy,  which underl ies  much o f  the th inking in 

ive development i s  necessary .  The th eo r ie s  o f  Piaget and 

:v w i l l  be examined in t h i s  chapter ,  because they epitomize  

‘'versa'1 approach to c o g n i t i v e  development ,  in t he  case  o f  

, and the r e l a t i v e  approach, in the case o f  Vygotsky.

s t o r i c a l l y ,  there have been two major l i n e s  of  thought in

ea o f  c o g n i t i o n ■ F i r s t ,  t h e r e  are t h e o r i e s  which have 

ned that development is  e s s e n t i a l l y  the r e s u l t  of  

omental in f lu en ces ,  tor  example, Behaviourism. These 

r; even tua l ly  have had to acknowledge internal p rocesses ,  

vo reduced them to l i t t l e  more than internal s t im ulus-  

sc l inkages (Nagel, 1965; Ryle,  1980). In d i r e c t  

d i r  Mon to the Behav i ou r i s t  approach,  t h e r e  are t h e o r i e s  

have a t t empted  to expla in  development in purely b io lo g ica l
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te rms ,  f o r  example , the  approach of  J e n s e n , bu t  have denied or  

minimised the ro le  o f  the environment (F eu ers te in ,  1980; Pervin

and Lewis.  1978).

Despi te  t h e i r  p o s i t i o n  a t  o pp os i t e  ends o f  the  u n i v e r s a l i s t  

r e l a t i v i s t  continuum, the major developmental th eo r ie s  o f  both 

Yyqotsky and P i age t  recognise  t h a t  i n t e r n a l  c a p a c i t i e s  and 

environmental forces  c o n t r i b u t e  towards the development of complex 

i n t e l l e c t u a l  s ys t ems . Bruner (1974) has maintained t h a t  a 

co g n i t iv e  t h e o r i s t  i s  l e f t  with no a l t e r n a t i v e ,  s in c e ,  "there i s  

no psychological phenomenon without a b i o l o g i c a l l y  given  

organinsm, nor one that  takes place outs id e  an environment"

(p.  368) .  This  approach i s  known as i n t e r a c t i o n i s m ,  and s t r e s s e s  

the in t e r r e la t io n s h ip  between the knower and the known . . .  with

each element making a more or l e s s  equal contr ibution" (Ginsberg

and Opper , 1969 , p. 217) .

The standpoint o f  the present  author, and indeed the  

standpoint o f  a number o f  major co g n i t iv e  t h e o r i s t s  (Bruner, 1974, 

Feuerste in ,  1979 and 1980; P iage t ,  1977) i s  th a t  an 

i n t e r a c t i o n i s t  stance i s  in e v i t a b le  in c o g n i t iv e  th eory ,  and 

should be able  to explain

1. external in f luences  on the development o f  in t e l l e c t u a l  

s k i l l s  (Drakes, 1978; Kasdan . 1976; Levinson and Block,  1977; 

S a t t l e r ,  1976; Wozney, 1974);

2. the nature of  internal funct ions;

3. the in tera c t io n  of  the external and internal f a c to r s ;  and

4.  the  process  of  development.
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terms, f o r  example,  the  approach of  J ens en ,  but  have denied or 

minimised the r o l e  of  t he  environment  ( F e u e r s t e i n , 1980, Pervin 

and Lewis,  1978).

Despite t h e i r  p o s i t io n  at  opposite  ends o f  the s a l i s t  -

r e l a t i v i s t  continuum, the major developmental th eo r ie s  o f  both 

Vygotsky and Piaget  recognise  th a t  internal c a p a c i t i e s  and 

environmental forces  contr ibute  towards the development o f  complex 

i n t e l l e c t u a l  systems.  Bruner (1974) has maintained th at  a 

co o n i t iv e  t h e o r i s t  i s  l e f t  wi th no a l t e r n a t i v e ,  s i n c e ,  t h e r e  i s  

no psychological phenomenon without a b i o l o g i c a l l y  given 

organinsm,  nor one t h a t  takes place o u t s i d e  an environment 

fo .  368).  This approach i s  known as in tera c t io n i sm ,  and "s tres ses  

the  i n t e r r e l a t i o n s h i p  between t he  knower and the known . . .  with

each element making a more or l e s s  equal  contr ibution  (Ginsberg

and Opper, 1969, p. 217) .

The standpoint o f  the present  author, and indeed the

s t a n d p o i n t  o f  a number of  major c o g n i t i v e  t h e o r i s t s  (Bruner, 1974, 

Feuerste in ,  1979 and 1980; P iaget ,  1977) i s  th a t  an 

i n t e r a c t i o n ! ' s t  s t ance  i s  in ev i ta b le  in c o g n i t i v e  theory,  and 

should be able  to explain

1. external in f luences  on the development o f  i n t e l l e c t u a l  

s k i l l s  (Drakes,  1978; Kasdan, 1976; Levinson and Block, 1977; 

B a tt le r ,  1976; Wozney, 1974);

2.  the n a t u re  of  internal f u n c t i o n s ;

3. the  i n t e r a c t i o n  o f  the  e x t e r n a l  and i n t e r n a l  f a c t o r s ; and

4.  the  process  o f  development .
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The t h e o r i e s  o f  P i age t  and Vygotsky wi l l  be ev a l u a te d  in 

terms o f  t h i s  v iewpoint .

Vygotsky ' s  t heory  of  Cogni t ive  Development

Ideologica l  and Theoretical Background

Vygotsky worked in pos t -revo lu t ionary  Russia,  and 

consequently h is  theory was based on Marxian philosophy. Marx 

b e l i e ve d  that t he  i n d i v i d u a l  did not have a universal nature,  but  

t h a t  i t  evolved as the individual worked to  transform nature.  As 

changes took place in s o c ia l  and material l i f e ,  changes in human 

n a t u r e  were produced. Yygotskian theo r y  i s  an e xp l a na t i o n  o f  the  

manner in which s o c i e t a l  values and modes o f  funct ioning are  

i n t e r n a l i s e d ,  and become p a r t  o~ the  co g n i t iv e  s t r u c t u r e  o f  the  

in d iv id u a l .  The central  feature  o f  Vygotsky's theory (1965, 1978) 

i s  th a t  soc ia l  agents ,  f o r  example, teachers  and parents ,  mediate 

t he  c u l t u r e  to t he  c h i l d ,  who then in t e r n a l i z e s  the svrucvures  of  

s o c i e t y  (v a lu es ,  modes o f  operat ion ,  systems o f  thought ,  and 

behaviour) .  However, t h e  individual is  able to t r anscend  uhese 

s o c i e t a l  s t r u c t u r e s  s ince  he or she can transform s o c i e t y  by 

changing t r a d i t i o n a l  forms of  labour (complexity in uechnology) ,  

s o c ia l  r e l a t i o n s ,  and th u s ,  processes  of  thought.  In other words, 

t h e r e  i s  a con t inua l  d i a l e t i c  between t ne  i nd i v i dua l  and s o c i e t y  

which forms the basis  o f  learning and change. Vygotsky (1965) 

has stated  t h a t

t he  in t e r n a l i z a t io n  o f  c u l t u r a l l y  
produced s ign  systems brings about  
behaviour  t r a n s f o r m a t i o n s  and forms the
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br idge  between e a r l i e r  and l a t e r  forms 
o f  individual development.  Therefore,
the  mechanism o f  i nd i v i dua l  change is  
rooted in s o c i e t y  and cu l tu res  (p.  6 ) ,

Externa l  I n f luenc es  on Cogni t ion

The hallmark of  Vygotsky's contr ibution  to  co g n i t iv e  theory 

i s  h i s  formulation o f  the primary r o le  of  soc ia l  agents in the  

development o f  the c h i l d .  According to Cole, John-Steiner ,

Scribner and Souberman (1978) Vygotsky's p o s i t io n  c o n s i s t s  o f  uwo 

asp ects :  f i r s t ,  the  sign system o f  language which i s  the mode

o f  transformation in c o g n i t iv e  growth; second, the idea that  

i n t e l l e c t u a l  development i s  an in t e r n a l i z a t io n  o f  s o c ia l  a c t io n .  

Thus, the main pos tu la te  o f  the theory i s  th at  growth i s  

dependent on the continuous d i a l e c t i c  between c h i ld  and adult  

through the process o f  l i n g u i s t i c  in t e r n a l i z a t i o n .

Internal Processes  o f  Cognition

According to Brown and Desforges (1979) ,  Luria explained t h i s  

d i a l e c t i c  process in neuropsychological terms by suggest ing  t h a t ,  

broadly,  the human brain comprises two independent mechanisms: 

one of  t h e s e  i s  r e l a t i v e l y  p r im i t iv e ,  re la ted  t o  simple r e f l e x  

a c t io n s ,  whereas the other  i s  complex, allowing for  the 

e laborat ion  of  conceptual systems derived from experience .  "The 

r e la t io n s h ip  between the two systems i s  envisaged as a dynamic one 

in which a c t iv a t io n  of  t he  two l eads  to  c o ns t a n t  a d a p t a t i o n  and 

mod i f i c a t i on "  ( Brown and D es fo r g e s , 1979, p.  55) .  Lur ia  (1955)
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examined the in terp lay  o f  these two systems in a s e r i e s  o f  

experiments,  which demonstrated that  the young c h i ld  i s  unaole to

use language t o  d i r e c t  a c t i o n  in t he  p resence  of  competing 

s ensory  stimu ' of  t he  lower system:

The d ir e c t iv e  r o l e  of  the word a t  an 
e a r l y  age i s  main ta ined  only i f  t he  
word does not c o n f l i c t  with the inert  
connec t ion  which arose at an e a r l i e r  
i n s t r u c t i o n  or  which began with the 
c h i l d ' s  own a c t i v i t y  (Luria,  1965,  
p. 353).

However, from the age of  four years ,  the semantic aspect  of  

speech becomes more dominant, and Begins to  d i r e c t  the a c t i o n  of  

the c h i ld  (Luria,  1965).  This transpires  when the l i n g u i s t i c  

system has made s u f f i c i e n t  neural connect ions;  i t s  function then 

changes,  becoming d i r e c t i v e ,  and s t a r t s  to  modulate the lower 

system's  a c t i v i t y .  I t  fo l lows  th at  the c h i ld  develops the  

semantic aspects  o f  language well a f t e r  he or she has learned to

spez

Brown and Desforges  (1979) have c r i t i c i z e d  Lur ia  s t heo r y  by 

maintaining that  his  model has not been su b s tan t ia ted .  M i l le r ,  

Shelton and Flavel l  (1970) t e s t ed  the hypothesis  that  three year 

o ld  children should bes t  perform motor t a s k s  in s i l e n c e  and t h a t  

subsequent overt  v e rb a l i sa t io n s  should have an impulsive e f f e c t ,  

and la t e r  a regulatory e f f e c t .  They f a i l e d  to confirm t h i s  

hypothes is ,  as did Wilder (1968) ,  and concluded th at  motor and 

verbal  t a sks  appeared to ope ra t e  independently.  Bloor (1977) has 

maintained th a t  many s tud ies  undertaken to  r e p l i c a t e  L u n a ' s

X '



model have not in f a c t  understood i t s  underlying nature,  and th u s ,

have dev i sed  t h e i r  hypotheses  on t he  basis  o f  fundamentally 

i n c o r r e c t  premises.  However, at a ph i l o s op h i ca l  l e v e l ,  further  

in c o n s i s t e n c ie s  inherent in t he  model of  l i n g u i s t i c  

i n t e r n a l i z a t i o n  have been advanced.

Luria 's  research suggested that language only became

d i r e c t i v e  between the ages o f  four to f i v e  years .  Vygotsky g ives  

approximately the same age range for  c h i ld r e n ' s  i n i t i a l  use o f  the 

semantic aspect  o f  words. According to Vygotsky (1965) ,  "word 

meanings evolve  . . .  are dynamic rather than s t a t i c  formulations  

. . .  they change as the c h i l d  develops" (p.  124). This statement  

implies  that tne  types o f  conceptions  that  a ch i ld  has a t  any 

point in time are c h a r a c t e r i s t i c  o f  h is  or her le v e l  o f  

development, and these w i l l  even tua l ly  evolve  to an adult l e v e l  

of  con cep tu a l i za t io n .  Thus the c h i l d ' s  conceptual systems are  

not seen as simple vers ions  o f  the a a u l t ' s  mode o, 

co ncep tua l iza t ion .

Vygotsky expla ins  the communication between adult  and c h i ld  

by maintaining that the c h i l d ' s  "usage o f  words co inc ides  with

that o f  the a d u l t ' s  in i t s  o b j e c t iv e  referen ce ,  but not in i t s

meaning" (1965, p. 130).  Fodor (1972) has argued against  the  

Vygotskian idea that a d u l t - c h i ld  communicat ion proceeds in 

ex t ens i ona l  terms only:
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Consider  t he  case  of  w i t c h e s , g h o s t s ,  
gob l ins  and e l v e s .  Since t he se  o b j e c t s  
have the same extension (n a m e ly , t h e  
nul l  s e t )  and d i s c u s s i o n  wi th c h i l d r e n  
about  which of  them, e . g .  r i d e s  on a 
broomstick, cannot be mediated by a 
merely ex t en s io na l  c on se ns u s .
Ana looous ly , we can ha rd ly  t each a c h i l d  
that  Lenin was the father  of  the 
r e v o l u t i o n ,  i f  you agree on who the  
terms r e f e r  t o , but  not  on what they 
mean (1972,  p. 92) .

I f  the concep tua l iza t ions  o f  children  
are r a d ic a l ly  d i f f e r e n t  from those of  
a d u l t s ,  i t  i s  extremely d i f f i c u l t  to
imagine how children and a d u l t s  could 
ever  manaae to unders t and  one an o t h e r  
(1972, p .~87) .

In the l i g h t  o f  Fodor's s ta tem ents ,  the c e n t r a l i t y  o f  adu lt  to 

h i ld  mediation in Vygotsky's model must be quest ioned, s ince  

ed ia t ion  n e c e s s a r i ly  implies e f f e c t i v e  a d u l t - c h i ld  communication, 

f ,  however, the d i f feren ce  between the language systems of  adults  

nd children are seen as q u a n t i t a t i v e ,  then the concept o f  

e d ia t i o n  would be more d e fe n s ib l e .  Again in the words of  

f 19721 .

s u f f i c e  i t  to remark upon the increasing  
body of  evidence  that very complicated
c o g n i t i v e  p rocesses  a re  in fa c t  to  be^ 
found in the young c h i ld  i f  you look in 
the  r igh t  p l ace s  . . .  the moral seems to 
be t h a t  the  young c h i l d  d i f f e r s  from 
the adult not in the kind of  conceptual  
i n t e g r a t i o n s  i t  can e* f e e t , but  r a t h e r  
in the  a r eas  in which i t  can e f f e c t  
them ( p . 93) .

Another d i f f i c u l t y  assoc ia ted  with Vygotsky' s  theory i s  i t s  

implication that  s o c io - cu l tu r a l  in f luences  are primary determinants
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of  c o g n i t i v e  development .

Luria and Vygotsky maintained that complex c o g n i t iv e  processes  

remain s o c i o - h i s t o r i c a l  in nature,  but the s tructure  of  mental 

a c t i v i t y  changes in the course o f  h i s t o r i c a l  development (L u n a ,  

1976).  Mental a c t i v i t y  i s  d i r e c t l y  l inked to the leve l  of  

development o f  a cu l tu re  in which an individual i s  r a i se d .

Because the h i s t o r i c a l  condit ions  which 
determine to a large  ex tent  the  
opportunit ies  for  human experiences  are 
cons tan t ly  changing, there can be no 
u n i v e r s a l  schema t h a t  adequa te ly  
represents  the dynamic r e la t io n  between 
in ternal and external aspects  of  
development. Therefore,  the learning  
system of  one c h i l d  may be d i f f e r e n t  
from another (Vygotsky, 197S, p. 1 i 5 ) .

By maintaining that s o c io - c u l t u r a l  determinants are primary 

causat ive  fa c to r s  in c o g n i t iv e  development, Vygotsky seems to  

imply that  b io lo g ica l  fac tors  are secondary, and th er e fo r e ,  that  

so c io -cu l tu r a l  determinants operate  outs id e  b io lo g ic a l  c o n s tr a in t s .  

As an ant idote  to t h i s  extreme version o f  so c io -cu l tu r a l  

determinism, Luria and Vygotsky have maintained that the 

individual i s  =ble to  transcend s o c i e t a l  modes o f  operat ion ,  and 

thus ,  manipulate and change the environment. Vygotsky added the  

idea th a t ,  although thought procc:"es and conceptual systems are 

a product of  s o c i o - h i s t o r i c a l  and cultura l  c o n d i t io n s ,  humans are 

ab l e  to  transcend t h e se  s t r i c t u r e s  and monitor,  r e f l e c t  and 

restructure  the world according to t h e i r  own conception of  

r e a l i t y .  The exac t  means of transcendence i s  not  f u l l y
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e l abo r a t ed  in Vygotsky' s  t h e o r y ,  but  i t  does imply t h a t  he 

recognises  a universal component in higher order th inking.  The 

f a c t  th at  th i s  idea was not f u l - y  developed may have been due to  

the Marxian mil ieu  in which Vygotsky worked; the concept of  

separate human consciousness  i s ,  in e s sen ce ,  a n t i t h e t i c a l  to

Sov i e t  t h o u g h t .

Vygotsky's fundamental proposit ion re la ted  to co g n i t iv e  

development i s  based on l i n g u i s t i c  in t e r n a l i z a t io n .  Theories or 

l i n g u i s t i c  in t e r n a l i z a t io n  have followed two paths.  Firs-. ,  

l i n g u i s t i c  determinism (Whorf being a prime proponent o f  th i s  

th eory ) ,  which maintains th at  d i f f e r e n c e s  in language cause 

d i f fe re n c e s  in c o g n i t io n .  However, t h i s  extreme view has been 

d isc re d i ted  for  some time ( B m e r ,  1974; Cole and Scribner,  1974). 

Second, there have been l i n g u i s t i c  arguments that  have 

substant ia ted  l i n g u i s t i c  r e la t iv i s m ,  which n e c e s s a r i ly  in d u c e s  

the concept o f  c o g n i t iv e  u n iv er s a l s .  Vygotsky does not d i r e c t l y  

al ign  himself  with e i t h e r  l i n g u i s t i c  determinism or 

universal  ism, although the former i s  more im p l ic i t  in his  theory,  

language i s  in tern a l ized  and becomes d i r e c t iv e  in thought 

p r o c es s es .  However, he a l s o  im p l i c i t l y  recognises  a universal  

component in higher order th inking .  I t  appears that the following  

argument for l i n g u i s t i c  r e la t iv i sm  would in fa c t  be compatible  

with the rather paradoxical Vygotskian t h e s i s  of l i n g u i s t i c  

i n t e r n a l i z a t i o n .

L e n n e b e r g  (1967) has elaborated on the concept of  l i n g u i s t i c  

r e l a t i v i t y ,  main ta in ing  t h a t  a language may provide ways of
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encoding and s t o r i n g  i n format ion  i n t o  e s t a b l i s h e d  c o gn i t i v e  modes,  

which then increase  f a c i l i t y  in these  modes. However, t h i s  does 

no t  mean t h a t  t hese  modes are not  a v a i l a b l e  to those  who do not  

know the language. This proposit ion i s  corroborated by research  

that  in d ica te s  that  there are c o g n i t iv e  modes that go beyond 

l i n g u i s t i c  encoding (Cole and Scribner,  1974; Opper, 1979).  Ryan 

(1970) has s ta ted:

that two cultures  might be l i t e r a l l y  
u n i n t e l l i g i b l e  to  each other  seems 
beyond the bounds of  l o g i c a l  
p o s s i b i l i t y ,  in that  there are a great  
many a p r ior i  con s tra in ts  on what a 
language could be l i k e ,  and h e n c e , on 
what human beings would have to 
communicate to each other (p.  153).

Ryan further  maintained, :hat  a l l  conceptions  o f  r e a l i t y  must have 

points  o f  commonality which allows for  communication between 

c u l t u r e s .  This supports the idea o f  cu l tura l  r e l a t i v i t y  rather  

than cultural  determinism; a cu lture  may induce an Individual to 

see  bhe world in a p ar t icu lar  manner, but does not preclude the  

individual  from learning to perceive  in ways that are unfamiliar  

t o  the c u l t u r e ,  R u s s e l ' s  view (1959) can be used to expand t h i s  

argument, s ince  he maintained that i t  i s  d i f f i c u l t  to separate  an 

o b j e c t  from i t s  semant ic  meaning. Russel  (1959) wrote t h a t

one mans ac t  o f  t hought  i s  n e c es sa r i ly  
a d i f f e r e n t  t h ing  from another man's 
hence i f  whiteness were t he  thought as 
opposed to i t s  o b j e c t ,  no two d i f f e r e n t  
men could think of  i t  tw ice .  That which 
many d i f f e r e n t  thoughts o f  whiteness  
have in common i s  t h e i r  o b j e c t ,  and t h i s  
o b j e c t  i s  d i f f e r e n t  from a l l  of  them.
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encoding and s t o r i n g  in format ion  in t o  e s t a b l i s h e d  c og n i t i ve  modes, 

which then increase f a c i l i t y  in these  modes. However, t h i s  does 

not  mean that  t he se  modes are not  a v a i l a b l e  to  t hose  who do not  

knvw the language. This proposit ion i s  corroborated by research  

t h a t  i n d i c a t e s  t h a t  t h e re  a re  co g n i t iv e  modes t h a t  go beyond 

l i n g u i s t i c  encoding (Cole and Scribner,  1974; Opper, 1979). Ryan

(1970) has s ta ted:

that  two cultures  might be l i t e r a l l y  
u n i n t e l l i g i b l e  to  each other seems
beyond the bounds o f  l o g i ca l  
p o s s i b i l i t y ,  in that there are a great  
many a prior i  c o n s t r a i n t s  on what a 
language could be l i k e ,  and he nce , on 
what human beings would have to 
communicate to each other (p .  153).

Ryan further  maintained, that  a l l  conceptions  o f  r e a l i t y  must have 

points  o f  commonality which allows for  communication between 

c u l t u r e s .  This supports the idea o f  cu l tura l  r e l a t i v i t y  rather  

than cultural  determinism; a cu lture  may induce an indiv idual to 

see the world in a p ar t icu lar  manner, but does not preclude the  

indiv idual  from learning to perce ive  in ways that are unfamiliar  

to  the cu l tu re .  R usse l 's  view (1959) can be used to expand t h i s  

argument, s ince  he maintained that i t  i s  d i f f i c u l t  to separate  an 

object  from i t s  semantic meaning. Russel (1959) wrote that

one mans act  o f  thought i s  necessar i ly  
a d i f f e r e n t  thing from another man's
hence i f  whi t eness  were the  t hought  as 
opposed to i t s  o b j e c t ,  no two d i f f e r e n t  
men could t h i nk  of  i t  tw ice .  That which 
many d i f f e r e n t  thoughts o f  whiteness  
have in common i s  t h e i r  o b j e c t ,  and t h i s  
object  i s  d i f f e r e n t  from a l l  of them.
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Thus un iversa ls  are not thoughts,  
though when known they are the objec ts  
of  thoughts (p.  59).

The argument simmwriyod, i s  that  a l l  people n e c es sa r i ly  have 

access  to un iversa ls  which are the underlying objec ts  o f  r e a l i t y .  

According to Pears (1971) ,  Wittgenstein  r e i t e r a t e s  t h i s  point by 

ugges':;no that for a universal  language to  e x i s t ,  there must be 

; nmmon structure  not conta in ing a l t e r n a t i v e s .  Since people may 

d i f f e r e n t  concepts a s soc ia ted  with the same word, one cannot  

: Imply that language is  the centre  o f  u n iv e r s a l i t y ;  the 

thi;. must be o uts id e  the domain o f  language, although 

.... , may be r e f l e c t e d  in language. The fac tor  o f

; . it'.- may poss ib ly  e x i s t  in the actual structure  of

' . ccr  an o b jec t  and i t s  l i n g u i s t i c  r e feren t  are not

. w ,  . rhe cause for  t h i s  i s  l i k e l y  to  be in the realm 

. ... c o g n i t iv e  s tructures  that are not based on

u: r , & reversal  o f  Vygotsky's conclus ion that

v.soc: or the d i r e c t i v e  r o le  o f  language. I t  seems 

r ...... y- tv ;hai complex c o g n i t iv e  s tructures  are necessary in

vi:.., rh r i;,K|uaq<- may be learned a t  a semantic l e v e l ,  and i t  is 

. - x r  in, that a llows for the transcendence o f  the  

;r i : , -d tn : hie or her environmental s t r i c t u r e s .

Piayet'% Jheory u f  co g n i t iv e  Development: 

an Interact io iury  Approach

nf thn L usk  pustu lates  of  Piagetian theory i s  that the 

development of  the ch i ld  i s  la rg e ly  dependent upon universal



b io - g en e t ic  fu n c t io n s ,  with .nvironmental in f luences  act ing  

within the cons tra in ts  o f  these  b io lo g ica l  fu n c t ion s .  This i s  in 

opposit ion to  Vygotsky, who maintained that the basis  o f  co g n i t iv e  

development i s  mediation from the external s o c ia l  environment.

P ia g e t ' s  T h e o r e t i c a l and Ideological BacKj^oun^

Piaget was an adherent o f  the s tructural  approach to co g n i t iv e  

development (P ia g e t ,  1968). Runciman (1972) defined Structurali sm  

as an attempt to  expla in  a system primari ly in terms o f  i t s  proces  

using the content in a secondary manner to e lu c id a te  the process .  

Within t h i s  paradigm a system i s  seen as whole,  transforming, =n^ 

s e l f - r e g u la t o r y  (Brown and Desforges,  1979). The indiv idual  cn. ,L  

i s  viewed as a separate and independent organism whose co gn it ive  

funct ioning i s  embedded in universal b i o l o g ic a l  processes .  

Following from t h i s  bas ic  p o s tu la te ,  Piaget  (1968, 1977) maintain; 

th a t  the roots  to c o g n i t iv e  a c q u is i t i o n s  are universal  and innate  

in every c h i l d .  These universal  operations  he c a l le d  fu n c t io n s ,  

which c o n s i s t  of  the processes  of organizat ion and adaptat ion;  

the second process contains  the functions  o f  a s s im i la t io n  anc 

accommodation. He used the concept o f  e q u i l ib ra t io n  to  e p ia .n  

the mechanism by which in terac t ion  takes place between the 

in ter n a l ,  innate f u n c t io n s ,  and the external content  o f  uie 

environment. The actual equil ibrium s t a t e s  are the co gn it ive  

s tru c tu res .  I t  i s  through the process o f  eq u i l ib r a t io n  that  

organism i s  able to transform and remain interconnected.

Piaget a lso  postula ted a stage theory,  whereby in t e l l e c t u a l
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growth occurs through an invariant  hierarchy o f  s tages  (Brown and 

Desforges,  1979). He maintained th at  i t  i s  a necessary condit ion  

th at  one stage i s  a t ta in ed  before the next can be tack led .  He 

a lso  held ,  in keeping with the S t r u c t u r a l i s t  p o s i t i o n ,  that each 

s tage  has an underlying unity  o f  operat ions .  This proposit ion  

implies  that the equil ibrium s t a t e s  or co g n i t iv e  s tructures  

achieved by children within a c er ta in  age range, should show some 

l e v e l  o f  homogeneity. However, i t  i s  a l s o  maintained by Piaget  

th a t  co g n i t iv e  s tru ctu res  are dependent to  a large  exuenu on 

external  environmental f o r c e s .  These fa c to r s  o f  in f luence  are 

c o n s i s t e n t  with P ia g e t ' s  i n t e r a c t i o n i s t  p o s i t i o n ;  he maintained  

th at  there were three fac tors  which in f luence  co g n i t iv e  

development:

a) the in f luence  of  the physical  
environment; the external experience  
o f  o b j e c t s ,

b) i n n a t e n e s s , t he  heredity  programme,
a n d ,

c) s o c ia l  transmission - the e f f e c t  of  
s o c ia l  in f lu en ces .

I t  i s  c lea r  that  a l l  three  are impor tant  
in co gn it ive  development . . .  each one of  
them implies a fundamental  fa c to r  of  
eq u i l ib r a t io n  . . .  There must be some
c o - o r d i n a t i o n  between them ( P i a g e t ,  1 9 / / ,  
p. 838).

Pi age t  (1977) e luc idated  further on t h i s  in teract ionary  process:

The organization of formal s tructures
must depend on the  so c i a l  mi l i eu  as we l l .  
Far from being a source  of  f u l l y
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e l a b o r a t e d  1 i n n a t e  i d e a s ' ,  t he  matura t ion  
of  t he  nervous system can do no more than 
determine the t o t a l i t y  o f  the p o s s i b i l i t i e s  
a t  a given s ta g e .  A p a r t icu la r  soc ia l  
envi ronment  i s  i nd i s pe nsa b l e  f o r  the 
r e a l i za t io n  of  t he se  p o s s i b i l i t i e s  . . .  
formal  s t r u c t u r e s  a re  forms of  equilibrium  
which genera l ly  s e t t l e  in the system of  
exchanges oetween i n d i v i d u a l s ,  the  physical  
m il i e u ,  and in the system o f  exchanges 
between the  I n d i v i d u a l s  themselves (p.  43bj .

On the surface i t  might appear that  Piaget  contradic ted h im se l f .  

He maintained on the one hand, that s tages  are universal and have 

an underlying un ity  of  operat ion ,  and on the other hand, that a 

p a r t ic u la r  s o c ia l  environment i s  necessary for  the r e a l i z a t i o n  or 

c o g n i t iv e  s tru c tu res .

However, P iaget  always maintained an i n t e r a c t i o n i s t  s ta n ce ,  

and on examination of  the theory, the s o - c a l l e d  antimony between 

environmental inf luences  ana innate funct ions  i s  not c l e a r .

P iaget  explained the means of  in teract ion  between these  forces  

using the b io lo g ic a l  concept o f  homeorhesis. According to Piaget

(1971)*the ex tent  to  which the environment can in f luence  

cognit ion  i s  b i o l o g i c a l l y  determined; t h i s  i s  the universal aspect  

o f  development. Piaget developed t h i s  aspect  of  'homeorhesis'  

from Waddington (1977) .  Homeorhesis, in sh o r t ,  ensures tne 

cont inuation o f  a given type of  change. According to  Waddington 

(1977) ,  the pathway of  change i s  canal ized  and he maintained that  

there i s  a s p e c i e s - t y p ic a l  path, c a l l e d  a creod, along which the  

majority of  ind iv idua ls  in a spec ie s  develop; t h i s  development 

can only occur as long as environmental s i t u a t io n s  favourable to  

t he  s p e c i e s - t y p ic a l  development p r e v a i l .  When development i s

+ Biology and Knowledge
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highly ca n a l ized ,  ind iv idua ls  w i l l  fo l low  the creod under a wide 

range of  environmental cond it ions .  When development i s  l e s s  

cana l ized ,  ind iv idua ls  do not fo l low  a common developmental path 

as uniformly, and individual var ia t ion  can be noted. Piaget  a lso  

used t h i s  conceptual izat ion  to support h is  idea o f  the universal  

progression of  s t a g e s .

McCall (1981) u t i l i z e d  the same framework and maintained that  

unti l  approximately 18 months o f  age ,  in fants  fo llowed the  

b io lo g ica l  creod c l o s e l y ;  t h i s  s tage  i s  characterized by highly  

canalized development. After 18 -  24 months o f  age ca n a l iza t io n  

gradually weakens. "Stages character iz ing  the spec ies -genera l  

developmental function become more widely  spaced, and t r a i t s  

emerge (e.g.symbol ism, verbal f luency)  fo r  which pro f ic iency  

l e v e l s  w i l l  u l t im ate ly  vary widely between indiv iduals" (McCall, 

1981, p. 8 ) .  With the  dec l ine  of  c a n a l i z a t io n ,  i nd iv idua l  

co g n i t iv e  development shows higher c o r r e la t io n  with gen e t ic  and 

environmental f a c to r s .  I t  appears from recent  research (McCall, 

1981),  that  u n iv e r s a l i t y  in c o g n i t iv e  development i s  more ev ident  

in the e a r l y ,  than the la t e r  s ta g e s .  McCall's proposit ion i s  

compatible with research that w i l l  be c i t e d ,  which ind icates  

greater  divergences  in functioning a t  the concrete  and formal 

o pe ra t i on  s ta g e s .

I t  has been argued by Brown and Desforges (1977, 1979) that  

d i f f e r e n t  environmental contingencies  may r e s u l t  in t he  production 

of  d i f f e r e n t  equil ibrium s t a t e s ,  th er e fo re ,  u n iv e r s a l i t y  of  

ope r a t i on  could be r e s t r i c t e d  to s p e c i f i c  environmental groups .
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Brown and Desforges (1977) have h ig h - l ig h ted  the supposed 

paradox in P ia g e t ' s  theory by suggest ing that i f  there  are 

universal s tages  of development ,  children wi t h i n  a part icu lar  

s tage  should present c er ta in  homogeneity o f  c o g n i t iv e  functioning  

for  the greater  part o f  each s t a g e .  I f  t h i s  i s  not the c a se ,  and 

there appears to  be heterogeneity  o f  co g n i t iv e  fu n c t ion in g ,  then 

the construct  o f  s tages  may be questioned for  i t s  v a l i d i t y .

Brown and Desforges (1977) have s t a te d :

Cons ide rab l e  numbers o f  s t u d i e s  have been 
accumula t ing c a s t i n g  doubt  upon the 
i n t e g r i t y  o f  s ta g e s .  Seme r e f e r  to the  
s u r p r i s i n g l y  1ow c o r r e l a t i o n  between 
behaviours a t  a given time, others to  the 
absence o f  expected operat ions ,  and ye t  
o t h e r s  t o  t he  presence  of  o p e r a t i o n s  
commonly t aken  as representat ions  o f  much 
l a t e r  s ta g es  (p. 11).

Other researchers  have questioned the simultaneous development 

o f  co g n i t iv e  s tr u c tu r es .  Mason a n d  J o h n s o n - L a i r d  ( 1 9 7 2 )  saw 

evidence o f  heterogeneity  being more impressive than homogeneity 

in t e s t s  involv ing  l o g i c a l  problems. Neimark (1975) brought to 

l i g h t  that  there was l i t t l e  evidence of  concurrent development of  

formal operation s k i l l s .  Gelman (1972) found that children under 

the age o f  four years were able to conserve numerical ly ,  which i s  

contrary to Piaget ian f in d in g s .  Mil ler  (1971) maintained that  

s tages  based on concrete and abstrac t  thinking were not wholly  

v a l i d ,  and th at  adults  a n d  children u s e  s im i lar  a m o u n t s  of  a b s t r a c t

and concrete c o n c e p t s .

According to Brown and Desforges (1979) the c r i t i c i s m s
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l e v e l l e d  a t  the  s t age  t heory  in no way deny t h a t  c og n i t i ve  

development may take place in a coherent and systemaLic way, but 

the p os tu la t ion  o f  an invariant  system of  development i s  doubtful.  

Many s tud ies  conducted on Western children have indicated that  

there i s  some kind of  sequential  progression in c o g n i t io n ,  but 

contrary evidence has been h ig h - l ig h ted  in research on Somali and 

Australian Aborigine children (Brown and Desforges,  1977). I t  i s  

d e a r  from the evidence p r e s e n t e d ,  t h a t  children d i s p l a y  d i v e r se  

c o g n i t iv e  s k i l l s  across and within c u l : u r e s ,  th er e fo re ,  i t  does 

not appear that  development i s  n e c e s s a r i ly  invariant  and universal  

Brown and Desforges (1979) emphasize t h i s  poin t:

There i s  nothing i m p l i c i t  in the study 
o f  co g n i t iv e  development which n e c e s s i t a t e s  
th at  a t  any p ar t icu lar  time,  an 
in d iv id u a l ' s  various c o g n i t iv e  ac t  w i l l  be 
c h a r a c t e r i z e d  by some u n i f i e d  under ly ing  
s truc ture .  Indeed, a t h e o r i s t  witn 
envi ronmental  i n c l i n a t i o n s  might be very 
hard pressed t o  j u s t i f y  such a n o t i o n .
For him, t he  c o g n i t i v e  behav iour  manifest  
within a given co n tex t ,  would be 
dependent upon previous experience of  the 
con tex t ,  and there would be no reason to  
expect i t  to  share a common structure  
wi th  behaviours  e l i c i t i n g  other contents  
(p.  99).

In P ia g e t ' s  defence ,  he did maintain that  although the 

co g n i t iv e  s tructures  that  c o n s t i t u t e  the various s tages  are 

u n iv er sa l ,  b io lo g ica l  p o t e n t i a l s ,  the s o c ia l  environment i s  

important in manifest ing these p o t e n t ia l s .  I t  appears that  soc ia l  

in f luences  are p a r t icu la r ly  important in the concrete operations  

s ta g e ,  and even more so with regard to formal operat ions ,  s ince  a 

great many divergences are noted in these  s tages  by researchers
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contrary evidence has been h ig h - l ig h te d  in research on Somali and 

Austral ian Aborigine children (Brown and Desforges ,  1977). I t  i s  

c l e a r  from the  evidence  presented, that  c h i l d r e n  d i s p l a y  d i v e r s e  

co g n i t iv e  s k i l l s  across and with in  c u l tu r e s ,  th er e fo re ,  i t  does 

not  appear  t h a t  development i s  n e c es sa r i ly  i n v a r i a n t  and u n iversa l .  

Brown and Desforges (1979) emphasize t h i s  p o i n t :

There i s  nothing im p l i c i t  in the study 
o f  c o g n i t i v e  development  which n e c e s s i t a t e s  
that a t  any p a r t icu la r  t ime, an 
in d iv id u a l ' s  various  co gn it ive  ac t  w i l l  be 
characterized by some un i f ied  underlying  
s tru c tu re .  I n d e e d , a t h e o r i s t  wi th  
environmental in c l in a t io n s  might be very 
hard pressed to  j u s t i f y  such a not ion .
For him, the  c o g n i t i v e  behaviour mani f e s t  
within a given c on tex t ,  would be 
dependent  upon previous exper i ence  of  the  
c o n t e x t , and there would be no reason to 
expect i t  to share a common structure  
with behaviours e l i c i t i n g  other contents  
(p.  99).

In P i a g e t ' s  d e f e n c e , he d id  main ta in  t h a t  a l though the  

co gn it ive  s tructures  that c o n s t i t u t e  the various s tages  are

u n i v e r s a l , b i o l o g i c a l  p o t e n t i a l s ,  the so c i a l  environment  i s  

important in  man i f e s t ing  t h e se  p o t e n t i a l s .  I t  appears  th at  soc i a l  

i n f l uences  a re  p a r t i c u l a r l y  impor tan t  in the  conc r e t e  o p e ra t i on s  

s t a g e ,  and even more so wi th regard t o  formal o p e r a t i o n s , s i nce  a 

g r e a t  many d ivergences  are  noted  in t he s e  s t age s  by r e s e a r c h e r s
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(adduced previously  in t h i s  chapter) .  Since can a l iza t ion  i s  l e s s  

d e f i n i t e  in these  s tages  (McCall, 1981),  development seems to be 

inf luenced to a greater  extent  by envi ronmental  and genet ic  

f a c t o r s .  The major c r i t i c i s m  th at  may be l e v e l l e d  at P iaget ,  is  

not that his theory does not in tegra te  internal and external  

in f luence  on c o g n i t io n ,  s ince  his  t heory  of  in teract ionism  is  

thoroughly d e a l t  with ,  but ra th er ,  the paucity o f  P ia g e t ' s  theory 

l i e s  in the f a c t  that he did not  elaborate  on t he  properties  or 

e f f e c t s  of  the soc ia l  environment. Kwabena (1977) has s ta ted  th is

c r i t i c i s m  as f o l l o w s :

I t  i s  s u r p r i s i n g  that  an e l a b o r a t e  t heory  
l ik e  P ia g e t ' s  should lag behind other  
c o g n i t i v e  th eor ie s  in adducing evidence  
in support o f ,  o r  a g a in s t ,  the importance 
o f  s o c ia l  ant icedents  of  cognit ion  (p.  229;.

The conclusion reached in t h i s  chapter ,  i s  th at  the theor ies  

o f  Piaget  and Vygotsky, which on i n i t i a l  an a lys is  appear to  be 

diam etr ica l ly  opposed, both allow for  the inc lu s ion  o f  universal  

and r e l a t i v e  in f luences  on c o g n i t io n .  Although these  two aspects  

are not well integrated in t h e ir  t h e o r i e s ,  they prevent  

extremism on e i th e r  s id e  o f  the universal ism - r e la t iv i sm  

continuum. I t  was a l s o  noted, that development does not appear 

to be the r e s u l t  of q u a l i t a t i v e  leaps: i t  was argued that the 

c h i l d  does no t  seem to conceptual ize  in a manner t h a t  i s  ra d ic a l ly  

d i f f e r e n t  from the a d u l t ,  and that s tages  are  not  t h a t  d isc re te  

or  i d e n t i f i a b l e .  Rather, i t  appears that co g n i t iv e  progression  

i s  q u a n t i t a t i v e  and continuous,  and depends to a l a r ge  e x t e n t  on 

g e ne t i c  and envi ronmental  c o n t i n g e n c i e s .



CHAPTER 3

CULTURAL PELATIVITY: THE THEORIES OF BRUNER AND

FEUERSTEIN

The c o n c l u s i o n  drawn i n  Chapter  2 was t h a t  in t e l l e c t u a l  

growth i s  dependent,  to some e x t e n t ,  on the environmental 

inf luences  to which a c h i ld  i s  subjected.  Growth must be viewed 

as q u a n t i ta t iv e  in order for  environmental fac tors  to  impinge on 

co g n i t io n .  To a large  e x t e n t ,  the th eo r ie s  o f  Bruner and 

Feuerstein are based on those o f  P iaget  and Vygotsky, but t h e i r  

p ar t icu lar  contr ibution to  c o g n i t iv e  theory has been in the area 

o f  cultural  r e l a t i v i t y .

The t h e s i s  o f  cu ltura l  r e l a t i v i t y  maintains th a t  a part icu lar  

environment may favour the development o f  cer ta in  c o g n i t iv e  

funct ions  above o th ers ,  without n e c e s s a r i ly  precluding the growth 

o f  any one i n t e l l e c t u a l  fu nct ion ,  s ince  the potentia l  for  a l l  

c o g n i t iv e  functioning i s  present 'n a l l  people .  Bruner and 

Feuerstein have concentrated on the  manner in which cu ltures  may 

e l i c i t  d i f f e r e n t i a l  co g n i t iv e  a b i l i t i e s  in th e ir  members.
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Br une r ' s  Theory of Cogni t ive  Development and the 

Role of  School ing in Cogni t ive  Development

In accordance with the p r in c ip le s  o f  cu ltural  r e l a t i v i t y ,

Bruner (1974) saw cu lture  as an i n f l uen c e  on,  rather than a 

de t e rminan t  o f ,  c o g n i t i o n .

A culture  i s  among other t h in g s ,  a system 
of  techniques  for  g iv ing shape and power 
to human c a p a c i t i e s .  The va lu es ,  t o o l s  
and ways o f  knowing of  a cu lture  equip i t s  
members. Yet the danger o f  t h i s  view is  
t h a t  i t  can be converted into  a cheap 
cultural r e la t iv i s m ,  that e l e v a t e s  to  
s ig n i f i c a n c e  a l l  ins tances  o f  cultural  
di f feren ce  and overlooks the many deep 
u n i v e r s a l s  in both human n a t u r e  and in 
a l l  cu l tu res  (Bruner, 1974, p. 315).

Thus, Bruner acknowledges both the u n iv e r s a l i t y  in human c o g n i t io n ,  

as well  as the in f luences  o f  cu l tu re .  According to Bruner (1974) ,  

the actual manner in which cu l tu re  a f f e c t s  co g n i t io n ,  i s  to 

provide am p l i f ica t io n  systems to Ind iv id u a ls ,  which become 

in ter n a l ize d  i n t e l l e c t u a l  t o o l s .  He maintained that  t h ir e  were 

three types of  am p l i f ica t ion  systems; am p l i f iers  o f  ac t ion  ( for  

example, hammers, l e v e r s  and wheels ) ;  am p l i f iers  o f  the senses  

(ranging from smoke s ig n a ls  to diagrams and microscopes); and 

am plif iers  o f  t hought  processes  (language being a prime exampl e) . 

Continuing from t h i s  premise,  Bruner postula ted that growth 

depends upon a "mastery of  t echn i ques"  (1974, p. 480) ,  t he  s k i l l s  

t r a n s m i t t e d  by a p a r t i c u l a r  c u l t u r e .  An important component o f  

i n t e l l i g e n c e ,  th ere fo re ,  i s  the in t e r n a l i z a t io n  o f  to o l s  provided 

by a given cu l tu re .  However, Bruner i s  c a r e f u l  to avoid f a l l i n g
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into  the trap o f  determinism by conferring primacy to  b io lo g ic a l

development:

Some cultures  push co gn it ive  growth
b e t t e r  and e a r l i e r  than o thers .  What 
does not seem to happen i s  t h a t  
d i f f e r e n t  cultures  produce completely
d ive rge n t  and unrelated modes of  
thought .  The reason for th i s  must be 
the c o n s t r a i n t s  of  our  b io lo g ica l  
heritage  (Bruner ,  1974, p. 370).

Bruner's research was la rg e ly  based on cro ss -cu l tu ra l  

co n te x ts ,  comparing te c h n o lo g ica l ly  developed and i l l i t e r a t e  s o c i e t i e s .  

With reference to  Merten (1967) v a s t l y  d i f f e r e n t  c u l t u r e s  were 

compared, and the resu l t s  lead Bruner  to mainta in  t h a t :

i t  i s  always the schooling  var iable  
that makes the q u a l i t a t i v e  d i f feren ces  
in direct ion  of  growth. School 
s e p a r a t e s  word and t h i ng  and des t roys  
verbal realism by present ing for  the 
f i r s t  time a s i t u a t io n  where words are 
sy s tem a t ica l ly  and cont in ua l ly  there 
without t h e i r  referents  (Bruner, 1974, 
p . 338).

Thus, i t  appears that  schooling  equips an individual  with 

powerful  abstract ing  t o o l s ,  bu t  whether t he  dif ference  in 

cognit ion  i t  creates  i s  a q u a l i t a t i v e  leap or a q u a n t i t a t iv e ly  

graded progression is  a moot po int .  Luria (1976) opted for  the 

idea that schooling induces a q u a l i t a t i v e  change, He studied  

i l l i t e r a t e  S lav ic  groups in S i b e r i a  and found t n a t  indiv iduals  

did not d i f f e r e n t i a t e  word from o b j e c t .  For  example, i f  asked to 

name a mixture  o f  whi te  and ye l lo w ,  they did not  say pa le -ye l low ,
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but simply named a pale ye l low objec t .  However, a f t e r  undergoing 

a l i t e r a c y  programme l a s t in g  for  one year,  subjects  were able to  

s t a r t  t h i nk i ng  ab s trac t ly .  These resu l t s  led Lur ia to  postu late

t h a t  s chool ing  creates  the d i f f e r e n c e  between g r a p h i c - s i t u a t i o n a l  

t h ink i ng  and conceptual-categorica l  t h ink ing  ( Lur i a ,  1976).

However, the a sser t ion  that schooling  produces abstract  modes 

of  thought i s  not un iv ersa l ly  accepted. Greenfie ld ,  Reich and 

Olver (1966) found that the conceptual development o f  lower-c lass  

schooled American children resembled t h a t  o f  unschooled Woloi 

chi ldren,  and s i m i l a r l y ,  Laurendeau-Bendavid (1977) has maintained  

t h a t  school  a t t endance  does not  guarantee  the  a c q u i s i t i o n  of  

formal th inking.  Other fac tors  a l so  play a ro le  in co g n i t iv e  

development and may in h ib i t  or support the schooling  experience .  

Factors such as parental encouragement (Rondel and Lesser ,  1969; 

and i in g h a l ,  1981), and the occupational and educational  

cve l ,  of parents (Drakes, 1978; Shah, 1971; Wozney, 1974) are 

' untrtrnr a o d i f i e r s  o f  cognit ion .

the l im ita t io n s  o f  Bruner's model i s  that  i t  does not

; rv how c i ivimomenta 1 agencies in f luence  c ogn i t i on .

model, which w i l l  be co i s 'J ered  next ,  i s  more

a x p l l i ' t  thi-; rospect.

ruuerste in 's  Theory of Cognitiv e Development

Fcuor i f k in  (1979, 1980) mainta ined t h a t  oroadly speaking ,  

c u l t u r ns  are  not  in themselves depriving,  bu t  c h i l d r e n  may be

X ’
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deprived of  cultural learning experiences by more knowledgeable 

agents in t h e i r  cu l tu re .  I t  i s  ev ident  on examination of

F e u e r s t e i n ' s t h e o r y ,  t h a t  he was in f l uenced  a greet deal by 

Vygotsky's theory, but part o f  h is  unique contr ibution was his

e l a b o r a t i o n  o f  the  process  o f  media t ion .

He hypothes i zed  t h a t  i n d i v i d u a l s  1 earn through two mo da l i t i e s  

f \  at ,b v  d irec t  exposure to s t im u l i ,  and second, by means o * 

media+^d learning experiences  (MLE):

MLE i s  defined as the in terac t ion a l  
process between the  developing human 
organism and an exper i enced ,  
i n t e n t i o n e d  a d u l t ,  who, by i n t e r p o s i n g  
him self  between the ch i ld  and external  
sources  of  s t im ulat ion  ' m e d i a t e s 1 the  
world to  the ch i ld  by framing,  
s e l e c t i n g ,  ^ocuss ing and feeding back 
environmental experiences  in such a 
way as t o  produce in him a pp r o p r i a t e  
learning s e t s  and habits  . . . .  the more 
and e a r l i e r  an in d iv i d u a l  has 
b e n e f i t t e d  from mediated learning,  
the  g r e a t e r  w i l l  be h i s  capacity  to  
become modified through d ir e c t  exposure 
learning (Feuerste in ,  1979, p. 71).

Individuals  can be d is t in gu ish ed  at  various l e v e l s  of  

c o g n i t iv e  development by the ex tent  to  which they are modif iable ,  

that i s ,  learn by d irec t  exposure to s t im u l i .  "MLE can 

therefore  be cons idered  as the  i n g r e d i e n t  t h a t  determines  

d i f f e r e n t i a l  c og n i t i ve  development' (Feuerstein ,  1980, p . 15).  I t  

f o l lows  t h a t  a chi ld  who has been exposed to a l eve l  of  MLE 

c o n s is t en t  with the  f u nc t i on i ng  of  the  c u l t u r e  in which she or  he 

i s  reared, w i l l  fu nc t i o n  adequa t e ly  w i t h in  t h a t  environmental
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framework.

According to F e u e r s t e in  (1980) ,  an i n t e r a c t i o n  t h a t  provides  

media ted l e a r n i n g  i s  c h a r a c t e r i z e d  by two r equ i r emen t s :  f i r s t ,

the  media tor  i n t ends  t o  impar t  informat ion t o  t he  c h i l d ,  and 

second,  t he  media t ion t r anscends  t he  immediate needs of  the  

r e c i p i e n t s  "by ven t u r i ng  beyond here  and now in t ime and space 

(p.  20 ) .  An important component o f  MLE i s  th a t  knowledge i s  

transmitted to  the ino iv idual  which may be outs ide  his  or her 

d i r e c t  experience.  Thus, MLE i s  "responsible  for  a l l  functions  

t h a t  t r anscend  the b i o l o g i c a l  needs of  the individual  

( F eu e r s t e i n ,  1980, p. 25) .

In addit ion to  the ro le  o f  representing the environment to  

the c h i ld ,  MLE a lso  enables the c h i ld  to acquire the f l e x i b i l i t y  

to deal with new s i t u a t i o n s :

The i nd iv i du a l  who has 1 earned to 
function within his  own culture  has 
learned to adapt and become modified.  
This m o d i f i a b i l i t y ,  whi l e  developed 
and expressed within the context o f  a 
p a r t i c u l a r  c u l t u r e ,  i s  o f  g r e a t  
adap t i ve  value  because i t  has 
e s t a b l i s h e d  the prereq u is i tes  for  
learning and for  continued 
m o d i f ia b i l i t y  (Feuerste in ,  1979, p. 39).
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The P r e s e n t  Research:  Development of  a Hypothesis

The process and contents o f  mediation are themselves cultural  

elements .  The ob jec t iv e  of  the present  research i s  to  study a 

culture  in which a large  component o f  i t s  mediation i s  d irected  

towards the so lu t io n  o f  complex and h igh ly  abs tract  arguments, in 

order to assess  whether th i s  p ar t icu lar  mode of  mediation has an 

e f f e c t  on co gn it ive  development. In terms o f  Feu ers te in 's  

terminology, the ,4LE that  the Ultra-Orthodox and Neo-Orthodox 

children rece ive  i s  d i f f e r e n t .  Both types o f  schooling  demand a 

high l e v e l  o f  performance from t h e i r  s tudents  and in f a c t  cater  

for  the academically superior c h i ld .  The d i f feren ce  between the 

two grouos i s  in terms o f  su b t le  d i f feren ces  in mediation. In 

the Ultra-Ort! ,x group chi ldren  are taught abstract  r e l i g io u s  

concepts from an ear ly  age, and th e ir  r e l i g io u s  study a t  school  

i s  o f  an abstract  i n t e l l e c t u a l  nature.  The r e l i g io u s  culture  

d ic t a t e s  the content th at  i s  mediated to  the c h i ld .  In the 

Neo-Orthodox group, the cultural content  i s  predominant!, secular  

in nature and follows the trend of  the majority cu lture .  In t h i s  

group s p e c i f i c  modes o f  mediation are not an inherent  part o f  the 

culture  as they are in prescr ip t ive  Judaism, th ere fore ,  there i s  

a greater  p o s s i b i l i t y  of a wider range in methods o f  mediation.

There are two e f f e c t s  o f  the d i f f e r e n t i a l  mediation o f  the 

two groups. The f i r s t  i s  rather c i r c u l a r  and refers  to  content;  

t h e  d i f f e r e n t  c o n t e n t  of each group d ic ta t e s  a d i f f e r e n t i a l  MLE, 

but a l s o ,  thr d i f f e r e n t  MLE leads to d i f f e r e n t  content  being 

mediated to the chi ldren. The second e f f e c t  i s  th at  th is



37

d i f f e r e n t i a l  MLE leads to  d i f f e r e n t  l e v e l s  o f  f l e x i b i l i t y  and 

m o d i f ia b i l i t y  in the two groups. I t  i s  hypothesized that  the 

Ultra-Orthodox children w i l l  be core f l e x i b l e  in t h e ir  reasoning,  

as a r e s u l t  o f  th e ir  ab s tra c t ,  i n t e l l e c t u a l  mediation, than the 

Neo-Orthodox c h i l d re n  who do no t  e s p e c i a l l y  r e ce i ve  t h i s  type of  

mediat ion, and that  the former group are modified in such a 

manner th a t  they w i l l  use th is  mode c '  conceptual izat ion  not only  

in tasks of  pure reason, but in t h e i r  s ec u la r  su b jec t  matter as 

w e l l .  Conversely,  s in ce  the Neo-Orthodox children have not hao 

mediation of  t h i s  q u a l i t a t i v e  type ,  they w i l l  not be as modified 

as the Ultra-Orthodox children and th is  fa c to r  w i l l  be 

r e f l e c t e d  in t h e i r  a b i l i t y  to so lv e  a b s tra c t  problems.

H y p o t h e s i s

The Ultra-Orthodox students  w i l l  show greater  prof ic iency  

in t e s t s  of  f igu ra l  r e la t io n a l  reasoning than the Neo-Orthodox 

s tudents .  In t e s t s  o f  p a r t ic u la r  secu lar  content ,  th at  i s ,  t e s t s  

o f  verbal and numerical r e la t io n a l  reasoning,  a s im i la r  d i f feren ce  

wi l i  be r e f l e c t e d .

Since Ultra-Orthodox males rece ive  more in ten s iv e  MLE than 

the Ultra-Orthodox females ,  they wi l l  perform at  a higher leve l  

in the areas o f  f i g u r a l ,  verbal cxd numerical r e la t io n a l  th inking.  

This dif ference  wil l  not be e v i d e n t  between the Neo-Orthodox males 

and females s in ce  t h e i r  MLE i s  e s s e n t i a l l y  s i m i l a r .



CHAPTER 4

METHODOLOGY

This chapter describes  the c h a r a c t e r i s t i c s  c f  the samples 

that  were s tud ied ,  and g ives  a descr ipt ion  o f  the c o g n i t iv e  t e s t s

used,  and the  procedura l  aspects  o f  t he  p r e s e n t  research.

S u b j e c t s

S e lec t io n  C r i ter ia

The c r i t e r i a  for i n c l u s i o n  of  s u b j ec t s  in the p r e s e n t  s tudy 

were based on the fo l lo w in g :

a) the fami ly c on s i s t ed  of  a b i o l o g i c a l  mother and r a t h e r ,

with both parents res id ing  in the same household;

b) the parents were both Jewish;

c) the c h i ld  had no record of  l e a r n i ng  d i s a b i l i t i e s ,

d) they belonged e i t h e r  to  the Neo-Orthodox or Ultra-Orthodox

communi t ies ;

e)  the  parents consented to the  t e s t i n g  of  the  c h i l d  

( see  Appendix A) .
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Subjed Character is t ic s

Subjec t s  were chosen from two types of  Jewish parochia l  

sch oo ls ;  one Neo-Orthodox and the other  Ultra-Orthodox. The 

former type was co-educational and the l a t t e r  was divided into  a 

boys '  and g i r l s '  s c h o o l . There were two l e v e l s  o f  age 

d is tr ib u t io n  within each group; a junior  leve l  which cons is ted  of  

Standards s i x  and seven,  and a sen ior  le v e l  containing Standards 

nine and ten .  S p e c i f i c  ages were not taken in to  account, however, 

children who had f a i l e d  a year o f  schooling were not included in 

the sample. Therefore,  i t  was assumed tnat the standard l e v e l s  

cons is ted  o f  a normal d i s tr ib u t io n  of ages for  those standards.  

Since  the subjects  were not chosen randomly, there was unavoidably 

an unequal d i s tr ib u t io n  o f  males and females in each group. The 

home language of  each c h i ld ,  and the medium o f  ins truct ion  at  

school was English. In Table the number o f  subjects  that were 

obtained for  each c e l l  i s  indicated.

TABLE 1

Number o f  Subjects Obtained for each Cell

Juniors Seniors

Males Females Males Females

Neo-Orthodox 19 12 n=47

Ultra-Orthodox 11 12 3 12 n=38
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I t  i s  noted that  the Ultra-Orthodox male c e l l  contained only 

three su b jec ts ;  th i s  was due to the fa c t  that  there i s  only one 

school o f  t h i s  nature in South Africa  with few males a t  sen ior

l e v e l .

Nature o f  the Relig ious  Study of  the Two Groups at School

Both groups have r e l ig io u s  study at s ch oo l ,  but there la a 

dif feren ce  in the quantity  and q u a l i ty  o f  th i s  study. In a l l  of  

the schools  the day s t a r t s  with prayer.  In the Neo-Crthodox 

group, which i s  co-educat ional ,  the children are taught Heorew, 

Jewish History,  Tanacn (the Bible) and certa in  of the r e l ig io u s  

laws and e t h i c s .  This takes up aoproximately two to  three hours 

o f  the school day, and the emphasis is  on learning rather tnan 

independent study. The majority o f  the scnccl  day i s  devoted to  

secu la r  su b jec ts .

In the Ultra-Orthodox group, males and females attend  

d i f f e r e n t  schoo ls .  Gir ls  are taught for  approximately two to  

three hours each day on Jewish h i s to r y ;  they study some Mishnah 

on the laws and moral teachings ,  and learn some o f  the  

commentaries on these laws. In addit ion to t h i s ,  they have a 

separate  period devoted to learning Hebrew. The emphasis on 

re l ig io u s  study i s  l e s s  on the i n t e l l e c t u a l  s id e ,  than on the  

pract ice  of  t he  r i t u a l s  and laws, the  reasoi for them, and the 

a s s i m i l a t i o n  of  the  e th ica l  and moral teachings .

In the boys '  school the e n t ir e  morning i s  s pen t  in r e l i g i o u s  

s tudy .  The beys s tudy the Sources,  Mishnah, Gemara and



commentaries. They are encouraged to work out so lu t io n s  to  

certa in  of  the age-o ld  controvers ies  and problems. Afterwards 

they spend some time with the Rabbi d iscuss ing  the points  in f in e  

d e t a i l .  This method of  educating i s  e s p e c i a l l y  designed to teach 

the boys to think in an independent and c r i t i c a l  manner, s ince  

the community requires that they continue r e l ig io u s  study on 

completion of t h e ir  school ing .  Less time i s  in f a c t  devoted to  

secu la r  subjects  than to r e l ig io u s  study.  The d i f f e r e n t  emphasis 

on education in the two groups, both a t  home and at  s ch o o l ,  was 

t aken as t he  independent  v a r i a b l e .

Educational Status o f  the Parents

I t  has been noted prev ious ly  in th i s  d i s s e r ta t io n  (p.a3)  

that the educational level  o f  parents plays a role  in Jie 

co g n i t iv e  development o f  t h e i r  ch i ld ren .  In Feuerste in 's  terms,  

i t  could be maintained that  leve l  o f  education determines the 

q u a l i ty  o f  MLE a ch i ld  r ec e iv e s .  Data concerning the le v e l  of  

secu lar  education of  the mothers and fathers  in both groups was 

gathered from the questionnaire  parents were requested to f i l l  in 

and the resu l t s  in tabulated form are given in Table 2.



42

TABLE 2

L ev e l  o f Secular Education Achieved by Parents

U l t r a - •O r t h o d o x N e o - O r t h o d o x

M o t h e r Father M o t h e r  F a t h e r

S t a n d a r d  8 4.5% 4.5% 5.5%

Standard 9 - 5.5%

M a t r i c 12.5:, 16.5% 61% 38.8%

Tertiary
E d u c a t i o n

toCO 79% 33% 61.2%

Ultra-Orthodox: n = 24

Neo-Orthodox: n = 18

As Table 2 shows, a large majority o f  the Ultra-Orthodox 

parents had undergone t e r t i a r y  education. The d i s tr ib u t io n  o f  

mothers and fathers  in the group was s im i la r ,  both could be 

i l l u s t r a t e d  by a p o s i t i v e l y  skewed luntokurt ic  graph. There was a 

s l i g h t  d if ference  between mothers and fa th e rs ,  which revealed that  

more mothers had had t e r t i a r y  education. In the Neo-Orthodox 

group the pattern o f  mothers and fathers  d i f fered  in that the mode 

o f  the mothers was a t  matric leve l  and that o f  the fathers  at  

t e r t ia r y  l e v e l .  Twice as many Neo-Orthodox fathers  have had 

t e r t ia r y  education than the mothers. I t  can be seen that  tne 

fathers  and p a r t icu la r ly  the mothers in th is  group, have had 

considerably l e s s  s ecu lar  education proport iona l ly ,  than the 

mothers and f a t h e r s  i n  t h e  Ultra-Orthodox g r o u p .
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Cultural P r o f i l e s  of  the Ultra-Orthodox and

N e o - O r t h o d o x  G ro ups

In order to make further  d i f ferences  between the two groups 

more e x p l i c i t ,  a questionnaire  was developed as a device for  the 

post hoc character iza t ion  o f  the Neo-Orthodox and Ultra-Orthodox 

children and t h e i r  parents.  I t  should be noted that the p r o f i l e s  

generated were used as s e l e c t i o n  c r i t e r i a ,  and do not form a part  

of  the substant ive  f indings  of the present study.  Rather, the 

p r o f i l e s  should be regarded as a formal descr ipt ion  o f  the two

g r o u p s .

Backstrom and Hursh (1965),  s ta ted  that:

The model questionnaire  i s  designed in 
fcur p a r ts ,  the in troduct ion ,  warm-up 
q u es t ion s ,  the body o f  the study and 
demographic questions (p. 33).

However, for  th i s  quest ionnaire ,  the schema of  Simon (1979) has 

been fo l lowed, wherein the covering l e t t e r  i s  an introduction to  

the quest ionnaire ,  fo llowed by the demographic quest ions .  The 

reason Simon g ives  for  th i s  divergence from the Backstrom and 

Hursh model i s  th at  demographic questions placed a f t er  the 

introduction are in o f fe n s iv e  and may promote the completion of  

the quest ionnaire .  In the present questionnaire  these questions  

included the name and address o f  the c h i l d ,  the number of  children  

'n the family ,  p o s i t io n  o f  b ir th  order o f  the ch i ld  to be te s ted  

an d  the e d u c a t i o n a l  leve l  o f  t h e  parents.  The warm-up q u e s t i o n s
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were included to tap the frequency o f  synagogue at tendance, ex tent  

of  past and present r e l i g i o u s  study o f  the parents,and the degree 

o f  contact with the media o f  the majority c u l tu re .  The fourth 

part o f  the questionnaire  was the body of  the study and was 

la r g e ly  modelled on a questionnaire drawn up by Dubb (1973) .  I t  

was necessary to modify the quest ionnaire  in order to e l i c i t  

information perta in ing d i r e c t l y  to the present  research groups,  

s i n c e  Dubb1s questionnaire was aimed at  the general J e w i s h  

populat ion.  The aim o f  h is  research was to describe patterns o f  

Jewish i d e n t i f i c a t i o n  among Johannesburg Jews. He based his  

quest ionnaire  on an in ten s iv e  in terview programme o f  Johannesburg 

Jews. The in terview questions  were s t a t i s t i c a l l y  analysed and 

divided into su b - sc a le s ,  which a l l  loaded on a fac tor  which he 

c a l l e d  Jewish I d e n t i f i c a t io n .  Six o f  h is  s c a l e s  were used in the  

present quest ionnaire;  soc ia l  r e l a t i o n s ,  r e l i g i o u s  b e l i e f s ,  

ethnocentric ism, ant i - sem it ism ,  intermarriage and r e l i g io u s  

observances.

Two s c a l e s ,  Cultural Values and Educational Values, were 

d e v i s e d  by t h e  present researcher i n  order to  t a p  cultural and 

educational va lues ,  s ince  Dubb did not include these  aspects  in 

his  quest ionnaire .  The s ca le  of cu ltura l  values  contained some 

o f  the quest ions  included in Dubb's in terview schedule ,  however, 

some of  the questions the present researcher included in th i s  

s c a l e ,  s i n c e  t h e  information they w o u l d  e l i c i t  pertained d ir e c t ly  

t o  the groups b e i n g  evaluated. The s c a l e  o f  e d u c a t i o n a l  v a l u e s  

was an e n t i r e l y  or ig ina l  s c a le .  Q u e s t i o n s  o f  a contradictory  

nature were included within f i v e  o f  the s c a l e s  in order to a s se ss
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strength of  co n v ic t io n ,  s ince  questions in d ir e c t  contradic t ion  

should show opposi te  scores .

a. d e ta i l ed  descr ipt ion  o f  the sca le s  fo l lo w s .  The answeis 

r iver  to the questions were in the form o f  a Lickert sca le  

raroinu from 1 - s trongly  d isagree ,  to 5 - strongly  agree (see  

Ziocndi/ o for the quest ionnaire  and format,  and Appendix . for

the items 'n each s c a l e ) .

Social  Relations  su b-sca le  requires respondents to 

i t d i t a t s  thnir  / re ference  for in terac t ing  e i th e r  with Jews or

^  ir v jc ia l  s i t u a t i o n s .  A score o f  4 or 5 on the s ca le  as 

a ,,h: '4 w/uld Indicate  a p o s i t i v e  preference for  in tera c t in g  with 

Juwi, w hi ls t  a lov; - ub -sca le  to ta l  of  1 or 2 would suggest  

the ab/encc r weaKness or auch a d e s ire .

The Kelio ious  B e l i e f s  sub-sca le  covers what may be regarded 

4,  o f  tne basic  tenets  o f  the Jewish r e l i g io n .  The sub-sca le

as a whole r e f l e c t s  the e x te n t  to which the respondents accept or 

r e j e c t  Judaism as a b e l i e f  system. A high score in d ica te s  a 

p o s i t iv e  a t t i tu d e  towards t l ^ s e  b e l i e f s  and a low score r e f l e c t s  

non-acceptance o f  the b e l i e f  system.

Ethnocentricism i s  the b e l i e t  that the group one belongs to 

y; superior to other groups. Therefore,  in t h i s  s ca le  high scores  

r e f l e c t  the f e e l in g  th at  Jews are superior to non-Jews; a low 

score suggests  the absence o f  th is  b e l i e f .
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The Anti-semitism sca le  eva luates  the ex tent  to which Jews 

accept  well-known non-Jewish stereotypes  o f  themselves.  A high 

score indicates  agreement with the s tereo types ;  a low score 

revea ls  disagreement with the statements ,  as well as indir ference  

to  'undesirable'  behaviour by individual Jews.

The Intermarriage sub-sca le  in d ica te s  approval or disapproval  

o f  children mixing with or marrying non-Jews. A high score  

r e f l e c t s  disapproval o f  such r e la t io n sh ip s  and a low score shows

a p p r o v a l .

The sub-sca le  o f  Cultural Values was intended to  express 

values th at  are purely Judaic in nature as opposed to  more 

ass im i la ted  major ity -cu lture  va lues .  A high scc -e  aff irms  

Jewish va lues ,  l i f e - s t y l e  and c u l tu re ,  w n i l s t  a low score i s  a 

devaluation o f  these  aspects  o f  Judaic r e l i g io n  and cu l ture .

The sca le  o f  Relig ious  Educational Values conta ins  only two 

questions r e la t in g  to the b e l i e f  o f  the importance o f  r e l i g io u s  

education. A high score in d ica te s  the b e l i e f  that  Judaic study 

i s  an academic and i n t e l l e c t u a l  e x e r c i s e ,  w h i l s t  a low score 

p o i n t s  t o  disagreement with t h i s  percept .

The l a s t  s c a l e .  Re lig ious  Observances i s  an assessment o f  the 

percentage of  major observances to which the family  adhere. The 

higher the percentage,  the greater  the number o f  observances that

are u p h e l d .
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The statements th at  comprise the s c a le s  where placed in a 

mixed order in the questionnaire  so that respondents could not 

e a s i l y  g u e s s  t h e  n a t u r e  o f  the s c a l e s .  The c o m p l e t e d  

questionnaire  was given to ten s e t s  o f  parents to peruse,  in order 

to  ascerta in  th a t  the quest ions  were comprehendable and 

unambiguous. Where a p p l ic a b le ,  changes were made.

Only those parents whose children were t o  be  t e s t e d  w e r e  

requested to f i l l  in the ques t ion naire .  The parents were asked 

to complete the quest ionnaire  together  and seal i t  in an attached  

envelope to  ensure c o n f i d e n t i a l i t y .  The children were then 

required to return the envelope to  school .  The researcher was 

t h e  o n l y  person who had a c c e s s  to t h e  c o n t e n t s  of  t h e  

quest ionnaire .

The r e s u l t s  o f  Tables 3 - 7 w i l l  be examined f i r s t .  These 

r e f l e c t  the ex tent  o f  r e l i g i o u s  education, synagogue attendance

a n d  e x p o s u r e  t o  t h e  m a j o r i t y  c u l t u r e  m e d i a .

TABLE 3

Cheder Attendance o f  Parent s  when C hildren_____________

Ultra -Orthodox  Neo-Orthodox

Mothers Fathers Mothers Fathers

20.8% 16. 7% 11. 1%

22 . 2% 11 . 1%

8.3% 4.2% 44.4% 11.1%

4.2% 4.2% 11.2% 16.7%

None

1 - 2 Years 

2 - 4  Years

6 Y e a r s
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I t  can be seen in Table 3 that  in the Ultra-Orthodox group, 

the majority o f  mothers and fa thers  had attended cheder for more 

than s ix  years .  However, the d i f feren ce  between the two was in 

favour o f  the fa t h e rs ,  with approximately twenty per cent more, 

having had more than s ix  years attendance at  cheder.  A f i f t h  or 

the mothers had had no cheder experience .  In the Neo-Orthodox 

g r o u p  the f a t r . e r s  f o l l o w e d  a s im i lar  p a t t e r n  t o  t h e  U l t r a  Orthodox 

group, although the d i s t r ib u t io n  was l e s s  skewed and peaked.

This was due to the f a c t  that  there  was a greater  d i s t r ib u t io n  in 

the other l e v e l s  o f  cheder attendance, although h a l f  the fa thers  

had attended fo r  more than s ix  years .  The d i s t r ib u t io n  o f  the  

Neo-Orthodox mothers' attendance d i f f e r e d  from the ouhers in that  

the  mode lay a t  the '2 -  4 year' l e v e l ,  and was n egat ive ly  skewed. 

This pattern indicated that the majority  o f  the mothers had 

attended cheder for shorter periods o f  t ime.

TABLE 4 

S h i u r  Attendance of  Parents

Ultra-Orthodox Neo-Orthodox

Mothers Fathers Mothers Fathers

5 2 . 2 i 78.3% 22.2% 22.2%

17.2% 4.3%

30.4% 17.4% 77.8% 77.8%

The a b o v e  d is tr ib u t io n s  depart from t h e  patterns  of the 

previous one in that  the d i s t r ib u t io n s  o f  the Neo-Orthodox 

mothers an d  fathers  were i d e n t i c a l ,  but d i s s im i la r  to t h o s e  o f  

the Ultra-Orthodox. In the l a t t e r  group the mothers and fathers

Weekly

Monthly

None
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had a f a i r l y  s im i la r ,  n egat ive ly  skewed d i s t r i b u t i o n ,  with the  

mode o f  attendance a t  the weekly l e v e l .  However, there was a 

di f fe re n c e  between the two, in that approximately tw enty- f ive  per 

cent more fathers  attended shiurim weekly.  In the Neo-Orthodox 

group, the large  majority of  parents did not go to  shiurim. The 

percentage that  attended weekly was far  lower than that  o f  the 

mothers and fa thers  in the Ultra-Orthodox group.

TABLE 5

Amount o f  Time Spent by Parents on Relig ious  Stud^------------
Ultra-Orthodox Neo-Orthodox

Mothers Fathers Mothers Fathers

D a i l y 39:; 78.3% 16.7% 22.3%

Weekly 2 1 . 7T 8 . 7 : - 5.5%

Monthly 2 6 .3 : 4.3% - 5.5%

None 13% G
O 83.3% 66.7%

In Table 5 i t  i s  revealed that  the d i s t r ib u t io n  of  U ltra -  

Orthodox mothers and fa thers  d i f f e r e d .  The d i s tr ib u t io n  o f  the  

mothers was f a i r l y  p latykurtic  and n eg a t iv e ly  skewed, with the  

mode o f  study a t  the d a i ly  l e v e l .  This indicated that  somewhat 

more mothers studied at the d a i l y ,  than the weekly or monthly 

l e v e l s ,  although t h e r e  i s  a f a i r  p e r c e n t a g e  o f  s t u d y  a t  t h e s e  

l e v e l s .  A minority o f  the m o t h e r s  do n o t  s t u d y .  N e a r l y  f o u r -  

f i f t h s  o f  the fa thers  study r e l i g i o u s  t e x t s  d a i l y ,  with far  fewet 

cases at the other l e v e l s .  In the Neo-Orthodox group the  

majority of  mothers an d  fathers  never s t u d y  r e l i g io u s  t e x t s .  

Mothers, and to  a greater e x te n t ,  fa thers  did some r e l i g io u s
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s t u d y ,  h o w e v e r ,  t h i s  was  c o n s i d e r a b l y  l e s s  i n  b o t h  c a s e s  t h a n  i n  

t h e  U l t r a - O r t h o d o x  g r o u p .

TABLE 6

S y n a g o g u e  A t t e n d a n c e  o f  P a r e n t s

U1tra-0:rthodox N e o - O r t h o d o x

Mothers Fathers Mothers Fathers

Daily - 79.4% - 22.2%

Weekly 73.9% 10.7% 27.8% 27.8%

M o n t h l y 21.7% - 16.7% 5.5%

1 -  2 Times
per y e a r 4.4% 6.9% 44.4% 33.3%

N e v e r - - 11.1% 11.2%

Once again the Ultra-Orthodox group showed a higher leve l  o f  

attendance. A large  majority of  the Ultra-Orthodox fathers  go to 

synagogue d a i l y ,  with approximately a quarter o f  that  numoer 

attending weekly. A d i f f e r e n t  pattern was r e f l e c t e d  in the 

d is tr ib u t io n  of  the mothers, the majority  o f  whom attended  

synagogue weekly,  with about a third o f  that number going monthly. 

The Neo-Orthodox mothers and fa thers  had a f a i r l y  s im i lar  

d i s t r ib u t io n ,  although that o f  the fa th ers '  was more p la t y k u r t ic ,  

which indicated in t h i s  ins tan ce ,  that the fathers  attended  

synagogue more frequent ly  than the mothers.  However, the mode 

for  both lay at the '1 - 2 t imes per year' l e v e l  which revealed  

t h a t  they a t t e n d e d  s y n a g o g u e  far more in frequently  t h a n  t h e  

U l t r a - O r t h o d o x  g r o u p .
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s t u d y ,  h o w e v e r ,  t h i s  was  c o n s i d e r a b l y  l e s s  i n  b o t h  c a s e s  t h a n  i n  

t h e  U l t r a - O r t h o d o x  g r o u p .

TABLE 6

S y n a g o g u e  A t t e n d a n c e  o f  P a r e n t s  __________

U l t r a - O r t h o d o x N e o - O r t h o d o x

M o t h e r s  F a t h e r s M o t h e r s  F a t h e r s

D a i l y - 7 9 . 4 % - 2 2 . 2 %

W e e k l y 7 3 . 9 f , 1 G . 7 % 2 7 . 8 % 2 7 . 8 %

M o n t h l y 2 1 . 7 % - 1 6 . 7 % 5.5%

1 -  2  T i m e s  
p e r  y e a r 4 . 4 % 6 . 9 % 4 4 . 4 % 3 3 . 3 %

Never - - 1 1 . 1 % 1 1 . 2 %

Once again the Ultra-Orthodox group showed a higher leve l  of  

attendance. A large  majority of the Ultra-Orthodox fathers  go to  

synagogue d a i l y ,  with approximately a quarter o f  that  number 

attending weekly.  A d i f f e r e n t  pattern was r e f l e c te d  in the

d i s t r i b u t i o n  o f  t h e  mothers, t h e  m a j o r i t y  o f  whom attended  

synagogue weekly,  with about a third o f  that number going monthly. 

The Neo-Orthodox mothers and fathers  had a f a i r l y  s imilar  

d i s t r ib u t io n ,  although that o f  the fa th ers '  was more p la t y k u r t ic ,  

which indicated in t h i s  in s tan ce ,  th at  the fathers  attended 

synagogue more frequently  than the mothers. However, the mode 

f o r  b o t h  lay at the ' 1 - 2 times p e r  y e a r '  l e v e l  w h ic h  r e v e a l e d  

t h a t  t h e y  a t t e n d e d  synagogue f a r  m o re  i n f r e q u e n t l y  t h a n  t h e  

U l t r a - O r t h o d o x  group.
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E x p o s u r e  o f  t h e  two G ro u p s  t o  t h e  M a j o r i t y  C u l t u r e

Media

U l t r a - O r t h o d o x N e o - O r t h o d o x

Yes No Yes No

R a d i o 100% •-* 100%

T e l e v i s i o n 37.5% 62.5% 100%

N e w s p a p e r s 79.2% 20.8% 100%

P l a y s / F i l m s 45.8% 54.2% 72.2% 27.8%
— —

T a b l e  7 qives  an  i n d i c a t i o n  o f  e x p o s u r e  t o  majority c u l t u r e  

media. In both groups, a l l  fa m i l ie s  had rad ios .  However, 62.5% 

more Neo-Orthodox fa m i l i e s  had exposure to t e l e v i s i o n  and more 

Neo-Orthodox fa m i l i e s  subscribed to  newspapers and attended f i lms  

and plays on the c i r c u i t ,  than those  in the Ultra-Orthodox group. 

The Neo-Orthodox group th er e fo re ,  has had more exposure uo a 

b r o a d e r  r a n g e  of  media t h a n  the U l t r a - O r t h o d o x  g r o u p .

In overview, c e r t a i n  t r e n d s  c a n  be s e e n  c l e a r l y .  The majority  

o f  m o t h e r s  a n d  f a t h e r s  i n  t h e  Ultra-Orthodox g r o u p  h a v e  had  

t e r t ia r y  education. I t  i s  in ter e s t in g  to note the high percentage  

of  mothe-s in t h i s  group with t e r t ia r y  education, s in ce  i t  i s  well  

documented that higher secu lar  i s  genera l ly  discouraged in 

U l t r a - O r t h o d o x  g r o u p s  ( p a r t i c u l a r l y  i n  t h e  c a s e  of women) i n  o t h e r  

p a r t s  of  the world ( R a b i n o w i t z ,  1 9 6 0 ;  P o l l ,  1 9 6 2 ;  K a h a n a ,  1 9 7 0 ) .

As w ou ld  be e x p e c t e d ,  Ultra-Orthodox p a r e n t s  have had more 

r e l i g i o u s  e d u c a t i o n  i n  t h e  fo r m  o f  c h e d e r , s h i u r  a t t e n d a n c e  a n d
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i n d e p e n d e n t  r e l i g i o u s  s t u d y ,  t h a n  t h e  N e o - O r t h o d o x  g r o u p .  I n  t h e  

U l t r a - O r t h o d o x  s a m p l e ,  t h e  w i v e s '  l e v e l  o f  r e l i g i o u s  e d u c a t i o n  i s  

l o w e r  t h a n  t h e  h u s b a n d s ' , y e t  h i g h e r  t h a n  t h e  N e o - O r t h o d o x  m e n .

T h e  U l t r a - O r t h o d o x  g r o u p  h a v e  h a d  i - s s  e x p o s u r e  t o  t h e  b r o a d  r a n g e  

o f  m a j o r i t y  c u l t u r e  m e d i a ,  t h e r e f o r e  i t  c o u l d  b e  i n f e r r e d  t h a t  

t h e y  a r e  m o r e  e n c a p s u l a t e d  a s  a  g r o u p  t h a n  t h e  N e o - O r t h o d o x

s a m p l e .

T a b l e  8  p r o v i d e s  t h e  m e a n  s c o r e s  o b t a i n e d  f o r  b o t h  g r o u p s  o n  

e a c h  o f  t h e  e t h n o g r a p h i c  s u b - s c a l e s .
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TABLE 8

E T H N O G R A P H I C  S C A L E S

M e a n  S c o r e s  o b t a i n e d  o n  a  S c a l e  o f  
1 -  5  f o r  e a c h  S u b - s c a l e

U l t r a - O r t h o d o x  N e o - O r t h o d o x

Agree D i s a g r e e Agree D i s a g r e e

S o c i a l  R e l a t i o n s 4.49
SD=.49

1.04  
50= .21

4.23  
50= .49

2.5
SD=1.15

R e l i g i o u s  B e l i e f s 4.84
SD=.32

1 ,1 6
SD= .6 5

3 .8  
50= .8

4.05  
50= .89

Ethnocentricism 4.06
SD=.97

1.70
50=1.0

3.45
50=1.01

1.88
50=1.37

Anti-Semitism 2.79
SD=.69

- 2.77  
50= .89

Intermarriage 3.5
SD=.45

1 . 7  
50= .87

2.98  
50= .63

3.36 
50= .81

Cultural Values 4.4
SD=.56

1.79
50=1.15

3.4
50= .43

3.6
50=1.98

Relig ious  Educational 
Values 4.27

SD=.76
3.02

50=1.02
-

Religious  Observances 96.4:1, 67';

In terms of the Social Relations  s c a l t ,  both groups indicated  

a preference fc r  in terac t ing  with other Jews. The mean scores  

of  4.49 (SD=0.49) for  the Ultra-Orthodox group and 4.23 (50=0.49)  

fo r  the Neo-Orthodox group ranged between moderately agree to 

strongly  agree.  Thus, both groups were f a i r l y  s im i lar  in t h e ir  

views on th is  s c a l e .  However the Ultra-Orthodox sample s trongly  

d i s a g r e e d  w i t h  i n t e r a c t i o n  w i t h  n o n - J e w s  (M = 1 .0 4 ;  S D = 0 . 2 1 ) ,  w h i c h  

was  compatible w i t h  th e ir  h i g h  s c o r e  of  preference f o r
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in terac t ing  with f e l lo w  Jews. The Neo-Orthodox mean score o f  2.5  

(50=1.15) indicated a moderate disagreement with in teract ion  with

n o n - J e w s .

On the Relig ious B e l i e f s  s u b -sc a le ,  the Ultra-Orthodox group 

s trongly  accepted Judaism as a b e l i e f  system with a mean score of  

4.84 (50=0.32) which l i e s  c lo se  to the s trongly  agree poin t.  

Accordingly,  they s trongly  rejec ted  non-acceptance o f  Judaism 

(M=1.16; 50=0.65) .  The Neo-Orthodox group accepted Judaism with 

a score o f  3.8 (50=0.80) which l i e s  c l o s e  to  the moderately agree  

point .  Paradoxical ly  they r e f l e c t e d  a high mean score of 4 .05  

( 5 0 = 0 . 8 9 )  f o r  n o n - a c c e p t a n c e  o f  t h i s  b e l i e f  system.

Both groups indicated s im i lar  scores  with regard to  

ethnocentric ism. They moderately accepted the premiss of Jews 

being superior to other groups (Ultra-Orthodox: M=6.06; 50=0.79,  

Neo-Orthodox: M=3.45, 50=1.01) .  Both were c o n s i s t en t  in th e ir  

disagreement o f  the eq u a l i ty  of Jews with other groups 

(Neo-Orthodox: M=1.88; 50=1.37, Ultra-Orthodox: M=1.7h; 50=0.87) .

The mean scores  on the Anti -semitism sca le  revealed a s l i g h t  

disagreement on the part o f  both groups with the negat ive s t e r e o ­

types o f  Jews. The Ultra-Orthodox score of  2.79 (50=0.69) and 

the Neo-Orthodox mean score of  2 . / 7  (50=0.89) l i e  between the  

moderately disagree  to  in d i f f e r e n t  p o in t s .

On the Intermarriage su b -sca le ,  the Ultra-Orthodox group 

moderately disagreed (M=3.5; 50=0.45) with the in t e r r e la t in g  and
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i n t e r m a r r i a g e  o f  J ew s  a n d  n o n - J e w s ,  w h i l e  t h e  N e o - O r t h o d o x  g r o u p s  

r e v e a l e d  a s l i g h t l y  more  p o s i t i v e  f e e l i n g  r e g a r d i n g  m i x i n g ,  

( M = 2 . 9 8 ;  S D = 0 . 6 3 ) .  The c o n t r a d i c t o r y  q u e s t i o n s  w i t h i n  t h e  s c a l e  

were c o n s i s t en t  in both groups; the Ultra-Orthodox disagreed with 

mixing (M=1.7; 50=0.87) ,  and the Neo-Orthodox accepted mixing 

w i t h  n o n - J e w s  (M=3. 3 6 ;  5 0 = 0 . 8 1 ) .

As c o u l d  be  e x p e c t e d ,  t h e  Ultra-Orthodox g r o u p  expressed  

t h e i r  a g r e e m e n t  w i t h  J u d a i c  c u l t u r a l  v a l u e s  t o  a stronger d e g r e e  

(M = 4 .4 ;  5 0 = 0 . 5 6 )  than the N e o - O r t h o d o x  g r o u p  (M = 3 .4 ;  5 0 = 0 . 4 3 ) ,

The former group's mean score o f  1.79 (50=1.15) on the 

contradic tory ques t ion ,  indicated a disagreement with the 

devaluing o f  cultural p r a c t i c e s ,  which was compatible with t h e i r  

general score on t h i ,  s c a l e .  However, in the Neo-Crthodox group 

there  was an incons is tency ,  in that while  they accepted uudaic 

v a s u e s ,  t h e y  a l s o  devalued a s p e c t s  o f  u u d a i c  r e l i g i o n  ( ! i - 3 , 6 ,

50=1.98) .

In accordance with t h e i r  general p r i n c i p l e s ,  the U ltra-  

Orthodox group bel ieved  th at  r e l i g io u s  education was an academic 

a n d  in t e l l e c t u a l  e x e r c i s e  (M = 4 .2 7 ;  5 0 = 0 . 7 6 ) .  The N e o - O r t h o d o x  

expressed an in d i f fe r en t  opinion (M=3.20; 50=1.02) .  I t  i s  

in ter e s t in g  to n o t e  t h a t  t h e  Ultra-Orthodox parents regarded 

r e l i g io u s  education as not only a s p i r i t u a l ,  but in t e l l e c t u a l  

e x e r c i s e ,  s ince  the in t e l l e c t u a l  ram if icat ions  of  t h i s  type of  

s t u d y  a r e  known t o  t h i s  g r o u p .

£L
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With regard to r e l i g i o u s  p r a c t i c e s ,  the Ultra-Orthodox group 

a d h e r e  t o  29.4% more r e l i g io u s  o b s e r v a n c e s ,  t h a n  do t h e  Neo-  

O r t h o d o x  g r o u p .

F i g u r e  1 g i v e s  an i n d i c a t i o n  o f  t h e  d if feren ce  i n  d e g r e e s  

between the two groups' v iew-points .
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On examination o f  the r e s u l t s  o f  the questionnaire  i t  can be 

seen c l e a r l y  that overall  i t  appears that the Ultra-Orthodox group 

have had more r e l i g io u s  education. In a comparison o f  the two 

groups, more o f  the Ultra-Orthodox parents had attended cheder 

( r e l i g i o u s  afternoon school for  c h i ld r e n ) ,  for  longer periods of  

time, partook in shiurim ( lecture-cum -d iscuss ion  groups on 

r e l i g io u s  m at ters ) ,  and spend more time in studying r e l i g io u s  

t e x t s .  Thus, the Ultra-Orthodox groups have had, and continue to 

r e c e i v e ,  more r e l i g io u s  education than the Neo-Orthodox parents.

In terms o f  the two s o c ia l  communities,  the Ultra-Orthodox 

group belongs to  a more encapsulated community, s ince  they ensure 

th a t  they have l e s s  exposure to  majority cu l tu re  media, attend  

synagogue more frequently  than the Neo-Orthodox group, and adhere 

to  a greater number of  r e l i g i o u s  observances.  In 

c o n tr a d i s t in c t io n ,  the Neo-Orthodox appear to  be more ass im i la ted  

into  the majority cu lture;  they have far  l e s s  exposure to a 

Judaic way o f  l i f e  in the form of  r e l i g i o u s  study and p r a c t ic e ,  

a n d  more exposure to  the majority cu l tu re .

However, i t  appears th a t  the two groups are not t o t a l l y  

d i f f e r e n t  in kind, but rather  in degree.  Figure 1 g ives  a 

representation o f  the s im i la r i t y  in the p r o f i l e s  o f  the groups; 

they fo l low  the same general pat tern ,  but there are d i f i e re n c es  

in terms o f  in t e n s i t y  c f  b e l i e f .  In an evaluation of  the 

contradictory q u e s t i o n s  on t h e  s c a l e s ,  i t  c a n  be s e e n  t h a t  t h e  

Neo-Orthodox group are l e s s  committed to Judaic p r e sc r ip t io n s .

In t h i s  group on two of  the s ca le s  (Rel ig ious  B e l i e f s  and
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Cultural Values) the contradic tory questions did not show the 

opposite  va lues ,  thus ,  ind icat ing  both agreement and paradoxically  

disagreement with r e l ig io u s  cultural v a l u e s . This high l ig h ts  

uncerta inty  in b e l i e f ,  which may be due to the f a c t  th at  i s sues  

are not seen as categorica l  s ince  the group i s  heterogeneous in 

i t s  v iews, not n ecessa r i ly  ascr ib ing  to  one system.

Test Material

The Cognitive A b i l i t i e s  Test,  Fora 1, devised by Thorndike 

and Hagen (1971) was used to  t e s t  the chi ldren.  The t e s t  was 

chosen f i r s t ,  because i t  i s  a m u l t i - l ev e l  t e s t  and can therefore  

be used on d i f f e r e n t  age groups,  second, due to  the f a c t  that  i t  

requires the use o f  so p h is t ic a te d  abstract  and symbolic modes o f  

operation and does not re ly  t o t a l l y  upon learned i n t e l l e c t u a l

The Cognitive A b i l i t i e s  Test provides  
a s e t  of measures of  the individual s 
a b i l i t y  to use and manipulate abstract  
and symbolic r e la t io n s h ip s .  Three 
main types o f  symbols play substantia l  
ro les  in  the thinking of students  and 
adults ;  symbols representing words,  
symbols representing q u a n t i t ie s  and 
symbols representing geometric,  spat ia l  
or f igural  patterns.  In th is  t e s t  
three separate b a t t e r ie s  have been 
provided to assess  competence in 
working with each o f  the three types  
of symbols (Thorndike and Hagen, 1971,
p. 3).

Although the Verbal and Quantitat ive  B atter ies  deal with 

abstract  r e la t io n s ,  they depend a great deal upon learned
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v o c a b u l a r y  a n d  a r i t h m e t i c a l  c o n c e p t s .  H o w e v e r ,  t h e  a u t h o r s  

m a i n t a i n  t h a t  t h e  n o n - V e r b a l  B a t t e r y  “ b e a r s  l i t t l e  r e l a t i o n  t o  

f o r m a l  s c h o o l i n g " .  T h e r e f o r e ,  i f  t h e  q u a n t i t y  o f  s e c u l a r  

e d u c a t i o n  h a s  a n  e f f e c t  o n  t h e  o u t c o m e  o f  t h e  s c o r e s  o f  t h e  f i r s t  

t w o  b a t t e r i e s ,  t h e  U l t r a - O r t h o d o x  c h i l d r e n  w i l l  n o t  b e  a t  a  

d i s a d v a n t a g e  o n  t h e  n o n - V e r b a l  B a t t e r y ,  t h u s  t h e i r  t r u e  a b i l i t y

may be assessed.

There are ten su b - te s t s  in the Cognitive A b i l i t i e s  Tesc,  

four in the Verbal Battery and three r e sp e c t iv e ly  in the otner  

two b a t t e r i e s .  Each s u b - t e s t  i s  arranged on a m u l t i - l e v e l  format, 

the items beginning at  a simple leve l  and progressing to  more 

so ph is t ica ted  l e v e l s .  Eight d i f f e r e n t  t e s t  l e v e l s  are achieved  

in the t e s t  by varying the point a t  which the subject  s t a r t s  the 

t e s t  and the poin t  at  which she s tops .  This gradation makes i t  

p o ss ib le  to use the t e s t  a t  any school form l e v e l ,  a t  the  

appropriate l e v e l  o f  d i f f i c u l t y .  The answers are in mult ip le  

choice format and can be marked by means of  a printed mask.

The authors,  T h o r n d i k e  an d  Hagen, r a n  a Factor Analysis on 

the t e s t .  The r e su l t s  ind icated  that there was a common factor  

running through a l l  the su b - te s t s  which they ca l led  "general 

re la t iona l  thinking". They maintained 3 verbal and

non-verbal factors  a r e  well  defined,  b u t  evidence f o r  a 

d i s t i n c t i v e  q u an t i ta t ive  fac tor  i s  v i r t u a l l y  absent due to  the 

fa c t  that the var iat ion  in qu a n t i ta t iv e  reasoning i s  "argely 

accounted for  by the general reasoning fac tor  running through 

the t e s t .  On examination of  Table 9 ,  i t  i s  c lear  that  there i s
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a common factor .  However i t  i s  d i f f i c u l t  to j u s t i f y  the l a s t  

fa c to r  as a separate fac tor  s ince  i t  accounts for a r e l a t i v e l y

small amount of variance.

I t  i s  recognised in t h i s  study th a t  there i s  no d irec t  

evidence th at  a l l  the b a t te r ie s  c o n s t i tu te  d i s t i n c t  fa c to r s .  

However, i f  p a r t icu la r ly  d i f f e r e n t  r e su l t s  are obtained between 

the groups on the separate b a t t e r i e s ,  the heterogeneity  of  the  

b a t te r ie s  may be ind icated .
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TABLE 9 

Factor Analysis

T e s t s

G e n e r a l
R e l a t i o n a l

Thinking

II 
V e r b a l

F a c t o r s

I I I  
F i g u r a l  

N o n - V e r b a l

IV
Q u a n t i t a t i v e

V o c a b u l a r y .67 .51 - .0 2 .12

S e n t e n c e  C o m p l e t i o n . 7 3 .51 .03 .07

V e r b a l
C l a s s i f i c a t i o n .70 .42 . 10 - . 0 7

Verbal Analogies .80 .29 .03 - .05

Q u a n t i t a t i v e m - .0 4 .25
R e l a t i o n s . / 4 , U 1

Number S e r i e s .82 .02 .00 .06

E q u a t i o n  B u i l d i n g .7 9 - .0 2 . 00 .21

F i g u r e
C l a s s i f i c a t io n .67 - . 0 1 .39 - .0 5

f i g u r e  A n a l o g i e s .77 .00 .40 - . 0 7

F i g u r e  Synthesis .62 - . 0 7 .39 .13

P e r c e n t  o f  V a r i a n c e 53.8 7 . 9 4 .8 1 .6

T h o r n d i k e  a n d  Hagen, 1 9 7 1 ,  p .  103
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P r o c e d u r e

Since each battery o f  the Cognitive A b i l i t i e s  Test takes  

approximately forty  to f i f t y  minutes to adminis ter,  i t  was 

decided that no more than two b a t te r ie s  would be given on any one 

day, so that fa t igue  would not inf luence  the r e s u l t s .  In the  

Neo-Orthodox school ,  Standards 6 ,  7,  9 and 10 were te s ted  

sep arate ly ,  but in the Ultra-Orthodox s ch oo ls ,  because o f  the  

smaller  numbers. Standards 6 and 7 were t e s ted  together  as were 

Standards 9 and 10. At the o u t se t  o f  each s u b - t e s t ,  in s tru c t ion s  

were read to  the children from the in s tr u c to r ' s  manual, queries  

were answered and i t  was ascerta ined by the t e s t e r  that each 

c h i ld  understood the requirements of each t e s t ,  ihe children  

were supplied with printed t e s t  forms, book le t s ,  penc i l s  and

erasers .

Data Analysis

The questionnaire was analysed in terms o f  the d escr ip t iv e  

data i t  would y i e l d ,  in order to obtain a p r o f i l e  of both groups.  

However, the data obtained from the questionnaire  on parental  

education was used as an independent var iable  in the analyses  of  

variance (ANOVA) performed on the three b a t t e r i e s ,  I t  was 

decided th a t  the d i f feren ces  between the Neo-Orthodox and U ltra-  

Orthodox groups would be assessed  separate ly  in terms o f  the 

Verbal, Quantitat ive and Figural B a t t e r i e s ,  s ince  they supposedly 

t e s t  somewhat d i f f e r e n t  s k i l l s .  A summation of  a l l  the scores  

could lead to  confounding of the r e s u l t s  and a l o s s  of  information
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Only t h e  raw s c o r e s  w e r e  u s e d  a s  t h e  t e s t s  w e r e  n o t  

standardised for t h i s  country.

Two s e t s  of  analyses  were computed on the scores o f  the 

Verbal,  Quanti tat ive  and Figural B a t te r ie s .  In the f i r s t ,  the 

independent variables  used were Parent Education and Schooling,

A 4x2  fa c tor  a n a l y s i s  o f  variance was c o m p u t e d  on e a c h  of  

the three b a t te r ie s  as shown in Table 10. A 2x2x2 fac tor  analys is  

o f  variance was computed on each o r  t h e  three b a t t e r i e s  as  shown

i n  T a b l e  1 1 .

TABLE 10

General Design o f  the 4 x 2 Factor Analysis  o f  Variance

Independent Variables L e v e l s

Parent Education Mother t e r t i a r y ;  Father secondary

Father t e r t i a r y ;  M o t h e r  secondary

B o t h  t e r t ia r y

B o t h  s e c o n d a r y

S c h o o l i n g Neo-Orthodox

U l t r a - O r t h o d o x

In the s e c o n d  s e t  o f  analyses ,  ( s e e  T a b l e  1 1 ) ,  t h e  

independent var iables  were: Schooling, Sex and Standard.
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TABLE 11

Seneral Design of the 2 x 2 x 2 independent Factor Analysis o f  Variance

I n d e p e n d e n t  V a r i a b l e s

S c h o o l i n g

S e x

S t a n d a r d

L e v e l ;

U l t r a - O r t h o d o x

N e o - O r t h o d o x

M a l e

F e m a l e

J u n i o r

S e n i o r



CHAPTER 5

RESULTS

In the present  chapter the resu l t s  obtained from tne various  

ANOVAs a r e  g i v ° n .  Two types o f  a n a l y s e s  w e r e  c o m p u t e d  on t h e  

same s e t  of three  dependent variables  (the Verbal, Quantitat ive  

and Figural B a t t e r i e s ) .  The f i r s t  a n a ly s i s ,  a 4x2 f a c to r ia l  

design, was aimed at  examining the contr ibutions  o f  Parent 

Education and Schooling, whereas the second a n a ly s i s ,  a 2x2x2 

fa c t o r ia l  design,  was concerned with the contributions  of  

Schooling, Sex and Standard on the t e s t  b a t t e r i e s .

Parent E d u c a t i o n

The aim o f  the analyses reported in th i s  sec t ion  was to  

examine the e f f e c t s  of  Parent Education on the three cognit ive  

scores .  These are e s s e n t i a l l y  subsid iary analyses .  In teres t  was

a l s o  c e n t r e d  on t h e  Parent x S c h o o l i n g  in ter a c t io n .

The Two-way ANOVAs performed on the Verbal, Q u a n t i t a t i v e  

and  F i g u r a l  B a t t e r i e s  a r e  shown i n  T a b l e s  12 -  14 .
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TABLE 12

Source Table fo r  the Analys is  o f  Variance o f  Parent

Education and Schooling on the Verbal Ba t te ry

Source SS d f MS F P

P a r e n t  E d u c a t i o n 645.05 3 645.05 2.48 0.079

Schooling 282.16 1 282.16 3.25 0.080

P a r e n t  E d u c a t i o n  
x  S c h o o l i n g

Error

93.38
2863.80

2

33

93.38
86.78

0 .54 0.589

TABLE 13

Source Table for  the Analysis o f  V a r i a n c e  o f Parent

Education and Schooling on the Quantitat ive  Battery

S o u r c e SS d f .IS F p

P a r e n t  E d u c a t i o n 188.90 3 188.90 0.63 0.601

Schooling 255.57 1 255.57 2.56 0.119

P a r e n t  Education 
x S c h o o l i n g 162.18 2 162.18 0.81 0.453

E r r o r 3300.10 33 100.00

Neither the main e f f e c t s  o f  Parent Education and Schooling,

n o r  t h e  t w o - w a y  in tera c t io ns  i n f l u e n c e d  the v e r b a l  o r

q u a n t i t a t i v e  scores .
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TABLE 14
Source Table for the Analysis o, Variance of Parent

Education and Schooling on the  F igura l  Battery

Source ss df MS F P

Parent Education 

Schooling

454.71

677.26

3

1

454.71

677.26

0 .98

4.36

0.416

0.045

Parent Education 
\  Schooling

Error

117.52

4971.52

2

33

117.52

150.65

0.38 0,688

As f a r  a s  t h e  F i g u r a l  B a t t e r y  was c o n c e r n e d ,  P a r e n t  

Education was not a s i g n i f i c a n t  contr ibutor.  However, the main 

e f f e c t  of Schooling influenced Figural Battery scores  

s i g n i f i c a n t l y ,  F ( l ;  32) = 4 .36;  p = 0 .045.  This e f f e c t  was 

oroduced by the f a c t  that  the Ultra-Orthodox group obtained  

higher f igura l  scores (Mean (M) = 80.14; Standard Deviation (SD) 

= The in terac t ion  between Parent Education and Schooling

w,:t not s i g n i f i c a n t .

In turn, the r e s u l t s  obtained indicated that  Parent 

Education did not inf luence the scores  on any of  the b a t t e r i e s .

The f o l l o w i n g  s e t  o f  analyo- c o n s t i t u t e  t h e  central  

c o m p o n e n t  of  the  p r e s e n t  study.
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Schooling, Sex an d  S t a n d a r d

Tables 15 - 17 present  the resu l t s  o f  the ANOVAs computed 

on the Verbal, Quantitat ive  and Figural B a t te r ie s .

TABLE 15

Source Table for  the Analysis of  Variance o f  Schooling

and Sex on the Verbal Battery

S o u r c e SS df MS F P

Schooling 402.32 1 402.32 5.45 0 .02

Sex 9.45 1
X 9 .45 0.13 0 .72

Schooling x Sex 114.70 1 114,70 1.55 0.22

S c h o o l i n g  x 200.68 1 200.68 2.72 0.10

S t a n d a r d

S t a n d a r d  x Sex 53.20 1 53.20 0.72 0.40

Schooling x 25.97 1 25.97 0,35 0.55

S t a n d a r d  x Sex

Error 5C'0.44 76 73.82
...........................

Examination of  Table 15 reveals th a t  Schooling exerted a

s i g n i f i c a n t  inf luence  on Verbal Battery scores F (1; 76) = 5 .4 : :  
p = 0 .0 2 ) .  This main e f f e c t  was produced by the fa c t  th a t  the

Ultra-Orthodox group obtained higher Verbal Battery scores

(M = 75.57;  SO = 10.93) than did the Neo-Orthodox group

(M = 71.23; SO = 8 .2 5 ) .  There were no other s i g n i f i c a n t

c o n t r i b u t i o n s  t o  t h e  V e r b a l  s c o r e s .
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TABLE 16
Source Table for  the Analysis o f  Variance of  Schooling

an d  Sex on the Q u a n t i t a t i v e  B a t t e r y

S o u r c e

Schooling 6074.17 1 6074.17 6 .  / 7 0.011

S ex 7150.51 1 7150.51 7.96 0.006

Schooling x Sex 881.61 1 881.61 0 .98 0.325

S c h o o l i n g  x 188.33 1 188.33 0.21 0 .648

S t a n d a r d

Standard x Sex 11.55 1 11.55 0.01 0.910

Schooling x 6759.22 1 6759.22 7.53 0.007

Standard x S ex

E r r o r 66441.67 74 897.86

The main e f f e c t s  o f  Schooling ( F ( l ,  74) -  6 .77;  p -  0 .011)  

and Sex ( F ( l ,  74) = 7 .96; p = 0 .006) contributed to the  

Quantitat ive scores .  The Ultra-Orthodox children obtained 

higher qu an t i ta t ive  scores  (M = 77.18;  SO = 9 .53)  than did the  

N e o - O r t h o d o x  children (M = 79.13; SO = 1 0 . 3 4 ) .  Further,  m a l e s  

obtained higher scores (M = 79.13; SO = 6 .44)  than the females  

(M = 72.00; SO = 11 .17) .  None of  the two-way in terac t ion s  were

S i g n i f i c a n t .  How e ver ,  the three-way in t er a c t io n ,  S c h o o l i n g  x 

Sex x Standard, reached s ig n i f i c a n c e  ( F ( l ,  74) = 7 .53;  p = 0.007)  

T h i s  in terac t ion  i s  represented i n  Figures 2a and 2b.
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Figure 2 . The e f f e c t s  of sex on qu an t i ta t ive  scores  in the Junior 

standard (a) and the Senior standard (b) samples.

The in terac t ion  was a t tr ib utab le  to the fo llowing e f f e c t s :  

At the junior  standard l e v e l ,  Ultra-Orthodox males (M = 78.82;  

SO = 7.07) and females (M = 80.92; SO = 11.95) obtained s im i lar  

q u ant i ta t ive  scores .  However, a: the same l e v e l ,  the 

q u an t i ta t ive  scores  of  the Neo-Orthodox females (M = 66.00;

SU = 4 .24) was considerably lower than th at  o f  the Neo-Orthodox 

males (M = 83.00; SO = 8 .9 6 ) .  At sen ior  standard le v e l  th is  

p a t t e r n  changed; t h e re  was a sex d i f f e r e n c e  in the performance
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of the Ultra-Orthodox chi ldren,  s ince  females (M = 70.75;

SO = 9 .75) obtained lower scores  than the males (M = 82.00;

SD = 4 .41 ) .  For the Neo-Orthodox chi ldren,  the sex d i f ference  

was reduced with the males (M = 69.75;  SD = 7.41) and females  

(M = 67.66; SD = 12.34) obtaining comparable scores .

TABLE 17

Source Table for  the Analysis o f  Variance of  Schooling  

and Sex on the Figural Battery

Source

Schooling

Sex

Schooling x Sex 

Schooling x Standard

Schooling x Sex

Schooling x 
Standard x Sex

Error

ss of MS F P

38482.27 I 38482.27 41.75 0.0001

3375.33 1 3375.33 3.66 0.0598

3340.53 1 3340.53 3.62 0.0611

10772.87 1 10772.87 11.69 0.0011

796.69 1 796.69 0.86 0.3558

9277.29 1 9277.29 7.89 0.0064

63609.57 69 921.88

Yat again, Schooling exerted a s i g n i f i c a n t  e f f e c t  on Battery  

scores (F (1 ,69)  -  41 .75; p = 0 .001) .  The Ultra-Orthodox 

children performed at a higher leve l  (M = 81.14;  SD -  13.27) than 

the Neo-Orthodox children (M = 69.93; SD = 11 .15) .  The main 

e f f e c t  o f  Sex and the in terac t ion  between Schooling and Sex f e l l  

j u s t  short o f  s ignf icance  ( P = 0 . 0 6 ) .  The two-way in teract ion  

between Schooling and Standard was s i g n i f i c a n t  (Schooling x 

Standard: F (1 ,69) = 11.69; p -  0 .0 0 1 1 ) ,  and i s  represented in

Fiaure 3.
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igure 3. The e f f e c t s  of the in terac t ion  o f  Schooling and 

tandard on f iqural  scores .

From Figure 3, i t  i s  ev ident that the Ultra-Orthodox groups 

perform at  a higher leve l  than the Neo-Orthodox groups. However, 

the d if ference  between the Neo-Orthodox and the Ultra-Orthodox 

i s  more marked at  the sen ior  leve l  (Ultra-Orthodox: M = 73.14;

SO = 13.78 and Neo-Orthodox: M = 52,93; SO = 13.50) than a t  the 

junior  level (Ultra-Orthodox: M = 86.00; SO = 7.29 and 

N e o - O r t h o d o x :  M = 7 9 . 0 8 ;  SD = 7 .2 9 ) ,

The three-way in teract ion  (Figure 4) was a lso  s i g n i f i c a n t  

(Schooling x Standard x Sex; F ( l ,6 9 )  = 7 .89; p = 0 .0064) .



FI
GU

RA
L 

SC
OR

ES
74

Neo-Orthodox
Neo-Orthodox

Ultra-Orthodox
Ultra-Orthodox

U_

FemalesMalesFemalesMales
SEXb)SEXa

Figure 4. The e f f e c t s  o f  sex on f igu ra l  scores on the Junior 

Standard (a) and Senior Standard (b) samples.

Figures 4a and 4b reveal that a t  junior standard leve l  there  

was no sexual d i f f e r e n t ia t io n  in the Ultra-Orthodox group (males:

M = 86.00; SO = 4.24 and females: M = 86.00; SO 7 .9 6 ) .  However, 

at  th is  leve l  the Neo-Orthodox females (M = 75.43; SO = / .6 6 )  

scored somewhat lower than the Neo-Orthodox males (M = 80.42;

SD = 7 . 0 4 ) . This pattern c h a n g e d  a t  senior  standard l e v e l .  Th e 

U l t r a - O r t h o d o x  g r o u p  showed a m a r k e d  sex d i f fe re n c e ,  w i t h  t h e  m a l e  

scores  (M = 89.00; SD = 4 .36) far  greater  than the female scores  

(M = 68.82; SD = 10 .31) .  The Neo-Orthodox pattern was reversed
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when males (M = 50.43; SO = 13.50) obtained s l i g h t l y  lower 

scores  than the females (M = 55.43;  SO = 19 .09) .



CHAPTER 6

DISCUSSION AND CONCLUSION

The r e s u l t s  o f  the present study w i l l  be discussed and 

compared f i r s t ,  with other re la ted  research f in d in g s ,  and secon 

with current co gn it ive  th eo r ie s .

In overview, Schooling influenced performance l e v e l s  on a l l  

hree b a t t e r i e s ,  with the Ultra-Orthodox children obtaining higher  

cores than the Neo-Orthodox ch i ld ren .  These r e s u l t s  support the 

ypothes is  o f  the present research. Not only were the scores  of  

he Ultra-Orthodox students superior on the Figural Battery,  which 

e a r s  l i t t l e  r e la t io n  to formal schoo l ing ,  t e s t i n g  s o -c a l l e d  

Huid i n t e l l i g e n c e  (Thorndike and Hagen, 19711, but a lso  on the  

/erbal and Quantitat ive B a t t e r ie s ,  which r e ly  on academically  

learned concepts ,  although they spent far  l e s s  time on secular  

s t u d i e s  t h a n  did t h e  M e o -O r th o d o x  chi ldren.

These r e s u l t s  are in concordance with those o f  Gross (1970) 

and Himmelfarb (1974) whose research revealed that Talmudic study 

over a number o f  years had a s i g n i f i c a n t  impact on cogn it ive  

a b i l i t y ,  an d  that  Talmudic s t u d e n t s  w e r e  superior reasoners.  

Silverman (1954) a lso  demonstrated that  chi ldren who attended
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a l l - d a y  Y e s h i v a s  ( J e w i s h  r e l i g i o u s  a c a d e m i e s ) , d i d  n o t  s u f f e r  

academically as a r e s u l t  of  t h e ir  heavier programme and shorter  

amount o f  time devoted to secular  study. Rather, the rigorous  

r e l i g io u s  curriculum appeared to improve academic performance.

With regard to the second aspect  o f  the hypothes is ,  the  

fo llowing trend was discernable  in the in terac t ion s  on the Figural  

and Quantitat ive  B atter ies :  the d i f feren ces  between the Ultra-

Orthodox males and females was far  more marked at senior  than 

junior l e v e l .  The d i f feren ces  between the males and females in 

the Neo-Orthodox group tended to even out at  senior  l e v e l ,  ihese 

trends ind icate  that  the second part o f  the hypothesis i s  a c o rr e c .

supposit ion .

Traditional r e l i g io u s  Orthodoxy i s  character ized by sex ro le  

stereotypy .  S e l l e r  and Hilton (1972) demonstrated that  r e l i g io u s  

Orthodox Jewish children adhered more strongly  to t rad i t iona l  

male-female ro le  s tereotypes  than did non-tradit ional Jewish 

chi ldren .  Judaism i s  a male -oriented,  patriarchal r e l i g io n  and 

culture  (Klein ,  1977). Th; in ten s ive  and systematic t u i t i o n  ot  

the males i s  required by trad it iona l  Judaic law, and the boy i s  

expected to become a learned man (Kahana, 1970; P o l l ,  1962). The 

g i r l s '  in s truct ion  does not n e ces sa r i ly  emphasize s ch o la r l in ess  or 

in t e l l e c t u a l  a c q u i s i t i v e n e s s ,  but concentrates  more on the  

pract ica l  app l icat ion  of Judaic precepts on l i f e - s t y l e  ( P o l l ,  1962).  

This pattern was observable in the Ultra-Orthodox sch o o ls ,  s ince  

r e l i g io u s  t u i t io n  in the female school was of  a lower in t e l l e c t u a l  

standard than that o f  the males.  The g i r l s  do not study the



78

Gemara independently as do the boys,  which i s  an i n t e l l e c t u a l ,  

l o g ic a l  and abstract  e x e r c i s e ,  but simply learn many o f  the laws 

and th e ir  d er iva t ions .  This d i f ference  in mediation seems to 

account for the d i f feren ces  in the scores between the boys and g i r l s .  

The f a c t  that the divergences in Ultra-Orthodox male and female 

scores  i s  far greater  at senior than junior  l e v e l ,  lends support to 

the proposal that  the in ten se ,  in t e l l e c t u a l  mediation the males 

r e c e iv e ,  increases  cognit ive  performance over time.  The fa c t  that  

more intense mediation leads to an increment in c o g n i t iv e  a b i l i t y ,  

i s  further  substantia ted by the fa c t  that  the Neo-Orthodox males 

and females receive  s im ilar  mediation, and th e ir  scores  show 

greater  s im i la r i ty  a t  s en io r ,  than junior  l e v e l .  In sum, the sex 

dif ference  in the Ultra-Orthodox group i s  a r e s u l t  o f  d i f f e r e n t ia l  

mediational processes .  However, s ince  mediational pract ices  in 

the home environment per se were not examined, these  fac tors  in a l l  

probabi l i ty  a lso  contr ibute  towards the d i f ferences  between, f i r s t ,  

the Ultra-Orthodox males and females,  and second, the Ultra-  

Orthodox and Neo-Orthodox groups as a whole.

It  must be s tressed  that although dif ference  in Schooling 

was the independent var iab le ,  home environmental fac tors  are 

continuous with schooling in the mediation of the ch i ld ;  the  

s p e c i f i c  in f luences  o f  these two fac tors  cannot be s p ec i f ied  in 

t h i s  study, and th ere fore ,  the influence of the mil ieu as a whole

w i l l  be assessed ,

Particular aspects  of  the home environment were examined, 

namely, the level  of parental education and r e l i g io - c u l t u r a l
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prac t ices  and values .  The analyses of variance computed on 

Parent Education e s tab l i shed  that  the leve l  o f  parent education  

did not inf luence the scores on any of  the b a t t e r i e s .  These 

r e s u l t s  contradic t cer ta in  s tud ies  which have proposed that  the 

l e v e l  o f  parental education and ch i ld ren 's  achievement are 

s i g n i f i c a n t l y  re la ted  (Garon, 1971; S h a h ,  1 9 7 1 ) .  H o w ev er ,  t h _  

r e s u l t s  obtained in the present study are compatible with an 

increasing number o f  s t u d i e s ,  that demonstrate th at  cognit ive  

development i s  the r e s u l t  o f  a complex in ter r e la t io n sh ip  of  

parental a t t i t u d e ,  parent involvement in children and general 

home environment, over and above fac tors  of  socio-economic s tatus  

and parental education , although the l a t t e r  two factors  do play  

a r o le  (Hautamaki, 1981; Kondal and Lesser ,  1969; Nundy and 

Singhal ,  1981). Schooling was shown in the present study to be a 

Highly in f lu e n t ia l  fac tor  in cogn it ive  development, however, the 

d i f feren ces  in schooling per s e ,  are not s u f f i c i e n t  explanation  

for  the d i f f e r e n t ia l  scores .  The other d if ference  that  was 

explored, was the r e l i g i o - c u l t u r a l  mil ieu  of  both groups. On 

examination o f  the ethnographic p r o f i l e s  o f  each group, parents in 

the Ultra-Orthodox group indicated a greater  degree of  

cches iveness  and strength o f  b e l i e f ,  than the Neo-Orthodox 

parents.  Both mothers and fathers  in the former group attended  

shiurim an d  s t u d i e d  r e l i g io u s  t e x t s  independently,  to a g r e a t e r  

degree than the Neo-Orthodox parents .  They a lso  be lieved that  

r e l i g i o u s  education i s  an academic and in t e l l e c t u a l  e x e r c i s e ,  

whereas the Neo-Orthodox parents were in d i f f e r e n t  to t h i s  precept.  

The former, th ere fore ,  encourage r e l i g i o u s  education, not only of  

a p r a c t i c a l ,  but in t e l l e c t u a l  nature.  Talmudic study i s
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e s s e n t i a l l y  an example o f  abs trac t ,  r e la t io n a l  thought,  s ince  i t  

i s  an examination o f  complex networks o f  explanation of  abstract  

and e x i s t e n t i a l  problems (see  the introductory chapter).  I t  i s  

thus an acceptable p o s i t  that t h i s  type o f  study has an e f f e c t  on 

co g n i t iv e  s tructures .  Not only are Ultra-Orthodox children subject  

to t h i s  type o f  thought at sch oo l ,  but they are ra ised  in t h i s  

in t e l l e c t u a l  m i l ieu ,  s ince  a large  proportion o f  th e ir  parents  

study r e l ig io u s  t e x t s ,  and conceivably transmit t h i s  manner of  

th inking to t h e ir  chi ldren.  Most of  the Neo-Orthodox chi ldren do 

not have t h i s  kind of  input.  This fac tor  appears to  be the most 

l i k e l y  explanation for  the divergences in s co r e s .  There are a 

number o f  research cases  th at  substan t ia te  the strong inf luences  

that the family environment has on i n t e l l e c t u a l  development 

(Hahler,  1972; Marjoribanks, 1973 and 1974; S a t t l e r ,  19 /4 ,

Wozney, 1974),  and i t  i s  now a reasonably well  e s ta b l i sh e d  fa c t  

th a t  the part icu lar  fam il iar  mil ieu in which a c h i ld  i s  raised  

a f f e c t s  h is  or her co gn it ive  and academic a b i l i t y  (Firkowska, 198,,'. 

Further s tudies  have revealed th at  Jewish children ,rom r e l ig io u s  

homes are taught abstract  concepts from an ear ly  age, and may 

presumably be quite  famil iar  with t h i s  mode o f  thinking. Kousalis  

(1973) demonstrated th at  Orthodox Jewish children had more abstract, 

concepts o f  God than Catholic or Protestant  ch i ldren .  Kahana 

(1970) noted th at  the non-material nature o f  God and general 

concepts o f  s p i r i t u a l i t y  were taught to Ultra-Orthodox children  

at an early  age. Gross (1970) found th a t  Talmudic students were 

superior reasoners.  The r e s u l t s  o f  the present study w i l l  now be 

discussed with reference to the major c o g n i t iv e  development

t h e o r i e s .
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D i s c u s s i o n  o f  t h e  R e s u l t s  i n  t e r m s  o f  C o g n i t i v e  Theory.

Piaget described human co gn it ive  development in terms or 

developmental s tages  that  are species -general  in nature.  He 

developed the concept o f  co gn it ive  schemes within the general 

parameters of s ta g e s ,  and did not expand on the phenomenon of  

individual variation in development. P iaget  (1971b) described  

these parameters o f  development in terms o f  c a n a l i s a t io n ,  which i s  

the genetic  l im i ta t io n  of  phenotypic development to a few poss ib le  

phenotypes rather than an i n f i n i t e  var iety  (Scarr-Salapatek,

1976a, p. 34).  Therefore , development in each stage hinges on the  

genet ic  r e s t r i c t i o n  o f  phenotypes. Thus, environmental fac tors  

can only inf luence  development so far as the r e s t r i c t e d  phenotypes 

al low .  These patterns o f  development which are e s s e n t i a l l y  s imilar  

to Haddington's (1971) behavioural creods (Piaget  1971b), are 

organized pathways o f  behaviour that  develop in c h a r a c t e r i s t i c  ways. 

They represent the means by which ind iv iduals  acquire some, rather  

than other,forms o f  co gn it ive  funct ion ing .  In terms o f  the present  

study, both groups demonstrated the attainment o f  cer ta in  formal 

operat ions ,  such as the formation o f  re la t io n sh ip s  through a 

variety  o f  symbolic m od al i t ie s .  Therefore,  in Piagetian terms,

both groups have reached the s p e c i e s - s p e c i f i c  stage o f  formal 

operat ions ,  which i s  a genetic  p red ispos i t ion  ava i lab le  to  a l l  

humans. However, Piagetian theory per se i s  unable to  explain the 

s i g n i f i c a n t  d i f feren ces  in leve l  of performance o f  the two groups.  

This def ic iency  in the theory i s  a r e s u l t  o f  P ia g e t ' s  concentration  

on genetic  p red isp o s i t io n ,  to the r e l a t i v e  neg lect  of  descr ipt ion  

of  factors  that allow for  the manifestation of these p oss ib le
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fu n c t ion s .  I t  w i l l  be argued that individual or group d i f feren ces  

become more manifest as the organism matures, and accordingly ,  the 

range o f  d i f feren ces  within la ter  s tages  increases .

The fo l lowing lengthy quo ta t io n  by S c a r r -S a l ap a te k  (1976b) 

e l a b o r a t e s  on the  process  o f  developmental  a d a p ta t i o n ,  or

environmental inf luence:

What kinds o f  human behavioural

H i l l
hioher decree of  c a n a l iz a t io n .

lliillrc o r t i c a l  centres  are newer evolut ionary

hypothesis has c lear  im plicat ions  for  
in fant  i n t e l l i g e n c e ,  as contrasted with 
l a t e r  forms of i n t e l l i g e n c e ,  (p.  1 /b) .

Therefore, as co gn it ive  development becomes more complex and 

in tegrated ,  i t  i s  l i k e l y  to become more variable and weakly 

canal ized .  This conclusion i s  c rroborated by McCall (1981) who 

has maintained that  ear ly  development i s  highly canal ized for  the 

f i r s t  18 months, but th erea f ter  becomes l e s s  strongly canal ized .  

Individuals  proceed along the broad parameters o f  s p e c ie s - ty p ica l  

oaths but are more su scep t ib le  to  environmental and individual
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present study, the two groups may be i d e n t i f i e d  with the sp e c ie s -  

typ ica l  path o f  formal operat ions ,  but the var iat ions  in 

performance may be explained in terms o f  ranges within the stage  

produced by the d i f f e r e n t  soc io -cu l tu ra l  environments o f  the groups.  

However, the manner in which the environment in f luences  

development has no th eore t ica l  precedent in Piagetian theory, and 

th ere fore ,  the other theor ies  o f  cogn it ive  development w i l l  be 

explored for a more adequate explanation of  th i s  phenomenon.

However, in terms of  the broad framework o f  ca n a l i z a t io n ,  the 

present resu l t s  lend weight to the proposition o f  McCall (1981) 

and Scarr-Salapatek (1976a, 1976b), that  development becomes l e s s  

canal ized ,  and thus,  becomes more su scep t ib le  to environmental 

and individual genetic  in f lu en ces .  The f a c t  that  the Ultra-  

Orthodox culture  i s  p r e sc r ip t iv e  and s trongly  adhered to  by i t s  

members, may inf luence  developmental pathways or creeds in th is  

l a t e r  period o f  development in a way that  i s  d i f f e r e n t  from the 

l e s s  uniform environmental inf luence o f  the Neo-Orthodox group, 

and th is  may explain d i f ferences  in performance.

Within the Vygotskian paradigm, the d i f ferences  between the  

two groups could be explained in terms o f  soc ia l  mediation. Social  

mediating agents ,  in t h i s  case parents and teachers ,  mediate to 

the child  in such a manner that  t h e  values and modes of operation  

are in terna l ized  as higher order processes .  Vygotskian theory 

was not s u f f i c i e n t l y  well developed to  explain the process of  

d i f f e r e n t  types of mediation, but s ince  Feuersteinian theory i s  an 

elaboration on the mediating process ,  that  framework w i l l  be used
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as a more adequate explanation for  the d i f f e r e n c e s .

The th eor ie s  that e x te n s iv e ly  e lu c ida te  on the cultural  

influence?, on c o g n i t io n ,  are those of Bruner and Feuerstein .  As

Piaget has maintained, one could conceptualize  cognit ive  

processes as being b io lo g ica l  p o t e n t ia l s .  However, i f  the ch i ld  

i s  not educated in s p e c i f i c  ways, certa in  p o t en t ia l s  may not be 

actua l ized .  For example, i f  language i s  not taught to a c h i l d ,  

even though he or she has the potentia l  to  speak, he or she may 

never do so .  Thus, a greater  or l e s s e r  number of cognit ive  

processes w i n  be ac tu a l ized  in a c h i ld ,  given cer ta in  favourable,  

or conversely ,  unfavourable condit ions .  As Bruner (1974) has 

maintained, "some environments push co gn it ive  growth be t ter  and 

e a r l i e r  than others" (p. 391).  Thus, in the present study i t  has 

been indicated that cer ta in  aspects  o f  a cu l tu re  may d i r e c t l y  be 

related to s p e c i f i c ,  d i f f e r e n t i a l  s k i l l s  exhib i ted  by i t s  members. 

In Brunerian terms, the part icu lar  ampli f icat ion  systems o f  a 

culture  may become the predominant to o l s  of operations o f  i t s  

members. Talmudic study may be viewed as an ampli f icat ion  system 

of thought in the Ultra-Orthodox group. Thus, t h i s  abs trac t ,  

lo g ica l  and reasoning manner o f  study i s  passed on to the children  

at a young age and is  reinforced by formal r e l ig io u s  education.  

The fac t  that  t h i s  type o f  thought pervades the ent ire  mil ieu  and 

i s  a c ce s s ib le  to a l l  i t s  members. could account for  the f a c t  that  

even though the Ultra-Orthodox females rece ive  l e s s  in ten s ive  and 

q u a l i ta t iv e  r e l i g io u s  tu i t io n  than the males,  they s t i l l  operate  

at a superior level to the Neo-Orthodox females.  Although the 

rnnont. o f  amol i f  iC31 1 on systems i s  u s e f u l , Bruner did not explair
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the manner in which the s o -c a l l e d  t o o l s  a r i s in g  from these systems 

were passed on and in terna l ized  in the ind iv idu a l .

The present  r e s u l t s  have the most implication for  

Feuersteinian theory, and are best explained within t h i s  paradigm. 

Within the framework of Feuerste in 's  theory (1979, 1980),  i t  is  

poss ib le  to explain the manner in which the s p e c i f i c  modali ties  of  

cognit ive  operation in a culture  may be transmitted to the young.

In Feuerste in’s terminology, the higher leve l  o f  functioning in 

the Ultra-Orthodox chi ldren could be explained in terms o f  the 

d i f f e r e n t ia l  mediation t h i s  group r ec e iv e s .  Many of  the d is ta l  

a e t io lo g ic a l  fac tors  which Feuerstein g ives  as inf luencing  

mediation were contro l led  for  in t h i s  study, there were no records 

o f  organic !ty  or learning d i s a b i l i t i e s  in the children t e s t e d ,  

parents were of the same r e l i g io n  and not divorced, and the secular  

educational leve l  of  both s e t s  of parents did not d i f f e r e n t i a l l y  

e f f e c t  the c h i ld re n ’s leve l  o f  performance. The remaining fac tors  

not contro l led  f o r ,  were those o f  culture and environment. The 

dif ferences  in the r e l i g io - c u l t u r a l  environments of the two groups 

have been s p e c i f i e d  in th is  chapter . The in tense  and intentional  

mediation the U1tra-Orthodox children rece ive  is  gained at  an early  

age from abstract  concepts o f  God and r e l i g i o n ,  and progresses to  

a b s trac t ,  in t e l l e c t u a l  study. This process appears to have la id  

the groundwork for a superior U r o l  o f  a b s tr a c t ,  re lat ional  

thought. According to Feuerstein ,  once ear ly  mediation has been 

of  th i s  q u a l i ta t i v e  type, the child  becomes his  or her own mediator 

and i s  able to use the c u l tu ra l ly  mediated patterns of cognition  

unaided, when exposed to s t im u l i .  MLE i s  a group supported
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behaviour, and Feuerstein (1980) has s tated  that  the greater  the 

cultural d i f ference  o f  a s p e c i f i e d  group i s  from the majority  

c u l tu re ,  the stronger wi l l  be the cultural transmission o f  that  

group. This factor  has been h igh - l igh ted  in the present study.

The Ultra-Orthodox group require abs trac t ,  re la t iona l  thinking from 

t h e i r  ch i ldren ,  in order to study r e l i g io u s  t e x t s  in the r eq u is i t e  

manner. This in ten t io n a l ,  q u a l i t a t i v e  mediation begins a t  an early  

age, and as i t  becomes in t er n a l i ze d ,  the students e x h ib i t  high 

l e v e l ? of m o d i f ia b i l i ty  as seen by t h e i r  high l e v e l s  o f  functioning  

on the more secular  t e s t s ,  although they spend l e s s  time on secular  

work in school,  i t  i s  important to n o te ,  that the Neo-Orthodox 

children are high functioned, in comparison to  the general norm; 

t h i s  factor  i s  evident in t h e i r  metric r e s u l t s ,  which are ten to 

twenty per cent above the norm. However, in terms o f  Judaism, they 

may be said to be c u l tu ra l ly  deprived. Although Feuerstein only  

spoke of cu ltural  deprivat ion in terms of retarded performers, the  

Neo-Orthodox children do not have the same qual i ty  of in ten se ,  

in t e l l e c t u a l  MLE, as do the Ultra-Orthodox. These aspects  of  

Judaism, which the l a t t e r  group r e c e iv e s ,  enables them to funct ion  

at  a higher leve l  than the Neo-Orthodox children.

The pattern o f  tu i t io n  in the Ultra-Orthodox education system 

u  one t h a t  teaches  the  c h i l d  how to  t h i n k .  In r e l i g i o u s  s tu d y ,  

p a r t i c u l a r l y  in th e  case o f  the  ,vys ,  the  c h i ld r e n  a re  r e q u i r e d  to  

solve problems, and then d i s c u s s  t h e i r  methods o f  a n a l y s i s  with 

the t e a c h e r .  This process enab les  them to i n t e r n a l i z e  success fu l  

modes of o p e r a t io n ,  and they  conceivably  then apply s im i l a r  

processes  to  s e c u la r  s tu d y ;  t h i s  p rocess  in d i c a t e s  a high level of
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F l e x i b i l i t y .  This part icular  mediation i s  i n s t i t u t e d  well before  

school-going age ,  with both males and females ,  which explains  the 

superior functioning of the females. In overview, th is  study has 

brought to l i g h t  the f a c t  that  s p e c i f i c  cu ltural  var ia t ion s  may 

d ir e c t ly  e f f e c t  cogn it ive  s k i l l s  and the course of development. 

This e f f e c t  i s  dependent upon the strength of  cultural  

a f f i l i a t i o n ,  and the i n t e n t i o n a l i t y  of parents and other soc ia l  

agents to transmit these  values and ways of operating to the ir

Conclusion

The cultural d i f ferences  between the Neo-Orthodox and Ultra-  

Irthodox groups were s u b t l e ,  as the groups were both i d e n t i f i e d  at  

lerton's  fourth l e v e l ,  which excluded extraneous and confounding 

variables to a large ex ten t .  Both groups were found to  function  

at a soph is t ica ted  symbolic l e v e l ,  and thus,  the d if ference  

between the two can be viewed as a subt le  qu ant i ta t ive  d i f ference .

The dif ference  cannot be construed as q u a l i ta t i v e  s ince  both groups 

u t i l i z e d  complex modes of formal operations; i t  was simply th e ir  

le v e l  of performance within th is  s p e c i f i c  s e t  of  operations t e s t e d ,  

that  d i f fered .  Since extraneous variables  were contro l led  for ,  

the subtle  q u an t i ta t ive  d if ferences  were explained in terms of  

dif ferences  in the cultural  patterns of mediated learning experience

4-hn -H./n nrnuDS

As the e f f e c t  of  cultural d i f ference  on cognit ion becomes 

understood to  a greater degree, we can but hope, as Bruner (1974)
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has so e loq u en t ly  s t a t e d ,  t h a t
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GLOSSARY

CHEDE.R:

GEMARA:

HOMEORHESIS;

MEDIATED
LEARNING
EXPERIENCE:

MISHNAH:

TALMUD:

TORAH:

SHIUR(IM)

Relig ious  elementary school ,  usually  attached  

to a synagogue, where children go a f ter  school  

to  learn the teachings of  Judaism.

The tradition,'. ,  d iscuss ions  and rulings of
sch o la r s  who commented on, and supplemented 

the Mishnah; forms part o f  the Babylonian

Talmud and P a l e s t i n i a n  Talmud.

A homeorhetic system ensures the continuation  

of a given type o f  change, by means o f  a 
s t a b i l i z e d  b io lo g ica l  pathway of  development,  

along which most in d iv id u a l ' s  develop.

A process that s e n s i t i z e s  the human organism to  

s p e c i f i c  c h a r a c t e r i s t i c s  of stimuli  and 
e s t a b l i s h e s  in him or her s e t s  and modali t ie s  

which form cogn it ive  s tructures  and allow for  

learning from d irect  exposure s i t u a t i o n s .

E a r l i e s t  c o d i f i c a t i o n  of Jewish Oral Law.

Means teaching. The c o l l e c t i o n  of  d iscussions  

on the  Mishnah by generations of scholars and 

j u r i s t s  in many academies over a period of  

s eve ra l  centuries .

The Pentateuch, or f i v e  books o f  Moses. Also 
refers  to  the e n t ir e  body of  trad i t ion a l  Jewish 

teachings  and l i t e r a t u r e .

Informal lecture  and discussion sess ion  on 

r e l ig io u s  matters.

SOURCES: The Old Testament and tne  Apocrypha.
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APPENDIX A 

Consent m m  for  Testing of

ear Parents,

t  present I am doing research for  a Masters Degree, at the Universi ty  

f  the Hitwatersrand, in the School of  Psychology. My f i e l d  of research  

s c o g n i t iv e  development, which i s  the development of  thought over tame, 

’ran thought e n t i r e ly  based upon concrete o b j e c t s ,  to thought which i s  

ibs tract  in nature and thus free  from concrete and s i tuat iona l  factors  

( e . g .  lo g ica l  and problem-solving a b i l i t y ) .  This developmental process  

may take many years and i s  great ly  a f fec ted  by formal education. For 

the purposes of  t h i s  research I would l ik e  to  t e s t  your child  because 

he/she i s  undergoing a unique type of  education. These t e s t s  assess  

cognit ive  a b i l i t y  and are not standard I.Q. t e s t s .  Testing time w i l l

be minimal and has been arranged in such a way that i t  wil l
, im . .* has given th is

in ter fe r e  with the normal curriculum...............................

project h is  fu l l  support. Test r e s u l t s  w i l l  be treated in the s t r i c t e s t  

of confidence ,  and resu l t s  wi l l  not be given to  parents.  However, i f  

you wish for  a record of the resu l t s  to be Kept by the school,  you may 

ind icate  t h i s  preference below. I f  you have no objection to your ch i ld  

being t e s te d ,  i t  would be appreciated i f  you would sign th is  form.

The parental signature must be witnessed by another adult - the spouse

mav he the w i t n e s s .

* Name of the part icular  principal of that  school typed in.



, do/do not wish a record  of  the  t e s t  r e s u l t s  to  be kept by 

school.

Name of c h i l d   ...........................

Standard in School ................

P a r e n t ' s  S igna tu re  ................

Witness ........................................

Thank you f o r  your c o - o p e ra t io n .  

K, J . Redhill
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APPENDIX B

QUESTIONNAIRE

U n i v e r s i t y  o f  t h e  W i t w a t e r s r a n d  

School o f  Psychology

A p p l i e d  D i v i s i o n

D e a r  P a r e n t s ,

A t  p r e s e n t  I  am d o i n g  r e s e a r c h  for  a M a s t e r s  d e g r e e ,  i n  P s y c h o l o g y .

Some Jewish research workers a t  the U nivers i ty ,  including myselr,  nave 

b e e n  in terested  in the n a t u r e  o f  Jewish E d u c a t i o n .  We a r e  p r e s e n t , ; ; -  

conducting research in t h i s  in ter e s t in g  and valuable  area ,  and would 

appreciate i t  i f  you could f i l l  in t h i s  questionnaire.  I t  i s  e s s e n t ia l  

for  us to obtain a d e ta i l ed  descr ipt ion  of the thoughts,  a t t i tu d es  and 

opinions o f  Jewish parents,  b e c a u s e  these a r e  thought t o  i n f l u e n c e  

education and cogn it ive  development in ch i ldren .  Cognitive development 

i s  the development of  thought over time, from thought e n t i r e ly  baseo 

upon concrete o b j ec t s ,  to  abs tract  thought ( e . g .  log ica l  and problem­

solv ing a b i l i t y )  which i s  freed from concrete and s i tua t iona l  f a c t o r s .

You may f i n d  the q u e s t i o n s  a r e  o f  a somewha t  s e n s i t i v e  n a t u r e ,  however 

your answers w i l l  be treated in the s t r i c t e s t  o f  confidence according 

to the e th ica l  pr inc ip les  la id  down by the Professional Board for

P s y c h o l o g y  of  the S o u th  A f r i c a n  Medical an d  D e n t a l  C o u n c i l .  Your name 

w i l l  n o t  b e  u s e d  an d  n o - o n e ,  e x c e p t  t h e  researchers d i r e c t ly  involved,
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wil l  have access  to  the  q u e s t i o n n a i r e . The in format ion  ga thered  wi l l

be used fo r  no purpose o th e r  than pure r e s e a r c h .  In a d d i t io n  -----

w i l l  be t e s t e d  a t  school.  Mr Fe inberg ,  Mrs Bloch, Rabbi Levy and 

Rabbi S t e r n s t e i n  have a l l  agreed to  t h i s  re sea rch  and give i t  t h e i r  

f u l l  support. Your c o -o p e ra t io n  w i l l  be h igh ly  va lued ,  and w i l l  add 

g r e a t l y  to the  f i e l d  o f  Jewish Education.  I t  would be a p p re c ia te d  i t  

both p a r tn e r s  would f i l l  in the  q u e s t i o n n a i r e  t o g e th e r .

Thank you

K J  R e d h i l 1

*Name o f  c h i l d .
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QUESTIONNAIRE

SON'S/DAUGHTER'S FULL NAME ..............

DATE OF BIRTH ..............

ADDRESS . . . . . . .

TELEPHONE NUFZR 

HOME LANGUAGE ENGLISH ..................... OTHER

1) How many c h i l d r e n  do y ou  h a v e ?   .........................................................................

2 )  How many c h i l d r e n  w e r e  born b e f o r e  ...................... ?.................................................

3) What are your present occupations? Please t i c k  where appropriate.

Mother

Fa the r

PROFESSIONAL 
E.G. DOCTOR 
LAWYER

SALES

ADMINISTRATIVE

TECHNICAL

BUSINESS
E.G.
DIRECTOR

VOLUNTARY
WORKER

CLERICAL

HOUSEKEEPER

M o t h e r  ...........  .....................  .....................

Father .........  .................. ..................

4) What i s  the highest leve l  o f  s ecu lar  education you have reached? 
Please t i c k  where appropriate.

STD 8 MATRIC DIPLOMA DEGREE UNDER/POST
GRADUATE

M o t h e r

F a t h e r
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5) P lease  in d i c a t e  the  type c r e l i g i o u s  education  you have had, or
a re  c u r r e n t l y  r e c e i v i n g ,  by placing  a t i c k  where a p p r o p r i a t e .

CHEDER: NONE 2 YEARS 4 YEARS 6 YEARS MORE

Mother............................... .........................................................................................

Fa ther ............................... .........................................................................................

SHIUR ATTENDANCE: NONE WEEKLY MONTHLY

Mother • • * • ...........  ..............

Fa ther .................................................................................

TIME SPENT IN: NONE DAILY WEEKLY MONTHLY
RELIGIOUS STUDY

Mother • • • • .........  ...........  ..............

Fa ther----------------------- -----  . . . . .  ....... ............................

6)a .  Mother, do you work? Yes .................. No........

b. I f  'Yes' to 6a. what are your hours?

2 Hour' Daily _____ Mornings/Afternoons only   All Day . . . .

7) I f  your c h i ld  has not always a t tended  the High School he / she  now 
attends,  give the name(s) o f  the other  s ch o o l ( s ) .

(PLEASE TICK WHICHEVER ANSWER IS APPROPRIATE).

8 )  Do you h a v e  a r a d i o ?  Yes . . . .  No . . . .

9 )  Do you h a v e  a t e l e v i s i o n ?  Yes . . . .  No . . . .

10)  Do you g e t  a d a i l y  newspaper? Yes ------  No

1 1)  Do you a t t e n d  f i l m s  or p l a y s  on t h e  c i r c u i t ?

Yes . . . .  No *



ro
96

) P l e a s e  i n d i c a t e  how o f t e n  you  a t t e n d  s y n a g o g u e .

DAILY WEEKLY MONTHLY TWICE YEARLY NEVER

Mother

Father

Sons/
Daughter

SPACE.

Strongly Disagree  . . . .  1 Moderately Disagree  -----  2
Indif ferent  . . . .  3 Moderately Agree . . . .  4
Strongly  Agree -----  5

1) I f ee l  more at  home l i v i n g  in a Jewish neighbourhood
than a non-Jewi sh o n e .

2j G-d i s  the  c r e a t o r  o f  the  u n iv e r s e  and con t inues  to 
guide i t s  d e s t in y .

3 } A Jew i s  more s e n s i t i v e  to h is  f e l lo w  men's f e e l i n g s  
than i s  a non-Jew.

4} I fee l  personally ashamed when I see Jews making
themselves  conspicuous in pub l ic  p la c e s .

5) I t  i s  good for my son/daughter to mix s o c i a l l y  with
non-Jews as i t  g ives  in s ig h t  into other w?ys 01 l i f e .........................

6) I regard myself  as a Jew f i r s t  and a South A'rican
second.

7 ) My c h i ld  attends a Jewish school s p e c i f i c a l l y  so
t h a t  he /she  mixes with Jewish children.

8) I am happy with whatever my c h i ld  decided to  do
a f ter  m a t r i c u l a t i n g .  ............

9) I f ee l  more at home among Jews than non-Jews.............................. ............

10) The Torah i s  the  word of G-d given to  the  Jews through 
Mncpt  nn Mount  Sinai and may not be changed.



11) A young Jewish male who r e a l l y  loves a g e n t i l e  
g i r l  should give  up h i s  Jewishness i f  t h i s  is  
the  only way he can marry her .

12) I t  i s  more impor tant f o r  a c h i l d  to l e a r n  via  
studying the Torah then by working out for  themselves  
what i s  right and wrong.

13) The Jewish group would ge t  along much b e t t e r  i f  many 
Jews were not so c l a n n i sh .

14) I do not mind i f  my c h i l d  has g e n t i l e  fr iends  oi 
the same sex.

15) I t  i s  more im por tant f o r  my ch i ld  to know about 
Judaism than world a f f a i r s .

16) Secular education prepares one morally fo r  l i f e .

1?) A nt i -sem it ism  i s  d ir e c t e d  more a g a in s t  Jews with 
obvious Jewish ways ana mannerisms, than a g a in s t  
the more a s s i m i la t e d  Jewi.

18) I t  i s  be t ter  for  my ch i ld  to avoid mixing with 
non-Jews so that trouble  may be averted in the fu ture .

19) I t  i s  im por tant that o n e ' s  l i f e - s t y l e  should r e f l e c t  
o n e ' s  r e l i g io u s  b e l i e f s .

20) Relig ious education prepares one s p i r i t u a l l y  for l i f e .

21) I t  i s  important to p a r t ic ip a te  in Jewish communal 
a f f a i r s .

2 2 } G-ti has chosen the Jewish people as a n a t ion  of  p r i e s t s  
to the  res t  o f  mankind.

23) Jews have h igher  moral and e t h i c a l  code than non-Jews.

24) Children learn more by l i s t e n i n g  to the guidance of  
t h e i r  parents than by t h e i r  own m is takes .

25) Too many Jews try to intrude into areas where they are
n o t  w a n t e d .

2 6 )  I  would d i s o w n  b y  d a u g h t e r / s o n  i f  s h e / h e  married a  
g e n t i l e .

27) In order to  be aware o f  current world a f f a i r s ,  i t  is  
important to  have a t e l e v i s i o n  in the  home.



28) Secu lar  educa t ion  prepares  one v o c a t io n a l ly  
f o r  l i f e .

29) I t  i s  e s s e n t i a l  to be a member of a Synagogue.

30) G-d i s  concerned with each one o f  us and can be
reached through Prayer.

31) As a whole Jews a re  i n t e l l e c t u a l l y  su p e r io r  to 
other groups.

32) The s e c u l a r  education  my c h i l d  i s  r e c e iv in g  w i l l
get him/her further in the future than h is /h er
r e l i g i o u s  educa t ion .

3 3 ) I b e l ieve  t h a t  being born a Jew means t h a t  you a re  
a t  a handicap in most profess ions  and occupations.

34) I would be prepared to accept my son/daughter's  
g e n t i l e  spouse i f  the  l a t t e r  was prepared uo convert.

35) I t  i s  v i t a l l y  important for  a Jewish c h i ld  to  be 
exposed to  Jewish l i t e r a t u r e  and tne  lorah to  grow 
up to  be a Jew.

36) Relig ious  education prepares ne i n t e l l e c t u a l l y
f o r  l i f e .

37) In g e n e r a l ,  I would p r e f e r  to shop a t  Jewish-owned
s t o r e s .

38) G-d w i l l  reward the  good and punish the  w icked .

39) Intermarriage undermines Jewish community.

40) My daughter/son gets  more r e l ig io u s  input a t  school
than at home.

41) Jewish fa thers  spend more time with t h e i r  c h i ld re n  
than non-Jewish f a t h e r s .

42) One should try to  observe a l l  the  Mitzvoth.

43) T e lev is io n  programmes in t ro d u ce  into  the  home an 
element which undermines the  Juda ic  . ay of  l i f e .

44) Secular  educa t ion  p repares  one i n t e l l e c t u a l l y  f o r  l i f e .

45) Jews should jo in  mixed c lubs  in preference to  Jewish 
ones.
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46'' A young J e w i s h  ma l e  who r e a l l y  loves  a g e n t i l e
g i r l  should marry h e r , d e sp i t e  r e l i g i o u s  rea so n s ,  
i f  i t  makes him happy.

47) Jews a re  more h o s p i t a b le  than non-Jews.

48) I th ink  t n a t  ch i ld re n  should fo l low th e ir  p a r e n t s '  
voca t ion .

4 9 ) Rel ig ious  educa t ion  a t  school teaches  my c h i ld  to  
th in k  in an independent and c r i t i c a l  way.

50) I would p r e f e r  my c h i l d  to spend l e i s u r e  t ime in 
r e l ig io u s  study rather than seeing a fi lm or play.

h is  name.

52) I t  i s  through Torah study and way o f  l i f e  that Jews
r i s e  to the  top of any s o c i e ty  in which they l i v e .

53) Kashruth i s  one o f  the cornerstones o f  Judaism and 
must be observed.

54) A r e l ig io u s  home o f f e r s  a ch i ld  a bet ter  upbringing 
and means o f  developing than a non-re l ig ious  one.

55) Rel igious  education prepares one morally for l i f e .

561 i t  i s  not necessary :o observe a l l  the Mitzvoth; one 
' should only observe ihose that are personally  meaningful

57) I would prefer a Jewish attorney handled my a f f a i r s
than a non-Jew,

PLEASE INDICATE WHICH OF THE FOLLOWING OBSERVANCES YOU 
ADHERE TO.

1 ) Do you observe Kashruth. Yes ----- No . . .

2 ) Do you use a head covering (men o n ly ) . Yes ----- No . . ,

3) Do you say Brochoth. Yes ----- No

4) Do you say Grace a f t e r  meals. Yes ----- No . . .

5) Do you eat  leaven on Passover. Yes ----- No

6 ) Do you 
r i t e s .

observe mortuary and mourning
Yes . . . . No . . .
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8 ) Do you observe Sabbath r i t e s  and 
p r o h i b i t i o n s . Yes ----- No . . . .

9) Do you observe Pesach , Savuoth and 
Succoth. Yes . . . . No . . . .

1 0 ) Do you observe New Year and the  Day 
of  Atonement. Yes ----- No . . . .

1 1 ) Do you l i g h t  Sabbath candles . Yes . . . . No -----

1 2 ) Do you rec i te  Sabbath Kiddush. Yes ----- No . . . .

13) Do you p a r t i c i p a t e  in s ed e r s  on 
Passover. Yes ----- No . . . .

14) Do you l i g h t  Channuka candles . Yes ----- No -----

To ensure c o n f id e n t ia l ly ,  could you p lease  seal th i s  questionnaire
in the  envelope provided.

Thank you f o r  your c o - o p e r a t i o n .
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APPENDIX C

ethnographic sca les*

Social  Rela t ions

1) I f ee l  more at  home l in in g  in a Jewish neighbourhood than a

non-Jewish one.

2) I fee l  more at home among Jews than non-Jews .

3) I t  i s  important to p a r t ic ip a te  in Jewish communal a f f a i r s .

4) I t  i s  e s s e n t ia l  to be a member of a synagogue.

5) In general I prefer to shop at  Jewish-owned s to res .

6) Jews should jo in  mixed clubs in preference to Jewish ones.

R e l igious B e l i e f s

1) G-d i s  the creator o f  the universe and continues to guide i t ' s

d e s t in y .

2) The Torah i s  the word of G-d given to the Jews through Moses on

Mount Sinai and may not be changed.

3) G-d has chosen the  Jewish oeople as a na t ion  of  p r i e s t s  to

res t  o f  mankind.

4) G-d i s  concerned with each one of us and can be reached through 

Prayer.

5) G-d w i l l  reward the good and punish the  wicked.

6 ) One should t r y  to observe a l l  the Mitzvoth.

7) Kashruth i s  one o f  the cornerstones of Judaism and must be

observed.

8 )  I t  i s  n o t  n e c e s s a r y  t o  o b s e r v e  a l l  t h e  M i t z v o t h ;  o n e  s h o u l d  o n l y
4*

observe those that are p e rso n a l ly  m ean ingfu l .

* Adapted from Dubb (1973).
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E t h n o c e n t r i c i s m

1) A Jew i s  more s e n s i t i v e  to h i s  fellowmen's f e e l i n g s  than i s  a

non-Jew.

2) Jews have h igher  moral and e t h i c a l  codes than non Jew.

3} As a whole Jews are i n t e l l e c t u a l l y  superior to other groups.

4) Jewish fa thers  spend more time with t h e i r  chi ldren than non-Jewish

fa th e rs .

5 ) Jews a re  more h o sp i t a b le  than non-Jews.

6 ) A young Jewish male who r e a l l y  loves a g e n t i l e  g i r l  should give 

up his  Jewishness i f  t h i s  i s  the only way he can marry her,

Anti-Semitism

1 ) I f ee l  p e rso n a l ly  ashamed when I see Jews making themselves

conspicuous in pub l ic  p la c e s .

2) The Jewish group would ge t  along much b e t t e r  i f  many Jews were

not so c lannish .

3) Anti-semitism is  d irected more against  Jews with obvious Jewish 

ways and mannerisms, than against the  more ass im ilated  Jews.

4) Too many Jews try to intrude into areas where they are not wanted.

5 ) I bel ieve  t h a t  being born a Jew means that you a re  at a handicap 

in most p ro fes s io n s  and o c c u p a t io n s .

In te rm arr iage

1) I t  i s  bet ter  for my ch i ld  to avoid mixing with non-Jews so that

t r o u b l e  may be averted in the  future .

2 ) I would disown my son /daugh ter  i f  he /she  marr ied  a g e n t i l e .
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3) In te rm arr iage  undermines the  Jewish community.

4) I would be prepared to accept my son/daughter's  g e n t i l e  spouse i f

the  l a t t e r  was prepared to  co n v e r t .

5) I t  i s  good for  my son/daughter to  mix s o c i a l l y  with non-Jews as
-1-

i t  g ives  i n s i g h t  in to  other ways of  l i f e .

6) I do not mind i f  my c h i ld  has g e n t i l e  fr iends  of the same sex .  +

7 ) ft young Jewish male who r e a l l y  loves  a g e n t i l e  g i r l  should marry 

her d e s p i t e  r e l i g i o u s  r e a so n s ,  i f  i t  r e a l l y  makes him happy.+

Cultural Values

1) [ regard myself as a Jew f i r s t  and a South African second.

2) I t  i s  more important for  my ch i ld  to  know about Judaism than

world a f f a i r s .

3) It  i s  important that one 's  l i f e - s t y l e  should re f lecu  one s

r e l ig io u s  b e l i e f s .

4) it  i s  v i t a l l y  important for a Jewish c h i ld  to be exposed to

Jewish l i t e r a t u r e  an'' the Torah to grow up to be a Jew.

5) Te lev is ion  programmes in t roduce  in to  the  home an element which

undermines the Judaic  way of l i f e .

6) I would prefer my c h i ld  to spend le i s u r e  time in r e l ig io u s  study

rather than seeing a f i lm  or a play.

7 ) I t  i s  through Torah s tudy =nd ,  y of l i f e  t h a t  Jews r i s e  to  the

top of any so c ie ty  in which they l i v e .

3 ) ft r e l i g i o u s  home o f f e r s  a c h i ld  a b e t t e r  upbringing and means of

developing than a n o n - r e l i g i o u s  one.

X



9) In order to  be aware o f  current  world a f f a i r s ,  i t  i s  importanc

to  have a t e l e v i s i o n  in the  home.+

Education

1) Relig ious  education prepares one i n t e l l e c t u a l l y  for l i f e .

2) Relig ious  education a t  school teaches my ch i ld  to  think in an

independent and c r i t i c a l  way.

+ Opposi t ional q u e s t io n s .
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